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摘要 在英语语言教学领域，很多研究者曾就交际语言教学法(CLT)和任务型语言教学法(TBLT)进行普遍研究和探讨。在英语作为一门外语的语言环境中，派生出了许多关于交际任务型语言教学法(CLT)的研究。本文旨在调查研究成都中医药大学的英语阅读教学。
外语教学的意义在于用语言进行交流，而交际语言教学法就是最为行之有效的途径。在过去的三十余年中，交际任务型语言教学法得到广泛认同和传播。此法不仅能有效提高学生的语言交际能力，还能提高外语教学质量。

本文旨在检测成都中医药大学英语阅读课程的教学法的基本组成框架。通过对交际和非交际两类语言教学法的分析对比，得出交际语言教学法是否为成都中医药大学英语阅读课程教学中最为有效的教学法。本文的数据分析算法是参考理查兹和罗杰斯(2001)对语言教学模式的构成分析并得出结论。
本文分五章论述，第一章给出引言，举例描述当前国内英语教学面临的问题及某高校的阅读教学方式以及该高校英语教学体系、现状；在第二章阐述交际任务型语言教学法的由来、定义、特征、语境；后三章依次为研究方法、研究结果及讨论、结论部分。
研究结果显示，成都中医药大学的教师们在阅读教学中实施交际任务型语言教学法面临一定的困难。这些困难源于四个方面，即：学生、教师、教学体系和交际任务型语言教学法本身。结果表明，尽管教师们对交际任务型语言教学法显示出极大的兴趣并渴望认同该教学法，但对在英语阅读教学中能完全采用该教学法仍持保留意见。因此，笔者认为，唯有通过克服来自上述四方面的困难，建立更多可实施的有利条件，教师们才能在英语阅读教学方面从交际任务型语言教学法中真正受益。
关键词：高校英语教学 作为非母语的英语 大学阅读课程 交际语言教学法 交际能力
The Implementation Effect of Communicative Language Teaching (CLT) in College EFL Reading Curriculum of Chengdu University of Traditional Chinese Medicine 
Abstract

MA Candidate: Liu Liyun       Advisor: Meng Xueqin
CLT and TBLT have been widely explored and studied by many researchers in the field of English language teaching. There have been many studies conducted on the use of CLT in EFL settings. This study was designed to investigate the teaching of college English reading in Chengdu University of T.C.M. 

The main purpose of foreign language teaching is to communicate with language. Meanwhile, Communicative Language Teaching is the effective way to achieve the goal. Through out more than three decades, Communicative Language Teaching has been confirmed and spread widely. Communicative Language Teaching not only improves students’ communicative competence effectively, but also carries out the quality of education in foreign language teaching. 

The purpose of this paper is to examine the basic framework of EFL (English as a Foreign Language) reading instructional approach reflected in an EFL college curriculum in Chengdu University of T.C.M (Traditional Chinese Medicine). Based on such analysis, a comparison between non-communicative teaching methods and Communicative Language Teaching methodology is made to see if Communicative Language Teaching is the vital instructional approach for the college EFL reading curriculum of Chengdu University of T.C.M. This paper uses document results as the primary data collection. The coding of data analysis is grounded on the modifications of the components of Richards and Rodgers’s (2001) analysis of language teaching model. The whole curriculum is examined in terms of theories of reading English as second language, theories of SLA, and learner roles in relation to Communicative Language Teaching (CLT) characteristics as well. The findings of the paper suggest that quite a few reading tasks in the selected intensive and extensive English reading curriculum are somewhat lacking CLT characteristics. The results of the study are discussed in relation to the current college EFL curriculum framework and their implications on the EFL extensive reading at the tertiary level in Chengdu University of T.C.M.

This paper first presents an overview of college English teaching in Chengdu University of T.C.M., and then investigates the definition and principles of CLT which is followed by a brief history of CLT. Additionally, a review of existing literature related to communicative competence, as well as how it functions in CLT is presented. Moreover, this paper examines the impact of ESL vs. EFL contexts on the implementation of CLT methodology.

A mixed methods research design was used for the research. Participants for this study were fifty-seven college teachers of English teaching at tertiary level. The main data modes of data collection consisted of questionnaire and semi-structured and informal interviews.
The findings show that English teachers in Chengdu University of T.C.M. observe certain difficulties in implementing CLT in their teaching of reading. Those difficulties stem from four directions, namely, the students, the teacher, the educational system, and CLT itself. The results suggest that despite showing great interest in change and being eager to identify with CLT, teachers are not rather optimistic about the complete adoption of CLT, and thus feel that only by overcoming the difficulties from those four aspects, and by establishing more favorable conditions for the implementation of CLT can teachers truly benefit from CLT in their teaching of English reading. 
Key Words: college English education, English as a Foreign Language (EFL), college reading curriculum, Communicative Language Teaching (CLT), Communicative Competence
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Introduction
Communicative Language Teaching (CLT) as a methodology was considered as revolutionary since it placed an important emphasis on communication in language learning classrooms. Having been primarily an ESL (English as a second language) methodology, it gained a widespread acceptance in the western countries. Following the emergence of CLT in English-speaking countries, it began to spread all over the world. Signifying the new and being endorsed as a reaction against the traditional language teaching methodologies, CLT has served as a major source of influence on English language teaching practice in both ESL and EFL environments.

Despite of the apparent popularity of CLT in the past three decades or so, there have been opposing opinions on the appropriateness and feasibility of implementing CLT in EFL contexts. Many ELT (English language teaching) researchers have highlighted the significance of the local needs and the conditions of the particular EFL contexts, and the benefits of the traditional approaches or methods of language teaching (Harvey 1984). But some others have taken a strong position for adopting CLT in several Asian countries (Li 1984). Nonetheless, the majority of the ELT experts have maintained the idea that neither of these extremist positions will benefit English teaching and learning in the contexts. Supposing the present English teaching circumstances in the Asian countries, researchers have revealed that implementing CLT approach under these circumstances is almost impossible. They have pointed out that certain barriers should be overcome for the effective implementation of CLT (e.g. Burnaby & Sun 1989, White 1989, Ellis 1996, Hiep 2007).

After more than three decades of discussion, not very much has changed in English classrooms in China within moving towards a more communicative approach. The National Ministry of Education is responsible for the supervision of the public educational system and authorizations under a national curriculum. Despite of the fact that current English teaching curriculum imposed by the Ministry of Education is clearly based on the CLT methodology, and the student-centered approach has been officially adopted, traditional methods represented by Direct Method and Grammar-translation Method still dominate the EFL classroom practices in Chengdu University of T.C.M. But why is it that teachers hardly ever use the practices of CLT in their teaching in reading and writing? Why are the reasons for CLT not getting into college EFL classrooms promptly? The answer is that the implementation of CLT practices in their classes in which the challenges and difficulties they have already faced seems very informative so that they have not been quite sure whether they could provide guidance concerning how to introduce CLT in EFL settings more efficiently and effectively. Thus, this study is important to facilitate positive changes in college English teaching, as well as to provide local practitioners real assistance.

Many past studies have shown that English language proficiency may affect English as a foreign language (EFL) students’ academic performance at the university level (e.g. Stoynoff 1997, Songy 2007). Normally, as a fundamental course, college English is a must for undergraduates. As reading is an important part of language proficiency which affects academic literacy and success with the whole L2 acquisition process at the university level, “the ability to read academic texts is considered one of the most important skills that university students of English as a Second Language (ESL) and English as a Foreign Language (EFL) need to acquire” (Levine, Ferenz & Revez 2057). However, during author’s eight-year teaching career, many EFL university students are not able to read and understand well materials in the English language (e.g. David & Govindasamy 2003, Valencia & Buly 2004, Otlowski 2008, Vlack 2009), the situation of which may affect their academic performance. 

Present College English Teaching System in China

With the reform and opening up, China has gradually set up the system of English education ranging from primary school to university. During the past thirty years, China has endeavored to further promote English teaching in college. In addition, great changes have taken place in terms of personnel training, teaching method and approach, textbooks, field work, courses and teachers.

However, there is still a long journey, for some problems exist as usual:

1). In present-day China, the system of public college English teaching does not seem to be cohesive with that of primary and middle school. The new proposal given by the Ministry of Education in China implies difference between developed areas and remote areas. According to the proposal, students in the former areas begin their initial English learning at an earlier age than those in the latter regions. However, disconnection and mismatching can be found between English education in the middle school and in the college. This difference occurs in textbooks, content, courses and teaching methodology, etc, which results in discontent among students as well as a waste of time and energy. Some of those students who did well in English-learning during junior and senior high school even cynically grumbled that almost nothing had been obtained from college English learning.  

2). The goal of public college English teaching is to develop students’ reading ability. Learners spend most of their time memorizing words instead of fostering communication skills such as listening and speaking. Vocabulary has been enlarged but the mastery of English is not realized. Meanwhile, when it comes to practice, they have no idea of how to use words correctly. Besides, students hardly have the chance to speak in class considering the huge amount of students in one class and too much emphasis on reading; teachers explain the grammatical rules primarily in Chinese as well. Many universities and colleges are lack of language labs due to the inadequate funds. Hence, all these mentioned above hampered the development of Communicative Language Teaching in English reading. To improve the current situation, the pace of the reform of public college English teaching should be sped up. 
3). Different types of colleges or universities should have their own different demands according to students’ English level. As we know, the current public college English teaching system fails to satisfy various demands of students with different majors. On the one hand, the teaching staffs unanimously adopt the shared syllabus. On the other hand, to get the degree, every student expected to pass CET (College English Test) Band 4 or 6. Nowadays, with the development of China’s market economy, the social relationship of universities and industries has been deeply enhanced. But unlike some universities in western countries, students in China are relatively weak in using English as a foreign language flexibly. They may excel in   writing and reading but not in listening and speaking. In western countries, students major in science and technology or others can still have a good mastery of English use and have no difficulties in communicating freely. 
4). The inadequate specialized funding hampers the improvement of college English teaching; the quality and the quantity of English teachers want improving. Besides, lack of multi-media classrooms or language labs, lack of foreign language library, means students have little chance or inadequate time to perceive or to practice English.
5). Evaluation and test system need to be improved. Along with TOEFL, GRE from the U.S.; IELTS from the U.K; CET Band 4 and 6, TEM-8 from China, all types of evaluation and test systems have popularly appeared. One needs to pass IELTS, TOEFL, GRE if they plan to further their education abroad. These tests, anyway, do not exert great impact on students’ graduation or job hunting in China. However, there are two strikingly different views in regards to CET-4, CET-6 and TEM-8; people who are in favor of them hold that these tests not only encourage teachers to improve their teaching methods and students’ English level, but also ties students’ language competence and their career closely. In contrast, the opponents put forward that these tests are so time-consuming that teachers have no time to motivate the communicative skills of the students. What they pointed out is that the students who succeed in CET-4, CET-6 or even TEM-8 may not be good at writing let alone speaking. That may be the disadvantage of exam-oriented education, although students were aware of how to pass these tests, they did not achieve mastery through a comprehensive study of what they had already learned. Admittedly, these tests are set according to the syllabus of college English teaching; nevertheless, it is not directly relevant to their graduation and career. Based on this, it is suggested that institutions of higher education avoid overstating these tests. Instead, they need to figure out ways suitable for various students to enhance their English level. 

An Overview of English Teaching in Chengdu University of T.C.M.

How Reading Has Been Taught?

According to the latest College English Curriculum Requirements issued by the National Ministry of Education in 2007, the aim of English teaching is to make students capable of comprehensive English-learning. To be more specific, students will be equipped with English competence which benefits their future job-seeking and social networking. They will easily enable themselves to communicate effectively. Meanwhile, they will be qualified for global citizens and master the language skills so as to contribute to the economic and cultural exchanges. For the sake of the objective of college English teaching, the communicative approach to reading seems vital as one of the training means of college English.

Probably English reading has always been regarded as difficult courses for both teachers and students. For many of the students in Chengdu University of T.C.M. are coming from the countryside, which lead them at a poor English level (a certain number of students could not pass CET-4 even after graduation). So, teachers in class were afraid of the fact that those students do not understand, always patiently repeated the stress, key points, by doing this, in contrast, they obstructed some top students to learn more, thus, students totally could not experience interest in the learning process. It seems that there was hardly positive participation in classroom activities, and the atmosphere looked quite dull. The development potential of the learners could not be sufficiently stirred up. As modern teaching particularly stressed the need of focusing on the emotions of the learners, however, students only on their own had a positive attitude in learning English. In order to keep the motivation and achievement for English study, teachers tried to prevent some negative emotions from having negative impact on the long-term development of the learning effect in the teaching of English reading.

Training on Reading Comprehension

According to the Ministry of Education in China, the past twenty years have witnessed great improvement in public college English teaching (English major teaching not included here). The vocabulary of college students has surpassed 4,200 words while the reading speed of those students has reached a certain degree in between seventy and one hundred words per minute. Generally speaking, college students who do not major in English definitely have the competence not only to communicate in English, but to read ordinary English newspapers and magazines smoothly. Meanwhile, after more than twenty years’ effort, great changes have taken place in series of courses, personnel training, contexts, field work and teaching methods. At times, in national English speaking competitions, fantastic prizes have been gained by some excellent students in Chengdu University of T.C.M; and since every student is encouraged and required to take the tests of college students’ English ability (such as College English Test Band 4 and even Band 6), under such circumstances, an increasing number of students have passed those tests. The College English Curriculum Requirements, which points out that the top priority of College English teaching is to foster students’ relatively-strong ability on reading comprehension, fully shows the importance of reading comprehension in college EFL teaching. Taking CET-4 for example, there are four requirements as following on reading comprehension:

1). grasp the main idea of the passage; 2). find the details and facts leading to the topic or the main theme of the passage; 3). understand the literal meaning of the passage and at in the meanwhile make reasonable inference and judgment based on the passage; 4). Understand the meaning of some particular sentences (such as long and difficult sentences) in the passage and understand the logic relationship of the context as well.

In order to meet the requirements mentioned above, students must learn and possess some reading skills and techniques. The following three methods of developing reading skills are provided as follows:

1. skimming

Skimming is one of the very useful skills that the reader only grasps the main idea of the passage without paying attention to every detail mentioned in the passage. While skimming, it is important to find the top sentences in every paragraph and get the main idea of the passage. Generally, it is necessary to read the first two paragraphs of the passage at a faster speed so as to determine the main idea, background or theme of the passage, and the writing style of the author as well. In order to achieve quicker reading speed, skimming should be conducted by reading whole context in idea groups rather than word by word or sentence by sentence.

2. read-up

Read-up is such a kind of reading skill that requires the readers to read the passage very carefully. For its requirement that the reader have a thorough and complete understanding of the meaning of the passage, when read-up is used, students should determine the main idea of the passage, figure out the meaning of unfamiliar words according to the context, make correct inference grounded on the main idea of the passage and introduce the main idea of each paragraph based on the writing style and sentence structure of the material.

3. consultation

Consultation is also one of the reading skills that reader picks up some particular information from abundance of words in the passage. While consultation is adopted, several points should be paid attention to, such as the reader should determine the information he/she wants to look for and its form, learn to look for the information by way of glance at the context, and learn to find the location of specific information in the material.

In all, the reading skills mentioned above are not exclusive from each other, because reading is the process of incorporating plenty of reading skills and techniques. In order to understand a passage or context well, it is essential to use those reading skills mentioned above in a flexible and proper way.

Present Situation of college EFL education in Chengdu University of T.C.M.

Many a teacher in College of Foreign languages of Chengdu University of T.C.M. has been well aware that communicative competence is such an intricate web of physical, socio-cultural, psychological and linguistic features that it is not hard to get embroiled in, but just one part of that web. And it may be probably impossible in the near future to describe the whole EFL discourse in such a way that language teachers are provided with ready solutions to the teaching of English as a foreign language. However, some of the features of language communication are becoming clearer. Still, the author believes that the situations are moving in creative and positive directions. The language researchers and teachers can be a part of that creative event by fashioning a cohesive and integrated understanding of how learners acquire the ability to communicate effectively and clearly in English as a foreign language. 

The EFL college curriculum has been identified as a communicative curriculum in Chengdu University of T.C.M. since 2006, “an organization of Communicative Language Teaching (CLT) around a specification of communication tasks” (Richards & Rodgers 2001). Therefore, Task-Based Instruction (TBI) and Communicative Language Teaching (CLT) approach and related theories of second language acquisition (SLA), second language (L2) reading, and learner roles were reviewed.
Significance of the Study

CLT has been widely explored and studied by many language researchers in the field of English language teaching. And there have been great many studies conducted on the utilization of CLT in EFL settings. Nevertheless, there are few studied that specially deal with CLT and its implementation in the reading curriculum or reading contexts of college EFL teaching. Therefore, this study aims to lay out a lucid and thorough discussion of current ELT practice in the college EFL reading context of Chengdu University of T.C.M.

Furthermore, the literature in Chengdu University of T.C.M. predominantly focuses on Reading part of English teaching at tertiary level, thereby overlooking English teaching in the primary and secondary schools. Yet, the CLT has been extensively adopted by textbooks and curricula in second language teaching, especially in ESL countries. This holds true for China as well. So does the same for EFL tertiary education. In the year of 2007, the Ministry of Education of China revised and updated the National English Teaching Curriculum in primary and secondary levels. According to this recent reform, CLT has been introduced as the basis of the curriculum, which dictates that, what matters is the use of language as a means of communication rather than the rules of grammar. Following the adoption of the new CLT-based curriculum, Ministry of Education replaced some of the existing contexts already used in schools with newly written course contexts based on the CLT approach. Yet, there seems to be an apparent disparity between the proposed curriculum and the actual classroom practices, even though those positive steps mentioned above have been taken towards integrating CLT approach into English teaching in Chengdu University of T.C.M. Hence, the findings of the present study will be useful to the overall use of CLT in other college EFL situations, providing insights about the potential issues needed to be addressed for the development of college EFL teaching in different EFL contexts.

In accordance with the goals of Communicative  Language Teaching, the general goal of the EFL curriculum in Chengdu University of T.C.M. developed in 2004 was to prepare upper college students “with the ability to communicate accurately and effectively in the most common English Language activities they may be involved in” (Richards & Rodgers 2001 230). The assessment of the previous EFL curriculum by the other T.C.M. colleges and universities in 2007 concluded that EFL curriculum of Chengdu Universities of T.C.M. was a Task-Based curriculum based on the examination of the general English use objectives for EFL oral communication. Nevertheless, the assessment report in 2007 neither analyzed whether the reading tasks in the former EFL curriculum in Chengdu University of T.C.M. were in line with Communicative Language Teaching nor examined the most recent EFL curriculum in Chengdu University of T.C.M. introduced in 2007. The present study built on the scholarship by examining if Communicative Language Teaching as part of Communicative Language Teaching instructional approaches is the principle EFL reading instructional approach of the most recent EFL reading curriculum in Chengdu University of T.C.M. Considering the impact of English language reading on tertiary education attainment, the instructional approaches of EFL literacy in preparing college students for academic success deserves further exploration.

Focus of the Study

This study centers on the questions followed:

(1) Is the college EFL reading curriculum in Chengdu University of T.C.M. developed based on the socio-cultural theory of SLA?

(2) Is the college EFL reading curriculum developed based on the communicative-based interactive theory of L2 learning?

(3) Are the college EFL reading activities in college EFL reading curriculum of Chengdu University of T.C.M. designed as collaborative tasks?

(4) What can Communicative Language Teaching contribute to teaching of college English reading in Chengdu University of T.C.M.?

(5) What are the difficulties and challenges that college English teachers face in implementing CLT in the teaching of English reading classrooms? Can these difficulties be overcome? How and to what extent?

Chapter One Review of the Literature
This chapter starts with the history, definition and features of Communicative Approach, which is also called CLT. That may help understand CLT continually for the college teachers who want to offer opportunities for their students in the English reading classes to participate in real-life communication in the target language. Furthermore, it makes us more aware of the distinguishing differences between Communicative Language Teaching and the other ways of English as a foreign language (EFL) teaching. Then the second section begins with an overview of Task-Based Language Teaching (TBLT) to provide the background to the present study. The third section of this chapter investigates Communicative Language Teaching (CLT) as one of the most recent developments in ESL and EFL teaching methodology. Furthermore, a review of existing literature related to communicative competence, as well as it functions in CLT is presented. Moreover, this chapter examines the impact of ESL vs. EFL contexts on the implementation of CLT methodology as well. Finally, the last section describes the present situation of college EFL education in Chengdu University of T.C.M.
1.1 Communicative Approach (CA)

1.1.1 History of Communicative Approach (CA)
By the late sixties of the twentieth century, Communicative Language Teaching can be traced back to the evolving of the traditional British language teaching. Some British applied linguistics once had doubts about this situational approach at that time; they started to highlight the communicative and functional potential of languages, it was also called the fundamental dimension. Scholars such as Christopher Candlin and Henry Widdowson, put forward the work of British functional linguistics like Halliday and Joah Firth, some American work in philosophy and in socio-linguistics like Dell Hymes as well. They considered that teachers or researchers should pay more attention to communicative proficiency in language teaching, but other than the mere mastery of structures. For Communicative Approach, such impact laid another momentum that the increasing number of European countries, which were independent, made loud demands for greater efforts to teach the major languages of the community for adults. Then international conferences on language teaching were sponsored by the council of Europe. It was really active in promoting the formation of International Association of Applied Linguistics via publishing monographs and books about language teaching. A group of specialists started to check into the possibility and feasibility of developing language courses on a unit-credit system in the year 1971. A British linguist named Wilkins proposed a communicative and functional syllabus for language teaching at that time. He had his idea published in National Syllabus, in which two types of meanings - the notional categories and categories of communicative functions were put forward; besides, Wilkins made great effort to prove the systems of meaning that lay behind the communicative uses of language. Kikgoz points out:

The writings of Widdowson, Wilkins, Chrisopher Brumfit, Candlin and Keith Johnson; the work of the Council of Europe; the fairly rapid acceptance of these new principles by British language teaching experts, curriculum centers, the rapid application of these ideas by textbook writers, and even governments gave prominence nationally and internationally to what came about to be referred to as the Communicative Approach, or Communicative Language Teaching. (55)
1.1.2 The Definition of CA
Communicative Approach, which is also called Communicative Language Teaching or Functional Approach, was the British version of the movement in the early 1960s in reaction to the behaviorism and structuralism which had been embodied in the audio-linguistics.

Communicative Approach indicates teaching concepts with recommendations about method and syllabus of teaching and learning, where the focus is not on structure, but on meaningful communication; not on usage but use. Within the approach, learners are given tasks to perform using language successfully instead of studying the language. Also, the syllabus, for the most part, is not based on structural development, but on functional development. In short, a structural syllabus is replaced by a functional syllabus. It seems that there is indeed less emphasis on error correction; besides, the requirement of “communication and fluency” surpasses the former requirement of “accuracy”. It is the reasonable and valuable transfer of information that matter most in this process. Students fulfill the assignment with their classmates in a cooperative way while teacher is becoming more than a watcher. What’s more, the result of learner-oriented will be achieved.

1.1.3 The Features and Principles of CA
As the field of second language pedagogy has developed and matured over the past decades, college teachers have experienced a number of reactions and counter-reactions in approaches and methods of language teaching. Looking back over a century of foreign language teaching and observing the trends, those approaches and methods came and went away. But how about the result when looking back 100 years from now and characterize the present era? Undoubtedly, the answer almost lies in the recent efforts to engage in communicative language teaching (CLT). The saying of “push toward communication” (Higgs and Clifford 1982) has been never-ceasing. A number of researchers have defined and redefined the construct of communicative competence. They have examined the nature of styles, gender factors, registers, and non verbal communication. They have described spoken and written discourse. They have explored the myriad functions of language that students must be competent to accomplish. With the treasury of knowledge we have been actively urgent toward the goal of learning how to teach communication best.

Taking one glance at current journals in second language teaching reveals a great number of materials on CLT. There are numerous textbooks for teacher trainers and teachers expounding on the nature of communicative approaches and offering techniques for varying purposes and ages. In short, whenever and wherever looking in the literature today, it is easy to find reference to the communicative nature of language classes.

