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ABSTRACT

In response to a growing amount of Chinese students pursuing higher education abroad
influenced by the rapid economic, social and cultural development in China, this study
explores Chinese Second Language (L2) learners and teachers’ perceptions of English
Language Teaching (ELT) from secondary school level through tertiary level. English
language education has experienced extensive reforms and development, however,
Chinese students’ voices reflecting their English learning experience are not positioned
as key consideration throughout these learning stages. In this case, this study discusses
L2 learners and teachers’ experience of transitions in ELT throughout different learning
stages and perceptions of intercultural knowledge embedded within ELT, uncovering
English learning difficulties via self-assessment, digging deeply about L2 learners and
teachers’ feedback about group work, learner autonomy, exams and interaction between
students and teachers. By prioritizing learners and teachers’ feedback and hearing their
voices, this study draws upon large-scale data derived from semi-structured individual
and group interviews, surveys and focus groups collected over a period of 20 months’
data fieldwork in China and the UK. Responses were gathered from 500 high school
students and qualitative interviews with 80 Chinese undergraduates, postgraduates and
teachers in Chinese and UK universities in order to build the bridge between learning
and teaching perspectives. In this study, survey and interview data is analysed to
examine more specifically, Chinese undergraduates and postgraduates who are
currently studying in UK universities, with particular reference to international
students’ psychological and sociocultural adaptation within their visited country
education systems. Specifically, key findings of this research reveal the unbalanced and
unequal distribution of ELT education resources between developed and less developed
regions, which closely related to students’ attitudes and awareness of output (writing
and speaking) practices and access to intercultural knowledge. The influences of
Confucianism and traditional Chinese learning culture on Chinese students’ English
language learning, which lead to students’ fear of making mistakes and losing face. The
directional and leading role of exams throughout Chinese students’ English learning
journey and students’ highlights of exam strategies and memorization. The findings
from this study help to shed light on how English language policies directly and
indirectly influence ELT development in China.
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Chapter One. Introduction

1.1 Research rationale

For more than three decades, English Language Teaching (ELT) has been serving a

multifaceted role under the trend of globalization in Chinese society (Rao, 2013; Feng,

2009; Tian and Moreia, 2009; Chang, 2006; Block, 2004; Lam, 2002; Hu, 2001; Short et

al., 2001; Bottery, 2000).

Looking retrospectively, there are three main events that reflect the historical

development of English language education in China: firstly, in the late seventies,

evolving from Deng Xiaoping’s Four Modernizations (to modernize agriculture, industry,

science and technology), the implementation of an Open Door Policy in China

emphasized the development of science and technology through active multicultural

communication (Rao, 2013; Feng, 2009; Tian and Moreia, 2009; Zheng and Davison,

2008; Lam, 2002). Secondly, China joined the World Trade Organization (WTO) in 2001,

which accelerated economic and technological development (Feng, 2009; Lam, 2002).

Thirdly, the Olympic Games were successfully hosted by China in 2008, which had a

considerable impact on the attractiveness of English language learning nationwide

(Feng, 2009; Qu, 2007; Lam, 2002).

This research is based on historical policy analysis and practical aspects of English

language learning and teaching in China, stretching forward to students’ higher

education development in an English-speaking country, in this case, the UK. Thus, it is of

the necessity to highlight the criticisms of the teacher-centred classroom climate (Zhang,
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Xue, and Lu, 2013; Zhang, 2006; Wu, 2004), the level of consultation of education policy

not being prioritized within the context of China (Yin, Lu and Wang, 2014; Zhang, Xue,

and Lu, 2013; Ye, 2011; Zhang, 2006; Wu, 2004; Shi, 1990) and Chinese students’ voices

not being actively heard and Chinese students are not being engaged in classroom

teaching in China (Yin, Lu and Wang, 2014; Zhang, Xue, and Lu, 2013; Ye, 2011; Zhang,

2006; Wu, 2004). Thus, this research highlights the importance and necessity of

engaging in listening to the voices of English learners and teachers at all levels, from

secondary school to tertiary education, in the contexts of China and the UK.

With the consideration of challenges and struggles encountered by Chinese students in

English language application, it is of significance to investigate Chinese learners’

experience and feedback of English learning from various aspects, which will create an

interactive picture between English language policies and the practices of English

learning and teaching. The increasing number of Chinese students pursuing higher

education in English-speaking countries accelerates the necessity of reviewing Chinese

learners’ previous English learning experience in order to understand their language

challenges and learning styles. The interactive and communicative bridge between

English learners and teachers will be established by discussing various perspectives of

English learning and teaching, with the aim of promoting mutual understanding of both

students and teachers’ ELT experience.
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1.2 Research context

When I previously exploring Chinese undergraduates’ experience of transition in terms

of English learning within different learning stages, one of the key findings was the

relevance of cultural differences in learning styles, which has directly and indirectly

affected students’ learning and adaptation in tertiary level. More radically, the

asymmetry of power implicitly positions students as passive in the traditional language

learning context in China—teachers dominate the class and students take notes rather

than contribute to the class (Apple, 2011; Liu, 2010; Freire, 2008; Nguyen et al., 2006;

McClure, 2001). Meanwhile, Chinese undergraduates in Chinese universities express

concerns about the lack of consistency of English language learning approaches after

proceeding to university study (Rao, 2013). Moreover, learners’ intangible skills

(listening, speaking) and tangible skills (reading, writing) are not equally enhanced.

There was an investigation of students and teachers’ perceptions of English learning and

teaching with particular reference to the target language, which has a crucial influence

during the process of language teaching (Zhang and Liu, 2014; Zheng and Davison, 2008;

Williams and Burden, 1997; Richards, 1996; Johnson, 1994). Influenced by the

prevalence of teacher-oriented lecturing and neglect of students’ learning differences

and needs, Chinese students are not actively engaged in classroom teaching in China

(Yin, Lu and Wang, 2014; Zhang, Xue, and Lu, 2013; Ye, 2011). Thus, this research is

designed to examine the discrepancies between teachers and learners and act as an
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evidence base that can promote understanding between teachers’ and learners’

experience of ELT.

1.3 Research aims, themes and research questions

The core aim of this research is to analyze development of English education policies in

the past forty-two years in China, shedding light on how language policies can directly

and indirectly shape the practices of English learning and teaching. In order to achieve

the core aim of this research, five themes have been identified to assist in establishing

the landscape of understanding ELT in China, and students’ practices and application of

learning in English-speaking countries.
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Figure 1.1 Research themes and questions
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In Chapter two will focus on a review and discussion about ELT policies in China. In

Chapter three, the literature review will be presented with various concepts, such as

motivation, cultural differences, group work, Foreign Language Anxiety (FLA), learner

autonomy, which will facilitate further data analysis and discussion. Afterwards,

Chapter four will explain the methodology of this research, involving a mixed method

approach including semi-structured individual and group interviews, focus groups, and

questionnaires, followed by ethical considerations and data analysis. Chapter five will

provide quantitative data analysis by analysing junior and senior high school students’

questionnaire feedback in terms of their English learning experience. The feedback of

secondary school students’ questionnaires will also feature in Chapter six, qualitative

data analysis, which will discuss university students and teachers’ experience of ELT

within varied cultural contexts. Read in combination, Chapter five and six will highlight

a thread running from Chinese learners’ secondary school level through tertiary level in

terms of ELT. Chapter seven will highlight key findings and answer previously presented

research questions by following the research themes. Lastly, Chapter eight will conclude

this thesis by summarizing key findings of this study, providing theoretical and practical

implications for future research, and presenting the limitations and strengths of this

study.
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Chapter Two. English Language Education Policy in China

2.1 Approach to tracing policy

Reviewing the historical development of English Language Education Policy in China,

this chapter aims to provide a critical account of the context of this research. By

discussing significant historical events in English language education in China, the

development journey of ELT in China over past forty-two years is reviewed. This

chapter will contribute to my overall research aim as it provides the political foreground

for further data analysis, which will illustrate the connection between learners and

teachers’ practices of ELT regarding the reforms of ELT policy. The direct and indirect

influences of ELT policy on Chinese learners and teachers will be reflected within

further participants’ feedback and analysis.

This chapter will discuss English Language Education Policy in China on three levels: the

sociocultural and historical, the political, and the practical levels. It begins with a review

of previous English language education reforms implemented since 1978 and a detailed

discussion tracing the reforming actions related to these significant historical policies.

The chapter will then shift to explanations of the new educational reforms implemented

in June, 2017. While exploring the hidden, deep-rooted reasons for the challenges

encountered within the reforming journey of ELT policy in China since 1978, I regard it

significant to seek the answers within the traditional teaching and learning culture in

China, as both Chinese learners and teachers are consciously and unconsciously

influenced by the traditional learning and teaching culture. Thus, two key terms will be
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discussed within the sociocultural and historical layer: Keju, a traditional Chinese

Examination System originating in ancient China, and Confucianism, the philosophy

which establishes the long-standing and profound power relationship between teachers

and students in China (Wang, 2011; Jensen, 2003).

To connect the political and practical layers, English language exam policy content and

its practical implementation within educational institutions will be further discussed.

This chapter is not merely designed to review previous English language reform policies

chronologically. To consider the impact of sociocultural values and understand the

details of the recent educational reforms, this chapter aims to be more inspiring and to

seek hidden answers by digging deeply into the routes of traditional, cultural habits and

the historical development of English language education in China.

2.2 Background to policy reviews

The trends of globalization, modernization, and economic development have led to

various reforms of Chinese educational policies, curriculum and pedagogy (Law, 2014;

Liu and Fang, 2009; Paine and Fang, 2006; Liu, 2005). Since the year 1978, the Chinese

government has implemented a series of actions for basic education and curriculum

reforms for students who have access to nine-year compulsory education. For more

than three decades, the teaching and learning of English has played a multifaceted role

under the trend of globalization in Chinese society (Rao, 2013; Feng, 2009; Tian and

Moreia, 2009; Chang, 2006; Block, 2004; Lam, 2002; Hu, 2001; Short et al., 2001; Bottery,
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2000). Language education and the trend of globalization constitute an interactional

cycle; as globalization widens the horizon of educational values and reforms, language

education improves learners’ cultural awareness and assists learners in adapting to the

development of globalization (Chen, 2017).

When exploring the historical development of educational policies in China,

Dello-Iacovo (2009) notes two important influences of curriculum and assessment on

contemporary Chinese classrooms, which poses further considerations for ELT:

The evolution of a Chinese model of education was a fusion of traditional imperial methods

and modern Western schooling, featuring fixed uniform academic urban-oriented curricula

and examination bound assessment systems prescribed by government regulation.

(Dello-Iacovo, 2009, p.241)

Functioning as a path to higher social status and more competitive employment

capacities, Higher Education and academic institutions encourage Chinese students to

select and to be selected regarding their universities after the National Matriculation

Entrance Test (NMET)/ Gaokao. In China, from 7th to 9th of June every year, the door of

opportunities opens for competition with NMET/ Gaokao. This exam is widely regarded

as “the baton of education” (Dello-Iacovo, 2009, p.247) with final results released and

published by the end of June (Gu and Magaziner, 2016). Developments in the Chinese

economy and technology sectors encourage the learning and use of English, and also are

influential factors of ELT policy reforms and implementation.
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2.3 The socio-cultural and historical layer

2.3.1 The Keju System

When exploring the depth of traditional culture and learning habits, it is noticeable that

the examination-oriented education has been embedded within Chinese culture and

social system for more than 1,000 years. Keju, functioning as the tool of “hierarchical

highly centralized series of government examinations” (Dello-Iacovo, 2009, p.241),

provided possibilities for higher official status and power and upward social mobility.

The examination content was closely associated with the content of formal education

and exam results largely determined candidates’ future. Learners were assessed and

needed to memorize the Confucian classics, history and literature; meanwhile, their

skills of essay writing, poetry writing and calligraphy were also involved in the content

of examinations. Determined by the content of examinations, rote memorisation and

recitation were the main teaching methods and focuses (Zhang and Liu, 2014; Gu, 2003;

Pepper, 1996). The classics and literature functioned as “irrefutable dogmas” and

teachers acted as “the centre of the learning process” (Dello-Iacovo, 2009; Thogerson,

1990, pp.18-19). The Keju System started from the Sui Dynasty (581-618 C.E.),

developed prosperously in the Tang Dynasty (618-906 C.E.) and was abolished at the

end of the Qing Dynasty (Manchu, 1644-1911 C.E.), a process which took 1,300 years to

develop.

Regarded as the historical progress of the assessment system, the Keju System avoided

weaknesses caused by the hereditary principles. Promoting increased social mobility
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and the potential to achieve the statuses of government officials, it provided relative

social equality to candidates from different social statuses. The Keju System can be seen

as the actual “elite reproduction mechanism” (Tu, 2003, p. 14), which selected officials

regardless of candidates’ family kinship, statuses and background. The spread of Keju

System from ancient China to western countries in the nineteenth century helped shape

the modern official governing system.

The Keju System has been regarded as the most important contribution China made to

the world. Combining educational and social features, the Keju System and National

Matriculation Entrance Test (NMET) share similar elements such as rote memorization

and standardized answers of assessment questions, functioning as ancient and modern

competitive forms of assessment. Throughout the waves of suggestions to abolish NMET

(Wang, 2011), it is still considered necessary to maintain the exam system as a relatively

fair and rational assessment system (Wang, 2011).

2.3.2 Jiao and xue (teaching and learning)

Separated for academic and theoretical analysis, the term “teaching” as translated into

Chinese ‘jiao xue’ which means ‘teaching and learning’, the activities of ‘jiao’ (teaching)

and ‘xue’ (learning) are indivisible (Yang, 2012). The dominant status of teachers in

classrooms can present potential problems to the adoption of collaborative classroom

activities such as group work. Yu (2003) suggests that it is necessary to consider the

difficulty and values of questions, classroom conditions, and time limits for group work
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design. If teaching methodologies are divorced from or misapplied to curriculum goals,

or influenced by the widespread recognition of China’s traditional education culture and

heritage (Dello-Iacovo, 2009), both teachers and students will encounter challenges

with change and reformwithin the language learning and teaching process.

2.3.3 Confucius and Confucianism

The Western imagination of China has been bounded by the ideas of Confucius and

Confucianism since the late seventeenth century (Jensen, 2003). Confucianism refers to

a “man-god”, a “shengren”, who was “the object of an imperial cult, the ancient ancestor

of a celebrated rhetorical tradition, and a symbol of an honored scholarly fraternity (the

ru, or “Confucians”), he appeared as “prophet, holy man, and saint (santo)” (Jensen, 2003,

p. 33). The Analects (Lun Yu), is considered to contain the teaching of Confucius

(551-479 B.C.E.). “Confucius” is the Latinized version of Kung Fu-tzu, or Master Kung,

this is “an assertion of representational accuracy based on the presumption that

“Confucius” is a phonetic transcription” (Jensen, 2003, p.81). The Analects (Lun Yu) is the

collection of Confucius and his disciples’ short dialogues and anecdotes that were

complied by Confucius’ students, or students of his students.

2.4 The political layer

Looking retrospectively, the main events which reflect the historical development of

English language education in China, are listed chronologically. In the late seventies,
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evolving from Deng Xiaoping’s Four Modernizations (to modernize agriculture, industry,

science and technology), the implementation of an Open Door Policy in China

emphasized the development of science and technology through active communication

with scientists and scholars all over the world (Rao, 2013; Feng, 2009; Tian and Moreia,

2009; Zheng and Davison, 2008; Lam, 2002).

Year of ELT policy Details of ELT policy

1978 Deng Xiaoping's Policy of Four Modernizations. The

Reform and Opening Policy issued.

1982 The Ministry of Education (MOE) drafted an English

syllabus for six-year "key" secondary schools.

1984 The English subject disappeared from the

curriculum for rural primary schools.

1985 The first international conference on English

Language Teaching (ELT) was held in Guangzhou.

1986 Published national secondary English syllabus.

College English Teaching Syllabus (CETS) published.

1992, 1993, 1996 The National Secondary English Syllabuses issued.

English proficiency was seen as an integral part of

quality education.

1999 Action Plan and Proposal of new syllabus for College

English Education

2001 The MOE issued a directive on ELT at primary

school and a curriculum outline of primary English

(January). Curriculum outline of secondary English

(July). Implementation of piloting reform in Beijing.
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2004 81% of primary schools and 56% of junior

secondary schools in Beijing have participated in the

piloting program in the autumn of 2004.

2006, 2007 Survey reflecting upon the piloting program in

Beijing, 2004 (2006). College English Curriculum

Requirement (CECR) published by MOE (2007).

2008, 2010, 2011 Three-year Action Plan (2010). Curriculum

standards published by MOE (2011).

