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Introduction

Speaking is one of our most complex cognitive, linguistic, motor, and social
skills (Levelt, 1989; Bygate, 2009). Many disciplines have contributed theoretical
insights and empirical findings on this multifaceted skill. They include linguistics, -
psycholinguistics, conversational analysis, discourse semantics, pragmatics,
phonetics, phonology, vocabulary, syntax, speech communication, and education.
Second language (L2) speaking has additional layers of complexity contributed
from the speaker’ s previous linguistic system (L.1) and interaction of his/her L1
and L2 at different interlanguage stages as well as other factors, such as age,
learning environment, cognitive, and non-cognitive factors (Archibald, 1998;
Lantolf, 2000; Doughty & Long, 2003; Mitchell & Myles, 2004; Hinkel, 2005;
Robinson & Ellis, 2008; Ddrnyei, 2009; Long & Doughty, 2009).

This book reveals the multifaceted nature of the development of L2 speaking
skills. Chapter 1 presents the Iowa Instructional Model of spoken language
development, an integrated model that takes into consideration the nonlinear and
multifaceted nature of L2 Chinese spoken language development. This chapter
also provides theories and research that have direct implications on the formation
of the framework of our model development. Chapters 2—9 introduce theories
and models that present our curriculum and classroom instruction in a general
manner. Specifically, Chapter 2 focuses on the linguistics perspective of speech
acquisition and L2 Chinese speech acquisition studies, detailing the unique
characteristics of Chinese speech patterns as a tonal language and the trajectories
of L2 Chinese speech development. Chapters 3—5 present L2 speaking
developments from three complementary perspectives: cognitive psychology,
language socialization, and second language acquisition (SLA). From these three
chapters, one can get an impression that as language is complex, L2 speaking

1



3 ¥ smomny

skill development. cannot be totally accounted for by only one perspective,
cognitive psychology or socioculture. L2 speaking development is the result of
the interaction of multiple systems working on multiple timescales and levels
(Larsen-Freeman & Cameron, 2008). While Chapters 3—5 focus on the
acquisition perspective, Chapters 6 and 7 address the instructional effects of L2
spoken language development, taking into consideration how different approaches
of classroom intervention, either face-to-face or computer-mediated communication
instruction, contribute to L2 spoken language development. Chapters 8 and 9
present two theory-based assessment models: the Common European Framework
(CEF) and the ACTFL language proficiency and Foreign Language Standards.
While our current linguistic, psycholinguistic, and sociolinguistic theories do not
provide us with an integrated theory on the construct of spoken language,
assessment models such as ACTFL and CEF, while being developed from the
perspectives of instructors, can shed light on our understanding of the variables
that can influence spoken language performance (Bygate, 2009). Chapter 10
. presents two concrete examples exhibiting the implementation of our
instructional model in two classes of different instructional levels. The respective
teaching DVD and guide for the two classes are provided to present how the
instructor from each of the class constructed the lesson based on our instructional
model outlined in Chapter 1 of this book.
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OiERARRE RN SN EZ —, (Levelt, 1989; Bygate, 2009)
TENE, BAAREENBIEES RAS IEEARES KRN PNHEL
YEF L RIEE R BT 2 IR AT AFEARME R SRR R,
e £ 2K & 4= . (Archibald, 1998; Lantolf, 2000;- Doughty &
Long, 2003; Mitchell & Myles, 2004; Hinkel, 2005; Robinson & Ellis, 2008;
Doémyei, 2009; Long & Doughty, 2009)

XABLE-EMR T REZHERREDE D EHFESL, XMERX
BETUEEALS BSOERIAENIERENZ THENRA. F—
BEWMGEENBT XN EMERE OFEHFE NI A 82 m 6 A3
MR, F_EBIAENENB T OB RBREMERHAE HEY
M A G FIERE ., RS, F_EFEER TOIEIBNIES ¥H
JEE DL R DUE ZE QG RNAHECHR R TIUEEN—TIFAES
FEAEISENREREURDGE EOENARRS, =0 . AEMN
AL B FHSEME ZIET RS =R S &k E R
TEMOERENL. SEXZFEHNE,RIMTUERIES WE %,
LR IR OB R B AL GBI S0 B 22 5 R 42 SCAL B S AR i — A
THERMERE, CIEOERINEREZS N REEARBHMEZAE T
K H4E A i) 45 B (Larsen-Freeman & Cameron, 2008) , 257N & fl145 -1 2 B
HILENBEE S ER LR EFEE N, MR T ARREESEERX O
TR R SRR e, A3 45 G i THD o TR ASE =X R e i 5 B O SR PR R, B
BEMBNANENR TR UER KA AER . RN FES B EER
(LAF & %% CEF) M1 2 £ SMEH ¥ & R & (LT # R ACTFL) B8 5 K 49
FMERIMEEIHR M, REHMIES % OHEIES¥MELIES ¥
AR ARSI RBEEMBOIERENHEISER , XFHMER
HB & IS i) £8 JE & J T AR 1) (By gate, 2009) , CEF 1 ACTFL (¥ 34 5 =473
FHMTRMNE-BTHOBEREAEBRNENER, B TERBRTESZMN
HOFEFHFEABE I TR RERNH L, ABHAE LK
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Chapter One #—#%

The University of lowa Chinese Spoken Language Instruction Model
2B RFREaEHFRK

SN e v

The University of Iowa Chinese spoken language instruction model is based on
Chinese second language acquisition (SLA) empirical research and draws on

work in pedagogy, assessment, and Chinese pedagogical grammar. Some of these
theories have more direct influences on our curriculum, while others influence
our classroom methodology. The overarching principle of our curriculum and
methodology is meaningful practice with consideration of combining a focus on
form with the task syllabus, in task-based language teaching. In this chapter, we
will present our model within the framework of theories and research in applied
linguistics and SLA, which have direct influences on our instructional model. The
theories, models, and research that our model has drawn on in a more general
way will be introduced and described in Chapters 2-9.

RITHERFZDIE NIFBAERNB S TIEEIE ZIBES I B HHR
RN RAE B BRI T 0 T M BT SRR . X S TR X
RITRBREF EEOP W, AN ARG REEETEEIES,
AT SR BEF R B IRERS, BLUER A PO MIREH 25T
FRBFHFHESHER . EAFEP, RIVEE BB N FHIESFEME
TIET I RNER S R A EEE R AR IR
BB R SAEE T RO ET PABMITE

1.1 Chinese SLA Theory and Research ¥i& —iE S iR

At the curriculum level, our model is based on second language (L2) Chinese
empirical studies. Two comprehensive studies are particularly relevant to the
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development of our speaking model: Ke & Read (1995) and Ke (2005). Ke and
Read (1995) investigated the nature of progress that CFL learners made in an
intensive program of over 5 years with students from across the U.S.A. The
subjects were 222 students from four instructional levels. The Chinese
language ability was measured using Oral Proficiency Interview (OPI) and the
Chinese Proficiency Test (CPT), a test developed by the Center for Applied
Linguistics that measures the skills of listening comprehension, grammar,
vocabulary, and reading. The students took the two exams both at the
beginning and end of the 9-week intensive study period. One of the major
findings of this study was that students from a particular instructional level
had different achievements in their Chinese language proficiency. In addition,
there were different kinds of profiles within and between different modalities
among the learners.

ERBREFE, RNV OEBEBEEX ETERBIGEENE ZES
SCHERFR . KPR O EHEENGFREEE MG S TR ZKe
& Read (1995) 1 Ke (2005), Ke & Read 7E 1995 sE I HF X iE & T X EH —
MEFRUTEEMIUEB¥IELFNNEBETERER. ZiE&ERN
X B WA FEE KK 222 B 24 o AT DUE K B TEAG bR HE 2
FIMEHFE RS D E R E RIS (LUF B #R OPD FIIUE K FEHiR (B
T H# CPT), CPTHIRHEENHIBEST¥FOME, TEH TN E ¥4
W B R L AER M. FAEERNPLANRLES
FESIT PR B AR, — K BERATEH F B, —REER
W B R, XTHARN— DN FERARE B EH LKV E 4
DEESKEFHEAR EHA—B. RELIN 2IEFLAGHLERBRER
Bz Ak