Besides, CLT is best understood as an approach, not a method. According to the definitions of H.D. Brown, approach represents “Theoretical positions and beliefs about the nature of language, the nature of language learning, and the applicability of both to pedagogical settings”, while method means “A generalized, prescribed set of classroom specifications for accomplishing linguistic objectives. Methods tend to be primarily concerned with teacher and student roles and behaviors, and secondarily with such features as linguistic and subject-matter objectives, sequencing, and materials. They are almost always thought of as being broadly applicable to variety of audiences in a variety of contexts.” Therefore, it is a unified but broadly-based theoretical position about the nature of language and of language learning and teaching. However, it is difficult to colligate all of the various definitions that have been given. On the basis of Widdowson’s (1978) earlier work, Breen and Candlin’s (1980) seminal article, Savignon’s (1983) practical applications of communicative competence, and the recent special issue of Applied Linguistics (Angelis and Henderson 1989), the authors have enough definitions to make the readers reeling. For the sake of simplicity and directness, H.D. Brown has offered four interconnected characteristics as a definition of CLT as following:

1). More than grammatical or linguistic competence, the aim of teaching is to cover each and every component of communicative competence.

2).In terms of Fluency and accuracy, they are regarded as elements that complement the communicative techniques. From time to time, fluency serves a more significant role than accuracy so that students can be more devoted to the effective application of language.

3). Engaging learners in the authentic, pragmatic, functional use of language for meaningful purposes is just what language techniques are designed for. Organizational language forms are not the central focus any more. Instead, how to accomplish those purposes for learners is emphasized.

4). In the final analysis, students in the communicative classroom are expected to apply the language in an acceptable and efficient manner without any preparation or forethought.
These four characteristics prove some major departures from the earlier approaches. Those departures, in some ways, are a product of the growth of knowledge that has been illustrated in numerous methods. However, those departures are radical to some extent. For centuries, structurally (grammatically) sequenced curricula were a prominent supporter. CLT reveals that grammatical structure might be subsumed better under various functional categories. Thus teachers do not follow the traditional way to attach much importance to the explanation and elaboration of grammatical rules. The huge amount of authentic language is in the great need in CLT if one wants to obtain fluency. Here it does not overstate the achieving of fluency. One cannot only pursue fluency while paying no attention to the smooth and productive exchange of information. Usually, under the guidance but not the control of the teacher, communicative classrooms push students to handle some spontaneous settings. Thus, much more spontaneity is presented.

As for a nonnative speaking teacher who is not very proficient in the second language, the latter characteristic of CLT often make it difficult to teach effectively. Drills, dialogues, discussions of grammatical rules and rehearsed exercises are much simpler for the average nonnative speaking teacher to contend with. However, this drawback would not deter one from pursuing communicative goals in the classroom. On the other hand, technology means such as videos, films, computer software, television, etc. can come to the aid of such type of teachers. Teacher training and certification programs may also need to stiffen their language proficiency requirement for teachers as well. Nowadays, as educational and political institutions in China become more sensitive to the importance of teaching English as a foreign language for communicative purposes, meanwhile, not just for the purpose of “passing a test” or of fulfilling a “requirement”, teachers in colleges or universities may be better able to accomplish the goals of communicative language teaching.

1.1.3.1 Features of CA
a) Focus on meaning; 

b) Student-centered, students are expected to interact with others in oral practice, through pair and group work, and in their reading and writings;

c) Communicative competence is the desired goal. Fluency is the primary goal. Intrinsic motivation springs from an interest in what is being communicated by the language. Dialogues, if used, center on communicative functions;

d) Task-Based.
1.1.3.2 Principles of CA
a) The meaningfulness principle: language that is meaningful to the student supports the learning process;

b) The communicative principle: activities that involve real communication in class promote learning;

c) The task principle: activities in which language is used to complete meaningful tasks promote learning.

1.2 Task-Based Language Teaching (TBLT)

1.2.1 History of TBLT

Task-Based Language Teaching started in the 1970s when scholars argued whether language instruction should teach both grammar and meaning (Skehan 2003). Such field widely adopts Prabhu as one of the first advocates for tasks or TBLT when he started the approach in teaching secondary classes in India in the1970s (Long & Crooks 1992, Ellis 2003). From then on, TBLT began to be generally approved and widely discussed in language teaching and research in second language acquisition (SLA).

Some proponents of TBLT, like Willis (1996) et al, hold that TBLT develops from Communicative Language Teaching (CLT), because of the fact that TBLT shares the same several principles with CLT. Especially since the 1980s, ‘task’ and ‘Task-Based language teaching/instruction’ have become increasingly popular items to those ones of ‘communicative language teaching’ or ‘communicative activity’ (Crooks & Chaudron 2001, Skehan 2003). Though being argued to have proceeded from CLT, TBLT has its own basic principles from different philosophies and approaches unto language instruction.

Nowadays, TBLT sounds a broad term, which not only involves teaching and research, but testing and curriculum design in SLA as well. Crooks and Gass (1993) claim that TBLT is mostly used in two areas: “first, as an aspect of the research methodology used in studies of second language acquisition (SLA) from the beginning of the 1980s, and second, as a concept used in second language curriculum design from the middle of the 1980s” (1). However, Samuda and Bygate (2008) go beyond SLA and clarify TBLT from another perspective of education. According to them, “by 1913, Dewey was arguing that classroom learning needed to be focused and shaped so that it met the personally held interests that pupils brought with them, and the ends that they held in sight” (19). That is to say, classroom teaching should be authentic or should be connected with the learners’ personal experiences. The connotation is that “we need to seek out new ways of teaching so that the content is accessible, useful and relevant given the levels of experience and understanding of learners” (Samuda & Bygate 20).

1.2.2 Definition of ‘Task’
On the contrary to CLT, ‘task’ in TBLT has been defined in various ways from the year 1983 to now, and it has never been assigned a clear definition in the field of SLA. No less than 20 definitions of task have been literally offered by the researchers from different research perspectives. The concept, from its initial use in the literature in the early 1980s up to today, has been associated with relating with real world activities, focusing on form, focusing on meaning, and finally coming to the comprehensive definitions after the year of 2000. Three definitions are selected in this thesis as following to indicate in people’s conception of tasks or task-based language teaching:

· A task is a piece of work undertaken for oneself for others, freely or for some reward. Thus, examples of tasks include painting a fence, dressing a child, filling out a form, buying pair of shoes, making an airline reservation, borrowing a library book, taking a driving test, typing a letter, weighing a patient, sorting letters, taking a hotel reservation, writing a check, finding a street destination, and helping someone across a road. In other words, by ‘task’ is meant the hundred and one things people do in everyday life, at work, at play, and in between. ‘Tasks’ are the things people will tell you they do if you ask them and they are not applied linguists. (Long 1985 89)

· A task is a piece of classroom work which involves learners in comprehending, manipulating, producing, or interacting in the target language while their attention is focused on mobilizing their grammatical knowledge in order to express meaning, and in which the intention is to convey meaning rather than to manipulate form. The task should also have a sense of completeness, being able to stand along as a communicative act in its own right. (Nunan 2004 4)

·  Language Teaching (TBLT) is an educational framework for the theory and practice of teaching second or foreign languages. It is based on a constellation of ideas issuing from philosophy of education, theories of second language acquisition, empirical findings on effective instructional techniques, and the exigencies of language learning in contemporary society. Though there is broad interest in the potential value of TBLT to foster worthwhile language teaching and learning, there is also considerable diversity in the theoretical scope, applied practice, and research that corresponds with the TBLT name. (TBLT 2007, TBLT 2009)

1.3 Communicative Language Teaching (CLT) 

1.3.1 Definition and Principle of CLT
Communicative Language Teaching (CLT) is a form of Communicative Language Teaching in which tasks or activities are viewed as central to meaningful language learning (Skehan 1998, Nunan 2004). The primary goal of Communicative Language Teaching is to prepare learners with language that matches their needs (Long & Crookes 1993) and is suited to their context and familiarity (Ellis 2003). Besides, teaching and learning activities under Communicative Language Teaching typically involve learners as problem solvers who have to fulfill a specified real world task in relation to the instructional objectives or learning outcomes such as making travel arrangements with a travel agent (Crookes 1986, Prabhu 1987).

The cognitive information-processing theory of SLA within the context of L2 reading involves linguistic information processing, textual information processing, and the synthesis of text information and prior knowledge processing (Koda 2005). In using Communicative Language Teaching for the teaching of L2 reading, students not only have to process and comprehend data in the reading text (which is part of cognitive information processing), but also to fulfill an assigned task based on text information, through meaningful interaction (Nunan 2004).

While the cognitive information processing of text is considered to be located within Task-Based communicative activities as part of a problem solving process, readers cooperate to negotiate text meaning in order to build a mental representation of the text as given by the author. Moreover, students are also simultaneously situated as the monitors of their own learning through attending to the grammatical forms that are highlighted in the tasks and as risk-takers who have to attempt the target language by devising language innovation, for example, paraphrasing, restating, using paralinguistic signals and so forth due to their lack of control or knowledge of the L2 due to their lack of control or knowledge of the L2 (Richard & Rodgers 2001). Such feature of Communicative  Language Teaching, which integrates communicative  activities and information processing around a reading text in meaning making process contrasts Communicative Language Teaching with traditional reading instructional approaches which were widely used in the past, such as the Grammar Translation (GT) method. GT is developed based on the SLA structuralism theory which concerns with individual form-focused tasks instead of collaborative meaning-focused tasks (Griffth & Parr 2001). Meanwhile, GT is developed based on bottom-up L2 reading theories as well, which regard the reading process as text-driven in nature with the emphasis on lower level text processing such as word recognition, word identification and phonological processing. The approach used in GT usually results in the design of learner role in the form of personal pattern of learner grouping, which is opposite to the pair and group pattern of learner grouping promoted by the Communicative Language Teaching.

As far as the context of L2 is concerned, reading tasks that foster meaningful communication with the goal of fulfilling text-based tasks is reflected in communicative second language (L2) reading approach such as Whole Language instructional approach which is grounded in SLA theory of language as communication. The Whole Language instructional approach is traditionally developed based on top-down L2 reading theories which perceives reading task as a process of constructing meaning from whole to part, according to Bergeron, the inclusion of the communicative aspects in the reading tasks results in the transformation from top-down L2 reading theories to the communicative-based interactive theory of L2 reading. The traditional view of L2 interactive reading theory is a combination of text-driven and reader-driven processes which includes both lower level and higher level processes, and takes into account readers’ cultural factor, background knowledge of content, and text structure. However, in recent years, L2 reading researchers have begun to shift their focus towards the importance of having students to be actively engaged with the text by linking social context and cognitive development (Vygotsky 1987). Therefore, the interactive theory of L2 reading has been expanded to include the interaction between the reader, the text and the reading context so as to meet the needs of socio-cultural theory. The interactional theory of L2 reading promotes discourse competence around text information using language not only as a tool in a socially mediated process, but as a central tool for the development of thought processes which could assist in enhancing L2 reading processing.

It is believed by Goodman (1987) that GT focuses on forms, the communicative Whole Language approach to L2 reading instruction which is a recent approach to L2 literacy education focuses on meaning making using tasks as mediation. However, the Whole Language instructional approach is regarded as not reflective of Communicative Language Teaching if students’ roles are designed in the form of individual tasks. Take a Whole Language reading class for example, if students are asked to read a text and answer reading comprehension questions of their own, despite of , such reading activity is not communicative in nature. That is to say, such form of Whole Language instructional approach, in contrast to CLT, can be considered as a cognitive whole language Task-Based instruction.

Communicative Language Teaching has been recommended by many L2 researchers (such as Basturkmen (2006), Fotos & Ellis (1991), Newton (1995), and so forth), as a suitable and practical instructional approach for L2 and foreign language learning, because the process of learning is meaning-centered and CLT promotes real-time communication. Storch (1998) once conducted a CLT study using text reconstruction as the communication task, which was carried out by adult ESL learners. The results imply that both the text reconstruction task and combining jumbled-up text ideas into a coherent text assist the ESL learners in analyzing text meaning beyond sentence level. Nonetheless, some L2 researchers (e.g., Widdowson 2003) have argued that the focus on task may hinder learners in developing linguistic competence that they need as academic preparation, because the focus of CLT is primarily on task completion and fluency of communication flow other than on language accuracy. On the opposite side, Hatch (1992) has found that communicative interaction with others through pair and group reading tasks not only assists in developing better understand of text meaning, but helps the development of the linguistic aspects of the second language.

1.3.2 Communicative Competence

In Chomsky’s linguistic theories, he makes a distinction between two aspects of language, namely ‘performance’ vs. ‘competence’. He holds that the underlying knowledge of the grammatical system forms competence. By performance, Chomsky refers to the use of this underlying knowledge to communicate. As to competence, Chomsky means the shared knowledge of the ideal speaker-listener set in a completely homogeneous speech community. Chomsky affirms that such underlying knowledge enables a user of a language to produce and understand an infinite set of sentences out of a finite set of rules. This linguistic model proposed by Chomsky, however, has been harshly criticized for being too simplistic (Halliday 1979, Hymes 1972). They pointed out that this model fails to account for the social aspects of language. Agreeing with Chomsky on competence-performance distinction, most scholars feel that competence should involve, in addition to grammatical sectors, socio-cultural, psycholinguistic, as well as the ones mentioned in Hymes’ term.

Hymes argues that Chomsky’s view of competence is too ideal to describe actual language behavior; hence, his view of performance is an incomplete reflection of competence. He also points out that the theory does not account for differential or socio-cultural factors in a heterogeneous speech community. Hymes (1972) offers a broader concept of competence, namely “communicative competence”, in claiming that a linguistic theory must be able to deal with a heterogeneous speech community, the role of socio-cultural features and differential competence. Additionally, he puts forward that native speakers, including linguistic competence, attend to another rule system while speaking, which is labeled as the rules of language use. As cited by Li (1997), Hymes claims that “a person who acquires communicative competence acquires both knowledge and ability for language use as following:

· Whether (and to what degree) something is formally possible;

· Whether (and to what degree) something is feasible in virtue of the means of implementation available;

· Whether (and to what degree) something is appropriate (adequate, happy, successful) in relation to a context in which it is used and evaluated;

· Whether (and to what degree) something is in fact done, actually performed, and what its doing entails.” (281)

Compared to Chomsky’s view of competence, of abstract knowledge of grammar, a new and more comprehensive view of what knowing a language is offered by Hymes’ theory.

Likewise, Savignon (1997) promotes a classroom model of communicative competence with the definition of “functional language proficiency; the expression, interpretation, negotiation of meaning involving interaction between two or more persons belonging to the same (or different) speech community” (272). She portrays communicative competence in her book Communicative Competence: Theory and Classroom Practice (1997), as having the following elements:

1). Communicative competence, which is a dynamic rather than a static concept, lies on the negotiation of meaning between two or more persons sharing the same symbolic system to some degree…
2). Communicative competence applies to many symbolic systems, including the two aspects of speaking and writing.

3). Communicative competence is context specific. Communication takes place in an infinite variety of settings, and succeeds in an extraordinary role lies on one’s comprehension of the context…
4). There is a theoretical difference between competence and performance. Competence is defined as a presumed underlying ability and performance as the overt manifestation of that ability. Performance represents what one does, while competence means what one knows.

5). Communicative competence is decided by the cooperation of every participants; it is not absolute, but relative. (14)

While Savigon has explored spoken and written extensively on communicative competence, it was Canale and Swain (1980) who create a more detailed theoretical framework for communicative that was highly recognized in the field.

Canale and Swain (1980) affirm that the sociolinguistic work of Hymes is important to the development of Communicative Language Teaching. Nevertheless, just as Hymes states that there are principles of grammar that would be useless without rules of language use; they uphold that there are rules of language use that would be useless without rules of grammar. Thus, Canale and Swain (1980) further developed the notion of communicative competence. They described communicative competence as consisting of four basic components, the total of which is assumed to enable a learner to acquire the target language to the extent that the learner can be an indistinguishable speaker of the target language:

Grammatical or Linguistic Competence: In a broader sense, the term refers to the grammatically appropriate usage of the linguistic structures of the language. For speakers of a language, it is the pre-condition that their speech be in accordance with the grammatical rules and within the boundaries drawn by the linguistic impositions of the language in question. Till recently, grammatical competence has mistakenly been put in the heart of the ultimate aim of language teaching, which has resulted in learners of a language, say English, who produce grammatically correct utterances but who are not able to communicate effectively in the language.

Sociolinguistic Competence: This term corresponds to the learner’s ability to use the language properly in different social context. Therefore, sociolinguistic competence displays the learners’ knowledge of going beyond the literal meaning of utterances, as well as recognizing intention beyond those utterances in particular social situations.

Discourse Competence: This competence mainly deals with the ability to organize the ideas in a coherent and smoothly flowing way to ensure unity in meaning. Discourse competence brings to our attention that students must also be regardful of the discourse patterns of the language that they are learning.

Strategic Competence: Strategic competence refers to the learners’ ability to acquire verbal and non-verbal communication strategies. They are the means by which learners deal with potential breakdown in communication which arise from either “limiting conditions in actual communication or insufficient competence in one or more of the other areas of communicative competence, and to enhance the effectiveness of communication” (Canale & Swain 10). Likewise, Dornyei and Thurrel (1992) present a comprehensive account of the strategies communicators deal with so as to avoid potential breakdowns in communication. They cite the components of openings, interrupting, turn-taking, adjacency pairs, topic shift, conversational routines and closing as elements of conversational structures and rules; message adjustment and avoidance, using approximations, paraphrasing, mime, and appeal for help as consisting conversational strategies; along with a brief summary of what actually a speech consists of.

This kind of theoretical model of communicative competence has undergone some further modifications over time. Bachman (1990) has proposed a more complicated model of communicative competence, which he calls “language competence.” Bachman’s model of language competence is illustrated as the following figure (Figure 1): (Please see the next page)
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Figure 1.1 Components of Language Competence (Bachman Fundamental Considerations, 87)
According to the model given above, grammatical and discourse competence are placed under one node which Bachman called organizational competence, which involves the rules and systems that govern what we can do with different forms of language, both at discourse level and sentence level. Likewise, sociolinguistic competence as defined as Canale and Swain was divided into two separate pragmatic categories, namely illocutionary competence and sociolinguistic competence. Illocutionary competence was to do with the functional aspects of language that of receiving and sending intended meanings. By sociolinguistic competence, Bachman referred to issues of metaphorical, register, politeness, formality, as well as cultural aspects of language.

Bachman appends strategic competence as a completely separate element of communicative language ability as well, which originally serves an executive function of making the final decision, among all possible alternatives, on wording, phrasing, and other means for negotiating meaning (Li 1997). Those components of communicative language ability in communicative language use are illustrated in the figure as following [image: image3.jpg]Vocabulary
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(Figure 1.2):

Figure 1.2 Components of communicative language ability in communicative language use (Bachman Fundamental Considerations, 85)

In order to enable students to attain communicative competence in CLT classroom, it was necessary to create new classroom activities that would pressure learners to negotiate meaning and interact meaningfully in the target language since using activities that demanded accurate memorization and repetition of sentences and grammatical patterns failed to serve this purpose. 

The following section will focus on classroom activities, which are typical to be found in CLT classes.
1.3.3 Classroom Activities in CLT
Communicative intent is always given a prime position in every CLT activity. In a communicative class, students are provided with opportunities to use the language a lot through communicative activities. There are various classifications of activities that are typically found in a communicative language classroom. For example, Paulson and Bruder (1976), in their book Teaching English as a Second Language: Techniques and Procedures categorized the activity types that they thought were of maximum benefit in enabling learners to attain communicative competence into four categories as following:

1). Social Formulas and Dialogues: These cover such speech encounters as greetings, partings, introductions, excuses, compliments, complaints, hiding feelings, etc. Actually it is very difficult to lie, to complain and to turn someone down for a date in another language, and the learner of a foreign language need to be taught how to get along with those situations in an appropriate manner.

2). Community Oriented Tasks: Those are sets of exercises which compel the student to interact with native speakers such as foreign teachers outside the classroom.

3). Problem-Solving Activities: The students are presented with a problem and some alternative solutions, from among which they have to choose one or create their own.

4). Role Plays: In role plays, students are assigned a fictitious role. The students may even act out the role of themselves. The simplicity of role plays and the improvisation is a matter of learner proficiency. Paulson and Bruder (1976) suggest that the teacher should attach importance to the format of the role play which consists of three basic components, whether or not it is a complex one. In the situation, the teacher clearly explains the scene and the plot of the role play, which is followed by the description of the task and the action to be accomplished. Then, the teacher assigns the role, the list of characters, making sure that the roles are not too elaborate for the students to carry out. Useful expression part contains the linguistic information, primarily expressions and phrases that will facilitate the acting out of the roles.

1.3.4 Teachers and Students’ Roles in CLT Classroom

The learner-centered characteristic of CLT and the new type of classroom activities imply different roles in the language classroom for teachers and students in contrast with those ones occurring in more conventional L2 classrooms. Students in CLT classrooms are supposed to participate in classroom activities that are based on a collaborative, which is quite different from individualistic approach to learning. They are represented as active participants within the language learning process. Thus, CLT alters the role of the teacher. And CLT as a methodology has much to do within interaction as well. It uses communication as a means to reach the goal, which is also communication. Consequently, it would be wise to claim that teacher’s and student’s roles in CLT classroom have a dynamic feature. Hence, they tend to vary all the time.

Breen and Candlin (1980), in defining the role of teacher in CLT classroom, notes the central roles as below:

The first role is to facilitate the communication process between all participants in the classroom, and between these participants and the various activities and text. The second role is to act as an independent participant within the learning-teaching group. A third role of teacher is that of a researcher and learner, with much to contribute in terms of appropriate knowledge and abilities, actual and observed experience of the nature of learning and organizational capacities. (99)

This draws attention to a distinctive feature of CLT, that of a “learner-centered and experience-based view of second language (L2) teaching” (Richards & Rodgers Approaches and, 69). Therefore, it is advisable for teachers adopting a communicative approach to produce and use authentic teaching materials that meet the needs of their particular students. Furthermore, teachers need to motivate their students, as well as provide them with a comfortable classroom atmosphere for language learning. Littlewood (1981) illustrates the roles of teacher in CLT consist of, but are not limited to, coordinator and manager of activities, source of new language, language instructor, consultant when needed. So does participant.

Additionally, it is typical in a CLT classroom that it is everyone, not just the teacher who manages the classroom performance. Allwright (1984) maintains that teachers can no longer be regarded simply as teachers and learners just as learners, since they both are managers of learning. The traditional image of the teacher as the dominating authority figure in the classroom is dissolved into such a role that he/ she may let students feel at ease, which means unthreatened or non-defensive in the classroom during the communicative process. Likewise, some professor proposes that the roles of students in CLT classroom are supposed to be “those of negotiators for meaning, communicators, discoverers and contributors of knowledge and information” (Hu 95). Meanwhile, Mangubhi et al. (2004), in their descriptions of teacher and learner’s roles in CLT classroom, state that learners are vigorously involved in interpretation, expression, and negotiation of meaning while the teacher takes on more of a facilitator and participant role in the language teaching classroom.

By the way, as referring to the learner-centered characteristic of CLT, Deckert (2004) emphasizes that “CLT approach features low profile teacher roles, frequent pair work or small group problem solving, students responding to authentic samples of English, extended exchanges on high interest topics, and the integration of the four basic skills, namely speaking, listening, reading and writing” (Deckert 13). He gives further statement that suchlike persiflage of memorizing material, pervasive teacher-centered practice, or extensive explanation on forms of English are not recommended by CLT at all.

Since the main aim of this paper is to examine the principle framework of EFL (English as a Foreign Language) reading instructional approach reflected in an EFL college curriculum in Chengdu University of T.C.M, which is essentially an EFL environment, it is noteworthy to provide a description of ESL and EFL settings, and to present the relevant literature that deal with how CLT relates to each unique learning environments.

1.3.5 Differentiating ESL and EFL Environments

Both ESL (English as a Second Language) and EFL (English as a Foreign Language) impose English teaching to the speakers whose mother-tongues are some other languages. However, teaching and learning environments vary in ESL and EFL settings. Basically, ESL refers to the learning of English as the target language in the environment in which it is spoken as the elemental language of communication, interaction and business as well. For example, Chinese speakers learning English in the US or Spanish speakers learning English in the UK illustrate the notion of ESL learning. On the other hand, EFL differs from ESL in that EFL refers to the learning of English in the environment of one’s native language, such as Chinese speakers learning English in China or Spanish speakers learning English in Spain. It is worthy of notice to identify the fundamental differences between ESL and EFL so as to understand their implications well on the use of CLT in each different teaching and learning environment.

Firstly, learning is an ESL setting that may or may not take place in a classroom setting. But learning English in an EFL environment implies that it is much more probably to occur within the context of the classroom. The supreme point is that students in an ESL environment has access to speakers of the target language and therefore, abundance of exposure to English in its natural use outside the classroom yet this is not usually the case for EFL learners.

For ESL learners have the chance to continue learning English outside the classroom through interactions in their daily lives, learning the target language for them is not just a curriculum discipline any more, it is rather part of survival. That is to say, ESL learners need to learn the language to survive and grow (Ellis 1996). The English language classroom in ESL settings functions typically on the principle of wholehearted students in the target language society. Hiep (2007) argues that it is, therefore, necessary to establish in the classroom what Holliday (1994) calls “the optimum interactional parameters, with which, learners, by interacting with each other on meaningful things, can best develop the communicative skills they immediately use in their real life.” (54) Up to the present time, learning English for EFL students, generally, is part of the school curriculum rather than a survival necessity. Thus, it is usually only within class time that EFL learners have the chance to expose to English; so they may be not able to test and practice strategies easily (Ellis 1996).
Additionally, for ESL students, using the target language becomes salient in making friends and interacting with classmates in and outside the language classroom. The reason is that students in an ESL setting commonly have different native languages from their peers. As pointed out by Ellis (1996), it is most likely that culturally heterogeneous language classroom produces higher motivation and faster adaptation of learning strategies on the part of students. On the other hand, the fact that most of the EFL learners always share the same native language with their classmates causes the consequence that they generally feel tend to use their native language when they need to initiate a conversation in the classroom (Oliveira 2002).

Table 1.1 Differences between TESL and TEFL (Maple 35-36)

	TESL
	TEFL

	Acquisition-rich environment
	Non-acquisition environment

	The teacher is usually a native speaker of English (or fully bilingual).
	The vast majority of teachers are non-native speakers of English. The English proficiency of these teachers varies widely – from fully bilingual to minimally functional.

	Students are more apt to have integrative motivation than in EFL situations.
	Students are almost all totally instrumental in motivation. Most are studying English for their own needs or for pleasure.

	Students need English and usually perceive this need. It will be put to use immediately or in the near future for school, work, or acculturation.
	Most students do not see any need at all for English, at least while they are studying it although many see it as a “deferred need”.

	Students usually study in intensive programs (8 to 25 hours per week).
	Most students study only a few hours per week (2 to 4), over quite a few years.

	Class size is usually small, even in public schools (rarely over 25, often only 10 to 15 students per class).
	Class size is usually larger, expect in better private programs. In public schools, 50+ students in one class is not unusual.

	Teachers assume that students want to assimilate or at least to become adjusted to the society of the English-speaking country.
	Teachers know that students do not want to become “mini-Brits” or “mini-Americans” becoming part of the L1 culture.

	Most ELT texts are written with the ESL market in mind, therefore containing material and skills development for survival in the US or UK.
	Using ESL texts for EFL means either deleting such culture-bound material or else teaching students things they will not need.

	The native-speaker ESL teacher often plans curricula and uses activities most appropriate to US or UK learning styles.
	The EFL teacher must consider the students’ learning styles when planning the curriculum and the methods to be used.


1.3.6 Use of CLT in EFL Contexts and Barriers to Adopting CLT
It has been argued that taking a set of teaching methods developed in one part of the world and using it in another part bring about problems and challenges (Holliday 1994). It is believed by researchers and writers that education is bound to a particular cultural environment, and good teaching practices are socially constructed in this environment. As cited in Hiep (2007), assuming that what is suitable in one particular educational setting will naturally be suitable in another is to disregard the fact that ELT methodology is rooted in an Anglo-Saxon view of education. Accordingly, Phillipson (1982) suggests that since Anglo-American ELT trends lack appreciation of various distinct linguistic, educational and cultural contexts around the world, they cannot, therefore, produce appropriate teaching and learning materials that will address the local and culture-specific needs of learners. The particular context in which an innovation is introduced determines its failure or success. Breen and Candlin (2001) equally maintain that “any realization of communicative curriculum must reflect a realistic analysis of the actual situation within which the language teaching will take place” (24). Likewise, Markee (1997) suggests that “as a socially situated activity, its success is affected by ethical and systemic constraints, the personal characteristics of potential adopters, the attributes of innovations and the strategies that are used to manage change in particular contexts” (41).

In the 1970s, CLT was originally developed as a Western ELT methodology. However, since then it has been extensively adopted in both ESL and EFL contexts all around the world. Though implementing CLT in EFL contexts might lead to a number of challenges and problems, it would be questionable to claim that these problems cancel out its potential usefulness as a language teaching methodology in EFL environments. Accordingly, Larsen-Freeman (2000) raises that in the battle against imported methods, “we may fail to understand the cause of the problem and run the risk of overacting and losing something valuable in the process” (67).

Along with the growing popularity of CLT in most EFL countries and regions, there have been countless studies, in this framework, conducted on the feasibility of CLT innovation and potential problems in its use in EFL contexts such as China, Taiwan, South Korea, Japan, Vietnam, Greece and so on.

Ellis (1994) examined the suitability of the communicative approach in Vietnamese context. He found that one big problem in using a communicative approach in Vietnam was that teachers were dependent on the inherent traditional teaching practices. And there was too much focus on grammar-translation in the Vietnamese examination system as well. Based on the findings of that study, teachers in Vietnam reported that they did not have the essential knowledge of the target language culture. According to this, Ellis got the conclusion that CLT in its unique form is not suitable for Vietnamese context. He once pointed out that “although there is a strong demand for communicative competence in Vietnam, it is not matched by adequate teacher training, communicative language materials and suitable learning environments” (69).

In a similar study, Karavas-Doukas (1996) looked into teachers’ attitudes toward the use of communicative approach in Greece. It was revealed that teachers showed a tendency to carry on the traditional teacher-oriented instruction style, though the English curriculum in Greece was grounded on the premises of communicative language teaching. The findings of this study showed that teachers were neither unable to understand nor to see the practical implications of the CLT principles.

According to another significant study of Korea, Li (1998) investigated Korean teachers’ perceptions of the implementation of CLT. The results of Li’s study sustained the fact that the teachers encountered certain difficulties in using CLT practices in their classes. The difficulties reported by the Korean teachers were categorized as the following four types:

1). Difficulties caused by students:

· Low English proficiency,

· Resistance to class participation,

· Little motivation for communicative competence
2). Difficulties caused by teachers:

· Misconceptions about CLT,

· Lack of training in CLT,

· Few opportunities of retaining in CLT,

· Deficiency in spoken English,

· Deficiency in strategic and sociolinguistic competence,

· Little time for and expertise in material development

3). Difficulties caused by CLT itself:

· Inadequate account of EFL teaching of CLT,

· Lack of the efficient and effective assessment instruments

4). Difficulties caused by the educational system:

· Large classes,

· Grammar- based examinations,

· Exam-oriented teaching,

· Lack of support. (687)

In the study, Li (1998) suggested that, due to these problems listed above, teachers were reluctant to implement CLT in their language classrooms. In order for teachers to be willing to make use of CLT in EFL context, he claims that many adjustments must be made. Furthermore, he stated that “a conflict apparently exists between what CLT demands and what the EFL situation in many countries and regions, such as South Korea, allows. This conflict must be resolved before EFL teaching in these countries can benefit from CLT” (695).

It seemed that those teachers predominantly employed grammar-based activities in their classes rather than the CLT-based ones. It was reported that they lack time to prepare authentic teaching materials for their classes. Besides, teachers had fragmented knowledge of CLT, and their beliefs about language teaching and learning were mostly depended on their own second language learning experiences.

Additionally, in another study that addressed the issues of CLT use in Taiwan, the author Liu (2005) found out that it is rather difficult to apply CLT into the actual language classroom, despite the prevalent popularity of CLT in such region. Since the education system is mainly exam-oriented in Taiwan, EFL teachers put a heavy emphasis on preparing their students for the National College Entrance Examination in Taiwan. They essentially teach grammatical structures of English because the exam largely consists of questions that assess those structural forms of the language.

Finally, in the year of 2008, a case study conducted by the English Teaching and Research Section of Chengdu University of T.C.M. investigated the perceptions of 30 college students to see the effectiveness and appropriateness of communicative and non-communicative activities in their EFL classes. The results of this study showed that in EFL environment, it was necessary to modify the teaching methods in a way that would take students’ previous educational habits into consideration. It was believed that learners benefited from CLT if communicative and non-communicative activities are combined in English classrooms. That is to say, aligning CLT with traditional teaching practices seemed to beneficial for EFL learners.

Chapter Two Research Methodology
This chapter presents an overview of the research methodology. It involves an account of the research procedures used in the study, including research context, framework, participants, instruments used for data collection, data analysis and credibility of the study.
According to Celce-Murcia, Dornyei and Terrell, the communicative approach is considered an indirect approach to L2 instruction and is also view as a learner-centered approach (Nunan 1988). In contrast to a direct or traditional approach, Communicative Language Teaching is in line with socio-cultural theory (SCT), which views language as a tool in a socially mediated process (Vygotsky 1978) and as a central tool for the development of thought processes or the crucial means of mediation for learner’s cognition.

The features of Communicative Language Teaching can be found in a more specific communicative approach as well to L2 instruction such as Task-Based Instruction (TBI). Commonly, there are two main second language acquisition (SLA) theoretical accounts for TBI, the socio-cultural and psycholinguistic approaches (Ellis 2003). According to Skehan, the psycholinguistic approach to TBI is known as the cognitive approach of language learning as well. Generally, Skehan’s (1998) cognitive approach to TBI for language learning concerns with psycholinguistic factors such as accuracy, fluency and complexity of language production when students are involved in meaning-making oriented tasks. However, such meaning-making oriented tasks within the cognitive approach of TBI are related to language learning processes which take place in the learners’ mind in line with the cognitive information processing of SLA. Quite on the contrary, within the perspective of the socio-cultural theory of SLA, tasks in Communicative  Language Teaching (CLT) constitute the co-construction of meaning (Donato 2000) via students’ participation, self-regulation through private mediation, imitation, speech, internalization and assisted interactions within a learner’s zone of proximal development (ZPD). 
Since the paper examined the EFL curriculum of Chengdu University of T.C.M., which is labeled as Communicative Language Teaching, therefore, such form of Task-Based Instruction is based on the socio-cultural approach. Nevertheless, since the present study just only examined the constituents of Communicative Language Teaching reflected in curriculum documents of T.C.M., that is to say, only aspects of tasks within the socio-cultural approach such as co-construction of meaning through learners’ participation or collaborative meaning-making tasks would be reviewed in this paper.
2.1 Research Context

The EFL context of Chengdu University of T.C.M. was selected as the research context for this study because EFL instruction is highly valued in Chengdu University of T.C.M. and is a required subject beginning from high school to college level. Since China’s Reform and Opening-up, the country is becoming a more significant exporter of English language services to many other countries. Thus, this study, on international level, may serve as an impetus for more comprehensive and larger studies of a similar nature in the future across EFL contexts. Most of the books are a representative selection of up-to-date writings on the most important branches of linguistic studies, by scholar who are recognized as leading authorities in their fields. The availability of such a broad range of materials in will greatly help individual teachers and students to build up their own knowledge and understanding of the Teaching Plan and Syllabus. At the same time, it will also contribute to the development of reading skill as a discipline in Chengdu University of T.C.M., helping to overcome the divisions into “English Reading”, “Chinese Reading” and so on which may hinder the progress of EFL reading skills.

2.2 Research Framework

This study is explorative in nature (e.g., Hedgcock 2002, Gatbonton 1999). The purpose of this study was to explore whether task-based instructional approach serves as a principle EFL reading instructional approach in the college EFL reading in Chengdu University of T.C.M. as the curriculum claims itself to be. At the fundamental level, a curriculum should have a coherent instructional framework in line with the intention of the curriculum to ensure effective implementation. Furthermore, the expected instructional outcomes might not be materialized without such alignment. So, this study would provide insights to curriculum developers across EFL contexts into the importance of developing a coherent curriculum in terms of approach and the design in relation to the selected instructional framework. The alignment will enable classroom implementation with regards to the selected instructional method as well as appropriate materials development.

The method of analyzing the  Instruction approach reflected in the college EFL reading curriculum of Chengdu University of T.C.M. in this paper was influenced substantially by the language teaching model of Richards and Roger (2001), a revision of Anthony’s (1963) model. This kind of model presents a conceptual framework for language instruction proposing that at the fundamental level, language instruction can be analyzed in terms of approach (foundational theory), design (learning tasks, selected language skills), and procedure (classroom techniques, classroom observation, teacher interviews, etc.). Nevertheless, because some of the components in the framework are not relevant to the current study, this paper did not use the entire original framework of these researchers. Take Richards and Rodger’s (2001) Procedure level for example, it was excluded because this study did not examine actual interviews with teacher or classroom teaching. As the purpose of the study was to examine if the communicative  language teaching to EFL reading instruction is the principle instructional approach of the college EFL curriculum, although with modifications, only elements at the Approach and Design level of Richards and Rodgers’ (2001) language instruction conceptual frameworks are applicable to the study.

Since the EFL curriculum as a whole in Chengdu University of T.C.M. is claimed to be primarily developed based on the principles of communicative language teaching in the form of communicative language teaching, the college EFL reading curriculum was expected to primarily reflect a similar instructional approach. In order to find out if it is so, the college EFL reading curriculum was examined in terms of the underlying the theories of second language acquisition (SLA) and L2 reading theories which undergird the development of the curriculum at the level of Approach, in addition to analyzing  instruction (TBI) characteristics at the level of approach, it is important to analyze the roles of learners at the design level for the roles of learners will reflect whether the college EFL reading tasks in Chengdu University of T.C.M. are designed to be collaborative in nature in keeping with the features of task characteristics in TBI from the socio-cultural perspectives.

For the sake of finding out if Task-Based Instruction is the EFL reading instructional method of the current college EFL reading curriculum; the following research questions were answered:

(1) Is the college EFL reading curriculum in Chengdu University of T.C.M. developed based on the socio-cultural theory of SLA?

(2) Is the college EFL reading curriculum developed based on the communicative-based interactive theory of L2 learning?

(3) Are the college EFL reading activities in college EFL reading curriculum of Chengdu University of T.C.M. designed as collaborative tasks?

2.3 Participants

The participants for this study were fifty-seven college teachers of English teaching at the tertiary level. Basically, the participants were selected from two sources. The first source composed of seven persons was a group of teachers who were individually the head of each teaching and research section in College of Foreign Languages of Chengdu University of T.C.M.; by the way, they were all experienced in teaching English for English majors, non-English majors, as well as the ones who study specialized English, such as medical English etc. The other source made up of fifty staffs was a group of college EFL teachers who were the colleagues of mine or used to be my alumnus or classmates and acquaintances from the department of English Language Teaching in Sichuan Normal University. Likewise, they are currently teaching EFL to students at the tertiary level. All of those participants were asked to complete the questionnaire, and five of them were asked to participate in the succeeding interview.

Of these fifty-seven participants, while forty-five of them are females, twelve are males. That is to say, there does not seem to be an equal distribution of gender among the participants.

With respect to the age range, the majority of the participants (65%) are 28 to 35 years old whereas eleven of them (19%) are recent postgraduates of colleges who are aged between 25 and 27. Four participants are in their late thirties while the remaining of the five participants have 40 to 45 years of age.

As the teaching experience of the participants is concerned, it varies from one year to twenty-three years. Among the participants, eleven participants have 1-3 years of teaching experience, eight of them have 4-6 years, twenty-nine of them have 7-9 years, yet the remaining nine participants have been teaching for 10 or more years.

2.4 Instruments

Many past studies that examined EFL curriculum often used key documents such as the EFL policy-related documents, EFL assessments as well as EFL curriculum documents to gather relevant data followed by document review. Thus, following previous EFL curriculum studies, EFL curriculum documents were also considered reviewed and analyzed in this study in order to obtain data related to college EFL curriculum of Chengdu University of T.C.M. In order to answer these research questions in this study, the college English textbooks will be examined. Hence, the college EFL curriculum document of Chengdu University of T.C.M. will also be referred.

2.5 Data Collection Procedures

The statements in the college EFL reading curriculum document of Chengdu University of T.C.M. and EFL textbook which were related to EFL reading skills, for this study, were regarded as the college EFL reading curriculum syllabus and thus analyzed. The inter-rater reliability index of tasks inferred as reading tasks in the college EFL curriculum document and EFL textbook were 0.867 and 0.419 respectively.

2.6 Data Analysis

Many past studies examining L2 curriculum used content analysis, such as Bachman, Davidson (1996), Lee (2009). According to Basturkmen (1999), “Content analysis is widely used in historical and communication research. It involves the analysis of the content of communication (documents) as the basis for inference.” That is to say, content analysis can be a useful tool for examining trends and patterns in documents (Stemler 2001). Since the current study solely involves document analysis to make inference, content analysis was actually used as the method of data analysis. Thus, the analysis for each research question will be explained individually as following:

Research Question 1: Is the college EFL reading curriculum in Chengdu University of T.C.M. developed based on the socio-cultural theory of SLA?

Based on the reviews of SLA theories used in  Instruction, the whole language, and reading-related statements, grammar translation method in the college EFL curriculum document of Chengdu University of T.C.M. and in the EFL textbook were inferred as one of the three prominent SLA theories; cognitive information processing, structuralism, and socio-cultural.

The cognitive information processing theory of SLA reflecting cognitive task-based instructional approach was logically concluded by statement such as reading a passage and finding main ideas, or processing information by extracting main ideas and details in texts, or processing information and by skimming and scanning. The structuralism theory reflecting grammar translation method was drawn from statements such as reading an excerpt and changing all verbs into simple past tense and reading an excerpt and underlining all verbs in simple present tense; using a dictionary to find the meanings of words. The socio-cultural theory of SLA reflecting communicative  language teaching was generally inferred in statements such as encouraging students to give reason based on a text reading material, then discussing values explored in the text, and comparing and contrasting information in a text, and deciding on a choice through a discussion at last.

Research Question 2: Is the college EFL reading curriculum developed based on the communicative-based interactive theory of L2 learning?

According to the reviews of second language reading theories used in  reading instruction, the whole language reading instruction, reading-related statements and grammar translation method in the college EFL curriculum document of Chengdu University of T.C.M. and in the college EFL textbook were referred as one of the three prominent L2 reading theories: top-down, bottom-up, and communicative-based interactive theories.

The top-down theory reflecting cognitive  whole language reading instructional approach was inferred in statements such as reading a variety of materials silently, reading a text and relating to personal experience, and predicting outcomes in a text. The bottom-up theory reflecting grammar translation method was inferred in statements such as highlighting key words and phrases in a text, then acquiring vocabulary in a text via word association, and using the dictionary to find the meaning of words. The communicative language teaching was inferred in the statements such as reading topics of current interest, exchanging ideas, identifying and discussing point of view in a text, and giving individual opinions on article reading.
Research Question 3: Are the college EFL reading activities in college EFL reading curriculum of Chengdu University of T.C.M. designed as collaborative tasks?

Since the communicative language teaching used to develop the college EFL reading curriculum in Chengdu University of T.C.M. is grounded in the socio-cultural theory, the nature of college students’ participation and interpersonal mediation defines learner roles in communicative language teaching. And learner roles could be examined in terms of patterns of learner groupings by Richards and Rodgers’s model (2001). However, because the data for the variables, such as private speech, independent learning, imitation, internalization, mediation and assisted interactions, could only be gathered through classroom observation, the current study did not examine learner roles in terms of self-regulation. Moreover, those variables mentioned above were beyond the scope of this study.
On the basis of preliminary analysis of the selected documents, there seemed to be three types of learner grouping mentioned in the curricular materials: individual, pair or group. Due to the fact that information processing of text occurs through meaningful collaborative effort to construct meaning, reading tasks which are designed to be carried out in pairs or groups appear to reflect communicative language teaching. On the contrary, individual reading tasks may reflect the cognitive task-based instructional approach because such tasks are limited to information processing within individual student’s cognition without the inclusion of others in the reading context. Thus, patterns of learner grouping in this paper were analyzed by categorizing the reading tasks into those three categories. As that reading tasks involving pair or group work are both considered to be communicative in nature, these two categories were combined in data analysis as a whole.
Up to now, examples of reading tasks categorized as individual grouping are such as reading a text and summarize ideas in the text, reading a passage and writing a summary, reading a passage and answer multiple-choice questions on main ideas and details, or reading a passage and answering open-ended questions. Examples of reading tasks that are categorized as pair or group are such as reading topics of current interest and exchange ideas, reading a passage and discussing point of view in the passage, reading a newsletter and discussing the comments in the letter, or reading a passage and discussing a given statement related to the passage in a group. 

Chapter Three Findings and Discussion
This chapter lays out the results from the study, dealing with open-ended questions, as well as presents the emerging themes from some interviews. The themes generated are discussed under three major categories; namely, theories of second language acquisition (SLA), theories of second language (L2) reading, concerns over the roles of students in the teaching of English reading in Chengdu University of T.C.M.; with the understanding of CLT and its potential for college teaching of English reading, and difficulties and challenges in implementing CLT in Chengdu University of T.C.M. Finally, a brief discussion is presented talking about the consistency between the results of the study and the literature is offered.
In analyzing the data for each research question, the EFL curriculum syllabus document and the EFL textbook were analyzed separately. This approach was utilized in order to check the extent to which the instructional approach in the EFL textbook and the EFL curriculum syllabus document were in alignment in instructional direction. Then, the data from both sides were combined in the form of an overall percentage in order to generalize the instructional approach to college EFL reading in the EFL reading curriculum of Chengdu University of T.C.M. as a whole.

3.1 Findings of the Study

3.1.1 Investigation Related to Theories of Second Language Acquisition (SLA)

This part presents the findings of the first research question: Is the college EFL reading curriculum in Chengdu University of T.C.M. developed on the basis of the socio-cultural theory of SLA?

Table 3.1 Analysis of second language acquisition theories and instructional approaches

	Documents / SLA Theories & Related Instructional Approaches
	Structuralism (%) (Grammar Translation Method)
	Cognitive Information Processing Theory (%)
	Socio-Cultural Theory (%) (CLT)

	Reading Tasks in the EFL Curriculum Syllabus
	4.6
	64.3
	30.5

	Reading Tasks in the college EFL Textbook
	16.1
	77.2
	6.7

	Overall Percentage
	10.1
	75.6
	14.0


P.S. % means percentage of theories of SLA and corresponding instructional approaches

To sum up, Table 3.1 shows that approximately 64% and 77% of the reading tasks proposed respectively in the EFL curriculum syllabus and in the college EFL textbook are highly influenced by cognitive information processing theory. The findings for reading-related statements based on socio-cultural theory, by comparison, the total percentage of reading-related statements reflecting this theory and CLT is no less than 30% for the college EFL curriculum syllabus specifications of T.C.M. and nearly 7% for the EFL textbook. Though there is a trace of structuralism and grammar translation method in the curriculum, they only account for 10.1% of statements related to reading as a whole. At last, the overall representation of communicative language teaching in the college EFL reading curriculum was simply 14%. Providing that 75.6% of reading-related statements in the curriculum reflect a cognitive information processing theory of second language acquisition, a model in which learners were basically asked to work individually and take on roles as information processors, seems that the college EFL reading curriculum was largely developed based on this theory instead of socio-cultural theory. Therefore, that is to say, the claim that the college EFL curriculum of Chengdu University of T.C.M. is a communicative language teaching curriculum does not seem to be going off on a tangent with the theory and instructional approach reflected in the statements about reading in the college EFL curriculum syllabus specifications and the EFL textbook.

3.1.2 Investigation in Line with Theories of Second Language Reading

For this section, the author presents the findings of the second research question: Is the college EFL reading curriculum developed based on the communicative-based interactive theory of L2 learning?

Table 3.2 Analysis of L2 reading theories and instructional approaches

	Documents / L2 Reading Theories and Related Instructional Approaches
	Top-down (%) (Grammar Translation Method)
	Bottom-up (%) (Grammar Translation Method)
	Interactive (%) (CLT)

	Reading Tasks in the College EFL Curriculum Syllabus
	59.9
	15.2
	24.6

	Reading Tasks in the EFL Textbook
	65.3
	25.0
	9.3

	Overall Percentage
	63.7
	22.0
	14.0


P.S. % means percentage of second language reading theories and related instructional approaches

As mentioned above, Table 3.2 shows that top-down theory is the most prominent second language reading theory to reading instruction in both the college EFL curriculum syllabus specifications (59.9%) and the EFL textbook (65.3%). This second language reading theory is in accordance with the instructional approaches such as whole language instructional approaches hold by Goodman, Meredith and Smith. However, the utilization of top-down theories in the college EFL reading curriculum of Chengdu University of T.C.M. chiefly involved individual tasks, for example, just as students’ reading texts and finding main ideas through the use of schemata, but with no interaction with other learners in the context. Therefore, to some extent, reading instruction reflecting top-down theories was considered non-interactive whole language instruction so as to make a distinction between reading instruction based in top-down theories of second language reading and interactive theories of reading.

Due to the college EFL curriculum syllabus specifications document of Chengdu University of T.C.M., the interactive theory of college EFL reading instruction which reflects communicative language teaching is most frequently implied in reading-related statements (24.6%) after top-down theories. In the EFL textbook, however, the interactive theory and communicative language teaching seem least reflected (just 9.3%). The finding indicates that there may be misalignment between the prominent second language reading theories in the college EFL curriculum syllabus specifications and in the EFL textbook. On the whole, Table Two shows that the interactive theory and the communicative language teaching reading instruction are least reflected in the entire college EFL reading curriculum of Chengdu University of T.C.M. (14.0%). On the basis of the infrequency of interactive theories, the communicative  language teaching and the universal reflection of top-down theories and non-interactive whole language instructional approaches in the college EFL reading curriculum of Chengdu University of T.C.M., it is not hard to find that the curriculum was not primarily developed grounded on the communicative  language teaching fundamentals field.

3.1.3 The Roles of the Student

This part exhibits the findings of the third research question: Are the college EFL reading activities in college EFL reading curriculum of Chengdu University of T.C.M. designed as collaborative tasks?

Table 3.3 The roles of the student

	Documents / Types of Learner Grouping
	Pair / Group Tasks (%)
	Individual Tasks (%)

	Reading Tasks in the college EFL Curriculum Syllabus Specifications
	17.5
	82.3

	Reading Tasks in the EFL Textbook
	11.9
	87.9

	Overall Percentage
	10.8
	89.0


P.S. % means percentage of pair/group and individual reading tasks

In terms of pattern of student grouping, as implied in Table 3.3, the reading activities in the college EFL curriculum syllabus specifications document are more than 82% designed as individual tasks in nature, for example, reading a text and making tables systematically to compare information in the text, silently reading materials from the internet and in print and etc. Besides, the same pattern coming out from the EFL textbook in which 87.9% of the reading tasks are individual activities such as reading a passage and answering open-end questions, reading a newspaper extracts and then doing true or false exercise. In short, the overall findings indicate that in the college EFL reading curriculum of Chengdu University of T.C.M., individual reading activities carry about 89% of the total activities with the remaining 10.8% designed as pair/group activities.

Those findings add evidence to the claim that reading is perceived to primarily involve cognitive information processing within the college EFL reading curriculum of Chengdu University of T.C.M., it is a perception which results in the design of cognitive task-based instructional approach on the presumption that reading involves around the individual reader and the mind (Bernhardt 1991, Grabe 1991). In contrast to the communicative language teaching label of the college EFL curriculum of Chengdu University of T.C.M., the importance of reading tasks which involve students’ interaction with peers and the teacher as part of the reading context in the process of meaning making seems to be remarkably disregarded. Thus, this finding on the roles of the student reflected in the college EFL reading curriculum implies the disagreement between the college EFL curriculum instructional design and its current communicative language teaching label in Chengdu University of T.C.M.
3.2 Discussion

The whole findings suggest that the college EFL reading curriculum of Chengdu University of T.C.M. does not comply with the features of communicative language teaching curriculum. Furthermore, the findings on second language acquisition (SLA) theories reading tasks in the EFL textbook and in the college EFL curriculum syllabus document indicate that the college EFL reading curriculum of Chengdu University of T.C.M. is, for the most part, based on cognitive information processing theories of SLA reflecting cognitive  instruction. Theories of SLA are the principal grounding of communicative instructional approach. Moreover, minimal socio-cultural theories are reflected in the reading tasks.

Based on the analysis of the theories of second language reading and their corresponding instructional approaches in the reading curriculum, the results generated a 7:2:1 ratio for reading tasks reflecting grammar translation instructional approach and bottom-up theories as compared to task reflecting interactive theories and communicative language teaching. The high percentage of cognitive  whole language instructional approaches in the reading tasks and top-down second language reading theories indicate that second language reading framework in the college EFL curriculum of Chengdu University of T.C.M. is mainly designed grounded on the cognitive information processing model. And the reading process is perceived, within this model, to occur principally in the reader’s minds while readers acting as information processors completing their own reading tasks.

The reading tasks in the college curriculum lack communicative features if without the inclusion of interaction with other learners in the reading context. This saying is supported by the findings on student roles as well, which showed that almost 89% of reading tasks in the curriculum are individual tasks and only about 11% of the tasks involve interaction with others in the learning context. The finding on the types of learner grouping corroborates with the findings of the Head of the Teaching and Research Section of author’s college, which regarded college EFL reading instructional procedures within the syllabus setting of College of Foreign Languages in Chengdu University of T.C.M. Though communicative features (e.g. collaborative learning in the form of pair and group work) is evidenced, still, individual reading tasks surpassed the pair and group reading tasks with a ratio of nearly nine individual reading tasks to one pair and group reading tasks (9:1). Such variance in the ratio is the further evidence of lack of communicative language teaching features. Thus, all the findings on second language (L2) reading theories, theories of SLA (Second Language Acquisition) and their corresponding instructional approaches as well as the finding on student roles seem in contrast to the current communicative language teaching curriculum label of the college EFL curriculum of Chengdu University of T.C.M. as a whole. Furthermore, the findings also indicate the claim that the college EFL curriculum of Chengdu University is a communicative language teaching curriculum might hold true for other EFL skills, but perhaps not for college EFL reading.

If the reading curriculum had been designed based on the socio-cultural grounding, collaborative reading tasks in the form of pair and group work would be highly reflected in the reading tasks along with effective reflection of college communicative language teaching. Therefore, those who developed the college EFL reading curriculum grounded on the precondition that the curriculum is intended to be a communicative language teaching curriculum should have the understanding of what makes up of the principles of communicative language teaching in terms of its underlying second language reading theories, second language acquisition theories and the related communicative instructional approach. “Misunderstanding of the conceptualization of a theory selected as the fundamental grounding of a curriculum may cause erroneous design of instructional approaches and implementation against what it is intended to be.” (Thompson 1996) Communicative language teaching may assist in preparing learners for college EFL reading tests because its principles revolve around socio-cultural theories which assume that cognitive development occurs in surrounding meaningful interaction (Hymes 1972). Take the teaching of second language reading in communicative  language teaching for example, learners not only have to comprehend and deal with data in the reading material, part of information processing is cognitive in nature, but also need to fulfill an assigned task based on text information through meaningful interaction (Nunan 2004). Having the appropriate understanding of student roles within communicative language teaching would not translate into individual reading tasks even when taking the goal of EFL reading instruction as preparing students for the part of reading comprehension of CET 4 and 6, even TEM 8.

Because of the fact that the characteristics of the college EFL reading curriculum of Chengdu University of T.C.M. do not comply in the communicative language teaching principle, a revision of the college EFL reading curriculum is called for. Such revision is about to ensure that the design and instructional approach for college EFL reading presented in the college curriculum are coherent and precisely reflective of the intended communicative instructional approach. Through such means, the curriculum can be conformably interpreted by EFL textbook writers as well as by EFL teachers. Besides, such revision may enable the reading curriculum to serve as a clear guideline for classroom instruction and EFL textbook development as well. In addition, misalignment between EFL textbook and the college EFL curriculum syllabus specifications can be significantly minimized. In short, instructional implementation will better reflect best practices when the college EFL curriculum is reflective of its intended communicative instructional approach and in alignment with the EFL textbook. 

As far as the issues as following are concerned, such as items of inconsistent theories of second language acquisition, second language reading, curriculum design in the college EFL reading curriculum, instructional approaches, the instructional implications of the inconsistencies and so on, since classroom instructional planning, design and implementation are conceptualized based on the curriculum, those issues mentioned above still remain serious concerns. So, what is prescribed in the college curriculum will be translated into classroom procedures which have influence on instructional outcomes. Meanwhile, incongruity issues within the curriculum at the approach and design levels might be one of the effective factors to the persistent college EFL reading issues at the SLA level which could be transferred to the tertiary level within the college educational setting of Chengdu University of T.C.M. Therefore, a revision is called for the college EFL reading curriculum as a step to improve the effectiveness of college EFL reading comprehension instruction so as to prepare learners for EFL content area reading comprehension skills at the university level.

Conclusion

This chapter begins with the implications that the study holds for teaching of English reading in Chengdu University of T.C.M., laying out suggestions for overcoming the difficulties and challenges in the implementation of CLT in Chengdu University of T.C.M. Then, the limitations of the study are presented. Finally, the chapter is concluded with recommendations for further research.
Implications of the Study

As shown in the study, a series of constraints have made it difficult for CLT to be integrated into teaching of English reading in Chengdu University of T.C.M. One of the main reasons is that teachers lack the energy and time to devise CLT materials and activities due to their heavy workload. Therefore, the first implication of the study is that it is time that teachers’ heavy workload should be somewhat decreased, only by this, their work conditions should be improved.

It has been found that EFL teachers in Chengdu University of T.C.M. have too many working hours, which leaves little room for them to create authentic and communicative classroom materials. Accordingly, the salaries of the teachers in Chengdu University of T.C.M. are low compared to similar other professions. Teachers (especially the youngsters) are, to some extent, concerned with their financial problem, looking for extra sources of income to improve their living conditions. Some of them, for example, spend most of their free time on private tutoring, in which they prepare students of English for entrance examinations or CET-4, CET-6, TEM-8 etc. All of the factors lead teachers showing little interest in the quality of work that they put into practice in the college.

Another implication of the study is that English teaching in Chengdu University of T.C.M. needs to be better planned. Although the teaching of English reading is one of the core subjects in tertiary level of education, the resources available are always not sufficient to meet the needs of such a huge program. Since there are too many students who need to learn English, but not enough number of teachers, thus students have to be placed into large classrooms. The results are that, English instruction is, in large part, limited to traditional large-group instruction where grammar is given a high significance while some other important skills, such as oral skills are neglected. In this case, students learning English for many years at school can not communicate efficiently and effectively, still. And it is imperative that the large size of the English classes should be reduced and more English teachers should be recruited in Chengdu University of T.C.M., in doing so, teachers can concentrate more on developing students’ communicative competence.

Currently, public college English teachers in Chengdu University of T.C.M. are mostly young postgraduates who need to improve their teaching methodology and quality. Both College of Foreign Languages and the university should pay more attention to teacher’s training and retraining, as well as their subsidies.

Furthermore, in the process of effective integration of CLT into teaching of English reading in Chengdu University of T.C.M., special attention should be paid on teacher training. For the teachers can more easily change their values and help bring about deeper changes if they understand why there is the need to change. Hence, the most effective and imperative way to implement CLT is to provide on-the-job teachers with opportunities to retain themselves in CLT. Only if the teachers better understand the principle of CLT, as well as explore how it works in English language classes, can they meet the demands of CLT more effectively and feel motivated to solve the potential constraints in the use of CLT. Within this framework, it is vital that teachers should not be lectured about CLT in teachers training programs. Instead, they should be demonstrated how CLT actually works. In addition, teachers in those programs should be provided with opportunities to obtain some hands-on experience, along with the confidence in using CLT. At last, it seems advisable to involve a language improvement component in teacher training programs. Nowadays, many other present studies confirmed that quite a few college EFL teachers are weak at reading and speaking skills. Thus, a special emphasis on these skills would be valuable.

Limitations of the Study

Undeniably, there are a number of limitations of this study.

The first limitation is related to the sample size. It should be easily noted that the sample size is not large enough to draw generalizable conclusions. The patterns and themes mentioned in the study should be regarded as hypotheses to be tested in future studies with larger groups.

The second one has something to do with the data collection procedure. This study may have yielded more reliable results with multiple data sources incorporating a survey for teachers, classroom observations, and a survey for students, in-depth interviews with the teachers observed. The analysis of the data was limited because of the fact that the students were neither questioned nor interviewed. If it had been possible to discover learners’ perceptions of and reactions to classroom activities, this study would have provided a better understanding of teachers’ perception of CLT and their implementation of communicative activities in teaching of English reading. Using data from multiple sources might allow triangulation, and therefore benefit the results of the whole study. 

Another limitation of this study can be contributed to the subjectivity of the teachers’ perspectives. It should be pointed out that teachers may have been subjective in their responses. Thus, their actual classroom practices may be dissimilar to the principles that they reported in the questionnaire or interviews.

Finally, as the investigator of this study, my interpretation of the gathered data may diverge from what the participants actually thought during the processes of translating, note-taking, categorizing, prompting and coding. Attending to some of those limitations within the study would make it possible to conduct a more reliable larger-scale study in the future.

Suggestions

This study confirmed that the teachers working in college EFL settings seemed that their questions, concerns and English teaching issues pertaining to college English reading of EFL contexts are not sufficiently addressed in the existing literature. And the participants of the study highlighted their disadvantages of teaching of English reading. Therefore, more attention should be paid to research which primarily deals with the special features of English learning and teaching in English reading situations.

In short, Communicative Language Teaching is an innovation of foreign language teaching, aiming at improving students’ communicative competence. It also helps carry out quality education in foreign language teaching.

Meanwhile, with the rapid development of college EFL teaching in non-English-speaking countries, English teachers in Chengdu University of T.C.M. have much better sense of the fact that the exclusive use of either Grammar-Translation method or Communicative Language Teaching approach does not suit all English teaching situations. Also, teachers have been more aware that no single teaching method or approach deals with everything that concerns the use, the form and the content of the target language. Therefore, the truth is that we cannot thoroughly throw away the traditional teaching method. In order to make Communicative Language Teaching approach work well in Chengdu University of T.C.M., we must reconcile it with the traditional methods which are still popularly used in Chengdu University of T.C.M.
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Appendices
Appendix Ⅰ
Sample Survey Questionnaire
About the Survey:

This survey questionnaire is designed for college EFL teachers teaching at Chengdu University of T.C.M. This survey aims to explore the appropriateness as well as the effectiveness of Communicative Language Teaching (CLT) in the reading context.

This survey is composed of four parts. PartⅠasks for personal information of participants. PartⅡasks for the information of the classes you are teaching. Part Ⅲ asks questions pertaining to English teaching methods, and Part Ⅳ asks for your opinions with regard to the perceived difficulties in implementing CLT as a methodology. It will take you 20-30 minutes to complete the questionnaire. There is no correct or best response to the questions. Please answer them on the basis of your thinking at this time.

PartⅠ Personal Information
1. What is your name? ...................................................................

2. What is your email? ……………………………………………
3. What is your age?

a. 25 – 28                  b. 29 – 34

c. 35 – 39                  d. 40 or more  

4. What is your gender?

a. Female                  b. Male

5. What is the highest academic degree you have already earned?

a. Bachelor                 b. Master 

c. Doctorate Degree          d. Other………………….

6. Which university and department did you graduate from?

  …………………………………………………………………………….

7. How many years have you been teaching English?

  ……………………………………………………………………………..

8. Have you ever studied or worked in an English-speaking country? If yes, when, where and how long did you study or work?

  ……………………………………………………………………………..

9. Have you ever taken a test of English (Such as SAT, TOEFL, GRE, IELTS)? If yes, which test was it and what was the score?

  ………………………………………………………………………………
PartⅡ Class Information
10. What grade(s) are you presently teaching?

   ………………………………………………………………………………..

11. How many classes are you teaching during this year?

   ………………………………………………………………………………..

12. How many hours of class do you teach per week?

   …………………………………………………………………………………
13. What is the average number of students in your class?

a. Less than 35                     b. 36 – 40

c. 41 – 45                         d. 46 – 50

e 51 or more

Part Ⅲ Questions Pertaining to Language Teaching Methodology

14. What teaching methods are you implementing in your teaching of English reading? (Please specify how frequently you are using a particular method) Please see the next page.
	
	Always
	Often
	Sometimes
	Rarely
	Never

	Audio-lingual Method
	
	
	
	
	

	Communicative Approach
	
	
	
	
	

	Direct Method
	
	
	
	
	

	Grammar-translation
	
	
	
	
	

	Natural Approach
	
	
	
	
	

	Silent Way
	
	
	
	
	

	Total Physical Response
	
	
	
	
	


15. What methods did you experience as a language learner? (Please specify the degree to which you have experienced a particular method.)

	
	Always
	Often
	Sometimes
	Rarely
	Never

	Audio-lingual Method
	
	
	
	
	

	Communicative Approach
	
	
	
	
	

	Direct Method
	
	
	
	
	

	Grammar-translation
	
	
	
	
	

	Natural Approach
	
	
	
	
	

	Silent Way
	
	
	
	
	

	Total Physical Response
	
	
	
	
	


16. Have you tried Communicative Language Teaching in your reading classes?

a. Yes                                  b. No

17. Why did you or why didn’t you try CLT?

   ……………………………………………………………………………………...

   ………………………………………………………………………………………
   ………………………………………………………………………………………
18. If you have tried CLT, how did you like using it in your reading class? (If you haven’t tried CLT, skip this.)

   ……………………………………………………………………………………...  ………………………………………………………………………………………
   ………………………………………………………………………………………
19. Have you ever participated in any kinds of programs such as training or retraining programs devoted to CLT?

a. Yes                        b. No

20. If yes, when………………………………………………………………………..

   Where………………………………………………………………………………
   How long……………………………………………………………………………
   (If no, skip this)

21. If yes, how did you benefit from this program? What did you learn from it?

   ………………………………………………………………………………………
   ………………………………………………………………………………………
   (If no, skip this)

22. How do you briefly define CLT in your own words?

   ………………………………………………………………………………………
   ………………………………………………………………………………………
23. What is involved in CLT methodology in your view? (Please tick one.)

a. CLT is student/learner-centered approach.  True□ Not True□ Don’t know □
b. CLT emphasizes fluency over accuracy.    True□ Not True□ Don’t know □
c. CLT emphasizes communication in L2.    True□ Not True□ Don’t know □
d. CLT relies heavily on speaking and listening skills. True□ Not True□ Don’t know □
e. CLT requires teachers to have a high proficiency in English. True□ Not True□ Don’t know □
f. CLT involves only group work or pair work. True□ Not True□ Don’t know □
g. CLT requires higher knowledge of the target language culture. True□ Not True□ Don’t know □
h. CLT involves no grammar teaching.       True□ Not True□ Don’t know □
i. CLT involves teaching speaking only.      True□ Not True□ Don’t know □
j. CLT is principally an ESL methodology, not EFL. True□ Not True□ Don’t know □
Part Ⅳ Questions pertaining to perceived difficulties / challenges in adopting CLT.
The following are some difficulties that other EFL teachers encountered in adopting CLT. Did you come across these difficulties or do you think they might be difficulties for you in implementing CLT in Chengdu University of T.C.M.?

Please figure out how big an issue these challenges are by ticking the following response scale:

1 = Not a challenge at all

2 = Middle challenge

3 = Challenge

4 = Major challenge
24. Teacher-related difficulties and challenges.

 ① Teachers’ proficiency in spoken English is not sufficient.

               1     2     3    4

② Teachers lack the knowledge about the appropriate use of language in context.

               1     2     3    4

③ Teachers lack the knowledge about the target language (English) culture.

               1     2     3    4

④ There are few opportunities for teachers to get CLT training.

               1     2     3    4

⑤ Teachers have little time to develop reading materials for Communicative Language teaching classes.        
1     2     3    4               

⑥ Teachers have misconceptions about CLT.

               1     2     3    4

25. Students-related difficulties and challenges.

① Students have low-level English proficiency.

               1     2     3    4

② Students have a passive style of learning.

               1     2     3    4

③ Students resist participating in communicative  classes.

               1     2     3    4

④ Students lack motivation for developing communicative competence.

               1     2     3    4

26. Difficulties and challenges related to educational system

① There is a lack of enough support from administration.

               1     2     3    4

② Traditional view on teachers’ and students’ role is not compatible with CLT.             1     2     3    4

③ Teachers lack authentic materials such as magazines, newspapers, movies etc.

               1     2     3    4

④ Grammar-based examinations have a negative impact on the use of CLT.

               1     2     3    4

⑤ Classes are too large for the effective use of CLT.

               1     2     3    4

27. CLT-related difficulties and challenges.

① There is a lack of effective and efficient instruments to assess communicative competence.    1     2     3    4

② CLT does not take into account the differences between EFL and ESL teaching contexts.       1     2     3    4

③ Western educational assumption are not suitable within Asian contexts.

               1     2     3    4

28. Please illustrate any other potential problems and difficulties you might encounter in adopting CLT in teaching of English reading in Chengdu University of T.C.M.

   ………………………………………………………………………………………
   ………………………………………………………………………………………
   ………………………………………………………………………………………
End of Questionnaire!

Thank you very much for your cooperation!
Appendix Ⅱ
Sample Interview Questions

General Instructions: This interview is basically composed of open-ended questions addressing the various issues related to the Communicative Language Teaching (CLT), and the use of it in teaching of English reading as a Foreign Language (EFL), particularly in College of Foreign Languages of Chengdu University of Traditional Chinese Medicine. The participating teachers will be asked to review the questions before the interview.

The interviewer may ask some additional questions on the basis of the responses given by the certain interviewee. Besides, some further questions may emerge in the course of the interview depending on the interviewee’s responses to the interview questions.

P.s. It will be made clear to every participant that he or she has all the rights not to answer any question(s) if he or she feels uncomfortable with.

Sample Questions:
1. Tell me about yourself. How did you become an EFL teacher? Why did you choose such profession?

2. When and where were you trained as an English teacher?

3. Was there any other school or college that you ever used to work for?

4. What problems are there inherent in teaching of English reading in Chengdu University of T.C.M.?

5. What do you think CLT is? Define in your own words.

6. How do you define communicative competence and task?

7. What problems are there in your own teaching or classroom?

8. How do you feel about using CLT in your classroom? And how about in teaching of English reading?

9. How can CLT contribute to English teaching of reading in Chengdu University of T.C.M.?

10. Do you feel that CLT fails to address issues specific to English reading environment? Explain your views.

11. What is your attitude towards CLT?

12. Do you think it is possible to adapt the theories and methodology of CLT into a teaching of English reading classroom? How would you accomplish that? How feasible is CLT in Chengdu University of T.C.M.?

13. In your opinion, how do students like CLT activities?

14. Do you feel teachers in College of Foreign Languages are encouraged to use CLT?

15. What are the difficulties you have faced personally when attempting CLT in teaching of English reading? And, do you think those difficulties can be overcome?

16. Do you think that students in Chengdu University of T.C.M. could benefit from CLT?

17. Have you ever been given opportunities for retraining?

18. What teaching method(s) or approach(es) did you experience as a learner?

19. Do you have suggestions for improving EFL teaching at a tertiary level in Chengdu University of T.C.M.? If so, what are they?
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