2013 New policy of English Test in National Matriculation

Entrance Test (NMET) published.

2014 Shandong Province canceled English listening tests

in National Matriculation Entrance Test (NMET).

2015 Reform of English test in National Matriculation

Entrance Test (NMET): taken at two times, the

higher score will be recorded. Exam time: January

and June. Implemented in June, 2017.

2016 Chongqing was added to the list of unified and

nationwide National Matriculation Entrance Test

(NMET).

Table 2.1 Timeline (China’s English Language Education Policy development since

1978)

According to Guo (2001), China began to officially adopt English language education

starting in 1862, with no assistance of an English language policy or education plan.

More than a century later, English has become regarded as an essential tool of learning

knowledge and the consequence of Deng Xiaoping’s Policy of Four Modernizations

(1978) (Adamson, 2004; Dillon, 1998; Ross, 1993). Deng Xiaoping’s Policy of Four

Modernizations aimed to modernize agriculture, industry, national defense, science and
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technology; English was regarded as the key subject to learn and was positioned as one

of the main subjects of the National Matriculation Entrance Test (NMET/ Gaokao)

(Adamson, 2004; Ross, 1993).

As a result of these policies, in the same year (1978), the Ministry of Education (MOE)

issued a secondary schools English curriculum and draft English syllabus. This first

English curriculum introduced students at primary schools’ Grade three (9-10 years old)

to English language curriculum (Lam, 2002; Liu, 1993). This syllabus demanded that

students acquire 2,800 vocabulary items and regular phrases, and understand reading

materials with the aid of dictionaries. This syllabus highlighted students’ reading ability

and learner autonomy (Gao, 2003). However, as the syllabus was designed for schools in

city areas, the efficiency of this syllabus was questioned and could not meet the teaching

and learning goals of the syllabus (i.e. students could not develop their listening and

speaking skills by attending classes). One year later (1979), the Ministry of Education

(MOE, 1999) officially encouraged English language long-term training by issuing the

“Proposals for Enhancing Foreign Language Education” (Wen and Hu, 2007).

In 1980, the People’s Education Press published the Public English Teaching Syllabus

(Science and Technology), which only lasted for five years due to “some defects of

teaching requirements and evaluation methods” (Chen, 2016, p.2). The Ministry of

Education required that “English be taught as the main foreign language in secondary

schools” in 1982 while English was also given preference in higher education

institutions in order to improve learners’ English ability and promote multicultural
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development (Lam, 2002; Hu, 2001, p.250; HERC, 1993; Liu, 1993). In the same year, the

first National Conference on Secondary Foreign Language Education was held. The

results discussed were relatively negative—“English Language Teaching (ELT) since

1978 had largely failed” and “the quality of secondary ELT was deplorably low”, as

students’ English listening and speaking abilities were neglected (Hu, 2005, p.8). Due to

the negative outcomes in relation to exam results of English Language Teaching since

1978, English was not regarded as a compulsory subject and disappeared from the

curriculum in rural primary schools two years after the National Conference. The need

for education reforms became important (1984) (Liu, 1993).

In 1985, the first International Conference on English Language Teaching (ELT) was

held in Guangzhou (Lam, 2002, p.247). In the same year, the Ministry of Education

provided poorly resourced schools with more flexible English instruction in order to

support schools in less developed regions (Liu, 1993). Moreover, the proposals and

policies of “College English Syllabus for Science and Technology Students” were

published which was regarded as the most influential education policy that has

promoted and accelerated the popularity of English language education since 1985

(Wen and Hu, 2007, pp.8-9). Then, the National Secondary Schools’ English Syllabus was

published which clarified the start time of learning English—Grade 1 of junior

secondary school (13 years old) in 1986, which was two years earlier than the start time

of the previous syllabus (Liu, 1993).
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One year later (1986), the “College English Syllabus for Arts and Social Sciences

Students” was issued. Accompanying this syllabus, was a test known as the “College

English Test—Band 4 (CET-4)” and “CET 6 College English Test—Band 6 (CET-6)” which

has been applied nationally to English-majors and non-English major undergraduates in

Chinese universities since 1987 (Chen, 2016; Li, 2008; Wen and Hu, 2007). During the

first two years of study at a Chinese university, undergraduates must pass CET-4 and

CET-6. From the year 2000, students who cannot pass CET-4 cannot graduate with their

BA or BSc degrees, which highlights the central role given to learning English in higher

education. Moreover, the qualifications of CET-4 and CET-6 are also regarded as a

threshold for new employees’ recruitment regardless of the variability in actual

application of English language skills in different job areas (Zhao, 2016).

In relation to secondary education, the National Secondary Schools’ Syllabuses were

issued in 1992, 1993 and 1996 respectively (CTMRI, 2001). Hu (2005, pp.10-11)

explains that the progressive orientations within secondary schools’ English teaching

stimulated “the cultivation of communicative competence in English”, fostered learner

autonomy and the development of various intellectual abilities. No policy

implementation was conducted within the scale of primary schools’ English teaching

during the 1990s (Hu, 2005, pp.10-11). In 1999, the Action Plan reinforced the

universalization of China’s nine-year compulsory education and curriculum reforms

(Dello-Iacovo, 2009; Guan and Meng, 2007). After seminars and conferences on College

English Language Education, a new syllabus was proposed in the same year. Learners’

reading skills were still regarded as the primary language skill while listening and



33

speaking skills were positioned as secondary skills. Moreover, compared to previous

English curricula, it was the first time that speaking skills were introduced as English

teaching and learning objectives (Chen, 2016; Chu, 2011).

The beginning of the new century witnessed the expansion of English language

education into the primary schools’ curriculum. In January 2001, the MOE issued the

curriculum outline of primary schools’ English subject education. It was announced

“primary schools located in cities start to offer English classes at Primary Grade 3 from

the autumn of 2001 (September) and the rest start to do so in the following year

(September, 2002)” (Hu, 2005, p.11). In other words, the government issued a policy of

“the earlier, the better” regarding English language education in Chinese primary

schools (Lu and Liu, 2016; Zhao, 2016; Wang, 2011).

Six months later, the curriculum outline of secondary schools’ English subject education

was proclaimed by the MOE, and listening tests were added to the College Entrance

Exam to replace original pronunciation and vocabulary completion tests in July, 2001.

This reforming transfer was regarded as one of the milestones of English language

assessment since the resumption of National Matriculation Entrance Test (NMET) since

1977 (Jian, 2007). Referring to the three-layer model of this chapter, this reform

connects the political and practical layers in a more intense way by adding listening as

one section of formal assessment while in turn, teaching and learning content

transformed to adjust and meet the criteria of assessment. When considering the

cohesion of English language subject curriculum in junior and senior high schools, the
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reform suggested the supplementation of national assessment criteria framework with

clearer objectives in order to increase its manoeuvrability. Teachers should conduct

practical language teaching based on students’ actual language abilities to establish the

connection between junior and senior high school English teaching and learning (Zilin,

2013).

On 11st December 2001, China joined the WTO membership, which required further

development and increased accessibility of English language learning and teaching in

Chinese society as English functioned as the main language in the fields of international

trade and business areas (Feng, 2009; Lam, 2002). Afterwards, China successfully

hosted the 2008 Summer Olympics, which led to a nationwide trend of English learning

and the prosperous development of English training industries (Feng, 2009; Lam, 2002).

New Curriculum Reforms in China have been implemented over the past decades. The

English Language Curriculum Guidelines for Senior Secondary School were published by

the Chinese People’s Education Press in April 2003, which were implemented in some

parts of China in 2009, following the piloting actions which began in September 2004.

Translated from the Chinese Ministry of Education, the New Curriculum embraced six

features, “one way, two assessments, two processes, four tasks, five components and

nine bands” (Yan and He, 2012, p.5). “One way” means enquiry-based learning. “Two

assessments” include formative and summative assessment, with its emphasis on

formative assessment. “Two processes” refers to students developing language use

ability and developing as people. “Four tasks” encompasses developing students’
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interest in learning English, language use ability, creativity and cultural awareness. “Five

components” consists of linguistic knowledge, linguistic skills, learning strategies, affect

and cultural awareness. “Nine bands” means that the five components are graded into

nine bands (two bands for primary school, three bands for junior secondary school and

four bands for senior secondary school) (Yan and He, 2012, p.5).

Three years after issuing the curriculum reform outlines in 2001, 81% of primary

schools and 56% of junior secondary schools in Beijing participated in the piloting

program, until the autumn of 2004 (Wang, 2013; Dello-Iacovo, 2009). Two years later, a

2006 Survey conducted within piloting primary schools Grade 1-4 and junior secondary

schools Grade 1 in Beijing, reported on the changes of the content of textbooks and

teaching processes as a result of the New Curriculum Reform; in the survey findings, the

teaching content was criticized for its lack of cohesion. Emphasizing the importance of

listening and speaking language skills, the revised version of College English Curriculum

Requirement (CECR) was published by the MOE in September, 2007 in response to the

survey results, oral communication in English was highlighted as one of the teaching

objectives in this guideline (Chen, 2016). The Three-Year Action Plan (2010-2012) to

Promote Principal Curriculum was implemented in 2010, aiming to enforce the

development plans for schools and teachers, boost teachers’ capacity and subject panels

(Qian and Walker, 2013; Shanghai Education Commission, 2010). In 2011, curriculum

standards for learning and teaching assessment were established by the MOE.

Experimental and pilot curricula for primary and secondary education were firstly
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reformed in major cities such as Beijing and Shanghai, which promoted the

re-organization of curriculummanagement (Law, 2014; MOE, 2011).

From 2014 onwards, a series of English language education policy reforms have been

implemented in China. The key reforming actions have focused on the improvement of

English tests in College Entrance Exam, in changing the traditional one-time exam

format and further emphasizing listening and writing sections; the next major reform of

National Matriculation Entrance Test (NMET) was implemented in June 2017.

2.5 The practical layer

Questions regarding the roles that culture plays within the process of English learning

and teaching have brought about long-term discussion. On the one hand, an individual’s

communication is considered to exist in multicultural contexts. On the other hand, the

understanding is that “language can never be neutral” (Schneider, 2011; Jenkins, 2009;

Zhu, 2003). By realizing the role culture plays, the idea of viewing language as culture

during the language acquisition process is demonstrated (Kramsch, 1996), while Holme

(2002) highlights the interrelation of language and culture as these two elements shape

and interpenetrate each other. Correspondingly, these two elements of language and

culture essentially form a dynamic interaction. Moreover, there are critiques that

cultural knowledge should and can be taught to English learners (Derrick, 2008; Hu,

2002; Hinkel, 1999; Coleman, 1996). Thus, it is important to rethink the goals of
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language education (Derrick, 2008) and to explore more of language teachers’ and

learners’ practices in language classrooms (Forman, 2014).

2.5.1 The reform of NMET

The reform of the National Matriculation Entrance Test (NMET) in China was

implemented from June, 2017. The following changes have been carried out as part of

the NMET reform: firstly, the English examination time is set to be in January and June

which provides students with more flexibility and autonomy to obtain higher English

test scores. The higher of the two scores will be recorded as students’ final English test

score in NMET, which will provide students with more opportunities to obtain better

results of English exam in NMET. Second, the implementation of reforms has been

piloted in selected provinces (Beijing, Tianjin, Shandong and Hainan) from June 2017.

After the piloting implementation, a new exam system will be established by June, 2020.

For those non-pilot regions, feedback from Shanghai and Zhejiang will be taken as the

main reference point regarding the implementation plans. The Ministry of Education

indicated that the new system of English assessment will be released after the piloting

actions.

Thirdly, instead of categorizing exams into “science based” or “liberal arts based” exams,

students will be permitted to select three elective subjects based on their own

preferences. This new mode is interpreted as “3+3” mode. The tree main compulsory

subjects are Chinese, Maths and English, worth 150 marks each, 450 marks in total.

Simultaneously, students can choose three elective modules from History, Geography,
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Politics, Physics, Chemistry and Biology, with each being worth 70 marks, which will

total 210 marks altogether. This will facilitate the freedom of module selection from the

very beginning of students’ learning process. Students will be permitted to select both

science based and liberal arts based subjects in combination for their final tests.

Traditionally, students can only choose from History, Geography, Politics or Physics,

Chemistry, Biology. The previous mode was named as “3+X” (Wang, 2013), what is

different from the current “3+3” is the selection of flexible elective components. For

example, it will be acceptable for students to select History, Politics and Biology while

there were only two kinds of possibilities of module selection before the reform.

Meanwhile, each province is responsible for determining the flexible elective

components. Moreover, the Chinese Ministry of Education issued the official English test

syllabus in October 2016, where the English test’s vocabulary increased from 3,200 to

3,500 words. This act indicates that English is further emphasized as an integral part of

the National Matriculation Entrance Test (NMET) system.

Thus, students’ English test scores will impact on their options of university enrolment,

with institutions categorized into five levels. The first level is top-tier institutions, which

belong to “Project 985”. Students’ English test score must be higher than 135 (full mark

is 150) to meet the enrollment criteria for these institutions. The second level is

institutions involved in “Project 211”; for these, students’ English test scores are

required to reach more than 120. The third level is first–tier institutions who do not

belong to either “Project 211 or 985” where English scores are required to be more than

105. The fourth level is tier-two universities, which requires students’ English scores to
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be more than 90. The bottom level is tier-three universities; students need to reach at

least 80 for their English test scores to gain enrolment to these institutions. It can be

seen that the knowledge of English is now an increasing feature of NMET.

2.5.2 Project 211 and 985

The concepts of “Project 211” and “Project 985” refer to three tiers in China’s Higher

Education system. Universities involved in “Project 211” and “Project 985” belong to this

top tier category (See Appendix 1), whose top universities obtain government funding in

order to improve their research capacity and influence in the field of academia (Gu and

Magaziner, 2016). Below this top-tier category, there are thousands of second-tier and

third-tier academic institutions. The stratification of academic institutions is affected by

teaching quality and thus, students’ NMET scores are the first criteria required for

enrollment. From the mid 1990s, the Chinese government has invested tens of billions of

pounds for the improvement of the quality of education and the enhancement of global

competitiveness of top-tier academic institutions in China (Michael, 2016).

2.5.3 New National English Proficiency Testing and Rating System

Meanwhile, The Ministry of Education (MOE) is developing a new National English

Proficiency Testing and Rating System. This new system applies from Chinese learners’

primary level to university level, and will be implemented fully by December 2020.

Table 2.2 illustrates students’ learning stages and China Standards of English (CSE)

levels; the right column lists IELTS score bands with specific scores of each section.
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CSE Levels Learning Stages

IELTS Score Bands (L:

Listening/ R: Reading/ S:

Speaking/W:Writing)

9

English professions 8 (L:8.5/ R:7.5/ S:7/ W:7.5)8

7 English-majors in
university

7 (L:7.5/ R:7/ S:6.5/ W:7)

6 Advanced requirements for
non-English majors in

university
6 (L:6.5/ R:6/ S:6/W:6)

5 Basic requirement for
non-English majors in

university
5.5 (L:6/ R:5.5/ S:5.5/ W:5)

4 Senior high school 4.5 (L:5/ R:4.5/ S:5/W:4)

3 Junior high school

2 Primary school (later stage:
grade four to six)

1 Primary school (earlier
stage: grade one to three)

Table 2.2 CSE Levels and corresponding IELTS score bands

It is vital to rethink the main aims of the reform implementations. As Luke and

Carrington (2002) argue, the process of globalization has a correlation with the

increasing spread of capitalism in developed countries. On the one hand, homogeneity

emerges as one of the inevitable results; on the other hand, “diversity and heterogeneity

through hybridization” (p.407) can also be observed within the globalization process. In
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terms of the perspective of ELT in China, the increasing demand for English language

learning opportunities and the widespread use of English within various professional

fields such as science, techonology and sociocultural studies, while doubts and worries

have been raised about potential negative influences on Chinese language learning and

enhancement of traditional Chinese language protection.

2.5.4 Three-Ts of ELT classrooms in China

Functioning as one the key factors affecting L2 learners’ language study, the concept of

“learner autonomy” was introduced to China after the implementation of Deng

Xiaoping’s Open Door Policy (Liu and Fang, 2009), where there are the possibilities of

co-existence of regulated individualism and Chinese traditional collectivist heritage.

There are also challenges to this policy, as teachers are used to the grammar-translation

methods and teacher-centred approach while pair work and group work are rarely used

in practical classroom settings (Yan and He, 2012). Current language classrooms display

three main features described as “three Ts” which are teacher-centred, textbook-centred

and test-centred (Adamson, Kwan, and Chan, 2000; Thogerson, 1990). It is challenging

for language teachers to reform their ways of teaching as facilitator and manager of the

learning process instead of “authoritarian instructor”, while it is also problematic for

students to transform from “passive recipients of information” to “active constructors of

knowledge” (Yan and He, 2012, p.1). Going beyond teachers and students’ comfort zones

can lead to what Fullan has described as the “complex, chaotic and painful and

unpredictable nature of changes” (Fullan, 1999, p.2).
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2.5.5 Directional role of NMET

As Dello-Iacovo (2009) illustrates, the content of exams determine the content of formal

education. Chinese traditional rote memorization and recitation has deeply influenced

language learning in China (Pepper, 1996). One of the main functions of the National

Matriculation Entrance Test (NMET) is to promote learning via the forms of formal

national and regional assessment. Textbooks and ways of teaching are influenced by

NMET as NMET plays a practical and reflective role regarding the implementation of

education policies.

In terms of language learning policies and resources, there are three interrelated groups

of factors. Firstly, infrastructural resources function including school facilities,

language-learning materials, and proficiency of language teachers is influenced by

government policies and economic development. The economic development of coastal

and urban regions attracts large numbers of university graduates, thus a lower

proportion of qualified teachers receive professional teacher training within rural areas

(Hu, 2003). Secondly, sociocultural factors influence the culture of learning as well as

the social use of the target language; more specifically, how do social and cultural

contexts provide learners with an English learning atmosphere, and how do learners

apply English to real-life situations? Lastly, the factor of curricular and pedagogical

practice is related to curriculum, syllabuses and the dynamics of teaching methodologies

(Hu, 2003; Gardner, 2002; Medgyes and Nikolov, 2002; Oxford, 2002; Tudor, 2003; Van

Lier, 1997).
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Regarding textbooks, the Ministry of Education (MOE) has allowed seven economically

developed coastal provinces to develop their own textbooks while the less developed

areas remain the undertaking of the People’s Education Press, a subordinate institution

of the MOE. In this sense, coastal and urban areas have access to a greater range of

textbooks, which shows the unequal access to incorporate new education conceptions

(Hu, 2002a; Cortazzi and Jin, 1996b).

Considering the connection between curriculum and culture, Lawton (1975) believes

curriculum is a product of the culture and simultaneously, functions as the vehicle for

cultural transmission. Meanwhile, perceptions of culture from the perspective of the

public can largely influence public attitudes towards education and curriculum

development (Thaman, 1993).

In the process of English teaching and learning, traditional ways of teaching are largely

influenced by Confucianism in China. The young learners acquire traditional

teacher-oriented ways of learning and obey them. The incompatibility between

traditional Confucian education and the needs for reforms is increasing (Tamney and

Chiang, 2002). Confucian-oriented learning and teaching culture was criticized by

Reformists; Liang (1936) poses questions concerning this cultural focus on “cultivating

an obedient, agrarian citizenry” (Law, 2014, p.338) while failing to promote the

development and modernization process. It is noticeable that the public acceptance of

the changing roles of teachers and students is growing and developing with the national

trend of increasing learner autonomy; shifting from traditional grammar-translation
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and teacher-dominant to student-centered classrooms (Lu and Liu, 2016; Yan and He,

2012). Understanding the mutual relationships between learning and teaching as well as

Confucius’s key ideas of “learning, thinking and acting”, learners develop their

understanding by thinking and discussing with others, afterwards, learners apply what

they have learnt to practice, which is regarded as the process of learning, asking,

thinking, deliberating and acting (Yang, 2012).

2.5.6 NMET and English writing task

There has been the criticism towards ELT and NMET in Chinese schools in the 1980s,

questioning the focus on linguistic knowledge, the neglect of practical language use and

students’ lack of English writing (Li et al., 1990; Li, 1990; Gui et al., 1988; Li, 1988). The

over-concentration on intensive learning and grammar knowledge, rote learning of

vocabulary and grammar, and the lack of attention to and awareness of developing

communicative skills have been identified by scholars when discussing problems of ELT

in China (Qi, 2007; Yu, 2001; Cortazzi and Jin, 1996; Dzau, 1990; Harvey, 1990).

Specifically, researchers have pointed to the last section of the English exam of NMET,

where candidates are required to write a short passage of around 100 words in English,

which aim to stimulate L2 learners’ real-life language use (Li et al., 1990). There are

suggestions focusing on the improvement of the design and content of writing tasks,

following two main points: firstly, a clearer description of the purpose of the writing

assignment should be provided (See Appendix 2). Next, writing tasks should provide
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students with writing contexts that students are realistically expected to meet in their

real life (Qi, 2007; Li et al., 1990).

2.5.7 College English Test Band 4 (CET-4), test-taking strategies and washback

effects

Shifting from the English exam of the NMET taken in secondary school to English

assessment in university, students have to pass College English Test Band 4 (CET-4) in

their tertiary level. In 2004, Han et al., collected 1194 English teachers’ survey answers

related to their opinions and attitudes toward College English Test 4 and 6 (CET). Over

70% of teacher respondents did not agree that CET could improve English teaching and

learning in Chinese universities. Meanwhile, teacher respondents highlighted that

students are encouraged to apply test strategies and 37.8% of teachers’ feedback

stressed the lack of the reflection of students’ communicative competence in this exam.

What is worth noticing is that around 70% of teacher respondents do not agree that the

CET should be abolished, which is related to the time and effort needed to design their

own exams. In terms of CET and classroom teaching, 40% of teachers believed that CET

negatively influences practical teaching while 40% of teacher respondents prefer a

language proficiency test rather than a language achievement exam. Moreover, 77.9% of

teacher respondents did not link having CET certification with language competence,

thus a theme emerges of teachers’ doubts and questions about the validity of CET

(Cheng, 2008).
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In order to study L2 learners’ strategy, Song and Cheng (2006) surveyed 121 Chinese

students on use of study strategies and their language performance on the College

English Test Band 4 (CET-4). Chinese students most frequently use cognitive strategies

such as inferencing, memory and retrieval. Moreover, students’ knowledge of

vocabulary and grammar contribute the most to CET-4 reading section. The use of

test-taking strategies negatively affects students’ learning of grammar and reading. It is

suggested that teachers should pay more attention to students’ L2 proficiency before

providing students with instructional intervention (Cheng, 2008). CET stakeholders

share similar ideas of CET, such as that there are more positive wash back effects

compared to negative washback effects. There are three main elements that affect

students’ performance: students’ educational backgrounds, teacher quality and

administrators’ attitudes towards CET-4 and relevant courses and resources provided

(Cheng, 2008).

In the year 2006, Zhao explored Chinese students’ attitudes toward CET and the

relationship between their attitudes and exam performance. As a result, students

display mixed attitudes toward CET on the one hand, they are motivated to learn English

by taking CET-4, on the other hand, students hold uncertainty towards their ability of

passing CET-4. Three key elements that differentiate high-achieving students from

lower-achieving students, are test-taking anxiety/lack of concentration, test-taking

motivation, and belief in CET-4 (Cheng, 2008). Transitioning from English exams and

NMET in secondary school level to CET in university, Chinese students’ ways of learning
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English are continuously affected by English assessment. This thesis aims to examine

students and teachers’ attitudes and perceptions towards CET.

2.5.8 Neglected communicative context

As for the pressure of preparing for exams and achieving high exam scores, the

communicative context is largely neglected in writing practice. According to Zhao and

Campbell (1995, p. 384), “many secondary students work hard on English, not to

communicate with foreigners but to go to college”; thus, instead of using English to

communicate, students regard English as a tool to promote their social and economic

mobility (Qi, 2007). For non-English major undergraduates, a 1-2 year basic course is

required in all universities in China, aiming to develop students’ multiple abilities in

using English, especially in listening and speaking; however, with the rote learning and

teaching method, students lack development in their spoken English and communicative

skills (Gao, 2010). As the CET-4 passing rate is regarded as one of the most important

components of English teaching quality, teachers focus on textbooks, grammar and

vocabulary, translation and composition, with very limited time arranged for students’

comprehensive listening and speaking practice, which contradicts the teaching and

learning objectives described in College English Curriculum Requirements (Gao, 2013),

where students are expected to improve their listening and speaking skills to achieve

efficient communication using English (Jin et al., 2015).
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When discussing attitudes toward learning English in university, over 45% students

comment they would not like to learn college English further as they feel bored and

confused about holding similar learning objectives for approximately 13 years. To learn

English is to pass different exams, for example, to pass NMET in secondary school, and

CET-4 and/or 6 at university (Jin et al., 2015).

2.5.9 Validity of Multiple-Choice Questions (MCQ) in English exams

The overuse of MCQ has been criticized as students receive incomplete evaluation of

their English language proficiency with a lack of compulsory English spoken exams

(Cheng, 2008). The issue of test validity, especially the validity of applying MCQ, is

strongly related to the huge population of students in China and the consideration of the

manpower required used for grading. It has been suggested that MCQ does not

encourage students to read carefully to comprehend passages; consequently, students’

actual reading ability cannot be measured. Cheng and Gao (2002) found that Chinese

students perform better when they are not allowed to go back and forth between

passages and questions, and students’ comprehension of reading passages is related to

their comprehension of reading tasks in exams (Cheng, 2008).

Zeng (2002) conducted a study with 170 students using computer-based tests to

investigate the relationship between learners’ self-confidence and their exam

performance. By using a 7-point Likert scale, students’ exam scores and average time

spent on each question were calculated. It was shown that students’ self-confidence is
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highly-correlated to their time spend on each question, in the sense that students with

higher levels of self-confidence spent less time in answering each question, which also

suggests that the difficulty of questions affect students’ level of self-confidence (Cheng,

2008). In order to provide a clear and comparative overview of key English exams,

composition Table 2.3 of NMET, CET-4, CET-6, TEM-4, and TEM-8 illustrates exam areas,

task content, format, number of questions, proportion (%) and time (minutes) for each

exam type by referring to various resources (Gu, 2018; Jin and Fan, 2011, p. 592; Qi,

2007, p. 55).
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2.5.10 Summary

This policy chapter has reviewed ELT policy since 1978 by adopting three layers’

analysis, namely sociocultural and historical, political and practical layers. This was

achieved by introducing and discussing the trends of reform of ELT policy and the

directional role of NMET, the feature of “Three-Ts” of ELT classrooms in China, CET-4

and test-taking strategies in tertiary level. This chapter has established the foundation

of in terms of policy developments and prepared us for the following discussion and

analysis of survey and interview feedback. Moreover, this chapter has corresponded to

my research aim by analyzing ELT policies and the implementations applied to English

classrooms, exploring how ELT policy can directly and indirectly shape the practices of

English learning and teaching in China.

Next, key concepts and terms such as motivations in periods of transitions, cultural

differences, group work, Collectivist Chinese cultures, Foreign Language Anxiety (FLA),

learner autonomy, good teaching, and finally listening to students’ voices will be

discussed to present a critical review of the literature. Apart from literature I have

studied about ELT in China, these key concepts also emerged from my previous studies

and research conducted in my MA degree, during which I was inspired by my

participants and their feedback, which indicated the importance and necessity of

understanding these key terms.
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Chapter Three. Literature Review

In order to realise the core aim of this research, which is listening to the voices of

learners and teachers to shed light on how ELT policy can directly and indirectly shape

the practices of English learning and teaching in China, key concepts in the field have

been selected to capture a broader picture of ELT in China. Followed by the concept

“motivation”, the terms “cultural differences”, “group work and learner autonomy” and

“student-teacher interaction” will be discussed, then the concepts “Foreign Language

Anxiety (FLA)” will be further discussed and illustrated. Afterwards, the term “”good

teaching” will be explicitly presented. Lastly, the perceptions of “listening to students’

voices” will be elaborated.

During my previous research in BA and MA degrees, participants’ ELT feedback and

comments inspired me to deepen my understanding of these key terms (See Appendix 3,

Supplementary research question design and Appendix 4, Research design

development). Apart from previous participants’ inspirations, these key concepts are

also chosen based on exploration of literature focussing on ELT in China and language

practices in English-speaking countries. By discussing these key concepts, stronger

connections between previous literature and this study will be established. As the

motives of learning English influence Chinese learners throughout different learning

stages, the first key concept “motivations in periods of transitions” will introduce

language learners’ sources of motivation and how to motivate language learners by

applying various strategies.
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3.1 Motivations in periods of transitions

Tracing back for more than five decades, contemporary motivation theories have guided

us to explore the secret of learners’ inner drive of language acquisition. Freud (1966)

highlights the discovery of the connection between human behaviours and individuals’

strength, indicating the close relationship between motivation and the power of control.

Two years later, Skinner (1968) states motivation is cultivated from a system of strict

self-management rather than individuals’ strength.

Linking contemporary motivation theories with learners in language classrooms,

learners who have high expectations of success and task fulfillment, and need for

achievement are more likely to be motivated, while learners who are “afraid of failure

and attempts to avoid the probability of failure” (Dӧrnyei, 2001, p.10; Pintrich and

Schunk, 1996; Bandura, 1993, 1989, 1986) are less likely to be motivated. Reflecting

upon learners’ performance, Atkinson and Raynor presented the achievement

motivation theory in 1974, which is influenced by conflicting approach and avoidance

tendencies. Some learners present favorable attitude towards a second language and

tend to have communicative needs during their learning process, Lightbown and Spada,

in 2013 highlighted these two factors that can promote individuals’ learning motivation,

which are communicative needs and attitudes towards the community. Moreover, Ajzen

(1988), Eagly and Chaiken (1993) propose the theory of planned behavior that attitudes

directly influence individuals’ learning behaviors.

Looking deeply into Lightbown and Spada (2013)’s theory, communicative needs and

attitudes towards the community are two factors that are more personal-driven and
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intrinsic, although interaction between people and community cannot be avoided as

language application is promoted via communication and interaction. Intrinsic and

integrative motivation reflects second language (L2) learners’ contextual, self-initiated

and genuine interests in the target culture and the value placed on the language

community (Lightbown and Spada, 2013; Cook, 2001; Pintrich and Schunk, 1996;

Horwitz, 1987; Gardener, 1985). There is a strong correlation between L2 learners’

integrative motivation and higher levels of achievement in Second Language Acquisition

(SLA) (Lightbown and Spada, 2013; Cook, 2001; Hamilton, 2001; Locastro, 2001;

Pintrich and Schunk, 1996; Ellis, 1997).

Apart from integrative motivation, Gardener and Lambert (1972, p.87) highlight the

influences of instructional motivation, which indicates the “dynamic nature” of language

learning motivation for practical purposes (Lightbown and Spada, 2013). These

promotional factors and the influences of instructional motivation among students’ ELT

experience have not been explicitly discussed from the perspective of Chinese students’

ELT, thus studying Chinese learners’ experience of motives in ELT is the first key theme

of this research.

Functioning as a relatively concrete concept, it is challenging to distinguish different

types of motivation and divide them into phases. Dӧrnyei (2001, p.87) presents a

three-layer process-oriented model of motivation. “Choice motivation” is the first phase

for the establishment of goals, then the actions and decisions implemented to maintain

individuals’ motivation is the second phase “executive motivation”. Lastly, “motivation
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retrospection” refers to learners’ evaluation and feedback to their previous performance

(Lightbown and Spada, 2013). Moreover, Pintrich and Schunk (1996, pp.14-15) suggest

indexes of motivation, which provide us with measurable clues for classroom analysis.

Firstly, choices of tasks “under free-choice conditions” should be taken into account.

Next, learners’ effort, especially related to their reactions upon challenging materials

should be paid attention to. Thirdly, learners’ long-time persistence when they

encounter barriers intimately links with high motivation. Finally, achievements realized

by learners should be regarded as a measure of motivation. On the other hand, teachers

can influence learners’ motivation positively by adopting appropriate content, attracting

and challenging learners, setting manageable learning goals and providing supportive

guidance. Moreover, cultural and age elements can also function as influential factors

(Lightbown and Spada, 2013), which will also be included in the discussion with Chinese

students within their ELT journey.

As Lightbown and Spada (2013) highlight, limited research and literature explores the

interaction between pedagogy and SLA motivation (Lepper and Hodell, 1989). In 2008,

Marie Guilloteaux and Zoltan Dӧrnyei conducted a large-scale study about the

correlations between teachers’ motivational practice and students’ L2 classroom

motivation by inviting 27 teachers and over 1,300 English learners in South Korea.

Afterwards, the classroom observation scheme, namely the Motivation Orientation of

Language Teaching (MOLT) was undertaken by Guilloteaux and Dӧrnyei, involving four

categories during the observation: firstly, “teacher discourse” indicates that teachers

inspire students’ curiosity, attention and communicative needs. Next, “participation
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structure” stands for the design and arrangement of group cooperation or pair work.

Thirdly, “activity design” involves various forms of competition—individuals, teams and

so forth. Lastly, “encouraging positive retrospective self-evaluation and activity design”

represents the effective praise and self/peer evaluation and correction. The results of

MOLT indicated that there is a strong correlation between language teachers’

motivational practice and learners’ motivated learning behaviors. This scheme is crucial

and representative as it presents “empirical evidence concerning the concrete,

classroom-specific impact of language teachers’ motivational strategies” (Guilloteaux

and Dӧrnyei, 2008, p.72). Building on their findings, a different methodology, which

focuses on listening to students and teachers’ voices, is adopted to explore students and

teachers’ ELT experience in depth.

Essentially, the MOLT observation scheme (2008) was influenced by the coding

principles of Spada and Frӧhlich's (1985) Communication Orientation of Language

Teaching (COLT) Scheme. COLT was designed in two parts, with five parameters making

up Part A: “Activity, Participant Organization, Content, Student Modality, and Materials”

(p.26). The purpose of designing these five parameters was to “measure the extent to

which an instructional treatment may be characterized as communicatively oriented”

(p.29). On the other hand, Part B aimed to analyze verbal interaction within classroom

activities. Meanwhile, Dӧrnyei's (2001) motivational strategies framework functioned

as the inspiration for the development of MOLT. Motivational strategies can be divided

into two layers, instructional interventions applied by language teachers, and language

learners’ self-regulation strategies. Figure 3.1 is designed to demonstrate the four



58

dimensions involved in Dӧrnyei's (2001) motivational strategies framework

(Guilloteaux and Dӧrnyei, 2008, pp.57-58). Moreover, Dӧrnyei broke these

macrostrategies down further into more than 100 specific motivational strategies in a

2001 publication.

Figure 3.1 Dӧrnyei's (2001) motivational strategies framework

Apart from the discovery of language teachers’ and learners’ motivational correlation,

Guilloteaux and Dӧrnyei (2008) also highlight the meaningfulness of this exploration.

After decades of research concerning the definitions of motivation and its application to

language teaching and learning, more researchers have examined the pedagogical

implications of motivational strategies (Brophy, 2004; Alison and Halliwell, 2002;



59

Pintrich and Schunk, 2002; Dӧrnyei, 2001, 2006; Ginsberg and Wlodkowski, 2000;

Williams and Burden, 1997).

Guilloteaux and Dӧrnyei (2008) state the importance of a combination of individual and

group work in language learning settings, while Pintrich and Schunk (1996) identify the

differences between individual and group motivation, highlighting the factors of the

design and structure of tasks and the reward system of members. When collaborating in

teams, individuals achieve similar goals and maximize team efficiency when expecting

positive outcomes. As a result, students experience higher perceptions of ability and

motivation.

Six years after the development of MOLT, Nichols (2014) applied the MOLT Classroom

Observation Scheme to the context of Indonesia in order to record students’ alertness

and participation levels towards teachers’ implementation of motivational strategies.

Nichols further defined that if more than two-thirds of participants are engaged and

one-third of the class is eagerly volunteering, the motivational teaching strategy can be

considered to be successful. Adding together the total amount of time observers spent in

the setting, participants’ total number of minutes being engaged or volunteering were

added and divided by the total number of minutes. Overall, the statistics of students

engaging for 86.6% of class time met Nichols’ expectation, however, the significance of

the data would be of greater use if the observation is compared and controlled in the

setting. Nichols (2014, p.40) highlights further implications for this study, identifying

other “student-preferred” motivational strategies and gathering additional survey data
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for more motivational strategies, which will advance this research and foster intrinsic

motivation in Indonesian students.

Based on Guilloteaux and Dӧrnyei (2008)’s MOLT, Ellis (2009) provides a reader

response to MOLT. During the discussion, Ellis highlights the missing consideration of

why the variables are closely linked with motivation, a “theoretical rationale for the

choice of these variables” (p.105) requires further exploration and discussion. Also,

Guilloteaux and Dӧrnyei (2008, p.73) highlight the implications of future research upon

teachers’ motivational strategies, which verifies my concerns laid out at the beginning of

the discussion:

…hardly any research has been done to examine the extent to which

motivational strategies are culture specific (for a recent exception, Cheng and Dӧrnyei,

2007). It would be useful to know which aspects of a motivational teaching practice are

freely transferable across learning situations.

Essentially, teachers cannot influence learners’ intrinsic motivation. However, effective

and supportive teaching aids and atmosphere can contribute to improved student

motivation. Apart from motivation, other factors also influence the efficiency of SLA,

such as learners’ age, learning styles and teaching methods, which will be discussed in

further chapters. This section has discussed the development of motivation theories

within the field of SLA, the illustration of the MOLT model (Guilloteaux and Dӧrnyei,

2008) will assist further analysis of Chinese students and teachers’ motivation in ELT.
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3.2 Cultural differences within different learning contexts

3.2.1 Understanding the term “culture”

As this research focuses on Chinese students and teachers’ experience of ELT under

different cultural contexts, it is important for us to map how cultural differences

influence learners. Functioning as a “historically created system of meaning and

significance” (Parekh, 2006, p. 143) and a “collective programming” (Hofstede, 1991, p.

315), culture affects how “a group of human beings understand, regulate and structure

their individual and collective lives” (Parekh, 2006, p. 143). In this globalizing world,

individuals no longer exist in one particular culture; increasingly we live at the

interfaces of cultures (Kar and Tiina, 2017; Hermans and Hermans-Konopka, 2010;

Raggatt, 2000; Hermans and Kempen, 1998; Appadurai, 1990; Wolf, 1982).

When individuals enter another culture, the conflicts between different values and

thought patterns can be like “two icebergs colliding” (Weaver, 1993, p. 159) beneath the

water. Triandis (1972) presents the “iceberg analogy” of culture to emphasize the

analysis of internal or subjective aspects of culture. The terms of “internal culture” and

“external culture” are demonstrated by Hall (1976), similar to Freud’s exploration of

personality, who also illustrates his subject matter with an iceberg analogy, the

conscious mind represented by the tip of the iceberg, and the unconscious and

subconscious mind below the water level. Hall (1976) highlights that the only way to

gain insight into the internal target culture of is by actively participating in the target

culture. During this participating process, individuals gain more awareness and
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consciousness of their own cultures while the experience of the collision of different

cultures raises “to the conscious level that part of culture which is internal or

unconscious” (Weaver, 1993, p. 160). As Weaver (1993) further indicates, art, literature,

music and such is often called “high culture” which is embedded within the historical,

social, political and economic structures (See Appendix 5 for Weaver’s “iceberg analogy”

of culture). For sojourners, the most important part of culture is internal and hidden

(Hall, 1976) which “governs the behavior they encounter” (Weaver, 1993, p. 157).

Cultures, according to Hofstede (2001), can be categorized into five dimensions: “power

distance, uncertainty avoidance, masculinity, long-term orientation, and individualism”

(Apfelthaler et al., 2007, p. 18). Three years after Hofstede’s (2001) categorization, the

GLOBE study (House et al., 2004) took account of the following dimensions when

discussing culture: “power distance, uncertainty avoidance, collectivism I (institutional)

and collectivism II (in-group collectivism), human orientation, assertiveness, gender

egalitarianism, future orientation, and performance orientation” (Apfelthaler et al., 2007,

p. 18).

Two years after the categorization of the GLOBE study, Parekh (2006) indicated that

culture is composed of three different levels. Firstly, culture can be reflected in the

language, including how “syntax, grammar and vocabulary divide up and describe the

world” (Parekh, 2006, pp. 143-144). Next, culture is embodied in the social level with

“proverbs, maxims, myths, rituals, collective memories, jokes, body language, and modes

of non-linguistic communication, customs, traditions, institutions and manners of
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greetings”(Parekh, 2006, pp. 143-144). Lastly, culture can also be reflected through “arts,

music, oral and written literature, moral life, ideals of excellence, exemplary individuals

and the vision of the good life” (Parekh, 2006, pp. 143-144). According to Parekh (2006),

when subscribing or living by different cultural systems of meaning and significance,

individuals experience cultural conflicts. As individuals are deeply shaped and

influenced by their cultures, people find it “too much of a moral and emotional wrench

to give it up or radically revise it or even introduce into it the beliefs and practices of

another” (Parekh, 2006, p. 165) and other mainstream cultures can be difficult for

people to integrate.

Apfelthaler et al., (2007, p. 20) highlighted that the core element of culture is not merely

related to “geographical borders or ethnic borders” among others, rather it is about the

observation of individuals from different cultures or cultural groups, the interaction

between people from different cultural backgrounds, the exploration of cultural

similarities and differences (Apfelthaler et al., 2007; Weinert, 2004; Lenartowicz and

Roth, 1999; Adler and Bartholomew, 1992; Avruch and Black, 1991). Barro et al., (1998)

also state that culture is not “something prone, waiting to be discovered but an active

meaning-making system of experiences which enters into and is constructed within

every act of communication” (p. 83), while Eisechlas and Trevaskes (2007) challenge the

isolated interpretations of culture, focussing instead on its fluid, situational and

heterogeneous nature of culture.
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Understanding the dynamic constitution of culture and intercultural interactions

enables us to maintain the sensibility towards various cultural contexts and further

improve our cross-cultural skills (Eisechlas and Trevaskes, 2007; Weaver, 1993;

Triandis, 1972). When considering the concept of “culture” within the context of ELT in

China, it is of importance to understand Chinese learners and teachers’ perceptions and

attitudes toward intercultural knowledge. Moreover, it is necessary to find out how

students react to different cultural and learning contexts, as previous studies have

shown students can be challenged by language barriers (Yuan, 2011; Yan and David,

2009; Liu, 2002), lack of communicative skills (Wang, 2016; Shi, 2011) and negative

stereotypes (Zhao, 2005), which affect students negatively from different perspectives

(Wang, 2016; Chou et al., 2011). In this case, this research has designed questionnaire

and interview questions to gain more feedback in terms of intercultural knowledge and

experience of cultural differences from participants’ perspectives.

3.2.2 Studying abroad and experience of cultural differences

When individuals leave the context of their cultures of origin, when they lose “all

familiar signs and symbols of social intercourse”, trauma “precipitated by the anxiety”

may result (Oberg, 1954, p. 142). Interpreted as well as the replacement of familiar cues

and symbols of social intercourse (Wang, 2016; Lillyman and Bennett, 2014; Wang et al.,

2012; Brown and Holloway, 2008; Sobre-Denton and Hart, 2008; Hall, 1959), the

experience of cultural differences also involves the process of initial adjustment to a

new cultural environment (Presbitero, 2016b; Pedersen, 1995).
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As for students’ construction of identity within different cultural contexts, Lombard

(2014, p. 176) regards it as an “ongoing representation of ever-changing internalized

viewpoints”. Tran (2011) highlights the lack of focus on the solutions or suggestions for

international learners across different educational contexts, other scholars state that

students should participate more actively (Hwang et al., 2011; Ecclestone, 2004) rather

than regard themselves as victims of educational contexts within various cultural

backgrounds (Bartram, 2009).

Ryan (2009, pp. 53-54) vividly describes students’ experience of cultural differences as

follows: “students may become uneasy with this newness and feel uncertainty as their

habitual ways of seeing and thinking are questioned or thrown into disequilibrium”. It is

important for students to realize “we must learn to embrace uncertainty and face our

vulnerability” (Ting-Toomey, 1999, p. 8). Apart from a negative factor, stress can also

serve as a motivator for change within the processes of cross-cultural adaptation,

security vulnerability and stress adaptation (Ryan, 2009; Ting-Toomey, 2005; Wiseman

and Koester, 2001).

Apart from the original clinically oriented and medical model of sojourner adjustment,

researchers have gradually come to focus more on cross-cultural contact among

learners (Zhou et al., 2008; Ward et al., 2001; Bochner, 1986). Ward, Bochner, and

Furnham (2001) indicate that students who pursue education within different cultural

contexts are probably “the most intensely studied group in the cultural differences

literature” (Lombard, 2014, p. 174). With the impact of globalization, it is difficult to
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describe any academic environment “mono-cultural” anymore (Egmond, et al., 2013, p.

72). Learners’ behaviors are misinterpreted within different cultural contexts; moreover,

“observations of individuals are generalized for members of the whole group or

differing styles of communication lead to downgrading on oral or written exams”

(Egmond, et al., 2013, p. 72).

Students’ psychological and sociocultural adaptation can be largely influenced by their

experience of cultural differences (Forbush and Foucault-Welles, 2016; Presbitero,

2016b; Zhou et al., 2008; Berry 1997). As Berry (1997, p. 13) explains, adaptation is the

“changes that take place in individuals or groups in response to environmental

demands”. The psychological adaptation aspect involves the sense of identity, mental

health and overall life satisfaction while sociocultural adaptation consists of the ability

to cope with daily stresses in schools, workplace and other social contexts (Presbitero,

2016b; Ward, 1996; Ward and Searle, 1991). Positive and instrumental adaptation can

lead to successful sojourns while negative adaptation leads to unsuccessful sojourns

(Presbitero, 2016b; Smith and Khawaja, 2011; Brisset et al., 2010; Chiu, Wu, Zhuang, and

Hsu, 2009). When students experience cultural differences, they have a lower likelihood

of realizing their sense of identity and general life satisfaction, while the likelihood of

coping well with various stresses in different contexts is also lower (Presbitero, 2016b).

Considering the differences between home and visited country education systems, Kelly

(2012, p. 27) states that it is related to the “gap between assumptions within a host

country education system, beliefs about what constitutes knowledge, how it should be
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learned, taught and assessed”. While learning in different cultural contexts, students

may experience frustration and confusion because of different interpretations and

difficulties with study skills and lifestyles, an experience which is often more challenging

than anticipated (Newsome and Cooper, 2016; Coles and Swami, 2012; Campbell, 2010;

Hall et al., 2009; Cemalcilar et al., 2005; Devito, 2004; Tseng and Newton, 2002; Bowl,

2001; Zakaria, 2000; Harris, 1995). Thus, it is suggested that international student

officers should help with the adaptation to unfamiliar contexts (Wang, 2016; Hsu et al.,

2012; Arthur, 2004).

As for students’ adjustment issues within different cultural contexts, Tseng and Newton

(2002) categorize four key issues as follows: “general living adjustment

(accommodation issues and payment of living expenses), academic adjustment

(language problems and ignorance of the education system), socio-cultural adjustment

(experiencing cultural differences, discrimination and conflict of home and host

standards) and personal psychological adjustment (homesickness, alienation and loss of

identity)” (Kelly, 2012, p. 27). Overseas students can ease their social adjustment and

emotional satisfaction by attending informal activities (Abe et al., 1998; Redmond and

Bunyi, 1993; Rohrlich and Martin, 1991; Searle and Ward, 1990; Westwood and Barker,

1990: Pruitt, 1978).

Scholars also discuss the significance of studying abroad for higher education, in terms

of learning in a foreign country as an opportunity to gain experience rather than

abandon one’s cultural heritage (Newsome and Cooper, 2016; Tarry, 2011;
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Forbes-Mewett and Nyland, 2008; Kingston and Forland, 2008; Devito, 2004). With

sometimes conflicting cultural differences, student sojourners may be able to achieve a

deeper awareness of self and appreciate different cultures, encompassing a new cultural

position when individuals gain insight into both cultures (Newsome and Cooper, 2016;

Ryan, 2009; Forbes-Mewett and Nyland, 2008; Zhou et al., 2008; Devito, 2004; Kim,

2001). By going through stages of crisis, adjustment and recovery of cultural differences,

it is possible for individuals to reinforce their existing cultural values and beliefs.

3.2.3 Affective, Behavioral, and Cognitive (ABC) Framework for cross-cultural

learners

This study focuses on participants who are originally from China and currently pursuing

their higher education in the UK, who need to face challenges and opportunities as

cross-cultural learners. As presented earlier (See Figure 1.1), one of the research aims is

to explore students and teachers’ attitudes and perceptions towards intercultural

knowlegde; it is therefore necessary to understand how learners are influenced by

cultural differences.

Communicating and interacting within different cultures is psychologically intense for

individuals (Paige, 1993), as the adaptation to new cultural contexts requires learners to

be “emotionally resilient in responding to the challenges and frustrations of cultural

immersion. It also requires sojourners to be capable of utilizing their own

culture-learning skills to master appropriate target-culture behaviors and acquire the
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insider’s knowledge” (p. 1). In order to understand cultural differences, theories and

models are formulated to explain individuals’ experience within different cultural

contexts (Samuelowicz, 1987; Ballard and Clanchy, 1984). One of the most

comprehensive models is that incorporating affective, behavioral, and cognitive forms of

learning developed, by Ward et al., (2001). Contemporary theories and tests of cultural

differences are based on the ABC model explaining theoretical approaches to

sojourners’ adjustment on affective, behavioral and cognitive processes (Presbitero,

2016b; Lombard, 2014; Smith and Khawaja, 2011; Bennett, 2009, 2008; Zhou et al.,

2008; Ward et al., 2001; Lin and Yi, 1997; Ward and Kennedy, 1993a and 1993b; Searle

andWard, 1990).

Learning is required in all three dimensions as individuals’ behavioral capabilities are

influenced by their affective empathic awareness and cognitive consciousness. Moon

(2004) states that the affective dimension is related to individuals’ learning process in

five different ways: firstly, emotion influences the structure of knowledge, next, emotion

may be influenced in the process of learning, then, emotions that are not directly related

to learning can still facilitate or block learning. Lastly, there is the emotional insight

where the emotional orientation of individual changes. Figure 3.2 illustrates the three

dimensions of the ABC model by presenting the features of each dimension.
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Figure 3.2 Illustrative dimensions of ABCmodel (Killick, 2018, p. 88)

Firstly, the affective process aspect of cultural differences indicates the significance and

the appraisal of life changes, and the application of relevant solutions within the

cross-cultural experience in a foreign country. Variables that may influence individuals’

ability to deal with the stresses associated with moving to an unknown and unfamiliar

location (Presbitero, 2016b), include, for example, degree of individuals’ life change (Lin

et al., 1979); cultural-related knowledge and thoughts (Furnham, 1993; Ward and Searle,

1991); personality and cultural identity (Ward and Kennedy, 1992; Ward and Searle,

1991); social support (Lombard, 2014; Hannigan, 1997; Tanaka et al., 1997; Deshpande

and Viswesvaran, 1992; Adelman, 1988; Bochner, 1982); cultural distance (Ward and

Kennedy, 1994, 1993a, 1993b and 1993c); length of residence in the host culture and

context (Ward et al., 1998; Klineberg and Hull, 1979). Almost all students encounter

cultural-related stressors when they enter into to different cultural contexts, for
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instance, language barriers, discrimination, and loneliness (Lombard, 2014; Smith and

Khawaja, 2011; Lin and Yi, 1997).

Next, the behavioral aspect of cultural differences is developed based on the theory of

cultural learning (Presbitero, 2016b; Lombard, 2014; Zhou et al., 2008; Popadiuk and

Arthur, 2004; Furnham and Bochner, 1986). Researchers believe that intercultural

contact functions as skilled and organized performance (Lombard, 2014; Argyle, 1969).

By responding to practical guidelines, individuals are learning to manage their

experience of cultural differences with culture-specific skill sets and knowledge of their

unfamiliar sociocultural environment. Cultural learning indicates individuals’

understanding of the behavior and attitudes in the host country, which may include, for

example, social skills like gift-giving, etiquette, and non-verbal communication like body

contact (Lombard, 2014; Ward et al., 2001). Students learning in different cultural

contexts must undergo behavioral adjustment and learn about social norms in their new

settings (Presbitero, 2016b; Lombard, 2014; Zhou et al., 2008).

Moreover, an individual’s second language proficiency communication competence are

at the core of all cultural learning approaches and sociocultural adaptation as an

individual’s ability in adapting to a new cultural setting is influenced by the assumed

relationship between individual’s language proficiency and sociocultural adaptation

(Sam and Berry, 2010; Masgoret and Ward, 2006; Ward and Kennedy, 1999). This

cultural learning theory is applied to identify cultural differences in communication

(both verbal and non-verbal), rules, conventions, norms and practices that are
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influential in multi-cultural misunderstandings and misinterpretations, which can result

in the possibility of minimizing potential challenges or problems (Sam and Berry, 2010).

Lastly, the cognitive aspect of cultural differences is related to the theory of social

identification and self-perception (social identity developments and intergroup

relations processes) of cross-cultural travellers (Presbitero, 2016b; Lombard, 2014;

Zhou et al., 2008; Ward et al., 2001). Changing to a different cultural context can lead to

anxiety for students, which is closely related to students’ recognition of identity (Zhou et

al., 2008). Many students experience prejudice and discrimination when they interact

with host nationals (Kwon, 2009; Zhou et al., 2008; Zhao, 2005; Sodowsky and Plake,

1992; Stroebe, Lenkert, and Jonas, 1988).

The engagement of the ABC dimensions is not merely about the influences of the

learning process, it is also related to individuals’ appropriate affective capabilities such

as motivation, comfort level, and engagement. As Killick (2018, p. 89) states, “learning to

feel comfortable with ambiguity created within the process of learning is a necessary

capability for the global graduate in a multicultural and globalizing world, and also for a

student whose learning takes place among diverse others”. This ABC dimensions will be

applied to further data analysis in terms of participants’ perceptions of intercultural

knowledge and experience of cultural differences.
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3.2.4 Acculturative stressors and Chinese students

In terms of acculturative stressors, students have various reactions towards the

exposure to a new and unfamiliar set of beliefs, values, and educational requirements

and expectations, which include sociocultural problems and emotional pressures such

as academic concerns (Zhang, 2016; Huang, 2012; Wei and Su, 2012; Wu and Mak, 2012;

Gu, 2011; Ying, 2005; Swagler and Ellis, 2003; Yeh and Inose, 2003; Lin and Yi, 1997),

self-blame (Khawaja and Dempsey, 2008 and 2007), somatic complaints (Mori, 2000) or

even depression (Wu and Mak, 2012; Wei et al., 2007; Rahman and Rollock, 2004).

When relating acculturation to the field of Second Language Acquisition (SLA),

Schumann (1986) states that acculturation is “the social and psychological integration of

second language learners with the target language group” (p. 379). Chinese L2 learners

may face challenges in the exposure to the new target culture because of cultural

differences (Gass and Selinker, 1994; Clément, 1987). For example, in terms of

communicative competence, Chinese students face more challenges than other L2

learners even though Chinese students have learnt English in their K-12 schools (He and

Hutson, 2018; Wei and Su, 2012).

Apart from lack of confidence, experience of learning shock and weak academic

competency (Huang, 2012; Durkin, 2011; Griffiths, Winstanley and Gabriel, 2005), the

sharp differences in cultural values and practices can also result in pressure and anxiety

for many Chinese students (He and Hutson, 2018; Rahman and Rollock, 2004; Leong and

Chou, 1996). Chinese students learning abroad are more likely to experience anxiety,
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stereotypes and prejudice compared to European international students (He and Hutson,

2018). Moreover, results of research indicate that with more social support, Chinese

international students are more likely to cope with acculturation stress and problems

(He and Hutson, 2018; Tsai andWong, 2012; Ye, 2006).

According to García (2001), acculturation refers to an individual’s process of adaptation

and socialisation to the target culture. Traditionally speaking, class sizes of 50 to 60

students are very common in China; teaching generally focuses on writing and

grammar rather than speaking practices. Thus, students still learn by rote with few

opportunities to speak in class, which makes the process of acculturation for Chinese

students who choose to study abroad especially challenging. Chinese L2 learners need to

make both social and psychological adjustments to the new culture and target language.

During the process of acculturation, Chinese L2 learners improve their basic

communication skills and practice in interacting with native speakers, a process which

can alleviate Chinese L2 learners’ Foreign Language Anxiety levels (Cheng and Erben,

2012). Surprisingly, it is not the amount of time spent in the host country that

determines successful acculturation. Through a process of acculturation students

acquire improved second language skills as well as culture aptitude, through

participation in social events (García, 2001; Thompson, 1996).

3.2.5 Positioning within different cultural contexts

The concepts of “position” and “positioning” were introduced by Hollway (1984) in the

analysis of the construction of subjectivity in the aspect of heterosexual relations.
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Hollway (1984) states, “these positions are in relation to other people. Like the subject

and object of a sentence…women and men are placed in relation to each other through

the meanings which a particular discourse makes available” (p. 236).

According to Harré and Van Langenhove (1999, pp. 1-2), “the study of local moral orders

as ever-shifting patterns of mutual and contestable rights and obligations of speaking

and acting has come to be called ‘positioning theory’ ”. Technically, a position can be

structured in various ways which “impinges on the possibilities of interpersonal,

intergroup and even intrapersonal action through some assignment of such rights,

duties and obligations to an individual as are sustained by the cluster (Harré and Van

Langenhove, 1999, p. 1). When facing different people and settings, individuals adjust

themselves to various contexts. For example, individuals apply the “self” of personal

identity to illustrate personal viewpoints while they also have “selves” to represent

interpersonal interactions in daily life as “each community has its repertoire of

recognizable and acceptable person-types (Harré and Van Langenhove, 1999, p. 7).

When individuals move to different cultural contexts, their I-positions may be

challenged, they may encounter self-conflict, self-criticism, self-agreement and

self-consultancy; intercultural contact can be a pleasant or unpleasant experience for

people (Hermans and Hermans-Konopka, 2010). As stated, “it is in and through

language that man constitutes himself as a subject, because language alone establishes

the concept of ‘ego’ in reality” (Van Langenhove and Harré, 1983, p. 16).
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3.2.6 How do Chinese students face cultural differences’ challenges?

Chinese students may go through hardships in the course of their international students’

journey, including various challenges such as language barriers (Yuan, 2011; Yan and

David, 2009; Liu, 2002), lack of communicative skills (Wang, 2016; Shi, 2011) and

negative stereotypes (Zhao, 2005) which can adversely impact students (Wang, 2016;

Chou et al., 2011). Cultural differences also pose challenges towards international offices

and faculty who interact with Chinese students (Wang, 2016; Bartlett and Fischer, 2011).

For example, difficulties in communication and understanding each other between

Chinese students and faculties, Chinese students’ active engagement with tutorials and

discussion with faculties, and Chinese students’ non-academic affairs’ support provided

by international offices.

Chinese classrooms are more teacher-dominated, with students expected to passively

listen to their teachers quietly and take notes (Wang, 2016; Guan and Meng, 2007; Song

et al., 2005; Su, 1989), it is regarded as impolite or unacceptable for students to

challenge teachers’ authority. Individualism and collectivism are the two types of social

organization that affect individuals’ classroom communication, interactions and Power

Distance (PD) (Ward et al., 2001; Triandis, 1990; Hofstede, 1980). Students from high

PD cultures are less likely to ask questions, debate and challenge teachers to avoid the

loss of face, and are more likely to show respect to teachers and tend to maintain formal

relationships with teachers. Thus, Chinese students also need to fight with learning
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shock (Wang, 2016; Griffiths et al., 2005) as they are not familiar with learning and

teaching methods together with teachers’ expectations in a different cultural context.

Domonic (2011) indicates that many students hold strong

pre-conceptions/assumptions about British culture and the social environment before

they arrive, while Sobre-Denton and Hart (2008) also highlight the negative influences

of students’ prior inaccurate assumptions. Thus, it is necessary to guide and support

students to realize the cross-cultural stereotypes (Evans and Stevenson, 2011; Lillyman

and Bennett, 2011; Zhou et al., 2008; Cortazzi and Jin, 1997; Pratt, 1991; Bond, 1986).

Cortazzi and Jin (1997) also highlight that Chinese and British students hold differing

assumptions about student and teacher roles in the classroom. Chinese students regard

a good teacher as a knowledgeable model or even a moral model for students to learn

from, while a good student in China should respect teachers and learn from teachers. On

the other hand, a good teacher in the UK should be a facilitator and an organizer while

students should actively participate and engage in critical and creative thinking (Zhou et

al., 2008).

Traditional Chinese cultural values play an important part in the developments of

Chinese students’ assumptions and learning styles (Wang, 2016; Kitayama et al., 2007;

Marsella and Yamada, 2007; Robertson, 2006; Sue and Sue, 1990). Traditional Chinese

culture emphasizes individuals’ responsiveness to expectations, concern about others

and reputation. As Mesquita and Leu (2007, p. 734) illustrate, “cultures not only play a
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big role in the cognition and motivation of individuals, but also regulate one’s emotions,

because “emotions [are] social, relational phenomena, rooted in collective meanings”.

In order to understand Chinese students’ cultural backgrounds, there are two traditional

Chinese cultural values, which require further exploration, as they influence Chinese

learners deeply; these are mianzi and filial piety. Mianzi (face) occupies a high value in

Chinese society as it represents individuals’ social position and expectations from others.

Chinese students’ silence in international classrooms is partly because of a face-saving

approach where students seek to secure themselves against criticism (Luchini, 2006;

Robertson, 2006; Wang, 2006; Tedeschi and Riess, 1981). According to Confucian values,

“the society is hierarchically structured with due respect shown for age, seniority and

rank” (Luchini, 2006, p. 199), thus, filial piety (a traditional value of family obligation)

highlights that in order to realize familial fulfillment, Chinese students prioritize parents

and family’s expectations, which also increases Chinese students’ pressure (Wang, 2016;

Ang and Liamputtong, 2008; Robertson, 2006; Zhan and Montgomery, 2003; Hwang,

1999).

Functioning as the core ideology and guiding principal for Chinese people, the Confucian

idea of filial piety is predicated on the idea that one’s body exists because of one’s

parents; individuals’ lives are the continuation of their parents’ physical lives: 身体发

肤，受之父母，不敢毁伤，孝之始也 (Translated: Our body, with hair and skin, is derived

from our parents. One should not hurt one’s own body in any situation. This is the

starting point of filial piety) (Hsiao Ching, Chapter 1: The Starting Point and the
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Principles). Filial piety “encompasses a broad range of behaviors, including children’s

respect, obedience, loyalty, material provision, and physical care to parents that passes

from generation to generation” (Zhan and Montgomery, 2003, p. 210). The expectations

of acting in a way that ensures familial, rather than individual fulfillment can make

Chinese students diligent and ambitious, resulting in great pressure (Wang, 2016).

These two key traditional Chinese cultural values directly and indirectly affect Chinese

students’ learning journey, which will be reflected upon further within the data analysis

chapters.

3.2.7 Further discussion about different cultural systems of learning

When applying positioning and stereotyping theories to the contexts of international

students (especially Chinese students)’ experiences of cultural differences, it is

necessary to explore the origins and further developments of different education

systems (Greenholtz, 2003; Tweed and Lehman, 2002; Trumbull et al., 2001; Jin and

Cortazzi, 1998; Cortazzi and Jin, 1996a and 1996b). Western education emphasizes

generating arguments and counterarguments, which is influenced by the philosophical

tradition of Socrates (470-399 B.C.) (Egmond et al., 2013; Greenholtz, 2003; Tweed and

Lehman, 2002; Jin and Cortazzi, 1998; Cortazzi and Jin, 1996a and 1996b).

Just as the ancient Greek philosophy shapes western values, the influential figure of

Confucianism (551-479 B.C.) inspires Chinese values in terms of conceptions of learning.

As previously discussed, Confucianism functions as a system of behavioural principles;

one has to “adhere to in order to maintain harmonious social relationships” (Egmond et



80

al., 2013, pp. 73-74). This eastern philosophical tradition highlights respectful learning:

“Before one was thought to be eligible to question the words of authority figures, a

strong emphasis was placed on studying their works and writings first” (Egmond et al.,

2013, pp. 73-74).

Jin and Cortazzi (Cortazzi and Jin, 2001, 1996a and 1996b; Jin and Cortazzi, 1998, 1995,

1993; Jin, 1992) have conducted empirical studies to compare perceptions and

behaviors of British and Chinese students (Hammond and Gao, 2002; Trumbull et al.,

2001; Ward et al., 2001). Table 3.1 shows the comparison between learning cultures in

China and UK. Learning for Chinese students is regarded as a life-long process to achieve

an “ideal” moral state (Egmond et al., 2013, p. 75). Although this “ideal” moral state can

never be reached, virtues like “diligence, self-exertion, endurance of hardship,

perseverance, and concentration” (Egmond et al., 2013, p. 75) influence and guide

Chinese students within the learning process.
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Chinese learning cultures British learning cultures

Philosophical

origins

Confucius (551-479 B.C.)
Regard learning as holistic

cognitive processes;
Structure-oriented learning

and teaching

Socrates (470-399 B.C.)
Regard learning as cognitive
and analytic processes;

Mind-oriented learning and
teaching

Features

Knowledge from authority Skills in communication and
learning

Collective consciousness Individual orientation

Teaching and learning as
performance

Teaching and learning as
organization

Learning through practice and
memorization

Learning through interaction
and construction

Listener/reader responsibility
for communication

Speaker/writer responsibility
for communication

Hierarchy relations, face,
respect, agreement, harmony

Horizontal relations, equality,
informality, discussion,
argument, challenge

Single solution and assumed
acceptance

Seeking alternatives and
critical evaluation

Passive participation Active involvement

Teachers as model and centre Teachers as organiser

Table 3.1 Contrast learning cultures in China and UK, combined tables of Cortazzi

and Jin (1996a) and (1997)

Traditional Chinese cultural understandings of learning are composed of four sections,

lifelong pursuit, which indicates learners should pursue lifelong learning (学海无涯苦作
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舟 , there is no boundary to learning); Heart and mind for wanting to learn, related to

learners’ attitude and mindset; Humility, the core attitude towards learning in

Confucianism (modest people regard learning as their lifelong act) (Robertson, 2006; Li,

2003, 2002 and 2001; Lee, 1996; Tu, 1979); Desire relates to learners’ wish to improve

themselves in learning. In Chinese tradition, learning is hardly regarded as a fun activity,

but rather one which requires disciplines (Li, 2003; Li, 2001; Chao, 1996; Lee, 1996;

Mencius, 1970). Confucianism regards learning as the only pathway to reach the highest

goal of life: self-perfection (Li, 2003, 2002 and 2001; Lee, 1996; Yu, 1996 Tu, 1979).

Egmond et al., (2013) indicate that in order to adhere to cultural aims to develop oneself

morally and socially, Chinese learners are taught to cultivate specific attitudes towards

learning. In contrast, UK learners primary consideration is achieving personal insight

and thinking critically as a motivation and main focus within the teaching and learning

process (Li, 2003). Learners’ classroom behaviors can be an important indicator of how

students approach learning tasks, where active learners are believed to be “deep

learners”, as it is believed active classroom participation requires relatively higher

levels of cognitive engagement (Biggs, 1999). In line with this, quiet learners are often

regarded as “surface learners”, as they depend on memorizing and note taking. This

polarized view of learning styles cannot be justified based on the complexity of

intercultural learning cultures and habits (Feng, 2008). Bhabha (1994, p. 136) also

states that culture is on the one hand “dynamic, ambivalent and even self-contradictory”,

while on the other hand it has its “seriality, its progress, its customs and coherence”.
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Collectivist culture and Confucian legacies are most commonly citied in discussing the

supposedly passive nature of Chinese learners (Egmond et al., 2013; Cheng and Guan,

2012; Littlewood, 1999; Cortazzi and Jin, 1996; Ho and Crookall, 1995). Chinese learners

are more silent in class compared to their UK classmates (Cheng and Guan, 2012; Clark

and Gieve, 2006; Kennedy, 2002; Scollon and Scollon, 2001; Olaussen, 1999). Hu (2002)

highlights the distinction between verbal and mental activeness. Not being verbally

active does not mean Chinese students cannot be mentally active in class as Chinese

students might be quiet and independent learners.

Faculty members and students differ in terms of attitudes towards the need for access to

intercultural resources, with faculty not perceiving a need for intercultural training

neither for themselves nor for students, while students identify the need for the training

for themselves and for their professors (Li, 2003). Li highlights the high possibility of

misunderstanding or even more serious, conflict in daily learning and teaching in an

international academic context is high. As faculty themselves can also be influenced by

their own cultural backgrounds, Li (2003) indicates that more support should be

provided for teachers who face diverse student groups, including for issues of

“communication, explicitness, language, feedback, teaching methods and culturally fair

grading” (Cheng and Guan, 2012, p. 84).

With the discussion of this section, a more nuanced view of culture has been established

to assist further understanding of participants’ perspectives, including students’

experiences of cultural differences within varied cultural contexts, application of ABC
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Framework to cross-cultural learners, Chinese students’ acculturative stressors and the

influences of traditional Chinese cultural values. Illustrating and discussing these key

concepts has helped us to build a solid foundation to achieve better understanding for

further discussion about Chinese learners and teachers’ voices in terms of intercultural

knowledge within ELT.

3.3 Group work

3.3.1 Positive and negative impacts of group work

While considering the application of group work within Chinese classrooms, students

and teachers’ voices have not been explicitly discussed in the literature. Thus, an

exploration of students and teachers’ feedback on the application of group work within

ELT is a key research aim of this thesis (See Figure 1.1). Listening to teachers’ and

learners’ perceptions of using group work within the process of ELT will provide more

opportunities to engage students and create an inclusive learning environment.

Regarded as a valuable and critical teaching method in Western higher education

systems, group work can impact positively on students’ interest in subjects, self-esteem,

achievement, attendance and transferable skills, such as cooperating effectively with

other students, leadership, management techniques and communication skills (Hung

Lau and Jin, 2019; Taylor, 2011; Mahenthiran and Rouse, 2000; Johnson and Johnson,

1998a and b).
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At the same time, the negative impact of group work should also be taken into account,

which includes the imbalanced division of labor, minimum contribution of some

participants, personality conflicts, low cohesiveness or team spirit with limited

motivation (Hung Lau and Jin, 2019; Davies, 2009; Campbell and Li, 2006; Ford and

Morice, 2003). Moreover, Hung Lau and Jin (2019) highlight the limited amount of

research examining group work conducted within East Asian contexts, such as China.

3.3.2 Internal and external influential elements promoting group work in China

According to Li et al., (2014), there are two influential elements that promote the

application of group work in Chinese classrooms. Internally, the Chinese government

introduced educational reforms, which reinforced the importance of group work at all

education levels in the Chinese education system, primary, secondary and tertiary

sections (Li et al., 2014; The Ministry of Education, 2001).

Externally, group work is increased due to the increasing number of Western university

campuses established in China, accompanied by the introduction and import of

well-established Western educational approaches and practices to provide students

with better preparation for further study (Li et al., 2014; Guan and Tan, 2011; Chen and

Hird, 2006; Miller and Aldred, 2000; Huang, 2003; Ellis, 1996; Kramsch and Sullivan,

1996; Tang, 1996). Currently the use of group work is promoted within various subject

fields in Chinese education, such as English as a Foreign Language (EFL) (Guan and Tan,

2011; Chen and Hird, 2006), Economics (Zhang, 2012), Computer Studies (Song, 2012)
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and Mathematics (Zhou, 2011). Teachers’ attitudes towards using group work have

been reported; however, the perspective of students is not equally discussed, especially

in relation to student-initiated group work (Li et al., 2014; Li et al., 2010; Tang, 1996).

Thus, this research will equally seek students and teachers’ experiences and feedback

about conducting group work within the process of ELT.

3.3.3 Chinese traditional culture and its impact on group work

With a lack of relevant training in active and critical learning, Chinese students are used

to structured rote learning, memorization and self-study for exams at the expenses of

creativity; they find group work uncomfortable due to the high uncertainty avoidance

(Hung Lau and Jin, 2019; Wang, 2012; Phuong-Mai et al., 2006; Chan, 1999;

Trompenaars and Hampden-Turner, 1998). Traditional Confucian beliefs and values

affect Chinese students’ attitudes and preferences. Firstly, one of the key traditional

Confucian beliefs, self-effacement (谦虚 /谦逊 , qianxu), which highlights individuals’

considerable level of humility and balance, inevitably inhibits students from eliciting

constructive opinions from their peers (Chen and Hird, 2006; Flowerdew, 1998). Next,

face-saving (要面子, mianzi) habit is perceived as the major element that contributes to

the Chinese culture of harmony and politeness, in which “both parties acknowledge the

fault and accept the blame, [and] no rancour [is] left behind to ferment resentment and

future violence” (Chen and Hird, 2006; Fang, 2003; Gabrenya and Hwang, 1996;

Flowerdew, 1998; Cooper, 1990, p. 78). When working in groups, Chinese students face

the potential risk of “losing face” if they are challenged and questioned, meanwhile, they
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also tend to avoid challenging other team members to avoid being aggressive or

inconsiderate (Gao, Ting-Toomey, and Gudykunst, 1996).

Lastly, the principles of ritual (礼 , li) and implicitness (含蓄 , hanxu) are reflected as

Chinese students’ unwillingness to be involved in argumentative discussion, avoidance

of challenging hierarchies and their usage of indirect communication, leaving some

things unspoken out of a sense of respect for others (Fung, 2014; Wang, 2012; Valiente,

2008; Flowerdew, 1998; Ting-Toomey, and Gudykunst, 1996; Hall, 1989). Moreover,

Chinese students’ silence is rooted in the Chinese ideology that “a tall tree catches the

wind”; similar to “tall poppy syndrome” in western (specifally UK) conetxts, students

believe that a person who appears to show-off is more likely to be disliked, thus,

students try to avoid being self-congratulatory and instead maintain their modesty

(Wang, 2012). As a result, Chinese students’ opinions, comments and worries about

wasting other students’ time are often not expressed, which leads to more silence in

terms of classroom engagement when compared to other students (Wang, 2012; Chen

and Hird, 2006; Hu and Grove, 1999).

For Chinese students, study has been regarded as a personal endeavour which leads to

success and honor in the traditional Chinese culture, as intellectuals in the ancient times

studied hard and used the imperial examination to advance their own social class (Hung

Lau and Jin, 2019; Cheng, 1994; Bond, 1992). Moreover, Chinese students regard

listening to teachers as a more effective method compared to learning from their
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classmates (Wang, 2012; Li and Campbell, 2008; Fan, 2000; Volet, 1999; Cortazzi and Jin,

1996).

This traditional view of passive individual study aligns Confucian values of harmony and

cooperation (Kirkbride and Tang, 1992) as group work is not particularly promoted or

encouraged in the Chinese education system (Hung Lau and Jin, 2019; Cooper, 2004;

Pepper, 1996). Figure 3.3 indicates the traditional Chinese collectivist culture and

individualist western views of learning. Confucian cultural values are projected upon

collectivist culture (Tang, 1996), which emphasizes companionship (Signorini et al.,

2009; Jiang, 2006), emotional interdependence (Li et al., 2014; Kirkman et al., 2006;

Darwish and Huber, 2003), and prioritizes the promotion of the larger group’s interest

before the individual (Li et al., 2014; Signorini et al., 2009).

Correspondingly, the growing trend of Chinese students’ preference towards greater

individuality also reflects students’ individual strengths and efforts (Phuong-Mai,

Terlouw, and Pilot, 2006; Volet and Ang, 1998; Cortazzi and Jin, 1996). It is argued that

students’ individuality preference is also strongly related to Chinese universities’

overreliance of traditional instruction, exams and skill training (Wang, 2012; Zhou,

2006).
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Figure 3.3 Contradiction of collectivist and individualist reflected upon group

work in Chinese classrooms

From primary to tertiary education in China, students are grouped together and it is a

tradition that better students should tutor weaker students in class, from daily modules

to exam preparation; thus, students’ tasks are not equally distributed and normally it is

capable students who shoulder more tasks to ensure good group performance (Hung

Lau and Jin, 2019; Yeung and Fu, 2011; Littrell, 2005). Full participation and

contribution of all team members should be properly enabled and in this case, task

design should promote all team members’ participation (Hung Lau and Jin, 2019;

Barkley et al., 2005; Thompson, 2004; Johnson et al., 1998).

3.3.4 Chinese students’ group work in UK universities

Chinese students have opportunities for more engagement with group work when they

begin their studies in Western universities, where group work is a common teaching
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method (Li et al., 2014). Before commencing study in the UK, Chinese students

previously regarded teachers and tutors’ guidance and suggestions as the most crucial

factors to assist their academic performance (Wang, 2012). However, their beliefs are

shaken by different UK approaches and emphasis on critical, independent thinking and

group work. In this sense, students can apply adaptive strategies and attitudes in

learning, becoming more responsible and mature to meet their learning needs and

challenges (Wang, 2012). Apart from obtaining Chinese students and teachers’

experiences of participating in group work in the Chinese tertiary context, this research

also seeks Chinese students and teachers’ feedback on group work in the UK tertiary

context. Drawing on this data, the differences between these two learning contexts and

the application of group work will be discussed in detail.

Cognitively, international students, especially Chinese students, gradually come to

regard group work as an important part of learning (Wang, 2012); meanwhile they also

become more comfortable sharing opinions and comments, braver in terms of

contributing equally among their team members. Moreover, English-speaking peers’

encouragement supports Chinese students to cultivate their self-confidence, willingness

to participate, and interpersonal communication skills (Wang, 2012; Schweisfurth and

Gu, 2009; Volet, et al., 2009; Li and Campbell, 2008). In comparison with their

English-speaking peers, Chinese students are more easily persuaded in arguments,

partly because of their hesitance to volunteer answers, interrupt, or provide comments

(Wang, 2012; Holmes, 2004).
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In discussing these tendencies of Chinese students, various scholars highlight the

importance of teachers’ guidance in terms of promoting effective student group work.

Firstly, teachers should provide students with detailed objectives for the collaborative

tasks, and extra step-by-step guidance to help students transform from passive to active

learners (Hung Lau and Jin, 2019; Chan, 1999). Next, teachers’ design of group work

tasks should take students’ personalities into account as task types have a moderating

effect on students’ group performance (Hung Lau and Jin, 2019; Howard and Brakefield,

2001; Steward and Barrick, 2000; Chan, 1999; Straus and McGrath, 1994; Davis, 1993).

Lastly, proper guidance and assistance from teachers helps to maintain harmony and

equal participation among students. By providing students with a positive and

supportive teamwork atmosphere, and offering guidance on distribution of tasks,

teachers ensure the full autonomy of students during the group work process (Hung Lau

and Jin, 2019; Barkley et al., 2005; Chan, 1999; Millis and Cottell, 1998; Johnson et al.,

1991).

This section has provided us with a comprehensive illustration and discussion about the

positive and negative impacts of group work, internal and external factors influencing

group work in China, as well as Chinese traditional cultural values and their impact on

group work in the ELT classroom. Moreover, Chinese students’ adaptation to group

work in the UK tertiary context has also been underlined. Understanding these key

concepts will assist us in further discussion about Chinese students’ and teachers’

feedback on group work in China and UK ELT contexts.
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3.4 Student-teacher interaction

As shown in Figure 1.1, this study aims to explore Chinese students and teachers’

perceptions of student-teacher interaction and how their interaction influences the

process of ELT. Thus, it is important to understand teachers’ beliefs, how traditional

Chinese culture affects Chinese students in different learning contexts, and how mental

health influences Chinese learners’ interaction with teachers.

Since the 2000s, numerous studies on student-teacher relationships and interaction

have emerged in which it has been observed that Chinese university students

demonstrate a high level of respect for university teachers, while the level of

student-teacher interaction is lower than students’ expectations (Cen, 2013; Zou and

Luo, 2007; Li, 2004; Li and Zhang, 2004; Tang, 2003). According to Confucianism, the

teacher-student relationship is one of three most important relationships in Chinese

society; with the other two being emperor-people and parent-son (Cen, 2013; Lee,

1996).

The agency and relatively high Power Distance (PD) of teachers are two evident

elements in Chinese school culture as agency is one of the important factor prioritized

by Chinese teachers (Sun et al., 2018; Hofstede et al., 2010). Apart from providing

students with academic knowledge, teachers also focus on students’ personal and

all-round developments (Cen, 2013; Chen, 2007; Gao and Watkins, 2002 and 2001).

Moreover, teacher dignity and student respect for teachers are commonly expected in
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Chinese learning and teaching culture, where teachers stand in front of students while

students obey teachers without question (Wei et al., 2009; Song et al., 2005).

3.4.1 Teachers’ beliefs

In order to understand student-teacher relationships and interaction in the context of

Chinese schools, it is important to explore teachers’ beliefs about professional identity.

As the profession of teaching is experiencing a transition from traditional one-way

knowledge transmission to students’ active engagement and discussion with teachers

seen more as facilitators, the established professional identities and roles of teachers in

the classroom are challenged (Wang and Du, 2014; Du and Kirkebæk, 2012; Phipps and

Borg, 2009; Motschnig-Pitrik and Holzinger, 2002). Teachers beliefs can influence their

teaching practices (Kember, 1997); for example, teachers’ cultural backgrounds,

educational and professional experiences and teaching contexts contribute to the

formulation of their teaching beliefs as well as their design and delivery of knowledge

(Wang and Du, 2014; Wang and Jensen, 2013; Du and Kirkebæk, 2012; Garmon, 2005;

Peacock, 2001).

The relationship between teachers and students in China is more like that of parents

and their children; a sense of respect for hierarchy and authority is embedded within

this traditional perspective (Wang and Du, 2014; Pratt et al., 1999). Moreover, Chinese

teachers lack opportunities for interactive and informal activities with students outside

of the classroom (Wang and Du, 2014; Watkins and Biggs, 2001).
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3.4.2 Collectivist Chinese cultures andmicrosystems

Secondary school and university classrooms in China are characterized by large class

sizes and an emphasis on students’ rote learning. A head teacher is meant to guide

students as a cohort (班 , ban); though there is no longer a formal cohort in university,

the concept of cohort still affects students (Cen, 2013; Min, 2004). For Chinese students,

there are three main microsystems in Chinese university, which are classes, cohort

relationships and student organizations. During the four years’ of university study and

life, students of the same cohort develop a sense of unity and “stickiness” by sharing the

same study and living space (Cen, 2013). The influences of cohort format and

collectivism will be further discussed by Chinese students and teachers involved in this

research.

Chinese students hold fewer preferences of individualism compared to students in other

countries (Hofstede and Hofstede, 2005; Hofstede, 2001). The importance of the larger

group isupercedes individuals; according to collectivist culture, students should be quiet

unless being asked, thus, a higher degree of teacher dominance and control are

promoted under the collectivist culture of learning and teaching in China (Wei et al.,

2015; Hofstede, 2001).

Within the learning culture and context of traditional Confucian heritage, Chinese

students’ perceptions and expectations of learning and teaching are changing (Wei et al.,

2015; Chan and Rao, 2009; Watkins and Biggs, 2001 and 1996; Cheng, 2000). Students
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increasingly prefer less dominant teachers and express their needs for developments

through self-study opportunities supported by teachers (Wei et al., 2015).

3.4.3 Studying in the UK and Chinese students’ mental health

Resulting from organic, genetic, psychological or behavioural influential factors,

individuals who are suffering from mental health face challenges of distress and its

negative influences on work and study (Chen et al., 2018; Parekh, 2015). The term

mental health indicates emotional flexibility, which empowers us to enjoy life and to

cope with pain, disappointment and sadness, and maintain a fundamental belief in

ourselves, and others; it allows us to participate effectively and contribute to our

community and society (Chen et al., 2018; Parekh, 2015).

Coming from diverse cultural and religious backgrounds, students are posed with

various challenges when choosing to study and live abroad. During the process of

adjusting to the new learning and living environment, students may be challenged

because of insufficient language skills. Moreover, their academic achievement is also

impacted by anxieties related to studying abroad and having limited chances to visit

their home countries (Chen et al., 2018; Royal College of Psychiatrists, 2016). With this

in mind, this research also involves discussion with Chinese students about maintaining

healthy physical and mental well-being while studying in UK tertiary contexts.

By considering teachers’ beliefs, Collectivist Chinese culture and microsystems, and

Chinese students’ mental health when studying in the UK, this section has developed the
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discussion about student-teacher interaction by considering cultural traditions, which

will be further applied in data analysis chapters.

3.5 Foreign Language Anxiety (FLA)

3.5.1What is anxiety and FLA?

In order to improve assistance and guidance for Chinese students, it is important to

listen to learners and understand their worries and fears in ELT. Thus, as one of the key

research aims, this research discusses challenges encountered by Chinese learners and

difficulties in ELT.

Viewed as a major potential problem within the learning process and discussed since

1970s, anxiety is defined as “a state of apprehension, a vague fear” (Scovel, 1978, p. 134).

Chinese learners’ emotional feelings towards their L2 learning process affect their

learning outcomes, as research evidence demonstrates that anxiety functions as one of

the most influential variables for Chinese learners’ L2 performance (Huang and Zhang,

2016; Jin et al., 2015; Liu and Ni, 2015; Zhang, 2014; Liu and Jackson, 2008).

When conceptualising Foreign Language Anxiety, Horwitz, Horwitz and Cope (1986)

highlight that FLA is situation-specific and in a later study (1991) illustrate this notion

as a “distinct complex of self-perceptions, beliefs, feelings, and behaviours related to

classroom language learning arising from the uniqueness of the language learning

process” (p.31). Three years after Horwitz et al.’s definition of FLA, MacIntyre and

Gardner (1994) further demonstrate that FLA is a complex, multidimensional
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phenomenon in which learners experience “the feeling of tension and apprehension

specifically associated with L2 contexts, including speaking, listening, and learning” (p.

284), particularly related to learners’ listening and speaking tasks (Lu and Liu, 2015;

Shao et al., 2013; MacIntyre and Gardner, 1994; Young, 1991). FLA needs to be

distinguished from anxiety in other fields of learning due to the sociocultural and

linguistic demands for learners (Lu and Liu, 2015; Shao et al., 2013; Horwitz, 2001;

MacIntyre and Gardner, 1994; Young, 1991).

3.5.2What are the influences of FLA?

The experience of anxiety during the process of foreign language courses is specific and

unique, as FLA can be viewed as a complex and multidimensional phenomenon (Liu,

2006a; Young, 1991; MacIntyre and Gardner, 1989; Horwitz et al., 1986). It is widely

accepted that FLA can interfere with foreign language learning performance and there is

a negative association between FLA and second/ foreign language learning effectiveness

(Huang and Zhang, 2016; Jin et al., 2015; Liu and Ni, 2015; Shao et al., 2013; Cheng and

Erben, 2012; Mak, 2011; Woodrow, 2011 and 2006; Hurd and Xiao, 2010; Liu, 2009 and

2006a; Liu and Jackson, 2008; Gardner et al., 1987; Horwitz, 1986; Krashen, 1980;

Scovel, 1978; Kleinmann, 1977; Chastain, 1975). As Hurd (2007) implies, FLA has

become central to any examination of factors contributing to learning process and

learner achievement. Meanwhile, Arnold and Brown (1999) highlight the possibility that

FLA can be regarded as the most pervasive obstruction during the second/ foreign

language learning process.
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In foreign language learning contexts, students with FLA may engage in negative

self-talk, or repeat poor performance, which can largely affect learners’ ability to obtain

helpful information (Liu, 2006a; MacIntyre and Gardner, 1991). Horwitz (1986) implies

that L2 learners with high levels of FLA are more likely to be self-conscious and

experience difficulties in concentrating and facing mistakes; in this case, L2 learners

with FLA will tend to avoid communication in learning contexts, and are likely to

become forgetful (Tobias, 1979). The higher the levels of FLA, the more likely for

learners to have a mental block (Girardelli et al., 2017; Liu, 2006a; Tobias, 1979).

Moreover, FLA is also associated with confidence and self-esteem in second/ foreign

language learning (Huang and Zhang, 2016; Jin et al., 2015; Shao et al., 2013; Hurd and

Xiao, 2010; Liu, 2009 and 2006a; Liu and Jackson, 2008; Mills et al., 2006; Horwitz, 2001

and 2000; Cheng, et al., 1999; Onwuegbuzie et al., 1999; Aida, 1994; Clement et al, 1994;

MacIntyre and Gardner, 1994; Phillips, 1992; MacIntyre and Gardner, 1991; Horwitz,

1986), and learners’ attitudes toward mistakes (Liu and Jackson, 2008; Mak and White,

1997; Horwitz, 1986; Tobias, 1979). FLA also influences learners in their classroom

behaviors (Huang and Zhang, 2016; Jin et al., 2015; Liu and Ni, 2015; Shao et al., 2013;

Hewitt and Stephenson, 2012; Hurd and Xiao, 2010; Liu, 2009 and 2006a; Liu and

Jackson, 2008; Ewald, 2007; Horwitz, 2001 and 2000; Cheng et al., 1999; Onwuegbuzie

et al., 1999; Hilleson, 1996; Saito and Samimy, 1996; Tsui, 1996; Horwitz, 1986; Tobias,

1979) together with learners’ attitudes and motivation (Liu and Jackson, 2008; Ehrman

and Oxford, 1995; Clement et al., 1994; MacIntyre and Gardner, 1991). Ellis (2012, p.

318) regards FLA as a key affective component, negatively impacting L2 learning,



99

further illustrating that “anxious learners may lose motivation to learn and so be less

willing to try to communicate”.

L2 learners with greater FLA display lower confidence in their classroom participation

while L2 learners with lower FLA show stronger confidence and intentions to actively

participate in class (Girardelli et al., 2017; Huang and Zhang, 2016; Jin et al., 2015; Liu

and Ni, 2015; Shao et al., 2013; MacIntyre and Doucette, 2010; Liu, 2009 and 2006; Liu

and Jackson, 2008; Horwitz, 2001 and 2000; Cheng et al., 1999; Onwuegbuzie et al.,

1999; Aida, 1994; MacIntyre and Gardner, 1991; MacIntyre and Gardner, 1989; Horwitz,

1986). Apart from the negative debilitating anxiety, FLA can also be helpful and/or

facilitating to some degrees. Helpful anxiety can serve to keep L2 learners alert (Scovel,

1978; Alpert and Haber, 1960). Horwitz (2010) clarifies that sometimes “language

students must be made a little anxious so that they will work harder” (p. 156). Horwitz

(1990) indicates that FLA is only helpful for rather simple learning tasks, but not with

more complicated learning.

3.5.3 Influential factors causing FLA

As Horwitz (2010, p. 157) implies, “Bailey’s early diary study of 11 language learners

was probably the first to explore language anxiety from the learner’s perspective”. L2

learners’ negative self-comparisons with others and competitiveness with peers are

important sources of FLA, and the more proficient L2 learners become, the less likely

they are to experience FLA. Apart from negative self-comparisons, L2 learners’

perceptions of their relationships with their teachers together with their need for
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teachers’ approval are also associated with FLA (Bailey, 1983) (See Appendix 6 for the

Year Table of influential factors for FLA).

In 1991, Young (1991) identified six potential sources of FLA: personal and

interpersonal anxieties; learner beliefs about language learning; instructor beliefs about

language teaching; instructor-learner interactions; classroom procedures, and language

testing. One year after the identification of the six potential sources of FLA, Young (1992)

further stated that other factors, which can also affect FLA, including motivation,

cultural factors, students’ own coping skills, attention, self-concept, and the specific

teaching methodology student experiences. Apart from these factors, other elements are

discussed by various researchers, such as frequency of the usage of target language, and

the context of second language acquisition (He, 2013; Dewaele, Petrides, and Furnham,

2008; Cheng, 2002; Onwuegbuzie, Bailey, and Daley, 2000).

According to a study carried out by Aida (1994) with a Japanese L2 learners, factors

closely related to learners’ FLA included speech anxiety and fear of negative evaluation;

fear of failing; comfort in speaking with native Japanese speakers; negative attitudes

toward Japanese language. Moreover, Liu and Jackson’s study of Chinese EFL learners’

Willingness to Communicate (WTC) and FLA shows that one third of the L2 participants

felt anxious in their English language classrooms even though they were willing to

participate in inter personal conversations. Thus, it is helpful to consider the positive

correlation between FLA and WTC (Liu and Jackson, 2008, p.82). In the same year,

Dewaele et al., (2008) conducted a large-scale study of multilingual adults around the
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world, which shows that the younger learners start to learn L2, the lower levels of FLA

they have in their further learning stages. Horwitz (2010, p. 166) highlights the

necessity of considering social variables as “very little FLA research has examined

language learners who are successful and who use the language outside of classrooms”,

or wider larger social circumstances such as “the availability of supportive

conversational partners and L2 role models”.

Tsiplakides and Keramida (2009) highlight the fear of tests, especially oral tests, during

the process of SLA. L2 learners may perceive SLA as “a test situation instead of an

opportunity for communication and language improvement” (He, 2013, p. 346). Mak

(2011, p. 210) summarises the following factors which contribute to speaking anxiety

for L2 learners: speech anxiety and fear of negative evaluation; discomfort when

speaking with native speakers; negative attitudes towards L2 class; negative

self-evaluation; fear of failing the class/consequences of personal failure; speaking in

front of the class without preparation; being corrected when speaking; inadequate

wait-time; not being allowed to use the first language in a second/foreign language class

(Mak, 2011, p.210).

3.5.4 Foreign Language Classroom Anxiety Scale (FLCAS)

As the earliest and most prominent researcher to investigate FLA, Horwitz et al., (1986)

discussed “the ego-threatening nature of language learning and includes the Foreign

Language Classroom Anxiety Scale (FLCAS) (the self-report scale instrument which

contains 33 items in a 5-point likert-scale, self-report questionnaire format and has
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established reliability and validity), which has become the standard measure of

language anxiety” (Horwitz, 2010, p. 158) which was further picked up by various

researchers in the field of language learning (Huang and Zhang, 2016; Zhang, 2014;

Dewaele and Tsui, 2013; He, 2013; Shao et al., 2013; Dewaele and Thirtle, 2009; Liu and

Jackson, 2008; Liu, 2006a; Chen and Chang, 2004; Kitano, 2001; Wang and Ding, 2001;

Yan and Wang, 2001; Cheng et al., 1999; Onwuegbuzie, et al., 1999; Mak and White,

1997; Saito and Samimy, 1996; Young, 1990). As Horwitz et al., (1986, p.128) state, “any

performance in the L2 is likely to challenge an individual's self-concept as a competent

communicator and lead to reticence, self-consciousness, fear, or even panic”.

Horwitz explains that there are three related situation-specific anxieties, namely

Communication Apprehension (CA), Fear of Negative Evaluation (FNE), and Test

Anxiety (TA) (Horwitz, 2001 and 1995; Horwitz and Young, 1991; Horwitz et al., 1986).

Communication Apprehension (CA) is “a type of shyness characterized by fear of or

anxiety about communicating with people” (Horwitz et al., 1986, p. 127). Fear of

negative evaluation (FNE) involves “apprehension about others' evaluations, avoidance

of evaluative situations, and the expectation that others would evaluate oneself

negatively” (Horwitz et al., 1986, p. 127). L2 learners who fear negative evaluation

rarely initiate conversation, interact minimally to avoid class activities and tend to sit

passively in the classroom (He, 2013; Liu and Jackson, 2008; Gregersen and Horwitz,

2002; Gregersen, 2000 and 1999; Daly, 1991; Ely, 1986; Horwitz et al., 1986). Adult L2

learners may be mature in thoughts but immature in learning second/foreign

language(s), which can result in negative evaluation feedback (He, 2013). Test Anxiety
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(TA) refers to “a type of performance anxiety stemming from a fear of failure” (Horwitz

et al., 1986, p. 127). Some L2 learners even experience “test anxiety” during regular

communication using the target language in non-evaluative situations (Horwitz et al.,

1986).

In order to test this theory, Horwitz et al., (1986) invited 75 English learners of Spanish

to answer FLCAS for their language modules. The results showed that students who are

high in anxiety are afraid to speak the target language and tend to be nervous when

speaking the target language. According to Horwitz (2010, p. 158), these three

situation-specific anxieties are related to each other, function as key components that

constitute FLA (Liu and Ni, 2015; Cheng and Erben, 2012; Mak, 2011; Liu and Jackson,

2008; Liu, 2006a).

FLCAS as conceived by Hortiwz et al., (1986) is also supported by studies conducted by

Kitano’s (2001) and Aida’s (1994), which are designed to explore the relationship

between FLA and Japanese language learning. It was found that FLA within Japanese

language learning is correlated with L2 learners’ performance. Kitano (2001) implies

that L2 learners’ FLA is positively related to their Fear of Negative Evaluation (FNE) and

decreased perceptions of their language ability in the target language. Moreover, Aida

(1994) indicates that experience is a significant factor contributing to FLA, where

students with previous experience in Japan show a lower level of anxiety in the language

classroom. In 1995, MacIntyre and Young reconsidered the influences of FLA on SLA,

stating that anxiety, cognition and behaviour interact in a recursive pattern. The great
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value of MacIntyre and Gardner’s study of FLA was its contribution to the emphasis on

the causing factors and consequences of FLA.

After measuring 210 students in a U.S. university, Onwuegbuzie et al., (1999) found that

FLA is correlated positively with L2 learners’ age, and correlated negatively with these

following variables: “prior history of visiting foreign countries, prior high school

experience with FLs, expected final foreign language course average, perceived

creativity, perceived intellectual ability, perceived scholastic competence, perceived

self-worth, cooperativeness, and value placed on competitive learning” (Liu and Jackson,

2008, p. 72).

FLA plays both debilitating and facilitating roles in SLA; facilitating FLA motivates L2

learners to take up the challenge of the new learning tasks, while debilitating FLA

stimulates L2 learners to adopt avoidance learning behaviors (Alpert and Haber, 1960,

p.139). However, study results applying FLCAS show a constant negative relationship

between FLA and language learning performance and achievement, which implies that

FLA mainly has a debilitating role rather than a facilitating role (Zhang, 2014; Aida, 1994;

Philips, 1992; Horwitz et al., 1986; Young, 1986). Researchers have gradually come to

realize that FLA can occur in various aspects of SLA (Listening, speaking, reading and

writing) that cannot all be measured by FLCAS (Lu and Liu, 2015; Kinoshita and

Bowman, 1998; Vogely, 1998). Thus, different scales have been developed to measure

various types of FLA; one such example is that of Listening Comprehension Anxiety

invented by Vogely (1998).
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3.5.5 FLAwithin Chinese L2 learners

As for non-USA studies of Chinese L2 learners, Mak and White (1997) found that

Chinese L2 learners of English in New Zealand experience greater FLA in speaking

English compared to their classmates. Chen and Chang (2004) clarify the factors that

explain this, including Chinese learning history, academic learning history, and test

characteristics, which are correlated to L2 learners’ performance. Further, they indicate

three variables that are predictors of FLA: English learning history, classroom learning

characteristics, and developmental learning difficulties. Moreover, Yan and Horwitz

(2008) identified 12 major variables for Chinese L2 learners regarding FLA: regional

differences; language aptitude; gender; foreign language anxiety; language learning

interest and motivation; class arrangements; teacher characteristics; language learning

strategies; test types; parental influence; comparison with peers and achievement. It is

possible that these variables are specific to Chinese L2 learners as Chinese L2 learners

focus more on listening, rote memorisation and teachers’ instruction (Liu and Ni, 2015;

Levinsohn, 2007; Kember and Gow, 1989).

In terms of FLA studies adopting the tool of FLCAS in Hong Kong, Mak (2011) conducted

a study with 313 first-year randomly selected participants from Hong Kong universities

taking English as their compulsory module for academic purposes. This study provides

evidence that L2 learners’ negative attitudes towards English language modules

contribute to their overall FLA. Moreover, the results emphasize that language teachers’

communication ability impacts on learners’ academic and affective needs, by providing
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learners with a more comfortable learning atmosphere. One particular finding is the

influence of appropriate wait-time in reducing L2 learners’ FLA. The notion of wait-time

was originally put forwarded by Rowe (1986; 1974a; 1974b).

“Group unity” and “face” are two important factors in Chinese culture, Chinese students

prioritize their sense of belonging wthin groups and sense of security of saving face

(Girardelli et al., 2017; Shao and Gao, 2016; Vongsila and Reinders, 2016; Gao, Liao, and

Li, 2014; Mak, 2011), which can lead to longer response wait-time for Chinese L2

learners during the class. As for the issue of wait-time, Tsui (2001) investigated L2

learners’ classroom interaction and indicates that wait-time is another key factor when

discussing students’ lack of responses. Meanwhile, she also highlights that excessive

length of wait-time can increase L2 learners’ FLA.

In the context of Mainland China, Liu and Jackson (2008) notice that Chinese L2 learners

experience FLA when engaging in personal conversations during class. Liu (2006b)

conducted a study involved both surveys and semi-structured interviews with 547

first-year non-English majors undergraduates (430 male and 117 female) in Beijing who

were enrolled in English listening and speaking courses. The results show that more

than one-third of students appear to be anxious in English speaking classes. Students are

generally relaxed when working in pairs or groups. When asked to answer questions

alone or give presentations at the front of the whole class, most students are very

nervous, especially among less proficient students. Chinese L2 learners often do not

have much opportunity to use the target language or have contact with English native
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speakers, which leads to FLA when Chinese L2 learners are learning and using the target

language (Mak, 2011; Hu, 2003; Wang, 2003; Yan, 2003; Wang and Ding, 2001).

Apart from the matter of wait-time, the use of the mother tongue in language classrooms

helps generate discussion (Mak, 2011; Macaro, 2005; Butzkamm, 2003; Cook, 2001;

Turnbull, 2001). The allowance for the use of mother tongue for L2 learners helps to

reduce FLA as L1 promotes learners’ confidence. However, L1 should only be used

alongside the guarantee of adequate exposure of the target language; over-dependence

on L1 is correlated strongly with language teachers’ lack of L2 proficiency (Coniam and

Falvey, 2002). Lei (2009) also indicates that the usage of L2 learners’ errors to illustrate

language points should only be used if the focus of the class is accuracy. Too much

teacher talk and limited student talk cannot facilitate students’ learning performance

during the class.

When discussing factors that influence L2 learners’ FLA, unwillingness to communicate

and anxiety affect each other in SLA as the more unwilling the L2 learners to speak the

target language, the more anxious they become when using it (Girardelli et al., 2017;

Vongsila and Reinders, 2016; Liu and Jackson, 2008; Liu, 2006b; Jackson, 2002; Hilleson,

1996; Tsui, 1996). Underestimating self-competence and fear of making mistakes in

English significantly affect L2 learners’ willingness to communicate (MacIntyre et al.,

1997; MacIntyre and Gardner, 1989; Krashen, 1985). Moreover, He (2013) indicates

that lack of vocabulary is the most common reason given for experiencing FLA, as L2
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learners in China often regard vocabulary as a big obstacle for their L2 learning

(Cortazzi and Jin, 1996).

This section has mapped out a detailed illustration and analysis of the term FLA, its

contributing factors and influences on language learners. The model FLCAS will assist

further analysis about Chinese learners’ experience of FLA within the process of ELT.

3.6 Learner autonomy and self-study

3.6.1What is learner autonomy?

One of the key research aims of this thesis is to explore in what ways teachers and

learners experience teaching across different learning contexts, and how ways of

teaching and learning change over time in different contexts. By considering the exam

pressure and instructional teaching tradition in China, we are better able to understand

how Chinese students view their learner autonomy throughout different learning stages

and contexts.

Discussion of language learners’ autonomy began in the 1980s (Littlewood, 1999;

Benson and Voller, 1997; Pemberton et al., 1996; Dickinson and Wenden, 1995; Holec,

1981); the central features are: students take their own responsibility for their learning,

deciding their learning objectives, choosing their own learning methods and evaluating

progress (Littlewood, 1999).
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In 1991, Ryan presented the definition of autonomy as a process in which, through

“self-determination” or “self-regulation”, individuals experience themselves to be agents,

the “locus of causality of one’s behaviors” (Ryan, 1991, p. 210) (Macaskill and Denovan

2013; Benson, 2011; Macaskill and Taylor 2010; Chan 2001). Moreover, Ryan also

applies the term “autonomous interdependence” (1991, p. 227) while Little (1994, p.

435) further indicates that “learner autonomy is the product of interdependence rather

than independence”. Little (1995) further highlights that people develop their

independence within the limits of their interdependence on each other, as individuals

seek help from and cooperate with each other while developing their sense of autonomy

(Gao, 2011; Palfreyman, 2011). Nunan (1997) indicates the acquisition of autonomy is a

long and developmental process where learners gradually reduce their dependency on

teachers (Littlewood, 1999). Ding and Stapleton (2016, p. 13) highlight that “becoming

autonomous means becoming independent”, but does not mean isolating from others.

Learner autonomy is individualized and contextualized; its development is not

restricted to classroom settings or perspectives of students (Ding and Stapleton, 2016;

Benson, 2011; Kalaja, Barcelos and Menezes, 2008; Holliday, 2005). Learner autonomy

is positively related to successful learning experiences as well as life satisfaction in

Europe, the USA, and East Asia (Henri et al., 2018; Ghanizadeh 2016; Vansteenkiste et al.,

2005; Levesque et al., 2004; Chemers et al., 2001; Littlewood 1999). Henri et al., (2018)

highlighted that the development of learner autonomy is regarded as an “integral

learning outcome” within the UK university context (Henri et al., 2018, p. 507). The view
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commonly held by university teachers suggests that university students “should”

differentiated from secondary school students in that they follow their own educational

agendas within the higher education context (Henri et al., 2018, p. 508; Scott et al., 2015;

Lowe and Cook, 2003).

3.6.2 Variation in university students’ learner autonomy

According to Lowe and Cook (2003), first-year undergraduates’ level of autonomy and

engagement reflects learning approaches applied in secondary education stage.

First-year undergraduates highlight their increasing interaction with literature, learning

independence, and expectations of self-management (Willison et al., 2016; Qenani et al.,

2014; Thomas et al., 2015). Meanwhile, final-year students stress their increased

ownership of their own study (Brown, 2007). Students’ ability to self-assess and develop

perceptions of their own abilities is strongly connected to their learner autonomy, with

greater self-advocacy, students are more likely to hold flexible perspective towards their

capabilities, while with greater learner autonomy, students are more likely to maintain

self-confidence (Henri et al., 2018; Komarraju and Nadler, 2013; Bandura, 2012; Nicol

and Macfarlane-Dick, 2006; Fazey and Fazey, 2001; Bandura, 1989). With guidance

through workshops, students’ degree of self-confidence and independent learning

practices and skills can be improved (Henri et al., 2018; Connell et al., 2016; Macaskill

and Denovan, 2013). This research will explore Chinese students’ experience of learner

autonomy within different learning contexts, to listen to students’ voices about their

experiences of change and growth in learner autonomy.
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It is worth noting that university students’ self-reports and perceptions of their

self-management do not match their teachers’ perceptions. According to Vieira and

Barbosa (2009), learners’ perceptions of their learner autonomy are higher than that of

their teachers (Lin and Reinders, 2019). This discrepancy between university students

and their teachers highlights the importance and necessity of dialogue between students

and teachers in reaching a better mutual understanding and narrowing the

understanding gaps. Failing to understand students becomes the main factor negatively

influencing teachers’ promotion of student learner autonomy. Thus, it plays an

important role in teachers’ engagement with students during the development of

learner autonomy (Lin and Reinders, 2019).

3.6.3 From English as a Foreign Language (EFL) to English as a Medium of

Instruction (EMI)

Students gradually enhance their understanding of the roles of English in different

learning and teaching contexts, changing from reactive to proactive (Littlewood, 1999),

and in turn, adjust their ways of learning, make good use of learning resources and

guidance to improve their understanding, all of which are regarded as indicators of

learners’ improvement in terms of autonomous behaviours (Ding and Stapleton, 2016;

Candy, 1991). In this context, this research will discuss Chinese students’ adjustment of

ELT throughout the EFL and EMI contexts, to understand students’ needs and feedback

with supportive literature.
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In 2010, Benson illustrated how students immerse themselves in different dimensions

of English learning in EFL and EMI contexts (presented in Table 3.2).

EFL school context EMI school context

English learning

content

Controlled by textbooks,
focus on language forms

Content learning,
participants make
decisions of learning

resources, focus on content

Goal of learning English Mainly exam-oriented Use resources to achieve
learning goals

English learning

strategies

Application of
exam-oriented English
learning strategies

Participants determine how
they make use of their

resources

Table 3.2 Comparison between EFL and EMI school contexts

It can be seen from Table 3.2 that EMI provides students with more opportunities to

advance their learner autonomy; university students are expected to be more

autonomous than those in secondary school, parallel with growing maturity and the

requirements of higher education (Ding and Stapleton, 2016; Benson, 2011; Littlewood,

1996). When considering the perspective of students who pursue their higher education

in EMI contexts, specifically Chinese students who choose to move from China to UK

learning contexts, the interests and differences of these students should be addressed.

As students coming from EFL contexts require time to adapt their English learning

strategies, more guidance and help should be provided to promote students’ confidence

in their autonomous learning skills (Ding and Stapleton, 2016; Wu, 2015; Rastall, 2006).
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When discussing more specific language skills, in terms of Chinese students’ English

listening skills, as they do not have the experience of listening to English for academic

purposes before entering university, most Chinese students find it challenging in

adapting to the learning of academic English study (Ding and Stapleton, 2016; Wu,

2015). Also, Chinese students experience difficulty during the transition from reading

easier and shorter English articles to comprehensive and in-depth academic English

reading (Ding and Stapleton, 2016; Guan and Jones, 2011). Moreover, universities in

English-speaking countries require students to engage in academic and public speaking

skills (Evans and Morrison, 2011), with oral presentations forming a frequent method to

evaluate students’ English skills, which poses huge challenges to Chinese students (Ding

and Stapleton, 2016). Lastly, English academic writing poses challenges and difficulties

as Chinese students only write 250-word short essays at the secondary school level

(Ding and Stapleton, 2016; Ramsay et al., 1999).

3.6.4 Moral autonomy, personal autonomy and learner autonomy in China

As arguably a central value in western liberal education, the term “personal autonomy”

refers to individuals’ capacity to make free, informed and rational decisions (Halstead

and Zhu, 2009; Olssen, 2005; Levinson, 1999; Marshall, 1996; Morgan, 1996), while the

term “learner autonomy” functions as the main form of autonomy in Chinese education

(Halstead and Zhu, 2009; Littlewood, 1999; Ho and Crookall, 1995). As the tradition of

maintaining learner autonomy is embedded within Chinese students’ learning journey,
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it is important to understand how the term “autonomy” functions within Chinese

learning contexts.

The concept of autonomy is divided into two parts in China, consisting of moral

autonomy ( 自 律 , zi lv, self-control) and personal autonomy ( 自 治 , zi zhi,

self-management), which are stressed by The Chinese moral education tradition. An

individual’s moral actions are “influenced and determined by his/her mental processes

and driven by moral beliefs” (Liu and Xia, 2001, p. 338), and with the sense of social

responsibility, individuals are able to “transform heteronomy to autonomy and to make

his action consistent to his intention” (Liu and Xia, 2001, p. 338). In terms of personal

autonomy, a famous Chinese educationist, Tao Xingzhi (陶行知 ), a student of Dewey

(1984) defines autonomy as an influential element that helps students to “learn and

promote democracy, develop morality and improve self-discipline” (Halstead and Zhu,

2009, p. 445).

The term “learner autonomy” (自主, zi zhu, self-determination), is defined as “the ability

to take charge of one’s own learning” (Holec, 1981, p. 3) while Little (1991, p. 4) further

illustrates “the capacity for detachment, critical reflection, decision-making, and

independent action”. Regarded as the foundation and objective of China’s new

curriculum reform, Holec’s (1981) and Little’s (1991) definitions of learner autonomy

have been widely discussed within China (Halstead and Zhu, 2009; Sun, 2008; Zhu, 2007;

Shen, 2004; Xu and Zhan, 2004; Sun and Liu, 2003; Zhu and Wang, 2002; Pang, 2000). As

the term “learner autonomy” was introduced to China by western scholars (e.g. Little,
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1991; Holec, 1981), reinterpretations of the original concept occur and become an

adapted concept in the Chinese context. Originally, learner autonomy is connected with

politics, power and governance in education (Benson, 2011; Dam, 1995; Holec, 1981).

With the long history of traditional Confucius values in China, the changes to teacherss

and students’ roles in order to promote learner autonomy are rather challenging. These

changes include the shift from a teacher-dominant classroom to student-centered

classroom, and from a traditional grammar-translation teaching method to self-access

learning, which echoes China’s Basic Education Curriculum Reform and College English

Curriculum Reform in 2004 (Lu and Liu, 2016). However, there are two main obstacles

that affect Chinese students’ development of learner autonomy; firstly, the teaching and

learning content of English class is largely influenced by textbooks and teachers, and

secondly, the dominant NMET prioritize exams and scores above other learning

elements, while positioning students, parents and teachers under the same pressure of

meeting directive requirements (Halstead and Zhu, 2009).

By illustrating and discussing the key terms “learner autonomy” throughout different

learning stages and cultural contexts, as well as Chinese students’ experience of moving

from EFL to EMI language contexts and the influences on their learner autonomy, this

section has assisted us to build a multicultural view of learner autonomy and will

further enable discussion about Chinese students’ feedback on their learner autonomy

development.
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3.7 Good teaching

By listening to Chinese students’ experiences of ELT, this research aims to explore

learners’ and teachers’ perceptions of “good teaching” within different learning contexts

and stages. Discussing learners’ and teachers’ perceptions of good teaching is important

for effective teaching as learning is inseparable from teaching (Nabaho et al., 2017;

Parpala et al., 2011; Okpala and Ellie, 2005; Kember and Wong, 2000; Van Rossum and

Taylor, 1987). Sajjad (2010) states that learning and teaching are two sides of the same

coin and “the most effective criterion for measuring good teaching is the amount of

learning that occurs” (p. 29). Moreover, Nabaho et al., (2017) highlight that; students’

perceptions of good teaching serve as a “motivational factor” (p. 1).

More than four decades ago, Feldman (1976) provided a list of features of good teachers

as perceived by students, which can be categorized into different dimensions such as

subject knowledge, teaching methods, relations with students, and fairness of

assessment and grading. As Chickering and Gamson (1987) argue, student-teacher

interaction and contact has the most substantial effect on students’ motivation,

intellectual development, career choice and preparation (Kilgo et al., 2017; Goodman et

al., 2011; Pascarella and Terenzini, 2005; Sorincelli, 1991). Problem-solving and

cooperative peer teaching approaches promote students’ engagement in structured

ways, balancing individual accountability with positive interdependence (Millis, 2009;

Johnson et al., 2007; