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ABSTRACT

The Effects of Task Repetition on Chinese EFL University Students’ Task Accomplishment,

Communicative Competence, and Willingness to Communicate

Chen Liu, Ph.D.

Concordia University, 2023

English has played an important role in China, and it has been given an important status
in the school curriculum. However, only less than 1% of Chinese EFL learners are
conversational (Smith, 2017). How to improve learners’ task accomplishment, communicative
competence, and L2 Willingness to Communicate (WTC) are the main challenges in the Chinese
EFL context. Previous studies have examined the effects of task repetition on L2 oral
performance in terms of accuracy, fluency, and complexity. Fewer studies, however, have
examined the effects of task repetition on task accomplishment, communicative competence, and

L2 WTC.

Using data collected in four EFL classes in a Chinese university over nine weeks, this
study examined the impact of task repetition on task accomplishment, communicative
competence, and L2 WTC. Pre-test, post-test, and delayed post-test assessing students’ task
accomplishment, communicative competence, and L2 WTC were performed in week 1, week 5,
and week 9 outside class. Four classes of Chinese university students were divided into four
groups: procedural repetition (n = 27), content repetition (n = 23), identical task repetition (n =
28), and a control group (n = 29). Students in the three repetition groups performed a treatment
task once a week for three weeks outside class. Students in the control group followed the

regular curriculum without carrying out any tasks. Four trained raters rated students’ task



il

accomplishment and communicative competence based on two rubrics. L2 WTC data consisted
of two parts: trait WTC measured by a WTC questionnaire and state WTC operationalized by
self-rated WTC immediately after each test. Interviews with students were conducted to learn
their perception of L2 learning and WTC in week 1 and week 9. A mixed ANOVA using SPSS
was carried out to see if students have changed in terms of task accomplishment, communicative
competence, and L2 WTC over time.

Results indicated that task repetition did not significantly affect task accomplishment,
communicative competence, and L2 WTC. However, students in all four groups improved their
task accomplishment and L2 WTC over time. Implications are discussed in terms of how to teach

and assess with tasks in the Chinese EFL context.
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Glossary

In this section, ten constructs will be defined: communicative language teaching (CLT),
communicative competence, task, task-based language teaching (TBLT), task-supported
language teaching (TSLT), task accomplishment, task repetition, identical task repetition,
procedural task repetition, content task repetition, and willingness to communicate (WTC).
Communicative language teaching (CLT): CLT is defined as a teaching approach where the
goal of the lesson focuses on all the components of communicative competence, and the
language techniques are designed to involve learners to produce language pragmatically,
authentically, and functionally for meaningful purposes with fluency and accuracy (Brown,
1994).
Communicative competence: communicative competence is defined as the ability to use
language to make meaning and complete social tasks fluently and efficiently through interactions
in a culturally appropriate way (Tarvin, 2015).
The subconstructs of communicative competence (Gilmore, 2011):
Linguistic competence: linguistic competence is defined as the ability to understand and deliver

the literal meaning of utterances, such as pronunciations, words, and grammatical sentences.

Pragmalinguistic competence: pragmalinguistic competence is defined as the ability to
understand and convey communicative intention appropriately in different contexts, such as

apologies, requests, and refusals.

Sociopragmatic competence: sociopragmatic competence is defined as the ability to understand

and produce utterances in different sociolinguistic settings.

Discourse competence: discourse competence is defined as the ability to use rules concerning

the cohesion of different discourse, such as conjunctions and appropriate pronouns.
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Strategic competence: strategic competence is defined as the ability to use verbal and non-
verbal strategies to improve the effectiveness of L2 communication when the speaker has a

deficiency in grammatical and sociopragmatic competency.

Task: A task is defined as a work plan which involves real-world processes of language use and
engages cognitive processes. Any of the four language skills with a primary focus on meaning
and a clear communicative outcome is also included (Ellis, 2003).

Task-based language teaching (TBLT): TBLT is defined as an approach emphasizing
engaging learners' natural abilities for acquiring language incidentally through performing the
task that draws learners' attention to form (Ellis et al., 2020).

Task-supported language teaching (TSLT): TSLT is defined as an approach where tasks are
vehicles to practice language items in the production phase (Willis, 1996; Ellis, 2003).

Task accomplishment: co-constructed work to achieve the task goal.

Task repetition: task repetition is defined as a teaching approach involving asking language
learners to repeat part of a task or the whole task at intervals (Bygate & Samuda, 2005).
Identical task repetition: identical task repetition is defined as conducting the same task with
the same content and procedure (Patanasorn, 2010).

Procedural task repetition: procedural task repetition is defined as repeating the same
procedure but with different content in a task (Patanasorn, 2010).

Content task repetition: content task repetition is defined as carrying out tasks with different

procedures but with the same content (Patanasorn, 2010).

L2 Willingness to communicate (WTC): L2 WTC refers to an inclination to engage in a

discourse with specific persons at a particular time using an L2 (Maclntyre et al., 1998).



Chapter 1: Introduction

The Role of English in China

Since China began its opening-up and economic reform in 1978, there has been a
significant improvement in terms of the economy, health, and education (The World Bank,
2021). In recent years, China has been one of the most emerging and fast-growing economies in
the world (Morrison, 2019). As the world’s largest economy, China has played a significant role
in world affairs (Li, 2020) and has become a major destination for foreign investments (Zhang,
2017). During China's growth, English has played a significant role in communicating with other
countries and connecting to the world. This has had a positive influence on China’s social
development and economic growth. Despite the significant role of English in China's growth,
English is not frequently used in most Chinese people’s daily life. According to a survey, 30% of
Chinese people who studied English reported using English “sometimes” or “often” in their daily
life (Wei & Su, 2012). The domestic use of English in China also depends on the area. People
living in large cities and developed areas use English more often. For example, 46% of Chinese
people reported using English "sometimes" or "often" in their daily life in the city of Tianjin (one
of the nine national central cities in China), which was higher than the average (Wei & Su,

2012).

Although it is not frequently used in most people's daily life, English still plays an
important role as a lingua franca in English medium schools and business settings. In terms of
education, there is an increasing number of English-medium schools in China in recent years,
including pre-schools (Mwalongo, 2016), primary schools, and universities. In 2017, there were

564 international schools where English was the medium of instruction with most of them in



large cities, such as Beijing and Shanghai (Textor, 2020). For example, New York University
Shanghai and the University of Nottingham Ningbo are two famous English medium universities
in China. Furthermore, 6.56 million Chinese students studied abroad from 1978 to 2019, and 703
thousand Chinese students studied abroad in the year 2019 (Ministry of Education, 2020). Sixty
percent of those Chinese students chose English-speaking countries, such as the U.S., U.K., and
Australia, as their destinations (Farrell, 2020). Thus, English has been a medium of learning for

Chinese students, and they use English to achieve their personal educational goals.

In addition to education, English also has a dominant role in academic discourse (Zhang,
2017). Chinese scholars usually use English as a lingua franca to communicate with scholars
from other cultural backgrounds through published papers and international conferences. In the
past few years, although China generated approximately 20% of research papers all over the
world, most of the research was published in the native language Mandarin (Kulkarni, 2016).
International readers are usually unable to access those research papers. However, in recent
years, China has launched an increasing number of English journals to allow the research to be
read internationally (Matthews, 2016), which could help China to achieve a global impact in
academia (Kulkarni, 2016). Thus, English has a significant role in gaining a higher global impact

in academia for China.

Apart from the important role of English in education and academia, English is also used
as a lingua franca in business and media. As for business, there are approximately 1 million
foreign corporations in China (Feng, 2021). The employees of those companies mainly use
English as a medium of communication, such as discussing work matters through email or phone

(Zhang, 2017). In terms of media, learning English allows the Chinese to acquire information



from other countries and to learn different cultures via mass media and social media. English is
the most widely used language in the online community with 25.9% of internet users worldwide
(Johnson, 2021). Chinese was the second most widely used language representing 19.4%, as
China has the most internet users in the world (Johnson, 2021). On the one hand, learning
English can allow Chinese learners to access the English online community and communicate
with other English users. For example, Chinese speakers can watch movies and TV series in
English, listen to English songs, read newspapers, and play games in English for entertainment
(Zhang, 2016). On the other hand, Chinese users can translate Chinese content into English to
make it available to English users. For example, a Chinese Youtuber can make a YouTube video
introducing Chinese culture to English users online by adding English subtitles. Thus, English
plays an important role in the online community, and Chinese speakers can access more
information in English. In sum, English is important for Chinese people's personal advancement

in education, academia, business, and media as well as for China's connection to the world.

Given the important role of English as a lingua franca in education, academia, business,
and media in contemporary China, the Ministry of Education in China required Chinese students
to study English as a mandatory subject at an earlier age at the beginning of the century. In
January 2001, the Ministry of Education in China published a curriculum directive on English
teaching that required primary schools to provide English classes starting in the third grade (Hu,
2005). Since then, Chinese students learned English as a compulsory subject from the third grade
in primary schools, and English has become one of the three main subjects along with Chinese

and Math.