The second study (Ke, 2005) that aided in the development of our Chinese
spoken language instructional model investigated the patterns manifested by CFL
learners in their acquisition of Chinese grammatical features at different stages of
study. The subjects were 64 CFL learners at four instructional levels in an
intensive program. The Chinese Speaking Test (CST), a tape-mediated standardized



F-% BHEAYNBOBAHEZER
oral proficiency test modeling the OPI developed by the Center for Applied
Linguistics, was used as the instrument. Nineteen Chinese linguistic features
identified from a variety of Chinese grammar books and textbooks used in the U.
S.A. were selected for examination in the study. The subjects were sampled twice
during the intensive program: once at the beginning of the program and once at
the end of the program. Three general patterns were found: 1) A linear
progressive pattern suggesting that the mastery of certain linguistic features
correlates to the improvement of the subjects’ proficiency; 2) A U-shaped pattern
showing that the subjects’ performance on certain linguistic features decreases
after their initial successful learning and increases again as they become more
proficient with the language; and 3) A plateau pattern indicating that the learning
of certain linguistic features becomes stabilized at a fairly advanced stage of the
subjects’ interlanguage development.

Xt AT BAR XA R WA ISR (Ke, 2005)FE T
ADGEE N SMBERE T EREARREI B B R IUE B R AN ERBER,
PO E W F—NIGEB R RE DU AREAKF R 64 8254, WA T
HXHM T B R E N HET ¥ 50U OPLY KA & K R FinfEiL 0iE 6k
T3P DR OB IR (CST) . BF S # M2 36 2t BT A I 1B 2 Bl
AR T 19 WDUEE T AR P R IE . WA E 7 KR AL IR
FEZHRMR: —REERBFRN, ~REBERBE RN, FREH
EABAHEKX D BRFEES ANEBMEA BT KENEBIEER
PERIRIBRME )~ R KB ERLETANRALEAURELREER, &
WREFZIENBRVWERRA GEEREBASRAWE L, DEEES
KPFREERAB TR BER; 3)—BRRAEERLIET ENET LB
AR RBE KRG R AANEE S KRR P8 B A X e
HIHFE o

Taking these two studies together as a whole, one could hypothesize that CFL
interlanguage development is not linear and that there are many paths to its
development. Learners differ in cognitive and experiential maturity, learning
styles, learning aptitudes, and motivation, and are exposed to different learning
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resources and pedagogical interventions. Interaction between learners’ internal
factors and learning conditions generates different learning profiles at any time.
These two studies support an emergentist perspective of SLA. From an
emergentist perspective, the emergence of complexity, fluency, and accuracy can
be seen, not as the unfolding of some prearranged plan, but rather as the system
adapting to a changing context, in which the language resources of each
individual are uniquely transformed through use (Larsen-Freeman & Cameron,
2008; Larsen-Freeman, 2006).

XHIMGEEHRNERERN B IUEENSIMNEET KRBIELHENRIE
MEEZBRZBBANRES . BB, ZIEEANRBRE F T X FTE
BB FI LA EZNEI TWEMBZENALHAE AR, XX E T2
JERNERESHMEMEIREHEER, 2RSS ZE A AR
HEIRE, XPIMAR A IBEIBNERBERELSRMETHKE. BEL
BB, S BHEBRPRMNTUSLETAROE R HHES
W, AT, XERFAKEIFIERBEE LA R RIE, ML#ET
— A AWENARETUNERE, EXPTREP T ANESREELIESTH
i Fi 45 LA ¥ 4k (Larsen-Freeman & Cameron 2008; Larsen-Freeman, 2006) .

These two studies (Ke & Read, 1995; Ke, 2005) have direct implications to our
spoken language development model. As different participants follow different
routes to Chinese SLA and the rate of changes fluctuate for different participants
at different times, our curriculum covers instructional materials in an iterative and
spiraling process, revisiting the same topic again and again as well as paying
attention to how our learners acquire their L2 Chinese knowledge and develop
their L2 Chinese speaking skills as a result of influences between the learner and
the learning environment.

X IS (Ke & Read, 1995; Ke, 2005)%f BAl] A iE H A A MR BH
HERE W, BHABE P EREARKIGE EIBRE, ERH
B 35 A B o 2 S B B Bh AR AL s T BT I BF XA B AR BRI T 183
AR =X 22 HE , FEAS 18] At 39 [ B0 > A6 [F) R 35 R, 3F HLIE B S H e
Wz TR, A REIEEES MRNERES DERBHRE.
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1.2 Cognitive Psychology, SLA, and Psychology of SLA
INAOERE T EEIRME_EEIGLESF

While our spoken language instructional model draws on theories and research on
cognitive psychology, SLA, and psychology of SLA in a principled way, some of
the theoretical insights from those disciplines are more discerning and carry more
weights than the others in our model. A number of theories on language learning
are particularly relevant to the development of our speaking model: implicit and
explicit learning as well as timing in foreign language instruction.

BATH B H KX LAOEE 8 B I/ME ES IB/LO
B2 BB ST R W ARSE , T E X L B8 2 B BB HE 2R op A — BB
TR BAREERER, 2T UIERANSRINTOBEELNERE
BX &R B3R 5 o 2 BE - B AL PR o U SMESLE P BB P

1.2.1. Explicit and Implicit Learning
SNEFRRRFES

“Explicit” has something to do with consciousness, while “implicit” is associated
with unconscious, automatic, or indirect processes. The explicit-implicit contrast
has been explained in three different concepts: learning, knowledge, and memory.
Explicit knowledge is acquired through explicit learning and is stored in explicit
memory, while implicit knowledge is acquired through implicit learning and is
stored in implicit memory. In other words, implicit knowledge is knowledge that is
not explicit. The outcomes of explicit learning is the construction of explicit,
verbalizablé, metalinguistic knowledge in the form of symbols (concepts) and rules,
specifying relationships between the concepts (Hulstijin, 2002). Instructional
treatment is explicit if rule explanation forms a part of the instruction (deduction) or
if learners are asked to attend to particular forms and try to find the rules
themselves (induction). Conversely, when neither rule presentation nor directions to
attend to particular forms are a part of a treatment, then that treatment is considered
implicit (DeKeyser, 2003; Norris & Ortega, 2000).
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“BHCEBRRAEX, RZBEUNSHZTR. B MEZLES
¥, BXREHEN=ZFHEMBBET BHS5RMERE ST ZE B X 23 AR
CMZ . it BT GAREETREICIZHARSEHR N BHEMR, #Ed
Btk S AR T REICIZE MR N R RSN, BaiEd, B
HEEBHERAR, B3 BHES, R B K AT BB LSS
EMERXENKNIES FIN, BH% T 0R4Ae 78 & Z E # K & (Hulstijin,
2002), MMBREHFIBRPIHEERANAEBREHAT B LT R51REH
2 BRERFIEZFHREFEAANESER, FHABHECHEN A
Tl EFEIER, X—BWEFFTRXAG N EBHEREFENA. RZ, 548
BT RSN e E 2 8BS S AL 7 e R R R AT,
BATFRIL N B2 > (DyKeyser, 2003; Norris & Ortega, 2000),

Much of the discussion on SLA and L2 pedagogy have focused on the place of
form-focused instruction in L2 teaching and learning. Most of the SLA
researchers agree with what most of the teachers have always believed: There is a
role for instruction in L2 learning. However, researchers differ quite substantially
on the implementation details of procedures of curriculum design and classroom
methodology. That is, they may agree that instruction “works”, but they have
different views about how it leads to changes in learners’ language knowledge
and use. The simplest characterization of this is discussed in terms of whether
there is an “interface” between what is explicitly taught/learned and changes or
development in the interlanguage of the learner. Three positions have been
distinguished: 1) No interface; 2) Strong interface; and 3) Weak interface.

AL E EIBM EHFEMXO T REREPE BHEIRPIE
BIEANEY, REF EIBFENHNRRE - BEEF IBES¥Y
FRE—ERER MRS E 78 A0 B T+ IR AR 302 O 5 i 4015 #F
FEARK B 73z o TEARA B BOAE FI I R BS , A 17 7T BB X 802 4o it 28 F g
MiEE MR EARS N AAEE AR KER, P — 1 aEETFiTe
FAENPNERBREBHFE—ATER . XTFXMTE, #ERE =%
AR T ) BREER;2) HEE;3) BES.



