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ABSTRACT 

Increasing contact between China and English-soeaking countries 

in recent years calls for competent language workers to fulfil 

various communication tasks. To meet this need, it is of great 

importance and urgency for the Chinese EFL teaching profession to be 

conscious of the existing problem of communicative incompetence of 

Chinese EFL learners and to strive for ways and means of reducing it. 

This study was undertaken as an exploratory study of this problem. 

As recognised by many now, linguistic competence alone is not sufficient 

for a successful foreign language learner, one needs to acquire 

communicative competence as well. In this study, a historica l overview 

of the theory of communicative competence is provided. Following i t 

is a detailed description of a survey which aimed to measure several 

areas of communicative competence of Chinese learners of Engl i sh and to 

find out existing problems. Possible causal factors of those problems 

are also discussed and are categorised into t·t10 groups: communicative 

interference and weaknesses in the present curriculum, teaching 

methodology and teaching materials. Finally, implications of this 

study are examined and tentative suggestions are made in the hope t hat 

more and more Chinese EFL teachers will respond to the problem and 

search for ways to bring about effective learning. 
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1.1 

CHAPTER 1 

INTRODUCTION 

Background of the Study 

Foreign language teaching, especially English language 

teaching, plays a very important role in Chinese education. 

English is considered mainly as a tool to explore advanced 

science and technology. It is also seen as a vehicle to 

promote communication and understanding between China and 

English-speaking countries . 

In recent years, the contact between China and English

speaking countries has increased considerably. More and more 

English-speaking tourists, businessmen, scientists, scholars 

and students come to China every year. And many Chinese 

businessmen, scientists, students and officials go to English

speaking countries each year as we11. 

However, a problem has arisen from this increased contact . 

Many Chinese learners of English who have a good command of its 

pronunciation, intonation and grammar fail to communicate 

effectively in real-life situations with the native speaker, or 

1 
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1. 2 

fai1 to cope socially when in an Engli sh-speaking country. 

Many who have e i ther worked or studied in an English-speaking 

country have experienced , in varyi ng degrees, frustrati on, 

isolat ion, mi sunderstandi ng or loneliness because of their 

inability to communi cate effectively. 

Then, what may be the causes of the problem? To what 

extent does the problem relate to the weaknesses in the present 

school curriculum, t eaching methods and teaching material s? Or 

is it more closely related to cultural factors which cause 

corrvnunicative interference? Are there any possible v1ays of 

reducing the problem? 

Questions like these are of great importance to the 

improvement of Chinese EFL teaching. To achieve better 

understanding and communication between people of China and that 

of other countries, it is an itnportant and urgent task for EFL 

teachers in China to be aware of the problem and to work out 

ways of reducing it. 

Content of the Study 

This study consists of five chapters. The first chapter 

gives a brief introduction to the background and content of the 

study, as well as the method and key terms used in the study. 

A historical overview of the literature of communicative 

competence is f ound in the second chapter, focus ing on some 

2 



major writers such as Hymes, Habermas, Widdowson and others. 

Due to the 1imited ti me and space for this study, the review 

of the literature will be restricted to the work and research 

on the concept of communicative competence without relating 

to particular approaches or methods . Chapter Three is devoted 

to a full description of the study project, centering on 

communicative problems of Chinese learners of English in verbal 

interactions with native speakers. The form, procedures, 

findings, subjects and informants involved and its 

limitations will be discussed in detail in the chapter. The 

following chapter examines the possible causal factors of the 

problem. These factors fall into two main categories: 1. e. 

communicative interference; and weaknesses in the present 

curricu1um, teaching methodology and materials that hinder 

the student's development of communicative competence. 

(mplications of this study are examined in Chapter Five . Some 

tentative suggestions are made, with emphasis on the teaching 

of sociocultural facts of the target 1anguage. 

1.3 Method 

A questionnaire has been used to elicit information on 

Chinese learners' communicative competence in oral 

interactions with native speakers, using Chinese scientists 

and teachers of Engli sh as subjects. In addition, native 

speakers of Chinese, residents in Australi a, were used as 

informants in this study project. The questionnaire was set 

;;;;;: * II 
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in a multiple-choice form with a number of possibilities 

offered under each question. Open options are also used so 

that the subjects can add information according to their 

own experience and judgement. Further details of the survey 

will be discussed in Chapter Three . 

1,4 Terms Used 

In the study, key terms are used as follows : 

COMPETENCE refers to one's "underlying knowledge of a system, 
event, or factn. (Brown, 1980: 27). 

PERFORM.A.NC[ refers to 11 the overtly observable and concrete 
manifestation or realization of competence". (Brown, 1980: 27) . 

LINGUISTIC COMPETENCE refers to one's "underlying knowledge of 
the system of a language - its rules of grammar, its vocabulary, 
etc". (Brown, 1980: 27). 

COMMUNICATIVE COMPETENCE refers ta "knowledge and skills for 
contextually appropriate use and interpretation of language 
in a community". (Saville-Troike, 1982: 26). 

COMMUNICATIVE INTERFERENCE refers to "the result of the negative 
transfer into the L2 context of Ll sociolinguistic and 
interactional rules ... 1'. (Loveday, 1982: 2). 

LANGUAGE USE refers to the communication functions of language. 

LANGUAGE USAGE refers to the structure or formal patterns of a 
language. 

SPEECH COMMUNITY refers to "speakers sharing rules for conduct 
and interpretation of speech and rules for the interpretation 
of at least one linguistic variety". (Dell Hymes, 1972b: 54). 

CULTURE "refers to all aspects of shared life in a community". 
(Rivers, 1981: 316). 

\,'., 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

According to Roberts {1982) , the theoreti ca l precursor of 

communicative language teaching in this century was probably Fi r th 

(1957i. In Firth 's vi ew, linguists should include statements about 

the way in which language is used in social interaction, and how it 

varies in accordance with its social function. This not io n of the 

communicative function of language was developed further i ater. Other 

writers, including Austin (1962), Searl e (1965) and Halliday (1978), 

have contri buted a great deal to the theoretical underpinnings in the 

fiel d. The work of Hymes , Habermas, Widdowson and other writers are 

discussed in thi s chapter. 

2. 1 Historical Overview 

The term "communicative competence" ·~,as first used by 

Habermas (1970) and Hymes (1971 ). And it is Hymes who did 

most to specify the concept and present it "in a 't1ay which 

irnmedi ate ly appealed to those seek ing i nspira ti on to)1e 1 p with 

the task of teaching languages for ' real-life ' purposes" 

{Roberts, 1982: 97) . However, it should be ackno1t1ledged tha t 

... ---=-



Hymes owes a debt to Chomsky, since he has taken Chomsky's 

dichotomy between "competence" and "performance 11 (Chomsky, 

1965) and recast these notions with new mean i ng. So let us 

turn to Chomsky first. 

2.2 Comoetence and Performance 

Noam Chomsky (1959) presented a highly critical review of 

Skinner 1 s behaviourist model, which 1s seen as inadequate to 

account for the capacity to acquire language, for language 

development itself, for the abstract nature of language, or for 

the creativity of the speaker-hearer. 

Chomsky writes in 'Aspects of the Theory of Syntax' (1965) 

Linguistic theory is concerned primarily with an 
ideal speaker-listener, in a completely 
homogeneous speech community, who knows its 
1anguage perfectly and is unaffected by such 
grammatically irrelevant conditions as memory 
limitations, distractions, shifts of attention 
and interest, and errors (random or characteristic) 
in applying his knowledge of the language in 
actual perfonnance. 

(1965: 3) 

Therefore, in Chomsky's view, the aim of linguists is to 

study the linguistic competence of the ideal speaker/listener, 

which all native speakers of the language share. Linguistic 

competence here refers to the speaker's perfect kno07edge of 

the language. In other words, it means the mastery of a very 

... ~ .... ...a•---= 
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abstract and complex set of rules by which one can produce and 

understand an infinite set of sentences. The actual use of 

language, affected by variables termed as "grammatically 

irrelevant conditions" (Chomsky, 1965: 3), and identified with 

the criterion of acceptability, not grammaticality, is the 

realm of performance. 

However, Chomsky's restricted view of competence was 

rejected by people like Hymes, Jakobovits, Halliday, Widdowson, 

and many others. Hymes (1971) argues that any theory of 

language must include sociocultural factors. He points out that 

Chomsky's concept of competence dismisses the essential component 

of ability for use, and so does his notion of performance, though 

he equates language use with performance. Chomsky's theory 

neglects sociocultural features in both the acquisition or 

conduct of performance, essentially concerning itself with 

psychological byproducts of the analysis of grammar, but not, 

with social interaction. Hymes a1so sees the notion of 

performance as confused bet'ween actual performance and under

lying model or rules of performance (e.g. "styl·isti c rules of 

performance" ( 1979: 17) which Hymes perceives as "a further 

kind of underlying competence" (1979: 18). Jakobovits 

(1970) debates that socia1 context "selection rules are as 

necessary a part of the linguistic competence of a speaker as 

those with which we are more familiar in syntax .. ," (1970: 

152). Campbell and Wales (1970) also point out tha t .thomsky's 

restricted kind of competence omits by far the most important 

linguistic ability "to produce or understand utterances 

11</hich are not so 1r.uch grammatical but, more ir,1portant, 
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appropriate to the context in which they are made. By 1 context 1 

we mean both the situational and the verbal conte.xt of 

utterances" (1970: 247). 

From the criticisms above, one can see that the scope of 

Chomsky's linguistic description is too narrow for it only 

deals with the language user's linguistic competence. Knowing 

a language involves not only the ability to compose correct 

sentences but also the ability to use them appropriately in 

communication. ilThere are rules of use without which the rules 

of grammar would be useless" (Hymes, 1979: 15); so the 

concept of competence must be extended to include contextual 

appropriacy, which leads us to Hymes' notion of communicative 

competence. 

Hymes 

In Hymes 1 view, Chomsky's theory omits almost everything 

of sociocultural significance (Hymes, 1969, 1971, 1972). 

Chomsky's notion of performance used in 'Aspects' ;s confused 

between actual performance and underlying rules of performance. 

According to Hymes, in one sense, performance in Chomsky's 

theory is observable behaviour, as when the term is first 

defined: isperformance (the actual use of language in concrete 

situations) 1

' (Chomsky, 1955: 4). In another sense, .. performance 

itself also underlies data, as when one tries to reach "deeper 

conclusions about performance models" (1965: 15) or t o infer 
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"syntactic and perceptual consideratfons" (1965: 15) in su pport 

of data or against them. As these latter look like rules of 

use for they underlie speech beyond the grammatical, one 

would agree with Hymes that they should be part of competence. 

Chomsky's restricted concept of competence concerned with 

the perfect knowledge of an ideal speaker-listener, in a 

homogeneous speech community, unaffected by sociocultural or 

psychological factors, is inadequate to account for the 

communication properties of language and its social function. 

In Hymes' view, applied linguistics needs a theory that can 

deal 1-1ith 
11 a heterogeneous speech community, differential 

competence, the constitutive role of sociocultura l features" 

(Hymes, 1972a: 274). He, therefore, recasts Chomsky 1 s 

competence as communicative competence which, according to 

him, must deal with notions of the "speech community", speech 

situation, function of speech, etc (Hymes, 1972b: 53). 

For Hymes, communicative competence consists of four 

sectors: grammaticality, feasibility, appropriateness to 

context and de facto. 

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

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

3. Hhether (and to what degree) someth•ing is 
appropriate (adequate, happy, successful) 
in relation to a context in which it is 
used and evaluated; 

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

(Hymes, 1972a; 281) 



From the above one can see that Hymes has broadened 

Chomsky' s competence to include psychological, social cultural 

and de facto knowledge , whiie keeping grammaticality as one of 

the sectors. 

Here i t may be useful to present Hymes' definitions of the 

terms competence, knowl edge and abili ty for use. He says , 

I should take competence as the mos t general term 
for the capabilities of a person .... Competence 
is d~pendent upon both (tacit) knowledge and 
(abil ity for) use . Knowledge is distinct, then, 
both from competence (as its part) and from 
systemic possibil ity (to 't'lhich its relat i on is an 
empirical matter) . [ ... J Knowledge also i s to be 
understood as subtending all four parameters of 
corranunication just noted. There is knowl edge of 
each. Ability for use also may rel ate to all four 
parameters. Certa i nly it may be the case that 
indi vidual s differ with regard to ability to use 
knowledge of each: to interpret, di f ferentiate , 
etc . The speci fication of ability for use as part 
of competence al lows for the role of noncognitive 
factors, such as motivation, as partly determining 
competence . 

{Hymes, 1979: 19-20) 

Of performance , Hymes observes that "this nmv refers to 

actual use and actual events, with certain reminders and 

provisors" (1972a: 283). 

In sum, the goal of a broad theory of competence can 
be said to be to show the ways in which the system
icall y possible,thefeasible,and the appropriate are 
linked to produce and interpret actually occurring 
cultural behaviour. 

(1972a: 286) 
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2.4 Other Views 

2.4.1 

Besides Hymes, there are many others who have contributed 

directly to the theory of communicative competence. Among them, 

the views of a few major writers such as Habermas, Campbell 

and Wales, Widdowson as well as Jakobovits will be discussed 

below. 

Habermas 

Habermas (1970) used the term communicative competence 

at about the same time as Hymes. He views Chomsky's notion 

of competence as "a monologica: capability" (Habermas, 1970; 

131) which neglects the essential aspect of communication. 

He argues that 

... in order to participate in ·normal 
discourse, the speaker must have -
in addition to his linguistic 
competence - basic qualifications of 
speech and of symbolic interaction 
(role-behaviour) at his disposal, 
which we may call communicative 
competence. Thus, communicative 
competence means the mastery of an 
ideal speech situation. 

(Habermas, 1970: '"8) .L..). 

11 
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As Munby points out, in Habermas ' concept, thi s 

mastery does not mean production (Munby , 1978: 11). 

Habermas states later i n the book that 

Above all, communicative competence 
relates to an ideal speech situation 
in the same way that lingui stic 
competence relates to the abstract 
system of linguistic ru les. The 
dialogue-constitutive universals at 
the same time generate and describe 
the form of intersubjectivity which 
makes mutual ity of understanding 
possible. Communicative competence 
is defined by the ideal speaker's 
mastery of the dialogue-constituti ve 
universals irrespective of the 
actual restrictions under empirical 
conditions. 

(Habermas, 1970: 140-141) 

From Habermas' statements above, one can see his 

concept of competence is at a more idealised level of 

theorisi ng than Chomsky 's. His notion of communicative 

competence comprising knowledge of the universal formal 

features of language whi ch make mutual understandi ng possible 

is also viewed as most idealized by writers such as Ro berts 

(1982), Hellgmen (1982) and Munby (1978). However, Habermas 

th inks that a theory of commu nicati ve competence initiated by 

12 
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2. 4. 2 

him will provide the necessary basi~ for developing general 

semantics. He also e.xplores the possibility of employing 

the theory of communicative competence for social analysis. 

Campbell and Wales 

Campbell and Wales (1970), who write as cognitive 

psycholo$ists, propose that Chomsky's notion of competence 

should be revised, for it fails to account for the environ

mental factors involved in the development of competence. 

It omits by far the most important linguistic ability: to 

produce or understand utterances which are not so much 

grammatical but appropriate to the given context . 

Their view of communicative competence is similar to that 

of Hymes' though they focus on psychological and sociolinguistic 

aspect while retaining grammaticality. They reinforce Hymes' 

point that language acquisition and use need more than 

linguistic competence. In their view, 

Much of what we say and write is 
constrained, in important ways, 
by the particular circumstances 
in which we are speaking or 
writing. . . , an adequate psychology 
of language must take account not 
only of the creative aspects of 
language use but also of the 
important role played by contextual 
factors. 

(Campbell and Wa1es , 1970: 248) 

13 
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Campbell and Wales' concept of communi cative competence 

includes the speaker 1 s linguistic, psychological and context ua l 

condition. They agree with others that communicative 

competence shoul d be the primary goal of the psychology of 

language. They are also interested in the acqu isition of 

commu nicative compet ence . In doing so, t hey wish to "bridge 

the gap between tradi tional views of language acquisition and 

views that are dominant at the present time" (1970: 260) . 

2.4. 3 Widdowson 

Widdowson (1971, 1972, 1978) is another lingu ist with a 

basically similar vie18 of communicati ve competence to that of 

Hymes. In hi s view , Chomsky 's concept · of competence as t he 

perfect knowledge of the ideal speaker-li stener i n a homo

geneous speech community is an abstract idealisation. It 

cuts the lingui sti c description off from empirical validation. 

He further comments "Chomsky and his associates post ulate the 

grammatical rules which constitute the system of t he language 

by reference to their own intuHions" (i971: 35 ). However, to 

him there is no such thing as a representat ive set of 

intuitions, He also points out that t he concept of linguistic 

competence also r emoves all factors associ ated with social 

considerations and l anguage in use. 

14 



2.4.4 

According to him, knowledge of a language does not only 

refer to a knowledge of the rules by which an infinite number 

of sentences are formed, but also a knowledge of the rules 

which govern the appropriate use of sentences. 

Communicative competence, to him, includes rules of use 

and the ability to "perform rhetorical acts and recognise the 

rhetorical acts of others without much difficu lty" (1971: 36). 

By rhetorical acts he refers to speech acts such as defining, 

illustrating, classifying, and so on. Furthermore, rules of 

use and rules of grammar are considered both components of 

one
1
s competence. As rules of use can not be acquired 

naturally by foreign language learners, they should be taught 

with as much care as rules of grammar. 

15 

In short, Widdowson believes that the ability to understand 

a.nd participate in communication requires knowledge going 

beyond the mastery of grammatical structures. The learner needs 

to acquire both rules of use and rules of usage. The teaching 

of language should go beyond the sentence to the text, and also 

beyond the utterance to the unit of discourse . 

Jakobovits 

Like Hymes, Campbell and Wales, as well as others, 

Jakobpvits {i970) also disagrees with Chomsky's view of 

competence. He emphasises that social selection rules are a 
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necessary part of the linguistic competence of a speaker. 

His notion of communicative competence consists of four 

factors: paralinguistic, kinesic, sociolinguistic and 

psycholinguistic aspects. This view is wider than Campbell 

and Wales' or Widdowson's, and different from that of Hymes . 

Instead of incorporating grammatical knowledge in the wider 

meaning of communicative competence, he retains linguistic 

competence as a separate factor which is restricted to 

grammaticality; and this is in addition to the notions of 

communic'ative competence and performance. In view of the 

current lack of a clear and comprehensive answer to the question 

of what it is to know how to use a language, he suggests the 

practical ways of accurately specifying students' communicative 

goa 1 s (1970: 73) and of basing assessment on "the underlying 

potentialities of functionally significant aspects of 

utterances" rather than "the surface manifestations of 

linguistic items and units'' (1970: 75). He also sees that 

there are different levels of communicative competence and 

allows for less than native language competence in regard to 

a second ianguage learner's proficiency . 

Writers in the Late 70's and BO's / 

.. 
In recent years, mor2 work has been done at an applied 

level, despite the incompleteness of the pure research. 

Writers like Wilkins (1974, 1976), Munby (1978), Brumfit (1978), 

16 
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Di Pietro (1974, 1975) and Paul Hellgmen (1982) , etc . have 

contributed considerably to refining the concept of communicative 

competence, and how to achieve it. Here a brief review will 

be made of these l ater writers . 

Having reali sed the insufficiency and restrictedness of 

Chomsky's view of competence and performance, they all see the 

need for a notion of communicative competence to supplement 

Chomsky' s linguistic competence, as Richards, D.R. (1975} points 

out 

Narrowing the scope of theoretical linguistics to 
the aim of describing the structure of language 
with generative grammar has meant that theory is 
able t o deal with an ever smaller set of the 
problems facing language teachers. The pre
occupation with structure means that a generative 
gramma r specifi es only the possibl e sentences of a 
language, without regard to situational 
appropriateness. What language teachers r equ ire 
is a statement of communicat ive competence, which 
is coming more from the derivative di sc ipline of 
sociolinguistics. A more comprehensive basis for 
applied linguistics depends on integrating the 
linguistic source disciplines into one unified 
1 macro-linguistics '. 

(Richards, 1975: 5) 

2.5.1 Munby 

The British l inguist Munby (1978) accepts Hymes ' view and 

believes "what is needed is a theoretical framework t hat stems 

from a sociolinguistic view of knowledge and communi cation, 

where the contextual or environmental factors which c~nstra i n 

compet ence, or are invo1'v'ed in the development of communicative 

competence, are predominantly sociocu1tura1;' (Munby, 1978: 21) . 

·-· 17 

.I. 



2.5 .2 

From this view, he sees communi cati on needs as the basis for 

achieving the goa1 of communicative competence. He states 

that "by dra~Jing up a profile of communication needs, one can 

more vali dl y specify the particular skills and 1inguis t ic forms 

to be taught" (1978: 24) . He a·lso tries to de:.1onstrate how 

to specify vali dly the ta rget commun icative competence. His 

view on this is set forth as follows: 

Setting, interaction and key cul tura l var i ables are 
appl ied in specifyi ng conmunicative competence for 
a target language. Grammatical competence i s 
included within communicative competence in a socio
cultural setting and should not be learned separately . 
The setting , phys ical and nonphysica l , contr ibutes to 
communicative keys derived in connection with the 
interaction variable . Psychosocial terms can be used 
to specify the environment. The interaction vari able 
identifies other speech participants in te rms of 
posi ti on, role relationships and status .. . .. 

(1977: 34 ) 
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He holds that the use of such variables allows systemat ic 

progressi on from identification of a participant's communicative 

needs to specification of appropri ate communicati ve competence . 

Brumfit 

Brumfit (1978) cons iders the recent development of the 

theory of communicative competence as very useful because in 

hi s view the sentence-based lin~uistic theory is no longer 

adequate for the present situation in l anguage teaching. 

According to him , there are two kinds of knowledge included 
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under the heading of communicative competence. One is the 

knowledge of the structure and formal properties of the 

language, including referential meaning. The other comprises 

all types of knowledge necessary for the use of the 

language effectively in the real world, i.e. the interaction 

between the language system and the real world. He also values 

the studies on discourse, which "are able to give us useful 

information about the structure of interactions between 

speakers and the organization of long texts, whether spoken 

monologue or written text" (Brumfit, 1978: 36). 

He indicates that it is such studies that help us to 

understand the rule systems which operate above sentence level, 

both within the language, and in interaction with the 

situational constraints imposed by the environment . 

Di Pietro 

According to Roberts (1982), Di Pietro's work (1974, 1975) 

is significant. Though Di Pietro evidently "accepts the 

theory of communicative competence, and has a discfplined, 

analytical view of the language a learner will need to acquire 

to become communicatively competent" (Roberts, 1982: 174), he 

is much more concerned with the psychological dimension of 

communicative competence. Like many other writers, he also sees 

the need to improve on senerative theory. In his vie\,,i, both 

the structuralist and the generalist view language as a code. 

19 



Neither one has been overly concerned with the functioning 

aspect of language. He states that if the notion of 

linguistic competence is to be preserved, it "must 

incorporate both the speaker 1 s knowledge of a language's 

rules and his knowledge of how to use those rules in 

specific circumstances" (Di Pietro, 1974: 50}. 

He focuses his interest on "the flesh -and-blood learner 

of a foreign language, imbued with the culture of his 

country of origin, who is thrust into the often frightening 

and confusing jungle of a new and different cu l ture '' (Roberts, 

1982: 175). 

In his view, 

Language use is strategy employed in life theatre. 
As a resu l t of the performances of an individual 
in various rol es in different situations, an over
al1 social character is built and a 'life-script' 
develops (Roberts , 1982: 175 ) . 

Thus he regards constant failure to a chi eve communi ca ti ve 

goals in a new language as, in essence, failure to continue 

one's life-script. Consequently, the need for the learner to 

acquire coITDTiunicctive competence is, in his sense, the need 

for the individual to be able to cont'inue a 'life-script' in 

a new language. However, he considers there are "universally 

shared human goa ls" (Di ?i etro, 1975: 464) of \-1hich any 

individual will at any one time wish to achieve a certain 

2:J 
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subset . The problem is that the realization of these goals 

differs from language to language and culture to culture. 

Therefore, to enable foreign language learners to achieve 

these communication goals, he proposes an approach which 

"would not focus on the forms of grammar used but rather on 

how the language can be manipulated to gain certain ends . 

In short, the approach 1.,rould be strategic" (1975; 464). 

As Roberts comments, Di Pietro 11 has perhaps done more 

than anyone else to explore in a pedagogically fruitful way 

the psychological dimensions of communicative competencet' 

( 1982 : 177) . 

Paul He 11 gmen 

Paul He11gmen (1982) criticizes Chomsky 1 s theory as 

being both ideal and abstract. It also ignores all socio

cultural factors. In his view, the notion of communicative 

competence should "describe the abstract systems of rules 

for communicativeness and grammaticality which the native 

speaker unconsciously obeysl' (Hellgmen, 1982; 35). 1,✓hen 

talking about communicative proficiency in a foreign 

language, he states that since the conditions are not the 

same for the foreign language learner as for the native 

speaker, it is unrealistic to expect foreign learn~rs to 

become identical with the native speakers. While foreign 
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learners should recognize the paralinguistic and ethnic 

features of a speech comrnuni ty, it is unnecessary for them 

to master and reproduce these features. To Hell gr.1.en, 

communicative competence should be the focus of teaching, 

and the learner and his needs should be the pr imary 

concern. 

Summary 

Three Categories of the Theory 

In the earlier part of this chapter, a brief historical 

review of the concept of communicative competence ha s been 

covered. As we know, this theory is sti ll undergoing 

further study and research. New ideas and interpretations 

are coming up constantly. The writers dealt with ear1ier in 

this chapter are only a small part in thi s very large topic. 

Nevertheless , of all the existing theories of coITJ11unicative 

competence, it is possible to categorize them according to 

their respective emphasis, though they have the same basic 

concerns. Three categories can be established: namely , 

theoretical linguistic, psycholinguistic, and sociolinguistic 

orientations. Writers like Habermas belong to the first 

22 

group. Their theories and Chomsky ' s are both ideal and 

abstract, but in the different stages of abstraction. However, 

one thing should be emphasized here. Though Chomsky's theory 

is no longer adequate and sufficient as discussed before, 

it is important to acknowledge the great contri bution he has 
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made "to revitalise theoretical linguistics and vlithout his 

having done this, we might not now be in a position to 

appraise the problem as we cann (Munby, 1978: 20) . 

Habermas' restricted notion of communicative competence 

which relates to an ideal speech situation is too abstract and 

idealized. It also ignores real speech situations. So his 

view is not appropriate for this study. 

Writers like Campbell, Wales. Jakobovits and Di Pietro 

are included in the second category - the psycholinguistic 

perspective. They study language from the viewpoint of the 

individual in the reality of communication, taking contextual 

factors into consideration. Communicative competence, in 

their view, describes "the particular s:ystem of rules which 

account for the systematic variation of the general structures 

betv,een personality structures and speech sHuations" 

(Hellgmen, 1982: 33). This study will not explore this 

dimension of communicative competence because of the complexity 

and vastness of the task and of the limited experience and 

knowledge of the author . 

Writers in the third group, the sociolinguists, include 

Hyme;s, Brumfit, Widdowson, Munby and others. In their view, 

the notion of communicative competence should describe "the 

systematic variation of the general structure between the role 

structures and speec~situations" (Hellgmen, 1982: 33). Among 
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them, Hymes 1 1vork is outstanding for he spot1ights the 

important factor of contextual appropriacy, which is also 

the main concern of this study. However, Hymes 1 concept of 

communicative competence is too broad for this study to 

cover. Therefore, this study will be based on a socio

linguistic view of communicative competence, "where the 

contextual or environmental factors which constrain competence, 

or are involved in the development of communicative competence, 

are predominantly sociocultural" (Munby, 1978: 21). And the 

coricept of communicative competence wil 1 be narrowed to only 

one of Hymes' aspects - the contextual or sociocultura1 

appropriacy which means the knowledge of '1 how to use language 

appropriately in given situations in given cultural contexts 

in order to achieve communicative objectives" (Roberts, 1982: 

97). 

Reasons for Using the Terms in the Study 

Here it may be necessary to explain how some of the key 

terms are used thus in this study and their relationships. 

Competence in this study is considered a general term for 

one 1 s underlying knowledge of a system, event and fact, etc. 

Under this competence, one can find its subparts -

linguistic and communicative competences, etc. These subparts 

are partly overlapping and interwoven, and should not be seen 

as separate from cne another. Communicative competence 

--
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in this study, as indicated in the definition on page 4 

is concerned with contextual appropriacy, the rules of use 

and l anguage features appropriate to the relevant social 

context. The learner's needs are seen as an important 

factor to achieve communicative competence. By specifying 

the learner's cowmunication needs, one can more accurately 

and effectively choose and teach the particular norms, 

skills and linguistic forms required. As this paper is 

concentrated on the communicative competence of Chinese 

learners of English, it is considered necessary to emphasise 

that there is difference between the nat i ve speaker's 

competence and that of the foreign learner . It would be 

unrealistic for the foreign learner to achieve the native ' s 

competence. Therefore, less than native competence should be 

allowed when Chinese learners of English are concerned. 

Though the concept of communicative competence in this 

study has been limited to only one aspect, th i s does not mean 

the other aspects of the notion are ignored . Due to the 

nature of this study, the limited time and space avai1ab1e , 

the area has to be narrowed to make it researchable with the 

tools and experience of the moment . 

Weaknesses of the Concept 

Theories of communicative competence have broadened the 

study of l i ngui stics and shown a new di mension of achi eving 
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better understanding of language and the relationship between 

language, culture and society. However, the research on the 

theory is far from complete and there are also weaknesses in 

the existing theories of communicative competence . 

First, the notion lacks a clear specification of what 

it ;is intended to cover. Even Hymes' list of the constituents 

of communicative competence ends with"etc'.' (Hymes, 1972a: 286). 

"That the native speaker acquires a great deal more than 

linguiiti c competence i s obvious. but what the substance of 

this 'more', which has come to be called communicative 

competence. is, is far from obvious" {Stratton, 1977: 135). 

Leino al so poi nted out that "Hymes' sociolinguistic 

theory which tends to consider grammaticality, psycho-

1inguistic realization, sociocultural appropriatenes s and the 

actual performance, is not sufficiently organized in detail to 

provi de the criteria for choice of the lingu istic content" 

(1978: 162). 

Secondly, in the theory of communicative competence, the 

learner's communicative needs are a dec·isive factor. "Of 

course, where communicative needs are identifiable, teaching 

can be high1y specific, and efficient in the sense that it 

can concentrate only on those needs actually specified, 

instead of aiming for some more ambitious across-the-board 

comp·etence" (Roberts, 1982: 98 ) . Thi s is the s trength of 
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this theory as it relates l earners with their specific 

requirements. However) it is not clear to what extent it can 

be applied, especially where learners taking general school 

courses are concerned. 

27 

Thirdly, there is difficulty in establishing how many 

contexts to consider when specifying the range of appropriateness 

of an utterance; and also there is the problem of knowing how 

much of the context i s relevant. So far the most serious 

deficiency is the incompleteness of the discipline of the 

rules of speaking., 

These are the main problems concerning the theory. 

Conclusion 

The research and discussions of communicative competence 

have publicized and encouraged attempts to systematize 

exactly what it is to use a language effectively. Such attempts 

have drawn on insights from a wide range of disciplines , 

includingsociology,psychology, philosophy, anthropology as well 

as traditi~nal linguistic disciplines . It has pushed the study 

of lingui stics to a higher stage and wider scope. Linguists 

now are beginning to turn their att~ntion once more to 
.. 

communication properties of language and the function of 

langLage in the soci al context. Though no easily comprehensive 

description has yet been devised , the profession as a whole 
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is now a great deal more aware of the complexity and subtlety 

of language use than it was in the past. It is hoped that 

more work will be done to deve1op more fully the theory of 

communicative competence. 
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CHAPTER 3 

COMMUNICATIVE PROBLEMS OF CHINESE LEARNERS OF ENGLISH 

Communicative competence is now considered by many as one of the 

indispensable components of a foreign language learner's proficiency 

(Brumfit 1978; M'unby 1978; Widdowson 1972; Jal<obq.vits 1970}. To 
i 

deve 1 op the· thi nese EFL student's competence, it is ·important. first 

of ail, to find out what weaknesses and problems they have in this 

area. The information will be of help in specifying appropriate 

communicative competence, providing the basis for curriculum design 

and achievin9 effecti ve teaching . 

3.1 Descri ption of the Study 

In this study, efforts have been made to measure some 

area~ of corrmunicative competence of Chinese learners of English 

and to find out their difficulties and prob1ems in those areas. 
i 

J 
The siudy was limited to cpoken communicative competence. 

first, common areas of Chinese EFL students' problems in 
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exp~rience, the experience of other Chinese teachers of 

English, comments of native speakers of English and on 

interviews with two Australian teachers who have worked with 

Chinese learners both in China and Australia. These are given 

in Table I, which lists the areas but does not indicate 

frequency of difficulty. 

, 
.J. 

2 

3 

4 

~ 
"' 

6 

7 

8 

9 

10 

11 

12 

TABLE I 

AREAS OF COMMOM COMMUMICATIVE ERRORS 
FOR CHINESE EFL SPEAKERS 

Greetings 

Disagreeing 

Terms of Address 

Expressing wishes 

Expressing politeness 

Accepting and offering an invitation 

Requesting others to do something 

Seeking information about the speaker 

Closing a speech or talk 

Offering and replying to a complement 

Suggesting or advising others to do somethi ng 

! 

I 

I 
i 

I 
Expressing one is/is not obliged to do something,etc. 1 
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Then, a questionnaire was designed, focusing on three 

aspects chosen from the 1ist. The three areas were greetings, 

expr,essing politeness and replying to an invitation. There 

were altoge_ther twenty-two items in the questionnaire, and they 

were divided into two parts. The eleven questions in the first 

part were intended to obtain background information about the 

subjects, including their profession, the education they 

received, length of learning English and time spent in Australia. 

In the second part were eleven questions based on common 

communicative errors of Chinese learners of English in making 

greetings, expressing politeness and replying to invitations. 

It was hoped that through these questions, it would be possible 

to elicit information on these aspects of communicative 

competence and to find the 1earner's difficulties and prob1erns. 

The questions were set in a multiple-choice form with a number 

of possibilities offered under each question. In some items, 

only one correct a1ternative was offered; in others several 

correct alternatives were offered. The alternatives ranged 

from three to five. Open options were also used so that the 

subjects could add information according to their own 

experience and judgement . 

Preceding each cf these questions, the context in which 

utterances occurred was specified, though it was done briefly. 

Besides the normal, acceptable answers to each ~ultipl e-choice 

question, some inappropriate ones were also included. The 

appropriateness was judged by three native speakers of English 

studying in the Canberra College of Advanced Education. 
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However, as considerable information is conveyed by intonation 

and as people's interpretation can differ when reading, some 

of the options which were included as inappropriate {such as 

the use of 'of course' to reply to polite questions) were not 

seen as inappropriate by all the English-speaking informants. 

The questionnaire fs included as Appendix I. 

The Subj ects and Informants 

The subjects for this study were chosen from Chinese 

scholars, scientists and teachers of English either doing 

research or studying in Canberra at the moment. There were 

twenty subjects in all, with fifteen from The Australian 

National University (ANU) and five from the Canberra College 

of Advanced Education (CC,~E). However, only ten of the 

fifteen subjects at the ANU completed the questionnaire. Among 

the fifteen subjects, there were biologists, geologists, a 

chemist, teachers of English from Shanghai and Beijing Fore i gn 

language institutes and other specialists. All fifteen have 

their degrees and six have post-graduat~ degrees. Years of 

learning English vary from two to twenty years, with an 

average of six years. All of them have passed the Australian 

Government English Test for Overseas Students, and most of 

them have been in Australia for more than nine months. See 

Table II for details. In this table, the abbreviations are 

used as follows; S refers to graduate; PG - cost-graduate; 

M - male and F - female . 
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Before completing the questionnaire, the subjects were 

informed in deta i 1 about the requirements of the task, with 

emphasis on their freedom to choose as many answers as they 

thought to be appropriate in the context. It was also 

suggested the subjects read the situation carefully and 

contact the researcher if there was any problem. None did so . 

The purpose of the study was unknown to the subjects, so as 

not to influence their responses to each item in the 

questionnaire. Time given to the subjects was one week; 

however, some of them completed the quest i onnaire on the spot. 

The questionnaire was also given in an ora l form to four 

Chinese learners of English, who were termed as informants 

in this study. They were three Chinese undergraduates 

studying British literature, computer management and Asian 

Studies at ANU and CCAE; they are private students from Chi na 

and have passed the Australian Government English Test for 

Overseas Students. There was also a Chinese exchange teacher 

who teaches Chinese at CCAE and whose command of English more 

closely resembles that of students in China. Al l four 

informants have been in Australia for nearly two years now. 

In this study, the informants were asked to respond to 

the questionnaire items without seeing the written fo rm, 

which was more close to an interview. In this case, each 

situation was spoken and the informant was asked to suggest 

a reply . 
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EDUCATION 
SUBJECTS SEX AGE PROFESSION LEVEL 

l M 43 s 101 o(J i st G ,. 
·--... -. 

2 M 46 Chemist G 
--3- ... -}1_ -·45- Geoloqist - PG 

4 M 25 Geologist G 
- -- - --- -- Specialist 5 M 39 Forestry G 

-
Mathe111a-

- . 

6 M 44 PG tician - -- -I-

Pathol- -· 
7 M 45 Oll i St PG 
·-- --

8 M ? Biologist PG 
.___ - - . 

9 M 30 Specialist PG W. Hi story - -- 10-- M 42 Physicist PG 
English 11 M 27 G Teacher ----~--
English 12 M 30 G Teacher - ------- -- English ·--- -

13 M 22 G Teacher ---- -
English - ---

14 F 40 G Teacher --- ~ -- English 15 F 40 G Teacher - -, -- -- ---

TABLE I I ---
BACKGROUND INFORMATION ON SUBJECTS 

PRE-COURSE OF ENGLISH 
IN CHINA IN SYDNEY 
Years Months 

2 -

3 -
·- 7 12 --

3 r • J -
--- - -

3 6 

? -
· -- - - --- --

3 l 
------

3 -
-· 

10 -

-- -~-- ... 
2.5 -

7 -
-

10 -
-

3 -
-

5 -

10 -

-

PLACE WHERE ENGLISH WAS LEARN 
--Bei i inr1 Uni vers itv 

TIME SPENT 1 N 
AUSTRALIA 

~ Months 
- 8 

Training-Class run by his 
onanization 
Short-term Traininq Class 
Beijing University and 
Bei .iiw.j Language Inst i_tute 
Training Class run by his 
Or:~anization -
Zhong Shan University-Canton 

-
? 

- -University o f Science and 
Technology of China 

A Language Institute 
A University --

--·-- - -
Foreign Language Institute 

-

Foreign Language Institute 

Zhejiang University 
-- --

Beijing Foreign Language Inst. 

Shanghai Foreign Language Ins t. 

IO 

16 
4 

19 

19 

17 

17 

18 

6 

6 

6 

17 

6 
_L___ --- - ---~ 
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For example, 

Researcher: You have just helped your host and he says, 
"Thank you very much for your help." What do 
you reply? 

Informant: (to respond) 

Researcher; ~vou 1 d you use any of these replies? Which one? 
Don't mention it; it's my duty. 

Informant: (to respond) 

Researcher: Not at a 11. 

I nforr:iant: ( to respond), etc. 

Before doing the task, the informants were also told 

about the requirements. Efforts had been made to put them at 

ease before they were asked the questions. Then, the result 

from the subjects as well as the informants were collated 

and analysed. Details of the findings of thi s study are 

discussed in the following section. 

Findings of the Stud v 

It was found that many of the fifteen subjects chose on ly 

one answer to each question as they usually do in a multiple

choice test. When they were asked about this, their rep lies 

i ndicated that either they had subconscious ly rel ated the task 

to a ~u1tiple-choice test because of its ~est form, or they 

forgot the requirement, or they believed it was safest to 

choose only one answer . One tentative solution may be to use 

questionnaires which combine multiple-choice questions with 

open ended quest ions in the question-answer form without 
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providing possible answers. In this way, more reliable results 

may be obtained , for in a questionnaire without any alternatives, 

the subject has to think and provide answers; he is not 

influenced by the given choice . 

Having a high standard cf English and experience of living 

in an English-speaking country, the subjects are possibly too 

qual,ified for this experimental study. Their communicative 

competence is not identical with that of EFL students in China. 

who have serious problems in real-life communications. However, 

it is still possible to elicit information on the areas of 

communicat"ive competence examined and to discover the existing 

weakness from their performance in the study. 

Taking into consideration the background of the subjects 

and informants and their experience of living in an English

speaking country, one should not be surprised that comparatively 

few inappropriate choices were made, though two other factors 

may also have influenced the results. On the one hand, the 

written format a 11 owed the subjects more time to ponder than 

the spontaneous performance in real-life situations. Both 

the subjects and informants were more conscious than they 

\vould be in true verbal interactions. On the other hand, i f 

they had been tested spontaneously, there would have been a 

heavy memory load which is also undesirable. Therefore, this 

indicates that different ways need to be tried out so as to 

find the most rel1able and valid method. 
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In spite of the fact that comparatively few completely 

wrong choices were made, the subjects' performance in the 

survey could not be said to be satisfactory, becasue, as 

discussed earlier, a large portion of the subjects only chose 

one answer, this possibly indicating that they were not 

sensitive to other correct answers or not sure about them. 

Therefore, in this study, besides the wrong answer chosen, the 

correct answer which the subjects failed to choose was also 

counted as a mistake. Thus, there were 184 errors out of a 

total of 235 answers. A detai1ed list of errors made by the 

subjects and informants can be found in Table II I . The most 

scored choice was usua1ly the stereotyped pattern, in particular 

communication situations. This shows the testees are at least 
. 

sensitive to the rules governing those communicative behaviours 

in the questionnaire. 

It will be seen from Table III that items 3 and 5 

produced the greatest number of errors. These items were also 

the ones with the greatest number of correct options available . 

Thus for Item 3, three correct answers were offered in the 

alternatives; while for Item 8, only two correct answers were 

offered in the questionnaire. Given this design factor, the 

table should not be interpreted as meaning that the testees 

have twice as much difficulty in returning thanks (e.g . Item 

3, 28 errors) as in making greetings (e.g. Item 8, 14 errors) . 
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3 

4 

5 

6 

7 

R 

ERRORS 

9 

10 

TOTM 

1 2 3 4 

1 1 1 1 
- -
1 1 1 l 
-
2 2 2 l 

1 1 1 0 

'? 
L 2 l 2 
--

1 1 1 1 
- ---
1 1 1 1 
-- --
1 
i 1 l 1 
-- --

I 1 1 0 

1 1 1 1 

12 12 11 q 

TABLE III ----
NUMBER OF ERRORS 

-

SUBJECTS & INFORMANTS 
5 6 7 8 9 10 11 12 13 14 15. 16 17 18 19 

-

1 1 1 1 1 1 1 1 1 1 2 1 0 1 1 
- -

l 1 l 1 1 1 0 1 0 1 1 l 0 0 0 
--
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However, as the main purpose of thi s study was to f ind 

out the existi ng weakness and probl ems wi thout necessarily 

establ i shing an order of diffi culty , let us t urn t o some of 

the major problems found in the study. These inappropriate 

uttera nces are described and analysed in the followi ng sec t ion . 

Possible causes are also e xamined but not in detail because 

fu rther discu ss ion wi l l be fo und i n the next chapter. Some 

general izations about t he appropri ateness and rul es of speech 

are formulated, supporting these generalizations with the 

wri ter' s observati on and also t he opinions of native spea kers . 

In each exampl e , 'A' is the native speaker and 'B' the 

Chines e subj ect . The situations have been shortened here. 

2. (In repl y to the host' s ques tion) 

A: Have you been to the Great Wall ? 

B: Yes , of course . 

9. (In reply to the host 1 s invitation). 

A: Do drop round and visi t us some time. 

B: Yes, of course, if I'm free. 

(From Jac k C Ri chards (1982) and used i n 
the questionnaire. ) 

Both answers are considered i nappropriate in the context. 

Though they are gralilmati ca lly correct and cohesive, they 

fail at the l evel of con~runi cati ve competence by not tak ing 



account of the speaker's face. 'Face• is described by 

Goffman as "the positive social value a person effect ivel y 

claims for himself by the line others assume he has taken 

during a ;:,articular contact" (Goffman, i974: 319 } . . A.s 'of 

course' is a strong expression for confirmation, it appears 

impolite and aggressive in replies to general ques tion s 1ike 

the exampl es above. 

In the second of the above examples, A 's sentence 

functions as an invitation. According to Brown and Levinson 

(1978), invitations constitute a threat to the speaker 1 s 

fa ce since there is the possi~lity of rejection or refu sal, 

and to the listener 1 s face since they impose on the listener's 

freedom of action. In English, Jack C Richards beli eves "the 

threat to the hearer 1 s face is minimized by framing the 

invitation ambiguou sly ; it is a weak rather than a firm 

invitation, since no t i me or date is communicated . [n this 

way it takes account of the threat to the hearer's face" 

(Richards, 1982: 69). The Ch~nese subject's reply, however, 

presents a threat to the speaker's face by hedging and not 

responding with an apparent firm intention (Thank you, I'd 

love.to, etc). B 's reply perhaps resulted simpl y from an 

unfamiliarity with the convention that in English, one re~lies 

to an ivitation as if one has a firm intention to take up the 

offer, but to actua1~y take up a casua l invitation would fo rm 

a strong threat to the speaker's face by imposing on his 

freedom of action. Thus it is also inappropriate to suggest 

any definite time in one' s reply . 



For example. 

A: Do drop round and visit us, 

8: Thank you, I'll come on Sunday . 

To a 1esser extent, the following interaction also 

indicates some difficulties. 

4. (At a dinner party, rn reply to the host) . 

A: Would you like a soft drink or wine? 

B: Either is okay. 

In this case, A's question functions as an offer which 

gives choices to the hearer. The hearer then is expected to 

make the choice himself. However, B or the Chinese subject 

responded without a clear preference. Thi$ means he imposed 

the decision-making upon the speaker, which is likely to put 

the speaker to inconvenience since the speaker is forced to 

make the choice for him. However, in China, this is a very 

common response to an offer in such si t uations because the 

hearer, being polite, does not want to bother or cause any 

trouble to the speaker. He accepts whatever the speaker 

offers. Other simil~r examples: a .Chinese student was 

entertained by an Australian friend. When asked at table 

if he wanted to use chopsticks or spoon and fork, he replied, 

'Either is okay 1
• The Australian looked confused, This 

happens also in other situations where a choice needs to 

be made. So, the same norm which aims to express politeness 

and to avoid inconvenience on the part cf the hearer, may 

cause confusion in the English-speaking society . 



Difficulties in expressing poli teness can also be found 

in the following examples : 

5. (In reply to an Australian fr iend' s statement 
at the tab l e } . 

A: You are really a good cook; the di shes are 
marvellous. 

8: No, actually I ' m not a good cook. Mr Li is 
a good one. 

7. (In reply to the host at a party) 

A: You speak very fluent English. 

6: Oh , by no means. My Engl ish is very poor. 

The statements made by A in both examp1es have used one 

of the affirmative politeness strategies indicati ng or trying 

to build rapport bet'tJeen t he speaker and the hearer. They 

mark closeness and assure the hearer that his worth is valued 

by the speaker. They also show that the spe3ker has noticed 

and appreciated the effort and intenti on of the hearer . The 

common response to a compliment in fngl;sh is to acknowledge 

it so as to show the hea rer's awa reness of and grati tude for 

the effort made by the speaker . However, B's rep1y failed 

to observe the common norm for the situation, which aga in 

presents the influence of the first language and culture . 

In China, denying a compliment i s a common practice. Peopl e 

will be surpri sed if one does not. As Francis L K Hsu states 

in his book, among certain intelli gible behaviour characteristics 

in China, the first is the preference of anonymity. When peop le 
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achieve success, they do not want to show that they have 

better ability. They would much prefer to emphasize the 

fact that the merit really belongs to their parents , other 

related persons or is occasioned by fate. Compliments are 

denied so as to make the offerer of the compliment and the 

receiver at the same level (Hsu, 1971: 267). 

The first language infl uence is also seen in the following 

situation: 

3. (In reply to the host he has just helped) . 

A: Thank you very much for your help. 

B: Don 't mention it; it ' s my duty. 

Here, the hearer ' s answer is partly inappropriate. 

Influenced by Ll culture, the hearer adopted and translated 

the Chinese expression i nto English. In Chinese, f~n n~i 

f.& ~ ), a l though having the same meaning as 'duty' 

literal ly, has different connotations from that in the English 

speech community. In Chinese , the word may be 

interpreted as "doing thi s is within my ability and power; 

this is something : should do and I am not inconvenienced so 

you need not say 'thank you' ". But in English, it is 

interpreted as being unwil ling to do something which never

theless has to be done . Consequently when native speakers 

encounter such an answer, they feel s l ightly disconcerted and 

annoyed. Misunderstanding then occurs. 
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The above inappropriate uses are the major ones found 

in the written questionnaire and from the informants. Bes i des 

these errors, there are also some other common problems ,n 

verbal interactions, based on the list drawn at the 

beginning of this chapter. Here are some examples. Chinese 

EFL students are likely to greet the native speaker of English 

by saying, 'Where are you going?' or 'Have you had your meal'?', 

which is the direct transfer of Chinese ways of greeting into 

English. In conversation, the Chinese learner also tends to 

ask personal questions about age, job, income, marital status 

and so on, which often embarrass the hearer. These aspects 

of competence were not tested on the subjects and informants 

because it was felt their sociolinguistic ski l ls were too 

advanced to provide supporting data. 

However, the subjects and informants were asked what they 

found most difficult when having a conversation with native 

speakers. Among the nine choices, the most commonly scored 

was 'accent'. The findings from the subjects and informants 

to this item are in the table on the following page. 

In spite of the limitations of the study, it indicates 

communicative errors exist among Chinese learner-s of Eng1,ish, 

no matter how advanced they are . The possible causa l factors 

have been discussed briefly. They fall into two categories : 

communicative interference and lack of knowledge of·· 

conventions and routines. In the following chapter, these wil1 

be discussed further. 
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TABLE IV 

PERCEIVED DIFFICULTIES IN CONVERSING 
WITH NATIVE SPEAKERS OF ENGLISH 

ITEM 22 

OPTIONS 

A. their accent 
C. vocabulary 
F. not knowing suitable topics to talk about 
D. speed of talking 
H. not sure your words actually reflect 

your idea 
E. not knovli ng the appropriate answer to 

questions 

Total Choice 
by the Subjects 
and Informants 

14 
9 
9 
8 

5 

5 

This study reinforces that it is necessary to acquire 

communicative competence as well as linguistic competence so 

as to achieve successful communication. 1..Jhen communicating 

with the native speaker, the foreign learner must observe 

the sociocultural rules of speech in that language otherwise 

misunderstandings are likely to occur. 

As this study is only a modest one limited in several 

ways mentioned earlier, the need for replication of such 

studies must be stressed. Replication with more samples 

and on a large scale, combined with long-term observat ion 

is needed in order to locate the most needed aspects in the 

student's communicative competence and to provide the basis 

for the design of curriculum as well as for further 

improvement in teaching. 

I 

I 

I 
I 

I 
I 
I 



CHAPTER 4 

CAUSAL FACTORS OF THE PROBLEM 

In the previous chapter, some communicative errors of Chinese 

learners were ana1ysed and the related causes discussed . In this 

chapter, further examinations are made into the possible causal factors, 

focusing on the two main sources - communicative interference and 

weaknesses in the present curriculum, teaching methodology and 

materials that hinder the student's development of communicative 

competence . 

4.1 Communicative Interference 

As a social phenomenon, language cannot be separated 

completely from the culture in which it is deeply embedded . 

Every culture has rules governing communication and behaviour 

in the main situations in that cu1ture. Failure to acqu1r2 

and observe these rules on the part of the fore1'g·~ 1anguage 

learner is one of the major causes for communication problems 

Some errors discussed in the previous chapter were directly 

connected with aspects of the source ~ommuni:y patterns. 
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4. 1.1 

Therefore, they were the resu 1t of communicative interference . 

To analyse this interference, four terms have been borrowed from 

Schulte-Pelkum (1972), they are the four contrastive-based 

categories of interference: urderdifferentiation (Ll> L2), 

overdifferentiation {Ll <L2), reinterpretation of features 

(Ll«l:l2)(Ll~L2), and primary absence of L2 features (Un L2 = 

<P)" (Loveday, 1982: 2). But these terms are not used to 

deal with linguistic interference; they are extended to cover 

corrmunicative competence. 1..Jith the aid of the contrastive 
I 

relations of under- and overdifferentiation , the attempt has 

been made to characteri ze Chinese-English communicative 

interference in broad terms, although thi s must remain somewhat 

sketchy due to the restriction of time, space and experi ence. 

Communicat1ve Underdifferentiation 

This term is used to refer to areas where the L2 corrmunity 

underdifferentiates an interactional rul e, while the Ll community 

values a particular aspect cf verbal behaviour to a great extent. 

First, there is the traditional concept of 'face ' which 

governs many li~guistic behaviours in China. 'Face ' in 

traditional China meant "one's accumu1ated mora.1 and social 

prestige in the eyes of t he corrrnunity" (Ci1ang- tu Hu, 1960: 493) . 

One's prestige ~s solidified by adherence to the ethnical norms 

in all human dealings. It can be increased through important 

contacts and by acts of conspicuous generosity, but only within 
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rol e which society has assi gned to the indivi dual. As Robert 

T. 01 i ver comments, "no society anywhere ever surpassed that 

of ancient Ch i na in i t s care t o protect and preserve human 

dignity - face" (1971: 96}. Though things nave changed a 

great deal since the ancient time, the nati on of 'face ' still 

in many ways i nfluences people's thought and governs both 

linguistic and soci al behavi our. The preservation of face i s 

still considered one of t he highest social goals. To avoid 

embar rassment is one of the principal functions in soc ial 

interactions . Consideration for the f ace of ot hers is high ly 

regarded and,in actua l behavi our, ca re for one's own and 
i ot her's face, particularly the fam i ly's , i s conducive to the 

surface harmony of Chi nese social rel ations. This is 

re flected in linguisti c behaviour, for example, failure to 

start an argument with a person even when he is wrong; 

avoidance of disagreement and ar gument, and unwillingness to 

make any clear deci sion in order to preserve harmony and unity. 

No one should be reprimanded directly; a better method would 

be to remind him that only "vulgar fellows" behave in that 

ma nner. Usually a hi nt wi l l suff ice, without leaving sca r s 

of conflict or of denunciati on. Loud talk and abus i ve language 

are consi dered poor behaviour . Instead, disapproval can be 

indi ca ted by a bland expres sion and an inconspicuous gesture . 

"Sugges tions, innuendoes, and analogical comments are preferred 

to di rect assertfons concerni ng personal beha viour'' . . (01 iver , 

1971: 98). To deliberately r2nder cor.imunication indirect might 

seem to blunt i ts effectiveness , bu t t he Chinese prefer the 
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oroblem of interpreting minor cues to the greater problem of 

dealing with conflict, blame, guilt and resentment. However 

widely opinions might differ, propriety and decorum are to be 

preserved. For in the long run, the maintenance of general 

harmony is of greater value than the achievement of any 

particular resu1t in an individual dispute . 

Kenneth Latourette (1946), a lifelong student of Chinese 

society, concluded that this emphasis on preserving face 

arose precisely because of the stability which has been noted 

as a prime characteristic of the culture. In a fl uid society, 

one who has failed can simply move on and try his fortune 

again elsewhere. But in China, the ties that bind individuals 

to their family, corr.munity and organizations are too tight 

to be broken. Whatever happens, the individual has to remain 

and deal with it. Any festering discontent that is needlessly 

introduced proves a lasting problem not only for the individua l 

but for the commun Hy or the organi za t 1 on. 

Thus, saving face is well worth the trouble . This is the 

background in which the various interactianal prac~ices and 

rules have been nourished . Though the concept of face has 

been criticized and discarded in Modern China, it is far from 

being completely eliminated. As a traditional attitude, it 

still plays its part in the daily life today . 

. ,.,.~:-
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Because of the overdifferentiated importance of 'face', 

the Chinese speaker tends to avoid disagreement and argument 

in conversation, as well as objective appraisal of someone's 

\-!Ork, etc. These can 1 ead to the Chinese 1 earner's performance 

in English seeming dull and unsatisfying. The Westerner is 

frustrated by the polite but to him, vague and incomplete 

response, while the Chinese 1earner is frustrated, and more 

often than not, offended by the open expression of dissent 

which he interprets as being rude and aggressive. 

The second is the question of social status and identity . 

In China, the establishment of identity and status prior to 

interaction is a ground rule of the speech community, so that 

Western excl1anges that are anonymous and ega 1 i tari an are 

difficult to observe. According to Loveday (1982), this is 

closely related to a vertically structured society whose 

members are bound in tightly organized groups When interacting 

with the native speaker, the Chinese learner tends to transfer 

the Ll overdifferentiated sense of identity and social status 

They will introduce themselves as "I belong to China Travel 

Servicetl or "I 1,-1ork in Beijing Foreign Language Institute" and 

immediately after, they will ask seemingly offensive questions 

to the native speaker because of their conversational sequencing 

such as "How old are you?", "What is your job?", "What's the 

name of your company?" and "Hm-i long have you been v10rking 

there?", and so on. 



4 .1. 2 

This sensitiv ity for social relati ons hips is also 

reflected in the Chinese terms of address. One is often 

addres sed by either t he fu ll name or t he fam ily name followed 

by a term denoting one's position , title or occupation, for 

exampl e, 

" L1: 
., 

Lao shi 
, 

',va:ng ii " ' zhu.ren Zhang shl fu 

/4}' $ ~ ~ /j :::t-1-3:- ~ .Jo/,<-<J 

Li teacher Wang Li Oean Zhang ma ster 

( ' master' is a term usually used to address a worker), etc. 

And this also is carried over when the Chinese learner 

communica tes with the nati ve speaker . One typical example 

i s .that many foreign teachers working in China have the 

experience of bein g called by the Chinese term of address 

instead of their first names. As the first name is reserved 

for very inti~ate persons and indi cates extreme cl oseness in 

Chinese use, it takes time for the Chinese learner to get used 

to t he fami li ar way of address in many Eng1 ish-sceech 

commun i ties . 

Communicati ve Overdifferen tiation 

In th is secti on, let us consider some l inguistic behav iour 

which receive a greater emphasis in the L2 community than in 

the Ll. This represen ts the exact opposite of communicative 
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underdifferentiation discussed 1n the previous section. 

Firs t ., there is the l ow value placed on self-express ion, 

self-assertion and inventi veness in speaking~ etc . This can 

r~sult in Chinese speakers of English being rega rded as 

monotonous, reserved and artificial whil e the English s~eaker 

as arrogant, assert ive and irrvnature . 

This underdi f ferentiation is linked to a civilization 

that pl aces high value on conformity to social expectations 

and restriction of ego so as to achieve soci al harmony , 

good manners and t o suppress aggress ion. According t o Oliver 

(1971) , 

.. . in Western rhetori c it is clear tha t motivation is 
considered to be almost synonymous with self-interest. 
Self- preservation is said to be the fi rst law of 
life. [ · ·· J Social customs and trad itions in the 
West have tended to magnify the effects of sel f
interest by teaching t he virtues of indiv iduality, 
of ambition, of self-advancement, of seeking to be 
successful . [ ··· }Our capitali stic free-enterprise 
system is founded on the hypothesis that if everyone 
seeks his own prof it (under controlled conditions) 
soci ety itself wi ll benefit. 

(1971: 270) 

However, the Ch inese trad ition is that what is good for 

the country is i n the long run also good for the indi vidual. 

So concerns are for huma n consi derati ons , t he search for the 

expression of virtue , and practical moderation and compromise. 

Commonality and representing the typi ca1 are valued·i.ls 

pr'incipal personality attributes. Uniqueness and individua1it_y 

are regarded as eccentric, not to be admired. The personality 
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type favoured is not one which attracts attention to itself 

by being different but one wh·ich "manifests the wisdom of 

conformity to the social norms" (Oliver, 1971: 89). This 

tends to make the Chinese wish to please their superi ors and 

conform to their peers' expectations. "They are sensitive to 

what others may think of them and less troubled by deep inward 

or private feelings of conscience about their own behaviour" 

(PYE, 1972: 355). It is considered a primary function of 

good social conduct to ease feelings at points of possible 

friction, to avoid causing embarrassment, to prevent 

awkwardness and to preserve good will. Even when an 

individual feels no positive impulsion to treat another person 

with special thoughtfulness or courtesy, the mere fact that 

he does behave correctly preserves the social amenities and 

enhances the pleasantness of relations. As PYE points out, 

"the Chinese try to behave correctly in every situatfon and 

to avoid situations in which they cannot cope. In any new 

situations they are anxious to learn what they can do to make 

themselves either inconspicuous or the objects of praise" 

(1972: 355). 

The fulfilment of social expectations relaxes tension 

and assures confidence in the stability of relationships . 

Violating expectations can arouse bewilderment and cause 

resentment. 
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One effect of this vi e•.v is the stress on "collectivist 

solidarity" and "non-indiv idualisti c interaction" (Loveday, 

1982: 2). The focus is on the speaker's ~articipation in 

the co1T111on cause of mankind rather than the specific 

individual purposes. Consequently, this magni fies importance 

and seriousness of discourse. There is also the tendency to 

avoid argumentation and persuasive fervor. The characteristic 

mode is exposition. 

The view also results in less self-disclosure. As one 

is expected to adhere to patterns of expectation, the Chinese 

are careful about expressing their real feelings; actually 

they seldom reveal their real feelings. They are heedful 

about showing their true emotions and generally appear to 

have the feelings required by the situation. 

Such patterns of interaction can make it diffi cult for 

Chinese performing in Engl ish to express their feelings and 

personal opinions when asked for. It is also diffi cu lt for 

them to give objective analys is and argue their case when 

disagreeing with the interlocutor. There is less disclosure 

of inner experience as well 

linked to the above concept, there is the use of 

established for~ulae without fear of sounding unoriginal. 

Very often the message is presented as an authoritative 

derivation from the es tablished precepts or practice. It is 
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4 .1. 3 

seen not as the ·invention of the speaker but of the society 

as a whole. What is to be spoken is collective wisdom -

"the fundamental understanding tha t derives from communa 1 

experi ence" (Ol iver, 1971 : 266) . 

When the Chinese learner of English transfers this t o 

the L2 , he is likely to be seen as monotonous and artificial; 

and can also produce inappropriate utterances. For example , 
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it seems, in China, apo logeti c expres s ions are prefered to 

appreciative ones in showing politeness . On the guest's l2aving, 

the Chinese host tends to say thing s like "I'm sorry I 

haven 1 t looked after you very well", or "I' m sorry I haven't 

given you enough attention." This routine formula is sometimes 

translated and used in Eng li sh, causing inappropria t e speech 

acts to occur. 

Communicative Reinterpreta tion 

In situations where target and source s;.ieech communities 

di ffer in their evalua tion of a similar feature or act, 

re interpretati on is of importance. ' [rrors' or misunderstandings 

can occur because the same phenomenon is regarded differently . 

For ins tance, the word 'no' requires re interpretation on certain 

occasi ons, A 'yes ' or 'no ' is usually intended to be taken 

literally. But in Chi na, an initial 'no' is intended to mean 

'Ask me again' when one is offered food or drink . Chinese 

vi sito rs have reported going hungry in Engl and and t he Un ited 



St~tes because of a misunders tanding of thi s message; when 

offered food, many have polite1y refused rather than accept 

directly, and it wa s not offe red aga in. Engl i sh speakers 

have the reverse problem in China when their l iteral 'no ' 

is not accepted as such, and they are forced to eat food 

they real ly do not want . 

Then, there is the di fferent interpretation of sil ence . 

In Western society, s ilence is awkward and embarras si ng. 

When a conversation is broken by a lengthy pause, the 

suspicion i s that t he parti ci pants have noth ing to say 

because of ignorance or of lack of interest, or perhaps they 

have something in mi nd which they do not '"'i sh to communicate 

or do not know how to state, or the subject of di scourse has 

touched a subject area that i s embarrassing or disagreeable. 

~Jhen a pause devel ops, it is felt to be a social responsibility 

ta say something t o get the discourse started again . 

However, in Chi na si1 ence is accepted rather than feared. 

If a group of people fal l silent, the reasons might be any one 

of the fol lowing: 

(1) perhaps no one had anything he wi shed to say -
meani ng there wa s no sense of urgency to be 
discussing the particular subject; or (2) perhaps 
the subject was felt to be wordlessly amb iguous, so 
that wha tever meaning it had could be sensed but 
could not be phrased; or (3) ;Jerhaps i t was genera lly 
felt that all 1-iere in substantial agreement, so that 
no affirmation was needed; or finally, (4) if the 
subject matter we re sensi tive , it might be tha t to 
speak •.vould be an unwi se commitment of one 's 
judgement - a risk that ought not to be taken . 

(Ol 1ver , 1971: 264) 
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4.1.4 

So for various reasons, silence in China i~ entirely 

acceptable, whereas in the English speech coirmunity it is 

often considered socially disagreeable. 

Absence of Ll Community ~lorms in the L2 
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Communicative interference also occurs in cases where 

interactional behaviours of the source community are completely 

absent in L2 practices. These are often found in areas of 

paralinguistic~ kinesic and other non-verbal behaviour. For 

exdmple, grinning and laughing fulfils special functions in 

Chinese social life, in addition to the normal one of reacting 

to a humorous situation. When one tries to make another 

person admit that he/she is wrong in an argument, the reaction 

may just be a wide, fixed grin. Laughter can be used to 

cover up embarrassment. As Bonavia depicts, 

An American or European tra ve 11 i ng in China 
will probably come across the situation where 
a Chinese person, asked a serious question, 
say, about sex, will just laugh and laugh; 
it is a way of saying, You know I can't d1scuss 
the subject, so please let's talk about some
thing else. The foreigner who has put the 
question may howeven become indignant and say 
something like, 'What are you laughing at? It's 
a serious question!' The reply is more laughter. 

{1982: 75) 
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4.2 

4.2.1 

Weaknesses in School Curriculum, Teaching Methodo logy 
& Materials 

Besides the communicative interference discussed in 

the previous part, problems in the present curriculum, teaching 

methodology and materials have also contributed to the 

ineffectiveness in real-life communication of Chinese EFL 

students. Here the discussion will centre on problems in EFL 

teaching to English majors at language institutes in China . 

School Curriculum 

Curriculum, in a general sense, refers to the aims, 

objectives and evaluation of teaching, also including the 

various operations that will lead to the attainment of the 

aims. 

The present curric;;lum in language institutes lacks 

clear and unanimous aims and standards for teaching Engl ish 

majors. !he aims of foreign language teaching defined by 

either the Ministry of Education or individual schools have 

too often been stated in broad and sweeping terms, which fai1 

to provide an adequate guide for both the teacher and t he 

student. As Professor Wang Zong-yan ( 1982) corr:mented, "in 

the ~ast few years, students did not know what was expected of 

them upon graduation, nor what kind of work they would be 

allocated to. Bedevilled by such uncertainty, the professors 



and teachers had to make shift vii th a messy curriculum" 

(1982: 10). In recent years, efforts have been made by the 

government and schools to reestablish and redesign 

curricula. According to Wang Zong-yan (1982) and Light, 

et al (1979), some clear and precise gu;delines have been 

drafted for the basic courses of year 1 - 2. However, there 

are still no specific plans for the objectives and content 

of the third and fourth year courses in the curriculum for 

English majors. As long as the lack of specific aims and 

standa~ds remains~ it will be out of the question for the 

teacher to meet the student I s communication needs and to 

develop their communicative competence. 

The other weakness in the existing curriculum is that it 

is still heavily weighted in favor of literature and reading 

activities. Not much attention has been paid to the 

development of students' communicative competence. Ever since 

the 1940 1 s grammatical competence and an acquaintance with 

literature have been the two primary concerns in foreign 

language instruction. 1tlithin these broad goals, formal 

analysis of language, acquaintance with literature, and 

translation have received far more attention than communicative 

skills and an insight into culture. Evidence for this can 

be found in the teac~~ng methodology and textbooks used in 

China. Details about these two aspects will be examined in 

the following sections. Though there has been increasing 

attention to the communicative function and skills of 

language in the past decade, language structure, readi ng 

59 



4,2.2 

skills,,·literature and translation are still favoured by 

both the teaching staff and students. The reasons for this 

are in part adherence to tradition and lack of awareness by 

the teachers. 

Teaching Methodology 

There are several problems in the area of teaching 

methodology that hinder the development of the students' 

co!Tlmunicative competence. Here we will concentrate on three 

main weaknesses . First, there is the structure-oriented 
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EFL teaching. The traditional approach familiar to most 

langauge teachers involves the explicit teaching of the language 

f6rms. Students listen to, repeat, practice and then 

expand the specific structures presented by the teacher. 

Basic vocabulary is taught, and students must practise 

grammatical structures until their control of the sequences 

becomes automatic. Then the instruc~ion of reading and 

writing fol101-1s. In the whole process, lan9uage teachers 

have paid littie attention to the way sentences are used in 

c6mbination to form stretches of connected discourse. They 

have tended to take their cue from the grammarians and have 

concentrated on the teaching of sentences as self-contained 

units. Though these sentences are often presented in 
.. 

'contexts' and strung together in dialogues and reading 

passages, these are essentially settings to make the formal 

properties of the sentences stand out more clearly. 
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Therefore, they are often artificial and rarely correspond 

to communication situations outside the classroom. 

Secondly, there are still rigidly enforced teacher-as

dominant/student-as-submissive role relationships, and 

traditional 1 chalk and talk' classrooms. In these cases, 

the teacher is physically the natural focus of attention. 

Students' communications are most naturally directed to 

him/her rather than to fellow students. As structure is the 

main concern in language teaching, the teacher focuses 

primarily on the form of students' utterances rather 

than on their content, which is hardly conducive to the 

stimulation of spontaneous verbal interchange. There is 

therefore not enough opportunity for students to practise 

the communicative use of English. They have on ly a few 

chances to use language to state their own opin i ons, express 

their own feelings, or communicate new informati on to their 

classmates. There is a heavy reliance on rote memorisation 

and the reproduction of carefully prepared 1essons. When 

communication does take place, it is generally i n the context 

of discussing a reading section in an intensive reading class. 

The phenomena of teacher being dominant and the ' chal k 

and talk' classroom have resulted from two factors. One is 

the traditional concept of the teacher, which dates back to 

206 B.C. At that time, Heaven, Earth, Emperor, father and 



master (meaning 1 teacher 1
) were regarded as the unquestionable 

supreme powers. In the imperial court, one had to submit to 

the emperor, at home the father and at school the teacher. 

The teacher had the right to teach and punish the student. 

The punishment included reprimand and corporal punishment . 

The student was required to accept everything the teacher said 

or did without questioning or arguing. 

Closely connected to this was the concept that learning 

depended on the teacher. Students looked upon the teacher as 

the source of knowledge and expected the teacher to impart 

it in class. This consequently helped to solidify t~e 

existence of the 'chalk and talk' classroom. 

Though these traditional concepts are out of date now, 

their inf1uence is clear1y discernible in the phenomena 

discussed earlier. 

Fina1ly, because the objectives are not specified, the 

methods and procedures are not specified either, and there is 

confusion in this area. Method involves decisions concerning 

the selection, quantity, time and emphasis of learning. Ideally, 

methodology should reveal at every point full awareness of the 

nature of language and the nature of learning, of t he 

relationship of the mother tongue to the target language, of 

the dichotomy of facts and skills, of the limitations and 
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advantages of classroom conditi ons, and of the ultimate 

outcome of present activ i ty. However, in many a l anguage 

classroom, it requires the closest scru tiny t o discover even 

traces of such awarenes s in the methodol ogy being employed. 

Teaching Mater ia ls 

Due to the ten-year cultural revolution and the present 

incomplete curricul um, the lack of qualitative and integrative 

£FL material s has become a conspicuous problem today. The 

textbooks and other teaching materials produced before the 

cultural revolution had many merits but they are out of date 

now. Materi al s compiled by staff members i n the recent decade 

are s till at an experimental stage . They are most ly structural, 

and one-method ori ented , and scarcely provide for alternatives 

within the class. The interests of the students and teachers 

who use these materia ls are likewise ignored . In some of the 

teitbooks, the neutral language and cultural stereotypes 

pr esented do not reflect the dai ly real ity and social 

conditions of the target l anguage community. Litt.le attention 

is given to t he interrelation between language and culture, 

and many cultural aspects of language use are avoided. 

To meet an ever increas i ng demand for EFL ~ateri al s, 

English deoartments at universities, foreign language 

institutes and teacher train ing colleges have used a 

combination of British and American EFL materials. The most 
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common fore·i gn te.xtbooks for Engl ish majors are the ' New 

Concept English' series, '!<erne1 Lessons Plus', rEngl ish for 

Today' and 'A First Certi f icate in Engl i sh Course for Foreign 

Students ' . These materials have their own teaching aims, 

principles and resource variables which differ, in vary;ng 

degrees, from those in China. For example, ' English for 

Today; designed for Lat in-~.merican immi grants to the States, 

is ill-suited to the situation in China, especially Book Fi ve . 

Against this background , the teacher is often found in 

a helpless; situat1on, for the textbooks avail able to him are 

inadequate, yet he ha s neither the time, nor the facilities 

nor the responsibility for creating his own teaching mater ials . 

This i s clearly a professiona l responsibility to which the 

leaders have so far gi ven little considera t ion. 

4.3 Concl usion 

In this chapter. two causal factor s of communicative 

errors have been examined; they are communicative interference 

and weaknesses in the present EFL teaching field. 

In the f irst part of the chapter , certain features 

occurring in Chinese connwni cative behaviour in English have 

been discussed briefly. They are interact i onal patEerns such 

as those connected to t he traditional concept of 'face' and 

'harmony ' ; speech acts such as identifying , disagreeing and 
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apologizing; conversationa1 strategies such as depersona1-

ization, indirectness and formulism; terms of address and 

non-verbal behaviours such as grinning and laughter. These 

features have be~n related to the socio-culture framework 

of the Ll community. Moreover, the communicative inter-

ference has not been considered in terms of deviancy but 

as a mutually created problem resulting from a contrasting 

symbolic construction of meaning in interaction. However, 

it is necessary to emphasize that the difference in the 

communicative behaviour between the two speech communities 

is a difference of degree rather than of a kind. 

The second part of this chapter discusses weaknesses 

in the ~resent school curriculum, methodology and materials, 

with emphases on the indeterminate status of curricula the , 

traditional structural approach and lack of qualitative and 

integrative EFL materials. 
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From the study, one can see that cross-cultural differences 

can and do produce conflicts or inhibit communication; and 

the weaknesses in EFL teaching and materials hinder students 1 

development in communicative competence. To develop students' 

ability to perform successfully in true communication, and to 

minimize communicative errors, it is useful to have cross

cultural comparisons of ru1es of speaking. That is, 

contrastive analysis must be generalized to include no t only 

the level of form but also the level of function. On the 

other hand, it is important for the Chinese professionals to 



be more aware of the existing problems in the foreign 

language teaching f i eld and to explore ways of improving it. 
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CHAPTER 5 

SUGGESTED SOLUTIONS 

Having considered the problem of students ' communicative 

difficulties and examined a few possible causal factors, it is 

important to se~rch for ways of reducing the problem so as to fulfil 

the communicative needs occurring from the increasing contact between 

China and Engl i sh-speaking countries. In this chapter, possible ways 

for improvement are explored and several tentative suggestions are 

made. Due to the limitation of time and space, the focus will be 

on three aspects: improving the present curriculum; teaching cultural 

facts; and the teacher's new role . 

5.1 Improvin the Present Curriculum 

A language curriculum is a device for helping learners 

to arrive at their objectives in the most economical way, In 

8rumfi t and Widdowson ' s view, "it is a rational contrivance 

which is necessary because natural learning is inefficient or 

impracticable 11 (1981: 199) . Since a language curriculum 

represents a planned route to an objective, this objective then 
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must be specified and made cl ear . If it is agreed that the 

objective is to develop the st udent's abil ity to use the 

foreign language as a pract ical means of communicat ion, the 

present school cu rri culum then must include communicative 

competence besides lingui s tic competence , and the teaching of 

use in addition to t he teaching of structures, for there is 

much evidence to show that the student who may be li nguistically 

competent, cannot always communicate appropriately. For 

instance, some Chinese students may know the structures very 

well, but do not know the right way to reply to a comp1iment 

or an inv itation . 

Therefore, "being appropriate is something different from 

being structurally correc t .... " (Johnson, 1979: 192). "There 

are rules of use without wh ich the rules of grammar would be 

use less" (Hymes, 1979 : 15) . Having realized this , we should 

reformulate our aims to inc1ude communicative competence and 

language use. However, the situation differs markedly when the 

teaching of use is concerned. rt can no t be dealt with in the 

way we deal with structures . As there is usually a finite set 

of structures in a language , one can simply work through them. 

The structures are specified and categor ized; therefore, the 

only task is to cover them one by one. However, it is impossib le 

to work through all possible uses in the same way. Some 

cr iterion of selection needs to be developed, and according to 

Munby (1978), Keith Johnson (1982) and many others, this can be 

done by looking at students ' predicted communicative needs . 
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In China , EFL students ' needs can be drawn out by 

classifying the occupational or educational purpose for '"'hich 

the target language is required . Broadly speaking, three 

different kinds of future language workers ca n be defi ned: 

teachers of high school English; users of English for specifi c 

purposes (e. g. touris t guides> specialists in foreign t rade, 

etc); and those who will teach Eng l ish linguistics and literature 

in colleges and universities . Inventories itemizing uses for 

each group can then be worked out according to political 

situations, socia l demands, career requirements and also 

students= wants deri ved from their perception of these factors . 

Thus it leads to needs-based teaching and includes items not 

because they exist but because they are believed useful . 

However , it is important to have a solid and flexibl e 

basic course on which the student can later deve lop 

diver~ification of language use for specific purposes. Wr i ters 

like Rivers and Me1vin (1981) as well as others have all 

elaborated on this point. In their view, 

Without a serious genera l-purpose foundation, 
students can become locked into an approach 
which subsequent language experience causes 
them to real i ze they do not really ~ant . 

(1981: 86) 

They further state that the basi c course must provide for 

both the aurally- and visually-oriented and introduce students 

to the va rious possi ble benefits of language study -
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"interpersona1, cu1tural, expressive, global and humanistic " 

(Rivers, 1979: 19) . In such a way, the student is prepared 

to make a real choice of the direction in which to continue. 

After the basic course, there should be choice; that is, 

courses with differing orientations that provide clear-cut 

options. In this way, students are able to develop their 

particu1arly required knowledge and skills in language use, 

and learning thus becomes meaningful. 

Unless the students, with their needs become central to 

the planning and implementation of EFL teaching, it will only 

be idle talk to develop students 1 communicative competence and 

to bring about effective learning. 

5.2 Teaching Cultural Facts 

5.2.1 The Importance of Teaching Cultural Facts 

A quick examination of the titles of articles appearing 

in the foreign language education professional litera t ure in 

the past decade provides ample evidence that the teaching of 

cultural facts is assuming an increasing important role in 

the foreign language teaching. This study also indicates that 

to be communicatively competent and reduce hazards of cross

cultural misunderstanding requires considerable knowledge of 

cultural patterns, social customs, and various communicative 
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norms of the target language as well as language skills. 

As Co~nfield points out, 

The culture of a people pervades every aspect 
of life in that society controlling its lives 
and tongues. It determines the form of the 
individual's behaviour and language. It shapes 
men physically, intellectually, emotionally 
and morally , and sets a l irni t to ~,hat a man 
can do and say, and how he says it 

(1966: 124) 

Th~refore , to be able to communicate more successfully 

in the target 1anguage, and to acquire a level of mutual 

tolerance and readiness to understand, it is essential for 

the EFL student to obtain adequate knowledge about the L2 

norms and institutions. 

However, this does not mean one must replace the teaching 

of grammar wi:h cultural indoctrinati on. Students are not 

expected to lose confi dence in their own culturally related 

ways of thinking, val uing and expressing. Instead, they 

begin to bring these to a level of conscious awareness and 

examine them as they may never have done before in relation 

to those of others. Thus, 

The study of another culture becomes a 
liberating expedence in that students are 
encouraged to devel op tolerance of other 
viewpoints and other forms of behaviour 
while understanding better those of their 
own soc iety or cultural group. 

(Rivers, 1981: 313) 
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iherefore, what is necessary fer our s t udents is the mos t 

value-free presenta t ion of shared patterns in the target 

language confflunity and the descripti on of its soc i ocultural 

system. 

5.2 . 2 The Way to Structure Descriptive Knowledge 

I 

To make a full use of students ' as well as our own 

cognitiv~ capacity, we need to organi ze what we know about 

the sociocu l t ural system i nto some structure. As the learner 

becomes familiar with the basi c f eatures of the system, we 

should introduce, bit by bit, either the most understandab le 

part of the whole systern or the part t hat "most truly 

represents the reality of its interacting parts" (Nostrand, 

1974: 274). 

However , is there a model of the sociocul t ural system that 

is both true to the reality and easy to grasp? 

Various authors have addressed themselves to the topic of 

how to organise cultural facts into key themes that will 

provide insi ghts into characteristic behaviour patterns . 

Seelye (1968) quoted in Chastain (1976) refers to twenty

three "key ideas" for the comprehension of Latin ,'\merican 
. . 

culture developed for soci al stud ies teachers at the Univers ity 

of Texas in Austin . Tayl or and Sorenson (1961) out li ne eight 

general categories tha t should be considered in the study of 

a cu lture . There are also Nostrand's (1974) twelve major 
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themes, Brooks' (1973) fifty highlights, the Seward li st of 

thirteen common civilities quoted in Nostrand ( 1974) and 

many others. 

According to these writers, a technique that can be used 

to describe a sociocultural system is a structured inventory 

designed with the main themes of the culture studied . If the 

inventory is structured to represe nt the actual interplay of 

forces, as the writers perceive it, it will become a working 

model of the sys tem; as more is l earnt, more is known about 

the actual exchanges of and i ntere1ationship between the 

elements within the system. 

A "theme" , in Nostrand's terrrs,"means an emotiona lly 

charged concern, which motivates or s trongly influences t he 

cultu re bearer ' s conduct in a wi de varie ty of situations " 

(1974: 277 ) . He further elaborates that a cultural theme 

is more than a value if a value is defined i n i ts usual 

restricted sense. I t has a va 1 ue at its core. "To 

comprehend the culture bearer's concern empathically'' (1974: 

277), as he sees it, one must perceive it in the light of 

the accompanying habits of thought and the underlying 

assumpti ons concerning the nature of man and world. Therefore 

a theme is then "an expanded defini t ion of one of the 

pervadi ng concerns that make up a culture' s val ue system" 

(Nostrand, 1974: 277). 
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Though a variety of themes have been designed so far, 

they have the same basic concerns. Here i n this study, an 

example of one categorization of culture theme is provided 

in Appendix II for reference. This list is based on the 

anthropological definition of culture and devised by 

Chastain (1976) . "It has been prepared from an anthropological 

perspective, a value point of view, and from the student's 

point of view. Both similarities and differences should be 

incl uded. Comparisons and contrasts are always impli ed" 

(Chastain, 1976: 389). There are a ltogether 44 themes. 

With such a device, it is possible for the teacher to 

organize and deal with topics with which the student should 

be acquainted and to emphasize ~hose areas of knowledge 

that the student mostly needs to acquire . 

However, it is necessary to stress that the focus of 

teaching cultural facts should be the shared patterns. 

Students wou1d be mi sl ed if we tried to introduce only 

stereotypes or to predict individual behaviour. 

According to Nostrand, what should be offered to our 

students is some understanding of the infl uences the culture 

exerts on the behaviour of its carriers. Thus the concentration 

is on 
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one level of generalization - the i~egularities 
of one culture - while keepi ng in the picture 
as background both the generation about a 
single individual and that about universal 
human needs and aspirations . 

(Nostrand, 1974: 276) 

To decide on the proper scope of the cultural facts to be 

s tudied , the solution suggested by many including Rivers (1981) 

and Cornflied (1966) is to equate the cultural area with the 

language area. but to select one sociopolitical subarea (such 

as one country withi n the Englis h-speaking countries) and one 

soc i oeconomi c class, where t he learner can begin to feel at 

home.· They also point out the initial focus should be 

narrower so as to prepare the student for a wider range of 

sympathi es and comprehension. 

To enabl e student's successful interaction with the 

native speaker in the future, special emphasis should be 

given t o communi cative rules and norms, though these norms are 

far from being complete1y categorized. As Chastain states, 

Students should be familiar with what 
to say in certain regularly occurring 
situations. [ · · ·] In addit i on, they 
should be acquainted with facial 
expressions, gestures , and tones of 
voice that are norma l ly used in specific 
situations and that carry important 
soc ial and psychologi cal implications . 

{1976: 392) 
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Though it is often difficult and complex to select and 

describe cultural facts about the L2 society, and though the 

problem of selecting and organizing remains. teachers should 

not be deterred. 

The one principle that may be used to define a cultural 

area i s to start from the student's objectives and place what 

he needs to know in the context of relationships that will 

make its true nature understandable. 

5.2.3 The Techniques 

Numerous articles have been written on the techniques 

of how to teach cultural facts. Rivers (1981) listed f ifteen 

types of devices; Chastain (1976) has suggested nearly twenty 

activities that can be performed both in and outside class. 

There are also Cornfield (1966), Valette (1972) and others who 

have recommended different ki nds of ski11s. Here in this 

section, attempt has been made to sumJlldrize the existing 

techniques discussed by various authors. 

These techniques can be divided into two categories -

using Nostrand's term, "experimental and cogni ·~;ve techniques" 

(1974: 281). In his view, it is precisely by bringing 
.. 

together experience and knowledge about a phenomenon that one 

comes to understand it and to make it count toward the examined 
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life essential to fu11 human development. "Without experience 

of the thing, the knowledge is mere verbalizati on; without 

reflective, organizing thought, the experience is only the 

forgotten past of a programmed organism" (Nostrand, 1974: 274) 

Thus, techniques should be devised to provide s tudents 

with opportunities to know and enjoy the activities native 

speakers enjoy and know. 

The experiential techniques are songs, games, plays, films, 

situational dialogues, representative monologues, literature, 

shortwave broadcasts, minidramas, culture assimilators 

(Chastain, 1976), the audio-motor unit (Chastain, 1976), pen pals, 

tape pals, role playing and others. The list is by no means 

exhaustive. 

In the cognitive techniques,one can find systematic exposition 

of a topic, including individualized self-information; the 

writirg of simulations; observation and inference; biblioqraphy 

and techniques for analysis and synthesis, etc. 

Among these methods, some are usable early in language 

instruct ion and others require more 1 anguage ski 11 . For 

example, songs, games and simpl e one-act plays at the 

beginning stage will be enlightening and interesting, which 

are likely to attract students' attention. While at-~ later 

stage, observation and inference will enab le the student ta be 
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more sensitive to the L2 cultural facts, to accumulate more 

cultura1 knowledge outside the class and at the same ti~e 

gain experience in the skills of observation, creative 

imagination, and inferential reasoning. 

In short, all the methods mentioned above have their 

advantages. To bring about effective learning, it is 

essential for Chinese EFL teachers to be fami liar with these 

techniques and try them out so as to find the most suitable 

and helpful methods for Chinese 1earners. 

5.2 .4 Points for Attention 

In the teaching of cultural facts, the follm1ing asp2cts need 

special attention . 

First, it i s preferable to teach cultural facts in the 

target language. To make the student at home with the foreign 

language, the teacher needs to steadily i ncrease the proportion 

of time used for real communication, diminishing the proportion 

devoted to grammar practice and to the intermediate process of 

pseudo-communication. 

Secondly, it is necessary to emphasize the importance of 

an objective presentation of the L2 cultural facts; ihe 

introduction of cultural ;acts must be value- free, analytic and 

informative. Either ernbe1lishi ng or denigrating is undesirable. 
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Thirdly, the cultural content selected should be the basic 

characteristics of the culture. To avoid confusion and misunder

standing, the teacher should describe all aspects of the situation 

and offer a total picture of any given segment, instead of 

concentrating only on differences between the cultures 

The ability must be developed i n every student to see 

another culture as a reflection of the actions and ideas of 

another society. Everything they are taught should reiate to 

and be·s ignificant to the society where the target language is 

spoken . 

Finally, taking into consideration that China differs in 

many ways from the target language community , it is necessary to 

present cultural facts at a l evel , and i n a manner that students 

can attach some relationship between the information and their 

own background experiences, so that they can comprehend and 

relate to the information. To do t his is not easy. Therefore, 

more visual aids) demonstra tions and dramatization should be 

adopted to get t he point across promptly and completely. 

5.3 The Teacher's New Role 

Each sec ti on of this chapter has sketched some f e.i\ tu res 

of a new role for a foreign language teacher. The adjustment 

to communication-oriented language teaching calls for an 
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up-to-date knowledge about the recent development in EFL fie ld 

in the worl d. The need for developing students 1 communicative 

competence entails an extension of the t eacher's competence to 

include a mature form of cross-cultural unders t and ing and the 

evolution of the curriculum demands initiative in the making 

of educati onal principles. 

Basic to all three spheres of influence i s a certain 

descriptive know1edge of the L2 communicative norms, culture, 

and cultural differences. If lacking the knowledge, the teacher 

is li kely to mislead the students with biased i nformation or 

stereotypes which can result in the very oppos i t e of the goals 

of achiev i ng successful communication. So> if t eacher s _.fish 

to present.the cultural facts in a way whi ch may foster 

intercultural understanding, communication and apprecia t ion > 

they will need to study . According to Ri vers (1981), it is 

necessary for teachers "to acqu i re specialized knowledge of how 

cultures are organized - their value systems, their i nstitutions, 

their interpersonal relationships , t heir ada pt a tion to their 

environment" (1981: 339). 

However, there is no short cut to acquire the knowledge; 

it needs time and effort. For those who have t he opportuntiy 

to work to study in an English-speaking country , they can 

preplan and decide specific areas to study. As Kalivoda (1974) 

suggests, guidelines need to De provided , and powers qf 

observation must be sharpened i n order to achieve maximum 

benefit frorn the study-abroad experience . 
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For those who are unabl e to spend a considerabl e period 

of time in the target language communit_y, they need to make 

.up for this lack by discip1ined reading . As Rivers proposes, 

They must examine what respons ible students 
of the culture have said, weighing differences 
of interpretation in the l ight of the status 
and recognized scholarship of the writers , 
while taking into considerati on possible 
biases deriving from the writer's social class , 
pol itical and religious views, and,in some 
areas , propaganda intentions. 

(1981: 339) 

For all language teachers, it will be helpful to read 

books, newspapers , magazines and other publications in the 

target language, and to 1 is ten to short.vave radio broadcasts 

and watch TV programmes as well as f ilms made for local 

consumption. Whenever possible, they should make contact 

with native speakers of English . discussing all kinds of 

subjects with them or get help from experts or special ists 
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who can identify fo r them the bas ic characteristics and common 

communicative norms of the t arget langua.gc society, 

Finall y, teachers also need to achi eve an objecti ve and 

fuller understanding of their own cultural background so that 

they may be conscious of the bases of their students' 

reactions , and consequently will be abl e to cheese t he 

suitable way of presentation. 
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5.4 Conclusion 

Concern for more succes sful communication is growing in 

the EFL teaching fi eld and within the forei~n language 

education profession. Interest in grammat ica1 details is 

being replaced by a great sens itivity to language use and the 

student's communicat ive competence . 

To develop students ' communicative competence, EFL 

teacher s need to be aware of probl ems in t his area and the 

re lated causal factors, then to promote responses to the 

prob lem we face . 

mr 
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SUMMARY 

In this study , efforts have been rnade to study Chinese EFL 

students' communicative problems and their causes. Several suggested 

solutions have also been made. 

Though this study is limited in its depth and scope due to 

the writer's limited experience, time and space, it is hoped that 

it will provide a basis for the writer's future studies in this 

fiel d. 
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APPENDIX I 

THE QUESTIONNAIRE AND OPTIONS 

NAME - - --------

1. AG£ 

2. SEX 

3. PROFESSION 

4. EDUCATION LEVEL 

A. high school graduate 

B. university graduate 

C. post-graduate 

0. others (pl ease specify) 

5. YOUR WORK HERE 

A. undergraduage degree 

B. post-graduate dipl oma 

C. post•graduate degree 

o. research 

E. others (please specify) 

6. How lo,ng have you stud ;ed English? 

7. Where did you learn Eng l ish? Pl eas e give t he name of the place. 

A. university 

B. language institute 

C. short-term training class 

D. self-taught 

'· Adi: .t; 



E. oihers (p lease specify) __________ _ 

8. Did you take an English proficiency test before yuu came h~re? 

A. Yes 8. No 

9. If you did, what was the name of the test? 

.A.. Austra1fon Government Test 

8. Chinese Government Test 

C. TOEFL test given by the Education Board of China 

D. others (pl ease spec if y) 

10. How long have you been here now? 

11. How long will you stay in Australia? 

II . P1eas2 tick the answers that you think are appropriate in the 

context . Please read the situati on carefully first . 

1. (At a party, to a stranger of the same age and same sex as you.) 
May I introduce myself? 

A, I'm Li Min.. C. I'm Mr Li. 

B. I'm Mr Li Min. D. My name is Li Mi n. 

2. (Your host asks you, "Have you been to the Great Wa 11 ?") 

You reply: 

A. Certainiy. 

C. Yes , I have . 

B. Yes, of course 

D. Sure. 

3. (You have just helped your host 1~ho says , "Thank you very much 

for your help ".) You reply: 
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A. Don't mention it; it's my duty. 

B. Not at all. 

C. It's a pleasure. 

D. You a re welcome. 

4. (At a dinner party, the host asks you, "\✓oul d you 1 i ke some 

soft drink or wine?") You reply: 

A. Some soft drink, please. 

B. 14ine, please. 

C. Either is okay. 

D. others (please specify) 

5. (In reply to your Australian friend's statement at the table. 

He is your close friend and guest that day.) 

You are really a good cook; the dishes are marvel l ous. 

A. No, actually I' rn not a good cock. Mr Li "is a good one. 

B. Thank you. I'm glad you like them . 

C. Thank you . 

D. It's kind of you to say so. 

6 . (Your host-family has invited you to dinner . At the table, 

your host serves you some fruit-salad and says, "Is this 

enough for you?") You reply: 

A. Yes, thanks. 

C. Yes, that's fine. 

8. Yes, of course. 

D. Certainly. 
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7. (Your host says to you, 11 You speak very fluent English!") 

You reply: 

A. Oh, by no means. My English is very poor. 

8. Thank you. But my English is far from being good. 

C. Thank you . 

D. others (please specify) 

8. (At lunch-time, you run into an Australian co l league with whom 

you are very friendly. You haven't seen him for a l ong time. 

How would you greet him?) 

A. Hi, how are you? 

B. Have you had your l unch? 

C. Hello, haven't seen you for ages. Where have you been? 

0. Hi, are you going to have your lunch? 

9. (You are a guest of your supervisor at his/her home. On your 

leaving, he/she says to you, "Do drop round and visit us some time".) 

You reply: 

A. Yes. of course, if I'm free. 

B. Thank you. I'll come sometime during Easter. 

C. Thank you , I'd 1ove to. 

D. Yes, r 'Ni 11. 

10. ( It is a forma 1 party. Pretend you are the interpreter of the 

host. It i s already about time f or the guests to leave, but 

they are still talking. The host wants you to annource·the end 

of the party. What would you choose from the followin g?) 

· • I illlRIII 
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11. 

A. Ladies and gentlemen , we are very happy to have you with us 

today. I hope you have enjoyed yourselves, too. Thank you 

for coming. 

8. Ladies and gentlemen, it's nqw the end of the party. Good 

night~ everyone. 

C. Ladies and gentlemen, we have enjoyed your company very 

m~ch tonight. I hope you've also had a good time. I hate 

to say this but the room has been reserved for other use at 

11.30 tonight. Sorry about this, However, thank you for 

coming. 

What do you find most difficult when having conversations with 

the native speaker? 

A. their accent 

B. grammar 

C. vocabulary 

D. speed of ta l king 

E. not knowing the appropriate answer to questions 

F. not "knowing suitabl e topics to talk about 

G. not knowing when is your turn to talk 

H. not sure your words actually reflect you r ideas 

I. others (please specify) . 
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ITEMS I OPTIONS CONSIDERED ACCEPTABLE' 
I 

1. I A. ' D. 
I 

2. I A. ' C. 

3. 8. 1 C. , D 

4. A., B. 

5. B. , C., D. 

6 . A., C. 

7. B. ' 
,.. 
\., . 

I 

8. 
i 

~ c. I n. , 

I 

9 . C., D. 
i 
I 

10. A., C. I 

This decision is somewhat arbitary; see Section 1, 
Chapter 3 for the discussion of t his 

I 

89 



APPENDIX I I 

CATEGORIES OF CULTURE 

(from Chastain , 1975: 389-392) 

Typical student activities 
A. School days 

1. Before school 
2. During school 
3. After school 
4. Returning home 
5. During free time 

B. Days school not in session 
1. Saturdays 
2. Sundays 
3. During vacation periods 

C. With family 
D. With fr·i ends 
E. Alone 
F. During fami ly vacations 

II Typical conversations 

III What does the typical student think about most? 

IV Money 

V Meals ;i.nd Drinks 

VI Leisure activities 

VII Careers 

VIII Happi neS$ 

IX Success 

X Parents 

XI You t h view of parenthood 

XII Masculine and femi nine rol es in society 

XIII The family 

XIV Relatives 

·"l•,· z r •• rnsm :rr:m·- -- s s lP r· s ·nm r 
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xv 

XVI 

XVII 

Youth 
A. How do young people become acquainted? 

l. Before attending school 
2. In elementary school 
3. In secondary school 
4. In the university 
5. After completing their studies 

8. Are they permitted to visit and to go out alone? 
C. What are some typical games? 
0. Do boys and girls attend the same school? The same 

classes? 
E. What are the most important customs with regard to 

boy-giri relationship? 
F. Do young people go to parties alone, in pairs, or in 

groups? 
G. How are sex roles changing? 
H. How are the customs different in your country? 

Courtship and Marriage 

Education 
A. How is the education system organized? 

1. Public and/or private? 
2. Who attends school? 
3. How long do students attend school? 
4. How much does it cost to attend? 
5. How are the schools supported? 
6. Who controls the school? 

B. Describe the discipline in the schools . Give examples. 
C. Describe a typical school day. 
D. Do the students have periods of talk and recreation 

every day? 
E. What are the standards for academic work? How are the 

students graded? 
F. What are the social rules and standards? 
G. What are the dress codes? 
H. What is the feeling toward cheating and dishonesty? 
I. Are the students interested and studious? 
J. What courses are offered? 
K. What asoects of school do students like most? 
L. What aspects do they like least? 
M. What kinds of homework and tests do students have? 
N. What are the extracurricular activities in ~1ich 

students participate? 
0. What is the attitude of students with respect to their 

studies? 
P. What importance is attached to education? 
Q. Is attendance at a university necessary to obtain a 

good position in the work force? 
R. What type of job can one obtain with an elementary 

school education? A high school education? A 
university education? 

S. :s it possible for poor students to attend the university? 
T. Are trade schools and apprenticeships important? 

msnctv ·--••..L.!--=----·- --- ·-
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XVII 1 

XIX 

xx 
XXl 

XXII 

XXIII 

XXIV 

XXV 

XXV I 

XXVII 

XXV I I I 

xxrx 

XXX 

XXXI 

XXXII 

XXX III 

XXXIV 

XXXV 

XXXVI 

XXXV I I 

XXXV II I 

XXXIX 

XL 

XLI 

XLII 

XLIII 

XLIV 

Friends 

The socia1 system 

The generation gap 

Drugs 

Youth participation in politics 

The economic system 

Patriotism 

Women's liberation 

War and Peace 

Change and progress 

Ecology 

Population 

Religion 

Crime 

Law 

Humor 

Good manners 

Advertising 

The press 

Individual Liberty 

Death 

Disci pline 

Holidays 

Clothing 

Transportation 

Courtesy phrases 

* Kinesics 

* Kinesics is the systematic study of nonlinguistic body motion as it 
re lates to corr.rr;uni cati on . 
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