The Promotion of English Learning in China



The government’s promotion of learning English as a mandatory subject at an earlier age
is related to the events that happened at the beginning of the century. Joining the World Trade
Organization (WTO) and hosting the Olympic Games led to high demand for English (Hu,
2005). Firstly, China joined the WTO in 2001 (Pang, Zhou, & Fu, 2002), which had a significant
impact on Chinese people’s willingness to learn English. Pang et al. (2002) investigated the
influence on staff in international corporations of China’s entry into the WTO. Interviewees who
were managers in an import and export corporation mentioned that they had to use English more
often after China joined the WTO, and learning English was a necessity for business managers
(Pang et al., 2002). Secondly, Beijing hosted the 2008 Olympic Games, which led to a high
demand for English. Chinese people, such as taxi drivers, hotel staff, and volunteers, learned
English to prepare for the 2008 Olympic Games. From 2002 to 2007, the percentage of residents
who had foreign language proficiency (mostly refers to English) increased from 22% to 35%
(Piller, 2021). As a result, over five million people's language proficiency was improved in
Beijing (Piller, 2021). Thirdly, in the 1990s, Chinese students started learning English in their
secondary schools, which did not lead to a significant improvement. Ministry of Education
decided to let Chinese students learn English at an earlier age for a better result (Pang et al.,
2002). Thus, the events, such as joining WTO and hosting Olympic Games, led to the high
demand for English at the beginning of the century, and the government promoted English
learning from an early age.

Under the promotion of the Ministry of Education since 2011, English has had dominant
status in foreign language learning in China, and Chinese people have shown an “English fever”
in recent years. English is one of the three main subjects tested in the College Entrance

Examination, which decides whether a student can enter a university. Including English as the



main subject in College Entrance Examination makes Chinese students give English an
important status and invest lots of time studying English to perform well in the examination.
Furthermore, Chinese English as a Foreign Language (EFL) students not only study English in
their school but also learn English in language training schools as a supplement. English training
is a large industry due to the high demand for improving English for Chinese students and their
parents in China (Zhong, 2017). There are around 50000 registered English training companies
in China, and their market value is approximately 30 billion RMB (Zhong, 2017). Chinese
students and their parents are aware of the importance of learning English for their personal
advancement in the globalized world. Thus, they have a strong willingness to improve their

English proficiency (Zhong, 2017).

The Challenges of English Learning in China

Despite the importance of English in China, the prominence given to English education
by the government, and Chinese students’ interest in improving their English skills, Chinese EFL
speakers still struggle to speak English communicatively. Chinese EFL learners' English-
speaking proficiency seems to have not met real-world communicative needs. For example,
employers complain that Chinese graduates are not well-prepared for the tasks in their
companies. They have difficulties answering business phone calls or having trade negotiations
with foreigners (Yeung, 2017). Although there are around 400 million EFL learners in China (L1,
2020), it is estimated that only less than 1% of Chinese students are conversational (Smith,
2017). In Pang et al.’s (2002) study, business managers in an import and export corporation
mentioned in an interview that Chinese learners tend to lack the ability to communicate in

English, especially having weakness in speaking, which may impede their career (Pang, Zhou, &



Fu, 2002). Therefore, it seems that Chinese EFL learners are not ready to speak English
communicatively to cope with real-world tasks.

Chinese students struggle with speaking English communicatively, which can be
explained by many reasons, but the primary reason is that Chinese EFL classrooms do not
emphasize communicative competence, which is defined as the knowledge and skills needed for
communication (Canale, 1983). As Widdowson (1978) pointed out, simply having knowledge
about grammar rules is not sufficient to ensure successful language use. Communicative
competence is usually considered to consist of four components: grammatical competence,
sociolinguistic competence, discourse competence, and strategic competence (Canale & Swain,
1980; Canale, 1983). Chinese EFL students might be good at grammar and vocabulary but may
not have enough communicative competence in real-life communicative settings. Traditional
English teaching in China is test-oriented and has a focus on grammar (Li, 2004), and it rarely
focuses on communicative competence and speaking interaction in class. Chinese EFL students
may achieve a high score on examinations in reading and writing, but they may not be good at
speaking and communicating in English. As a result, this may inhibit them to achieve success in
English learning (Peng, 2016). In sum, Chinese EFL learners’ communicative competence still
does not meet real-world communicative needs. This might be caused by English classes that do

not emphasize communicative competence.

To explain why communicative competence does not receive enough attention in Chinese
EFL classes, three main factors, including administration, teachers, and students themselves, may
be involved. First, in terms of administrative factors, the class size discourages the goal of
communicative competence. In China, there are commonly over thirty students in an English

class. The large size class requires more classroom management skills to control and conduct



communicative activities (Luo & Xing, 2015). Large classrooms might become chaotic easily
when all the students start to speak at the same time (Luo & Xing, 2015). Rao's (2002) interview
with Chinese EFL students also reflects their negative attitude towards Task-based Language
Teaching (TBLT), which is a type of communicative teaching approach, because of the large size
class. In the interview, a student mentioned that the class is not spacious enough to accommodate
students to move around to have group work (Rao, 2002). Furthermore, he described that he felt
distressed to conduct such activities (Rao, 2002). Therefore, due to the large size class, Chinese

EFL teachers and students may avoid speaking and communicative activities.

In addition to class size, the examination system is another administrative factor that
discourages teachers from targeting communicative competence as the primary goal of EFL
instruction. English exams in China only test learners’ reading, writing, and listening in most
cases. Speaking is rarely tested (Gu, 2018). Take the Chinese university for example, English is a
compulsory subject in the first two years of university, and students need to pass the College
English Test (CET). The CET certificate has become the main proof of English proficiency and a
requirement for employment in China (Jin & Yang, 2006). CET Level 4 and 6 include writing,
translation, listening comprehension, and reading comprehension (Gu, 2018). However,
communicative competence in a meaningful context is not tested (Liu et al., 2021). Therefore,

the lack of a speaking section in the exam has a washback on English instruction.

In addition to the examination system, which does not assess students’ communicative
competence, Chinese EFL teachers' communicative competence and confidence are other factors
that may impede teaching communicative competence in English classes. Chinese EFL teachers,
especially teachers in underdeveloped areas, may be deficient in speaking, which makes a

communicative class difficult to implement (Luo & Xing, 2015). Their English does not allow



them to have free interaction with students, so they may choose not to teach communicatively
(Yu, 2001). This deficiency also makes Chinese EFL teachers feel discouraged about their
competence in using appropriate language in the target culture during communicative activities
(Butler, 2011). In an interview with a Chinese EFL teacher in Liu et al.'s (2021) study, a teacher
mentioned that he believes it is safe to use the traditional approach. This happens when the
teacher is not competent or confident to control a class that is focused on speaking and
communication. So, Chinese EFL teachers' competence and confidence are other factors that
impede them to allow students to practice speaking in their classrooms. Teachers' limited

competence usually leads to their preferences for non-communicative classes.

Apart from the teachers’ lack of communicative competence and confidence, Chinese
EFL teachers usually have limited understanding and training in how to teach English speaking
and communicative skills. For example, Liu et al.’s (2021) study revealed that around 80% of the
Chinese EFL university teachers who participated in their study self-reported having limited
knowledge of TBLT. They are not familiar with the approaches to teaching speaking and
communicative skills or are unconfident about implementing them. Furthermore, Chinese EFL
teachers usually rely on textbooks that mostly do not emphasize communicative competence, and
they have little time to prepare for speaking and communicative materials (Luo & Xing, 2015).
To improve their students’ communicative competence, tasks targeting communicative
competence need to be designed. This will especially aid the teachers in underdeveloped areas
with limited resources. Thus, the limited knowledge and training of how to teach English
communicatively with tasks might be one of the reasons why Chinese EFL teachers avoid

teaching speaking and interaction during classes.



In addition to administrative and teacher factors, Chinese EFL students themselves play a
role in their lack of communicative competence. Chinese EFL students’ tendency of being
reticent has an impact on their lack of speaking during English classes. Although EFL learners
only have a limited number of opportunities to speak English, they seem not to be active and
willing to participate during the limited English class time. Many studies describe Chinese EFL
learners as reticent and passive learners during English classes (e.g., Hu, 2002). Chinese EFL
students tend to keep silent in classrooms when they are expected to communicate with their
peers during tasks (Liu & Jackson, 2009; Wang, 2019). There are some reasons to explain why
Chinese EFL learners tend to be reticent and unwilling to participate. First, most English classes
in China only assess students through the mid-term exam and final exam which does not include
a speaking section. Students may not feel motivated to speak English during class, because
speaking is not part of their assessment. To sum up, class participation is not relevant to the class
grade or the goal of instruction, which might lead to Chinese EFL learners’ reticence in English

classes.

Second, Wang and Gao (2008) proposed that Chinese EFL students’ reticence during
class is not necessarily culturally pre-set but is situation-specific. Some situational factors that
influence their reticence might include unfamiliar topics during the activities and a non-
communicative class (Wang & Gao, 2008). Thus, we should not overgeneralize the influence of
culture on Chinese EFL learners but focus more on how to improve their willingness to speak
with instructional design. The lesson design which creates situations for Chinese learners to
speak is needed. Finally, Chinese EFL students might be afraid of being different. When most of
the students choose to be silent during class, the rest of the students might also remain quiet. To

cope with this situation, using a task might help solve students' problem of being afraid to speak.
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During the tasks, students are required to speak to their partners to complete the task and to
achieve the communicative outcome. Therefore, Chinese EFL students might feel more

motivated and willing to communicate when their peers also perform the task at the same time.

To conclude, English has played an important role in China in terms of business,
education, academia, and media. Chinese EFL learners are aware of the importance of learning
English in the globalized world, but most of them lack communicative competence. This study
will address the challenges of Chinese EFL learners’ unwillingness to communicate during class
and their lack of communicative competence. There are some challenges for implementing a
communicative approach in the Chinese EFL context from administrative (i.e., large-size
classes), teacher (i.e., teachers’ limited speaking competence), and student aspects. One of the
factors is the administration, which is responsible for large-size classes and test orientation.
These have been difficult to overcome, especially with the university enrolment expansion policy
in place since 1999 (Shan, 2020). There is a significant increase in students’ enrolment in higher
education institutions from 3.4 million in 1998 to 41.83 million in 2020 (Shan, 2020; Xinhua
Net, 2021), which allows more people to have access to higher education. However, at the same
time, teachers need to manage large classes efficiently. The written test seems to be an efficient
way to assess the academic performance of a large number of students in a short time, and it is
commonly used to assess students' English levels. Thus, the administration factor might not be

changed immediately in a short time.

Therefore, this study will address the remaining two challenges, namely the
unwillingness to communicate during class and the lack of communicative competence, by
focusing on the teachers’ perspective and the Chinese EFL learners’ perspective. First, from the

teachers’ perspective, this study will develop tasks targeting communicative competence for
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teachers who do not have materials for tasks or do not know how to implement and assess tasks.
Second, this study will investigate how to implement tasks in a way to increase the Chinese EFL
learners’ willingness to communicate. To conclude, this study aims to develop tasks targeting

improving Chinese EFL learners’ communicative competence and willingness to communicate.

The next chapter will present previous literature on communicative competence, WTC,
tasks, and task repetition. First, the development of communicative competence will be
illustrated. Next, the definition of task and task accomplishment will be discussed. Then,
different measurements of WTC and the importance of WTC for L2 learning will be introduced.
After, different effects of task repetition on L2 learning will be explained. The influence of task

repetition on WTC and communicative competence will be investigated.
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Chapter 2: Literature Review
The definition of communicative competence was introduced in Chapter 1, and this
chapter reviews the past research on communicative competence including the definition and
different types of measurements of communicative competence. Next, the definition of task and
task accomplishment will be discussed. After, the construct and measurements of WTC will be
introduced. The importance of WTC for L2 learning in the EFL context will be discussed. Then,
the definition and the effects of task repetition on L2 learning will be explained. The effects of

task repetition on WTC and communicative competence will be explored.

Communicative Competence

Communicative competence is an essential objective in L2 teaching and learning.
Without communicative competence, L2 learners are unable to use the target language in real-
life settings. Scholars have developed the framework of communicative competence over the
past 60 years (See Table 1). Whereas Chomsky (1957, 1965) focused on linguistic competence,
which is defined as the knowledge of pronunciation, spelling, vocabulary, and sentence structure,
Hymes (1967, 1972) proposed communicative competence as consisting of both linguistic
competence and sociolinguistic competence. Hymes (1967, 1972) claimed that besides linguistic
competence, sociolinguistic competence, which is the rule of language use in different contexts,
is important in language use. Many scholars have developed frameworks of communicative
competence adopting Hymes’ (1967, 1972) perspective. The next paragraphs will explain Table

1 and present the scholars’ framework over 60 years.

Table 1

Development of Communicative Competence




Chomsky (1957, 1965) Linguistic competence

Linguistic competence

Hymes (1967, 1972) Sociolinguistic competence

Grammatical competence
Sociolinguistic competence
Canale & Swain (1980); Strategic competence

Canale (1983) Discourse competence

Linguistic competence
Sociolinguistic competence
Strategic competence
Discourse competence

Celce-Murcia et al. (1995) Actional competence

Sociocultural competence
Discourse competence
Linguistic competence
Formulaic competence
Interactional competence

Celce-Murcia (2008) Strategic competence

Linguistic competence
Pragmalinguistic competence
Sociopragmatic competence
Strategic competence

Gilmore (2011) Discourse competence

In the 1980s, Canale and Swain proposed that communicative competence consists of
four components. What is different from Hymes’ (1967, 1972) model of communicative
competence is that Canale and Swain (1980) added strategic competence and Canale (1983)
added discourse competence later in their model. Their model consists of grammatical
competence, sociolinguistic competence, discourse competence, and strategic competence

(Canale & Swain, 1980; Canale, 1983). Strategic competence is defined as being able to use
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verbal and non-verbal strategies to improve the effectiveness of L2 communication when the
speaker has a deficiency in grammatical and sociolinguistic competence. Discourse competence
refers to being able to use rules concerning the cohesion of different discourses, such as
conjunctions and appropriate pronouns (Canale & Swain, 1980; Canale, 1983). These two
components move beyond the linguistic aspect of communicative competence and focus more on

conversational aspects.

In the 1990s, Celce-Murcia et al. (1995) added actional competence to the previous
framework of communicative competence. Actional competence refers to the mastery of
comprehension and production of speech acts. Another change is that the model relabeled
grammatical competence as linguistic competence. This model shows that the five components
of communicative competence are interrelated to each other. After a few years, Celce-Murcia
(2008) revised the model by adding formulaic competence and interactional competence.
Formulaic competence refers to being able to use the fixed chunks of language that were
commonly used in daily life interaction, such as how are you? I'm fine, thanks (Celce-Murcia,
2008). Interactional competence consists of three sub-components: actional competence (being
able to perform speech acts in different types of interaction), conversational competence
(including the mastery of opening/closing conversations, changing topics, interruption,
backchanneling, etc.), and non-verbal/paralinguistic competence (including being able to use
non-verbal turn-taking signals, gestures, non-linguistic utterances, such as Huh?). This
framework shows that the components are interacting with each other constantly. Since discourse

competence is the center of the model, the other four components interact with it constantly.

Based on the studies investigating the components of communicative competence over

the last 35 years, Gilmore (2011) proposed a framework including linguistic competence,
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pragmalinguistic competence, sociopragmatic competence, strategic competence, and discourse
competence. The difference between Gilmore’s (2011) framework and previous frameworks is
that he added pragmalinguistic competence. Pragmalinguistic competence is defined as the
ability to understand and convey communicative intention appropriately in different contexts,
such as apologies, requests, and refusals. Gilmore (2011) operationalized these five components
in eight different tests. This dissertation study will follow Gilmore’s (2011) framework, as this
comprehensive framework synthesized multiple models and operationalized them in an
experimental study. To sum up, scholars have developed the framework of communicative
competence over years and have added new components to the framework. This study will adopt
Gilmore’s (2011) framework consisting of linguistic competence, pragmalinguistic competence,

sociopragmatic competence, strategic competence, and discourse competence.

Among the components of communicative competence, pragmalinguistic competence,
sociopragmatic competence, strategic competence, and discourse competence are more relevant
to Chinese EFL students due to their lack of these competencies. The exams in China usually test
reading, listening, writing, and translation, while speaking is rarely tested (Gu, 2018), and it has
a washback on English teaching. So, Chinese EFL students might have a high level of linguistic
competence but might not be able to use the target language appropriately in different social
contexts. Take the business context as an example; Chinese EFL students need sociopragmatic
competence to meet and talk with clients appropriately during meetings. Furthermore, Chinese
EFL students may also need discourse competence to write a coherent business e-mail and tackle
different writing and speaking genres. Lastly, strategic competence, such as nonverbal
communication skills, is also essential for the business context. EFL students can use nonverbal

behaviors to achieve mutual understanding when the other components of communicative



16

competence are deficient. Thus, Chinese EFL students might have a high level of linguistic
competence, but pragmalinguistic competence, sociopragmatic competence, strategic

competence, and discourse competence might need to be improved.

Apart from examining the components of communicative competence, scholars have also
investigated different ways to measure communicative competence. Assessing communicative
competence is harder than assessing other aspects of language learning, such as grammar and
vocabulary, which can be assessed through a written test. However, communicative competence
is usually assessed through oral tasks and requires raters to assess oral performance. This might
be time-consuming and infeasible for a large size class in the Chinese EFL context. Furthermore,
the task and rubric for assessing communicative competence need to be carefully designed,
which requires training for lesson design and TBLT. Due to the large size class and lack of
training in TBLT, communicative competence is not usually assessed in traditional English tests
in China. Chinese EFL teachers may not know how to assess students’ communicative
competence in classroom contexts. It is unknown what level students’ communicative
competence is at and whether they are improved or not. So, we need to find a way for Chinese

EFL teachers to measure communicative competence in the Chinese EFL classroom context.

Scholars have developed different measurements for communicative competence over
years, including self-perceived communicative competence, other-reported communicative
competence, assessment through written tests, and assessing performance based on rubrics. Table
2 provides a summary of the studies which include different measurements of communicative
competence. Each measurement has its advantages and disadvantages, and it is important to

choose a suitable instrument based on the research question and the teaching context.

Table 2



Measurement of Communicative Competence

17

The Components of

Communicative Competence

Assessment Instruments

Interaction management

Empathy

Affiliation support

Social relaxation

Other-rated on Likert scales ranging

Wiemann (1977)  Behavior flexibility from 1-5
McCroskey &
McCroskey Self-perceived
(1988) communication competence  Self-rated on Likert scales (0-100)
Written material: multiple-choice
questions, brief answers to
comprehension questions, true or
Comprehension skills false questions, etc.
Role-play (raters scoring from 1-5)
Dialogues/interviews (raters scoring
Piller (2011) Oral productive skills from 1-5)
Listening test, Pronunciation test,
grammar test, vocabulary test, C-test,
Linguistic competence and oral interview
Gilmore (2011) Strategic competence Oral interview and student role-play
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DCT (Discourse Completion Test),

Pragmatic competence oral interview, and student role-play

Listening test, oral interview, and

Discourse competence student role-play

There are four common measurements for communicative competence: self-perceived
communicative competence, other-reported communicative competence, assessment through
written tests, and assessing performance based on rubrics. Among the four measurements, self-
perceived communicative competence seems to be subjective, as every student may not be good
at assessing themselves. Individual students may also have different perceptions and standards
for communicative competence. McCroskey and McCroskey (1988) developed a self-reported
communicative competence scale: the self-perceived communication competence scale (SPCC).
This scale consists of twelve items. The scale reflects four communicative contexts, which are
public speaking, talking in a large meeting, talking in a small group, and talking in a dyad. There
are also three different receivers, which are friends, acquaintances, and strangers. For example,
one of these items is presenting a talk to a group of strangers. Participants are asked to give a
score on each item on a 0 (completely incompetent)-100 (completely competent) scale. The
reliability was reported to be quite satisfactory. College students (N = 344) self-reported to have
a higher competence in talking with acquaintances and friends in interpersonal settings. While a
lower competence was demonstrated in talking with strangers in public settings. This
measurement is relatively easy to manage in classroom settings. However, self-reported
communicative competence can be subjective, and it is only appropriate when participants do not
fear the negative consequences of their response (McCroskey & McCrosky, 1988). It is possible

that EFL students would worry about the negative consequences of reporting a low score on
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communicative competence. Furthermore, EFL students might not be good at assessing their
competence. Individual students may have different standards for assessing competence. Their
standard may also be different from their instructor’s standard. As a result, the self-reported
communicative competence scale might not be able to reflect their real communicative
competence. For this reason, the self-reported communicative competence scale is not suitable

for the Chinese EFL classroom settings; therefore, more objective measurement is needed.

To cope with the limitation of self-reported communicative competence, other-reported
communicative competence scales can be a complement to self-reported measurements.
Wiemann (1977) created an other-reported Communicative Competence Scale (CCS) to measure
communicative competence. Five components of communicative competence were measured:
interaction management (i.e., eye behavior, head nods), empathy (i.e., verbal immediacy and
perceived active listening), affiliation support (i.e., speech rate and smiling), social relaxation
(i.e., relaxation cues and speech disturbances), and behavior flexibility (i.e., speech choices
marking relationships). This model is not specifically for the L2 communicative context. It
mainly focuses on behavior resources that interactants use during conversation. The
competencies described in this model are similar to interactional competence which involves
nonverbal competence, as defined in Celce-Murcia (2008). Thirty-six statements involving the
above five aspects of communicative scales with Likert scales (i.e., student finds it easy to get
along with others) were given to raters. The CCS was reported a .96 coefficient alpha, and some
studies have provided evidence for the validity (i.e., McLaughlin & Cody, 1982; Cupach &

Spitzberg, 1983).

Although the CCS provided a clear definition and five components of communicative

competence in daily social interaction, it may not be suitable for the Chinese EFL context. There
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are two main reasons. First, this model mainly focuses on interactional behaviors, and linguistic
competence is not included. For L2 speakers, linguistic competence is an essential component
for assessing L2 communicative competence. So, a measurement considering linguistic
competence is needed for the Chinese EFL context. Second, this measurement focuses on a
participant’s perceptions of his/her interactant, which might not be objective. A participant may
grade his interactant’s communicative competence from one perspective while grading the same
person differently when watching his/her conversation as a third person (Wiemann, 1977). Thus,
a measurement where the rater is not part of the interaction is needed in the Chinese EFL

classroom context to ensure consistency.

A third way that is more objective than the self-reported and other-rated oral
communicative competence is other-rated written communicative competence. Alshwiah (2015)
developed a valid test to assess EFL learners’ written communicative competence involving
grammatical competence, sociolinguistic competence, and discourse competence. Forty-nine
EFL learners in Saudi Arabia were tested. There were two parts to his test: holistic scale and
correct answer scale. For the holistic scale, raters gave a score from 0 (inappropriate) to 4
(appropriate) on participants' written performance. As for the correct answer scale, raters were
asked to count the number of correct sentences and incorrect sentences. The number of the
correct sentences was divided by all the sentences in the participant's response and then
multiplied by five to make all the tasks have a score out of five. The results showed that the test
is valid but with a small sample size. It also revealed that a holistic scale is suitable for assessing
learners' sociolinguistic competence, while a correct answer scale is suggested to assess
grammatical competence. Although this written measurement is easy to manage in classroom

settings, it cannot reflect real oral interaction in authentic settings. It is possible that students may
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perform well in the written communicative competence test but may not perform well in oral
interaction with communicative competence. Furthermore, strategic competence is omitted in
this written communicative competence test. This competence is an important component of
communicative competence especially when speakers have a deficiency in linguistic
competence. Thus, this measurement might not be suitable for Chinese EFL learners, and a
measurement assessing their oral communicative competence including strategic competence is

needed.

Since the above studies only used one single measurement, the main limitation is that one
single measurement cannot cover all the components of communicative competence. Rather than
using the above scales solely, some other studies started to adopt a combination of several scales
in recent years. Gilmore (2011) investigated the influence of authentic materials on EFL
students’ communicative competence using several written tests and rubrics of learners’ oral
performance. Linguistic competence, strategic competence, pragmatic competence, and
discourse competence were assessed in this study. Linguistic competence was assessed by
listening test, pronunciation test, grammar test, vocabulary test, C-test, and oral interview
(phonology and vocabulary sections). Strategic competence was assessed by oral interview
(interactional competence section) and student role-play (conversational management section).
Pragmatic competence was assessed by DCT, oral interview (body language and context-
appropriate vocabulary use sections), and student role-play (conversational behavior section).
Discourse competence was assessed by listening test, oral interview (interactional competence
and phonology sections), and student role-play (conversational management section). As for the
oral discourse completion task, raters were asked to give a score from 1 (inappropriate or

impolite) to 5 (appropriate and polite) on participants' oral responses. For the oral interview,
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students' interactions with native-speaker teachers were audio and video recorded. Their
performance was rated by five criteria: phonology, body language, fluency, context-appropriate
vocabulary, and interactional competence. As for the role-play, two criteria were considered
when rating students' performance: conversational behavior and conversational management.
Raters were asked to give a score from one to five on the interview and role-play. To sum up,
compared to using one single measurement, this combined assessment is more comprehensive in

assessing all the components of communicative competence by using multiple tests.

Similar to Gilmore’s (2011) measurement of communicative competence, Piller (2011)
adopted a combination of written tests, such as multiple-choice questions, and other-rated
performance to measure L2 learners’ communicative competence. The assessment of
communicative competence included assessing comprehension skills and oral production skills.
The comprehension skills were assessed by written material, including multiple-choice
questions, brief answers to comprehension questions, true or false questions, etc. The oral
productive skills were assessed by role-play and dialogues/interviews with the researcher which
were recorded on videos. A rubric for assessing L2 German learners' communicative competence
was developed. The rubric of assessing learners' oral productive skills consisted of three
sections: overall impression, communicative performance, and paralinguistic elements. As for
rating learners' overall impression, the raters were asked to give a score from 1 (intermittent
communicator: communication occurs only sporadically) to 5 (good communicator: copes well
and performs competently). As for rating learners' communicative performance, two rubrics were
used: communicative performance rubric and paralinguistic elements rubric. As for the
communicative performance rubric, raters were asked to give a score from 1 (never) to 5

(always) on 15 statements for the role-play and 20 statements for the interview. The statements
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involve accuracy (i.e., give correct response), appropriacy (i.e., give appropriate response),
comprehension (i.e., comprehends overall sense of question), fluency (i.e., responds with little
hesitation), intelligibility (i.e., conveys meaning with little difficulty), and range (i.e., gives
response to questions asked). As for the paralinguistic elements rubric, the frequency of the
following items was rated: body/head movement, gestures, eye movement (i.e., eye contact),
facial expression, proxemics (i.e., awareness of interpersonal space), intonation rhythm (i.e.,
speaks with appropriate pitch), and accent (i.e., uses emphasis to give expression). This study
provided a quantitative measurement of communicative competence, and the rubric can also

facilitate students to identify different aspects of oral communication.

To conclude, previous studies developed different measurements of communicative
competence, including self-reported communicative competence, rater-reported communicative
competence, and written tests. Each measurement has advantages and disadvantages. Self-
reported communicative competence and other-reported communicative competence could be
subjective and inconsistent. Furthermore, written tests are not enough to assess all the
components of communicative competence, such as strategic competence. For example,
grammar tests can only assess linguistic competence, while listening test only assesses linguistic
competence and discourse competence (Gilmore, 2011). Some studies adopted a combined
written test and other-rated task performance (i.e., role-play and oral interview) assessing all the
components of communicative performance. To determine EFL students’ actual communicative
competence, this study will implement interactive tasks with other-rated measurements to assess

EFL students’ communicative competence.

So far, the construct and measurement of communicative competence have been

discussed in this chapter. When discussing communicative competence in L2 teaching and
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learning context, one important issue is what teachers should do to help students acquire
communicative competence. Implementing tasks is one of the widely used ways to improve L2
learners' communicative competence. The next section will discuss what a task is and why

employing a task can help L2 learners improve their communicative competence.

Task and Task Accomplishment

The above section discusses the development of communicative competence and
different measurements of it. Lacking L2 communicative competence is one of the biggest
challenges that Chinese EFL learners have when learning English. It is caused by multiple
factors, such as administrative factors (i.e., large size class and examination), teachers' lack of
speaking competence or training of communicative teaching, and students' unwillingness to
communicate. Administrative factors are difficult to alter in a short time, so this section will
focus on discussing how to overcome the teachers' challenges through task-supported language

teaching (TSLT).

Task-supported language teaching (TSLT) is a weak version of task-based language
teaching (TBLT) (Willis, 1996; Ellis, 2003). A task is defined as a work plan which involves
real-world processes of language use and engages cognitive processes (Ellis, 2003). As for
TBLT, the task is the central part of the course design. There is no explicit instruction before the
task, and the target language feature arises incidentally during performing the task (Ellis, 2019).
However, in TSLT, tasks are vehicles to practice language items in the production phase (Willis,
1996; Ellis, 2003). An explicit instruction is followed by a task that aims to let learners use the

explicitly taught target feature correctly (Ellis, 2019).
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Due to its compatibility with Chinese EFL teachers’ orientation to traditional grammar
instruction, TSLT is a more feasible approach for EFL instruction than TBLT in China. For
TSLT, the Chinese EFL teachers can give explicit instruction and then conduct a task in the
production phase to practice the pre-determined form and function. However, for TBLT, the
tasks might not be successful in eliciting students' uses of the target form, as teachers do not
attempt to make students aware of the target form (Ellis, 2019). It requires teachers to have more
teaching skills to control the task and to elicit students' use of the linguistic form during the
performance of the task. A recent study (Li, Ellis, & Zhu, 2016) has found that TSLT is more
effective than TBLT for teaching grammar in a Chinese EFL context. In Li et al.’s (2016) study,
150 Chinese middle school students were randomly divided into five groups: a control group, a
task only group, a pure task-based language teaching group (including a task and corrective
recasts), a TSLT group (including an explicit instruction and a task), and a strong version of
TSLT group (including explicit instruction, task, and corrective feedback). Each group
conducted two dictogloss tasks where students worked together to rehearse and retell a narrative
read by their teacher. The results revealed that the task-supported group involving explicit
instruction performed better than the other groups. Thus, TSLT is more suitable for the Chinese
EFL context because it does not require too much training or a high communicative competence

for Chinese EFL teachers compared to TBLT.

TSLT is not only compatible with the Chinese EFL context but can also help integrate
more communicative activities into traditional Chinese EFL classrooms, which can compensate
for teachers’ lack of training in teaching communicative competence. Communicative
competence concerns L2 learners’ ability to use language in authentic social environments, and

tasks can help L2 learners to improve this ability. Previous research has found a positive role of
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task-supported approach in improving EFL students’ communicative competence. Baron,
Celaya, Levkina’s study (2020) revealed that task-supported approach can benefit EFL students’
pragmatic competence which is part of communicative competence. The reason why the task-
supported approach can benefit EFL learners’ communicative competence is that tasks can be
designed in different real-world contexts. The real-world contexts, such as attending an
international academic conference, meeting clients in an international corporation, or
communicating with foreign exchange students during cultural events, can provide opportunities
for learners to practice language use in authentic daily-life settings. Furthermore, discourse
competence and strategic competence can be developed during tasks. For example, learners can
practice using transitional devices and repairing communication breakdowns in different
discourses during a task. As for grammatical competence, learners have opportunities to practice
the vocabulary and sentence structures that they newly acquired during a task. Thus, tasks include

the social aspect of language use, which can promote meaningful language use.

Although tasks can be beneficial for the Chinese EFL context, assessing Chinese EFL
students’ task performance is a major challenge for instructors. EFL instructors may lack training
on how to assess students’ task performance. Previous research has mostly used role-plays for
task-based assessment. Role-plays are elicited by a scenario including settings and information
about the speakers and are performed by at least two speakers (Felix-Brasdefer, 2004, 2007).
Using both qualitative and quantitative analysis, Youn (2015) examined the validity of using
role-plays to assess pragmatics with a rubric. Participants (N = 102) from a university in the U.S.
were asked to interact with their interlocutors with role-play cards to ensure the authenticity and
standardization of the study. The results indicated that five rating categories, namely content

delivery, language use, sensitivity to the situation, engaging with interaction, and turn


https://www.jbe-platform.com/search?value1=J%C3%BAlia+Bar%C3%B3n&option1=author&noRedirect=true
https://www.jbe-platform.com/search?value1=Mayya+Levkina&option1=author&noRedirect=true

27

organization, can be used to assess pragmatics in task interaction. This rubric mainly focused on
pragmatics assessment, and it may require professional training to use it in EFL classroom
contexts. A rubric that is easy to use to assess students’ task performance for Chinese EFL
instructors is needed.

One possible approach for evaluating task performance in the Chinese EFL context is to
use a rubric designed specifically to assess task accomplishment, which is defined as co-
constructed work to achieve the task goal. Assessing students’ task accomplishment may help
instructors predict students’ language use in real-life settings. The framework of transfer
appropriate processing (TAP) suggests that learning in communicative contexts in classrooms
may facilitate students’ competence to retrieve knowledge in real-life contexts (Lightbown,
2008). The framework indicates that if students accomplish the communicative tasks in L2
classrooms very well, they will probably have a similar level of accomplishment in real-life
settings. For example, if students achieve a higher level of task accomplishment in the task of
planning a three-day trip with a foreign exchange student in the L2 classroom setting, they may
accomplish a similar task very well in the real-life context. It is important to assess learners’ task
accomplishment in the EFL context as a way to help students prepare for language use in the real

world.

Apart from helping students prepare for language use in the real world, task
accomplishment may contribute to building students’ communicative competence. Crawford,
McDonough, and Brun-Mercer (2019) developed a rubric for task accomplishment including an
interactional aspect. The rubric consisted of three categories: task completion, style, and
collaboration. Task completion includes the presence of all parts of the task, detailed

elaborations, and an outstanding task outcome. Style is defined as the ability to express an
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opinion and the skills of interruption politely and using narrative techniques. Collaboration refers
to working together on all the elements of the task, responding to interlocutors’ ideas, and
offering feedback to the interlocutor. Each category is scored from 0 (low) to 4 (high). Both style
and collaboration are conceptually connected to communicative competence. As for style,
expressing an opinion and interrupting someone politely are both communicative skills. While
collaborating with interlocutors, EFL students need to listen to and respond to the interlocutors’
ideas, offer constructive feedback, and negotiate with them. The process of collaborating with

each other can create learning opportunities to improve students’ communicative competence.

To assess Chinese EFL students’ task accomplishment, the rubric developed by Crawford
et al. (2019) may work well to help students prepare for real-world tasks and improve
communicative competence in the Chinese EFL context. Firstly, Crawford et al.’s (2019) rubric
might be compatible with the rubrics used in the Chinese EFL context. For example, giving
presentations is one of the most common tasks in Chinese EFL classrooms. The followings are
five criteria in a rubric for assessing presentation tasks in a Chinese EFL context: including all
the important information in the presentation, organizing the presentation in a clear and logical
way, using persuasive techniques, adopting an appropriate communication approach, and
having greetings and ending words. Among the above five criteria, including all the important
information in the presentation matches the task completion category in Crawford et al.’s (2019)
rubric, while the rest of the four criteria match the style category. However, these five criteria
only assess the individual task. A rubric assessing pair interaction is needed in the Chinese EFL
context. Secondly, by using the rubric developed by Crawford et al. (2019), EFL instructors can
learn whether students have taken advantage of the learning opportunities that occurred during

the tasks or not. Tasks working in pairs are not often included in the English curriculum in the
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Chinese EFL context. One of the reasons might be due to the lack of tools to assess tasks in
pairs. Chinese EFL instructors may not know how to assess students’ task performance in pairs.
The rubric developed by Crawford et al. (2019) might be helpful for instructors to assess
students’ task accomplishment in pairs. Thirdly, the rubric is easy to use and does not require too
much professional training for instructors. Previous research on assessing task performance often
focused on accuracy, fluency, complexity (Kim & Tracy-Ventura, 2013), and pragmatics
competence (i.e., Youn, 2015). These assessments often required training, as they involved
professional knowledge and terminologies. However, there are only three categories (task
completion, style, and completion) in the rubric developed by Crawford et al. (2019). It does not
include too many professional terminologies, and instructors can simply give a score based on

the descriptions.

In conclusion, TSLT may lead to a more communicative class and help overcome
teachers' challenges in the Chinese EFL context. For example, some challenges include lacking
training in communicative teaching or having a deficiency in speaking. Task accomplishment is
an important construct to assess students’ task performance. This section focuses on how to
overcome the teachers’ challenge, and the next section will discuss how to overcome Chinese
EFL students’ challenges which is students’ reticence during class. The importance of L2
willingness to communicate (WTC) and how to promote students’ L2 WTC will be discussed in

the next section.

Willingness to Communicate (WTC)

Task-supported approaches can be adopted to address the teachers’ challenges (i.e.,

teachers’ lack of communicative competence) in the Chinese EFL context. However, it is still
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necessary to overcome the students’ challenges, specifically that they are reluctant to engage and
communicate in class. This reluctance can be understood through reference to L2 WTC, which is
an inclination to engage in a discourse with specific persons at a particular time using an L2
(Maclntyre et al., 1998). Previous studies have found multiple factors that positively influence
L2 WTC, but they may not work well in the Chinese EFL context. This section will introduce L2
WTC and analyze the factors that might be the most suitable for the Chinese EFL context.

L2 WTC is essential for L2 learning and teaching in the Chinese EFL context. On the one
hand, previous studies claim that WTC can facilitate L2 development, especially in the
classroom emphasizing communication (Maclntyre, 2007). Some studies have reported a
positive role of L2 WTC in L2 development. Baghaei and Dourakhshan’s (2012) study in an
Iranian EFL context revealed a correlation between L2 WTC scale and a C-test that measured
learners’ proficiency. Similarly in an Arabic as a foreign language context, Mahmoodi and
Moazam (2014) found a positive correlation between learners’ L2 WTC score and their class
grades. On the other hand, a lack of L2 WTC usually connected with a lack of participation and
frustration in classrooms (Jackson, 2003). Maclntyre et al. (1998) claim that the main goal of L2
learning is to create WTC, and a program that does not facilitate students to be willing to use the
target language is a failed program. In the Chinese EFL context, students tend to be reticent and
silent during class. It is important to enhance their L2 WTC to achieve successful language
learning. Thus, one of the main goals of Chinese EFL teaching should be promoting Chinese
EFL learners’ L2 WTC, which will help them improve their communicative competence.

Given the importance of L2 WTC in Chinese EFL teaching and learning, it is essential to
learn the factors that increase learners' L2 WTC. L2 WTC is found to be influenced by several

factors, including social and individual context, affective-cognitive context, motivational
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propensities, situated antecedents, and behavioral intentions (MacIntyre et al., 1998). A six-layer
pyramid WTC model was developed by Maclntyre et al. (1998) (Figure 1). The model shows
that L2 WTC is the final step before communication because it refers to the likelihood of learners
using the target language to interact with another interlocutor in an authentic setting when given
the opportunity (Maclntyre et al., 1998). The model shows the connection and interaction
between state-like and trait-like WTC. State-like WTC refers to WTC fluctuation across different
situations and times, while trait-like WTC is rooted in individuals' personalities (Zhang et al.,
2018). The top three layers of the model refer to the situated influences on WTC, while the
bottom three layers represent the enduring influences on WTC (Maclntyre et al., 1998). Thus, the
well-known six-layer pyramid WTC model developed by Maclntyre et al. (1998) revealed that
L2 WTC is a final step before communication where multiple factors connect and interact with
each other.

Figure 1
Maclntyre et al’s (1998) Pyramid WTC Model
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Despite the importance of L2 WTC and knowledge of the multiple factors that influence

it, L2 WTC is not easy to be observed by teachers. Chinese EFL teachers need to know if their
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students are willing to communicate, which is a prerequisite for successful language learning.
There are different measurements of L2 WTC used in previous literature. A mix of methods is
commonly used to investigate L2 WTC. Quantitative methods, such as using questionnaires,
with a supplement of qualitative research tools, such as observations and interviews, are
commonly used. In terms of assessing WTC quantitatively, a commonly used instrument is the
WTC scale developed by McCroskey (1992). On McCroskey’s (1992) scale, there are 20
situations where people might choose to communicate or not, and participants need to choose a
number from 0 (never) to 100 (always) to indicate the percentage of the time they may choose to
communicate. The 20 situations consist of three types of audiences (stranger, acquaintance, and
friend) and four types of contexts (group discussion, meetings, interpersonal conversations, and
public speaking). This measurement is not designed for L2 learners specifically, and it is not
suitable for the Chinese EFL context. Among the 20 situations, such as talking with a physician
and talking with a secretary in English, are not common in China where Mandarin is the main
language. People speak with physicians and secretaries in Mandarin in most cases. Thus, this
measurement is not suitable to measure Chinese EFL students’ L2 WTC.

Another WTC scale commonly used was developed by MacIntyre et al. (2001). They
distinguished WTC Inside the Classroom Scale and Outside the Classroom Scale. Zarrinabadi
and Abdi (2011) have validated and used the scales in an Iranian EFL context. The two scales
included the same 27 items which asked participants to rate their WTC from 1 to 5 (1 = almost
never willing to communicate; 5 = almost always willing to communicate) in each situation. The
27 items were classified into four sections: speaking (e.g., speaking in the group about your
summer vacation), comprehension (e.g., listening to instructions and completing a task), reading

(e.g., reading a novel), and writing (e.g., writing a story). This measurement was originally
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designed for L2 French learners in Canada where learners have opportunities to access French
outside class through television, literature, bilingual product information, and traveling to
Francophone areas, etc. However, Chinese EFL students rarely use English outside the
classroom in China where the official language is Mandarin. Some of the items need to be
replaced to match the Chinese EFL context. For example, among the 27 items in the Inside the
Classroom Scale, talking to a friend while waiting in line, how willing would you be to be an
actor in a play, reading an advertisement in the paper to find a good bicycle you can buy, and
writing an advertisement to sell an old bike seem irrelevant in the Chinese EFL context.
Mandarin is the dominant language for Chinese EFL learners, and it is nearly impossible for
students to talk to a friend in English while waiting in line in the EFL classroom context. Also,
being an actor in a play in English would seem far from Chinese EFL students' life. Lastly,
buying and selling a bicycle in English also seems far from students’ life. Thus, Maclntyre et
al.’s (2001) Inside the Classroom Scale could be adopted to measure Chinese EFL students’ L2
WTC, but some of the items need to be revised.

Apart from the quantitative approach, scholars also use a qualitative approach, such as
interviews, stimulated recalls, and journals, to investigate L2 learners' state-level WTC. For
example, Kang (2005) investigated four ESL (English as a Second Language) Korean students'
situational WTC in the U.S. using a semi-structured interview and stimulated recalls. Participants
were asked about their perception of L2 interaction, using English, and the factors influencing
their WTC during the semi-structured interview. For the stimulated recall, participants were
asked to watch the video-recorded interaction of themselves. They were asked to pause the video
any time to talk about any changes in their WTC during the interaction and the factors affecting

it. The semi-structured interview, stimulated recalls, and recorded interaction revealed that L2
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situational WTC is a multilayered construct. Situational factors, such as conversational context,
interlocutors, and topics, affected participants' excitement, responsibility, and security when
speaking. These three psychological conditions interacted together and had a joint influence on
participants' situational L2 WTC. This study has implications for the Chinese EFL context. A
semi-structured interview could be an effective way to learn Chinese EFL students’ perceptions
of English learning and their L2 WTC. However, stimulated recall interviews might not work in
the Chinese EFL classroom context, as it would be infeasible to set up multiple cameras to
record different students' performances in a large size class. Furthermore, watching students’
recorded interactions with themselves and having an interview would be too time-consuming for
teachers.

Similarly in an ESL context, Cao (2011) examined ESL students' WTC with classroom
observations, stimulated-recall interviews, and journals in New Zealand. Participants were asked
to discuss anything influencing their WTC while playing their audio-recorded interaction during
the stimulated-recall interview. They were also asked to write a journal on their WTC in class
and outside of class weekly. The results showed that L2 WTC is situational in L2 classrooms,
and L2 WTC is affected by multiple factors including individual characteristics and classroom
environmental factors, such as task, topic, group size, and teacher. The instruments used in this
study, including classroom observations, stimulated-recall interviews, and journals, are relevant
to the Chinese EFL context. Chinese EFL teachers can investigate their students' L2 WTC
through observation and weekly journals. Furthermore, audio-recorded interaction with
stimulated-recall interviews is more feasible compared to the video-recorded interaction due to

the large size class.
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In addition to the ESL context, scholars have also conducted studies in the EFL context.
Peng (2016) utilized semi-structured interviews, observations, and journals to track an EFL
Chinese student's WTC for seven months. The EFL student wrote weekly-basis journals to
record the content of each class and the perceptions of her behaviors, and self-rated her WTC in
the classes. The semi-structured interviews encouraged the EFL student to talk about her
perceptions of L2 English interaction, her learning experience, and her journals. This case study
showed that the L2 WTC is situational and dynamic in the classroom context. It provided
pedagogical implications that it is possible to design tasks to promote students' WTC in L2
classrooms. To sum up, there are different measurements of L2 WTC. A mix of the quantitative
method, such as the WTC questionnaire, and qualitative methods, such as observation,
interviews, stimulated recalls, and journals, were used in previous literature to learn L2 learners'
development of L2 WTC. Some of the measurements may not all work in the Chinese EFL
context. For example, a stimulated recall interview might not work in the Chinese EFL
classroom context due to the infeasibility of setting up multiple cameras. Observations of student
WTC behavior and weekly journals might not be feasible for Chinese EFL teachers as well.
Chinese EFL teachers already have a busy schedule teaching classes, preparing for lessons, and
marking students’ assignments. Reading students’ weekly journals and writing down their
observations of students’ behavior might be adding another work for teachers. Thus, a
measurement that can quickly assess students’ real-time WTC might be needed in the Chinese
EFL context.

Apart from the above measurements of L2 WTC, using an idiodynamic method to
measure L2 WTC has received increasing attention from scholars. MacIntyre and Wang’s (2021)

study used an idiodynamic method to capture the changes in L2 WTC. In this study, participants
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self-rated their WTC using a software when listening to the recording of their speech during a
photo narrative task. The scale of WTC ranged from -10 to +10. Participants rated their WTC by
clicking buttons on the computer keyboard. Then, participants had an interview to talk about
their WTC ratings. The advantage of this measurement is that it can capture the fluctuations of
self-rated WTC in real-time. It is a reliable method to collect L2 WTC data when there is a small
number of participants. However, it may not work well in Chinese EFL contexts. There are
usually at least 30 students in a class, and it would be time-consuming to collect all students’
WTC data using the idiodynamic method. Therefore, another way to measure Chinese EFL
students’ self-rated WTC might be needed.

Asking students to self-rate their WTC on a sliding scale immediately after performing an
oral task might work well in the Chinese EFL context. Firstly, it can capture students’ state L2
WTC during the task, as the self-rating is done immediately after the task. Secondly, it is more
feasible in the Chinese EFL context of large-size classes. It may only take several seconds for
Chinese EFL students to self-rate their L2 WTC. Finally, it would be easier for their instructor to
learn about students” WTC. Thus, asking Chinese EFL students to self-rate their WTC on a
sliding scale might be a more feasible way to collect their L2 state WTC in the Chinese EFL
context.

The different measurements of L2 WTC revealed that WTC is a fluid state impacted by
multiple situated factors. Not all of those factors may work in the Chinese EFL context, and it is
important to find the most suitable factor that can solve the challenge (i.e., reticence during class)
in the Chinese EFL context. Some instructional factors in EFL classrooms were reported to have
an impact on L2 WTC. For example, explicit and implicit corrective feedback was found to have

differential effects on Iranian EFL learners” WTC. In Tavakoli and Zarrinabadi’s (2016) study,
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three classes of intermediate-level Iranian EFL students were assigned into the explicit group,
implicit group, and control group. Maclntyre et al.’s (2001) WTC Inside the Classroom
Questionnaire and qualitative data collection tools, including semi-structured interviews and
stimulated recalls, were used in this study. The quantitative and qualitative analysis revealed that
explicit corrective feedback increased learners’ WTC, while implicit corrective feedback did not
have any impact on it. The results have implications for L2 teachers. It showed that pedagogical
practice can influence EFL learners” WTC in classrooms. However, in the Chinese EFL context
especially in underdeveloped areas, teachers may not have much training in how to give explicit
and implicit corrective feedback. They may need a training program to learn how to give
feedback to improve students’ WTC appropriately. Thus, Chinese EFL teachers may need
another teaching method that is easy to manage and does not require too much training to
promote students’ WTC.

In addition to the connection between corrective feedback and L2 WTC, scholars have
also investigated the connection between task-related factors and L2 WTC in recent years, which
might help solve the challenges in the Chinese EFL context. In terms of the topic of the task, a
number of studies have found that L2 learners are more willing to communicate when they talk
about familiar topics but less willing to communicate when the topics are unfamiliar or require
background knowledge (Cao & Philp, 2006; Cao, 2011; Fu et al. 2012; Mystkowska-Wiertelak,
2016). For example, through WTC questionnaires filled-out by 137 bachelor students in Iran,
Ghasemi et al. (2015) found that asking for instruction, understanding movies in English, writing
a to-do list, and reading their pen pal's letters are the situations that are most welcomed by
students. Thus, topic familiarity has an impact on L2 WTC. However, to design a task with

familiar topics for Chinese EFL students, teachers may need to design questionnaires to collect
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students' responses and then compile the material by themselves, which might be time-
consuming and require training in lesson design. Thus, Chinese EFL teachers, especially teachers
who lack time or training in lesson design, may need another task-related variable to enhance
students’ L2 WTC.

Apart from the topic of the task, the number of interlocutors in the task and talking in
front of the class also impacts L2 learners' WTC. Cao's (2011) study revealed that project work
rather than teacher-led activities was preferred by students in a university setting because of the
opportunities to talk to their peers. Discussing in pairs or small groups had a positive relationship
with WTC while talking in front of the whole group was not preferred. Cao and Philp (2006)
examined three types of tasks and found that L2 learners had different WTC behaviors in dyadic,
group, and whole-class activities. An interview revealed that most participants preferred a group
with an ideal group number of three or four. Similarly, Pawlak et al. (2016) also examined the
impact of pair, group work, and whole class on WTC and found that pair and group work can
generate more WTC while group work can generate even more. Even within the same task with
the same interlocutor, L2 learners' WTC would fluctuate. In contrast, Jackson’s (2003) study
revealed that talking in front of the class was not preferred by Asian students, because students
did not want to make mistakes and felt embarrassed in front of the class. Furthermore,
Mystkowska-Wiertelak and Pawlak's (2014) study showed that the monologue task is preferred
by L2 students, but WTC in monologue tended to fade away towards the end of the task. The
dialogue had the opposite effect. L2 students who had an initially low WTC tended to have a
high WTC at the end of the task. In sum, previous studies found that teacher-lead activities and
activities involving talking in front of the class are not preferred by L2 students, while group

work tend to promote more L2 WTC. However, generally speaking, giving presentations in front



39

of the class is one of the most common oral tasks in the Chinese EFL classroom due to its
feasibility. There are usually at least 30 students or even 100 students in the Chinese EFL
classroom. It is not easy to manage different groups to have tasks during the class, because it
might be chaotic to let students speak at the same time. The EFL instructors usually ask students
to prepare a presentation individually or in groups and then present it in front of the class, which
might decrease Chinese EFL students’ L2 WTC. Thus, letting students talk within their groups
instead of giving a presentation in front of the class might facilitate students’ L2 WTC in the
Chinese EFL context.

Another factor shown to positively affect students' L2 WTC is pre-task rehearsals.
Jamalifar and Salehi (2020) examined the effects of rehearsals and strategic task planning on
EFL students' WTC, and they found that pre-task rehearsals influenced EFL students' WTC
significantly while no significant effects were found in terms of strategic task planning. Ninety
intermediate EFL students in Iran were divided into three groups, namely a rehearsal planning
group, a strategic planning group, and a control group. The students in the rehearsal task
planning group had an opportunity to do the task as planning before doing the real task, while the
students in the strategic planning group have a chance to plan for the content and the language
for the task without rehearsing the whole task. Pre- and post-WTC questionnaires developed by
Maclntyre et al. (2001), semi-structured interviews, and stimulated recalls were used to collect
data. The study revealed that rehearsal task planning can decrease students' anxiety and increase
their perceived L2 linguistic competence, thus increasing their L2 WTC. This study reveals that
L2 instructors can manipulate tasks to increase EFL students' WTC, and more studies on task-
related variables were called. However, promoting Chinese EFL learners’ WTC through

conducting rehearsal task planning may not work in the Chinese EFL context. There is often not
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enough class time for teachers to let students rehearse before the tasks. Instructors often have
lesson objectives assigned from the department to make sure students in all sections of the course
are receiving the same information. They need to finish the assigned objectives by the end of the
semester. So, there is often a limited extra time at the class. Conducting rehearsal task planning
may not be feasible in the Chinese EFL context.

To sum up, compared to L1 WTC, L2 WTC is more of a dynamic state. Scholars have
utilized both quantitative and qualitative approaches to collect data on WTC in both ESL and
EFL contexts. Using an idiodynamic method to measure L2 state WTC has received increasing
attention from scholars because it can capture the real-time self-rated WTC. However, using
idiodynamic method to measure L2 state WTC might not work due to the large size of class in
the Chinese EFL context. Asking students to self-rate their L2 state WTC on a 100-point sliding
scale immediately after an oral task might be a solution in the Chinese EFL context, as this
method of data collection would only take a few seconds. Also, this method can still capture the
dynamic state WTC, as the self-rating is done immediately after the task. L2 WTC is influenced
by situational factors, such as teaching styles, instructional practices, and task-related factors.
Previous research has revealed that the number of interlocutors (Cao & Philps, 2006), the topic
of the task (Cao, 2011; Fu et al., 2012), and task planning impacted L2 WTC. However, the
factors, such as teaching styles and task planning, may not be easy for Chinese EFL teachers who
lack knowledge about communicative teaching to promote learners’' WTC. Furthermore, the
format of the group work might influence Chinese EFL learners’ WTC. Previous research
revealed that students tend to have less WTC when talking in front of the class and have a higher
level of WTC when talking in groups/pairs (Jackson, 2003). Therefore, we need to find a

situational factor that works effectively in the Chinese EFL context. In such context, teachers
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usually lack the training in communicative teaching and need to manage a large size class, so
they need an appropriate technique for helping students develop L2 WTC. Task repetition might
be a context-appropriate way to help facilitate Chinese EFL learners’ L2 WTC. The next section
will introduce task repetition and how task repetition would affect Chinese EFL learners’ L2

WTC and communicative competence.

The Effects of Task Repetition on L2 WTC and Communicative Competence

The previous section has shown that task-related factors (i.e., the topic of the task, the
number of interlocutors, and pre-task rehearsal) influence L2 WTC. However, as mentioned in
the previous section, these factors might not be relevant in the Chinese EFL context for
promoting L2 WTC and communicative competence. Task repetition may provide a solution in
the Chinese EFL context. Task repetition is defined as a teaching approach involving asking
language learners to repeat part of a task or the whole task at intervals (Bygate & Samuda, 2005).
Previous research has revealed the effective role of task repetition for L2 learners. This section
explains how task repetition is an effective way of helping Chinese EFL students acquire L2

WTC and increase communicative competence.

Task repetition is especially suitable for the Chinese EFL context compared to other
situational factors. Compared to the challenges from administration (i.e., examination system
lacking a speaking test) and students (i.e., reticence during class) in the Chinese EFL context, the
challenges from teachers are relatively easy to solve in a short time. In the Chinese EFL context,
English teachers usually lack knowledge of how to use the task in language teaching or
communicative teaching. Also, teachers in underdeveloped areas usually lack English-speaking

competence. Task repetition is more suitable for such a situation. First, task repetition requires
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less previous knowledge of TBLT. Chinese EFL teachers only need to repeat part of or the whole
task in their class. They do not need much teaching knowledge to perform it. Second, task
repetition can be time-saving for Chinese EFL teachers. They can manipulate different content
and procedures to make a task become different types of tasks for the purpose of being time-
saving. For the identical task repetition, they can ask students to do the same task several times,
which can save their time to design a new task. Thus, task repetition has the advantage of being
easy to manage and time-saving. It is more suitable for the Chinese EFL context where teachers

usually lack communicative teaching skills and have less time to design new tasks.

In addition to the feasibility and compatibility of task repetition in the Chinese EFL
context, previous studies have supported task repetition as an effective pedagogical technique for
both L2 learning and L2 task performance. Previous studies have shown that task repetition is
beneficial to L2 learning, including pronunciation (Trofimovich & Gatbonton, 2006) and
comprehensibility (Strachan et al., 2019). Furthermore, previous studies also found that task
repetition can improve L2 learners’ performance in terms of lexical sophistication (Gass et al.,
1999), accuracy, complexity, and fluency (e.g., Ahmadian, 2011; Hsu, 2019; Sample & Michel,
2015; Patanasorn, 2010; Kim & Tracy-Ventura, 2013). Since task repetition has facilitated
accuracy, fluency, complexity, pronunciation, and comprehensibility, which are aspects of
grammatical competence, it is possible that task repetition can also facilitate other aspects of
communicative competence.

Furthermore, there is an increasing body of research investigating the three different task
repetition types, and it was found that they have different impacts on L2 oral production. There
are three types of task repetition: procedural repetition, content repetition, and identical task

repetition (Patanasorn, 2010). Procedural repetition refers to repeating the same procedure but
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with different content in a task, while content repetition means carrying out different tasks but
with the same content. Identical task repetition is concerned with conducting the same task with
the same content and procedure (Patanasorn, 2010). Table 3 presents a summary of task

repetition research.

Table 3

A Summary of Task Repetition Research

Studies Task type Identical task Procedural task Content task
repetition repetition repetition
Takimoto A problem-solving L2 request N/A N/A
(2012) task downgraders

learning promoted

Garcia- A ranking task,a  N/A More politeness  More politeness

Fuentes decision-making strategies of strategies of

(2018) task, a categorizing disagreement used disagreement
task, and a debate in immediate post- were used in the

test and delayed  delayed post-test

post-test
Gass et al. A narrative task Morphosyntax &  N/A N/A
(1999) lexical
sophistication

increased
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Bygate A narrative task and Accuracy and N/A N/A
(2001) interviewing complexity
increased
Patanasorn A story completion, No significant Accuracy Fluency increased
(2010) an information changes increased
exchange, and
decision-making
tasks
Ahmadian A dialogic narrative Complexity and ~ N/A N/A
(2011) task fluency increased
Ahmadian & An oral narrative ~ Careful online N/A N/A
Tavakoli task planning and task
(2011) repetition:
accuracy,
complexity, and
fluency increased
Kim and An information-  Accuracy increased Accuracy and N/A
Tracy- exchange task syntactic
Ventura complexity
(2013) increased




Sample & An oral spot-the-
Michel difference task

(2015)

Fluency increased; N/A N/A
initial performance:

trade-off among

accuracy,

complexity, and

fluency; the third

performance: trade-

off disappeared

Hunter (2017) An oral narrative

Fluency increased Fluency increased N/A

task during training between pre-test
sessions and post-test

Jung, Kim & Communicative Accuracy Accuracy N/A
Murphy information- increased; more increased
(2017) exchange priming effective in the long

tasks and sentence- run

read-aloud

task
Strachan, A graph-based N/A No improvement N/A
Kennedy, and interpretation task in
Trofimovich comprehensibility

(2019)

45
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Lazaro- A picture N/A Confirmation N/A
Ibarrola &  placement task checks and
Hidalgo repetitions
(2019) decreased,;
accuracy
increased
Suzuki (2020) Oral narrative tasks The blocked N/A N/A

practice (Day 1: A-
A-A; Day 2: B-B-
B; Day 3: C-C-C)
increased L2
fluency compared
to the interleaved
practice (Day 1: A-
B-C; Day 2: A-B-

C; Day 3: A-B-C)

Although many studies revealed the differential effects of different task repetition types,
some recent studies conducted in the EFL context found no significant group differences among
different task repetition types. Galindo (2018) investigated whether procedural and content
repetition facilitate global and past simple accuracy and fluency in a Colombian EFL context.
Forty-four students were divided into content repetition, procedural repetition, and a control

group. As for global accuracy measures, there was no significant improvement for the groups
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over time. In terms of past simple accuracy, no significant differences among the groups were
found. As for fluency, the results revealed no differences among the three groups. The content
repetition group decreased in terms of past simple fluency measures. Galindo (2018) discussed
the reasons for the lack of improvement or the group differences. It might be due to the lack of
repetition provided. Students performed the tasks every other day for only one week. The amount
of repetition might not be enough for students who were at the A1 proficiency level. Therefore,

task repetition was not found to be beneficial for EFL students in this study.

A more recent study conducted by Suzuki and Hanzawa (2022) found no differential
effect of task repetition types. They examined the effects of three different task repetition types
of schedules on L2 fluency development in an EFL context in Japan. Four classes were assigned
into four groups: a massed practice group, a short-spaced practice group, a long-spaced practice
group, and a control group. A massed practice refers to repeating an oral task six times
consecutively. A short-spaced practice refers to repeating an oral task three times each at the
beginning and at the end of class. A long-spaced practice refers to repeating an oral task three
times in the first and second weeks. The study found that there was no significant effect of the
repetition schedule in the delayed post-test in which students did an oral task with a new prompt.
This study also discussed the advantages and disadvantages of massed practice repetition. Some
benefits of the massed practice repetition were revealed in the immediate post-test. However, the
researchers claimed that learners might not have the motivation to engage in the task, and simply
repeating the same tasks six times was not advisable. To conclude, although many studies
revealed a differential effect of task repetition types, Suzuki and Hanzawa’s (2022) study showed

that there was no significant differential effect of task repetition in the delayed post-test.
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Although there is a myriad of studies investigating the influence of task repetition on
linguistic performance, there is a limited number of studies investigating whether task repetition
can affect L2 WTC and communicative competence, which is an important issue in EFL
classrooms. If EFL teachers can promote learners’ L2 WTC and communicative competence by
changing some instructional practices, it would solve the challenge of students’ reticence in the
Chinese EFL context. It is speculated that task repetition can influence Chinese EFL learners’ L2
WTC and communicative competence positively. Tasks can provide authentic contexts for EFL
learners to practice their English, and task repetition allows them to practice three times in the
same or different real-world contexts. Learners may improve their L2 WTC and communicative
competence by repeating real-world tasks, as they have more chances to practice them.

Different task repetition types could affect L2 WTC and communicative competence in
different ways with different degrees of impact. It is possible that procedural repetition could
increase L2 WTC and communicative competence. Kang (2005) reported that the fluctuation of
WTC is influenced by excitement. EFL students can get three different topics with the same
procedure during procedural task repetition. The new topic EFL students get during procedure
repetition may give them new stimuli and excitement; thus, it would increase their WTC.
Furthermore, from a cognitive approach, familiarity with task procedures would make learners
free up their cognitive processing resources; thus, they will have more processing resources to
focus on the content and assemble information. Therefore, EFL learners will be able to articulate
their ideas with ease and would be more willing to communicate during procedural task

repetition.

In terms of the impact of procedural repetition on communicative competence, when EFL

learners have more processing resources to focus on the content, they may pay more attention to



49

communication itself, such as using different communicative skills to achieve mutual
understanding. Furthermore, procedural repetition allows EFL learners to practice the target
language features in three different contexts, which might help them i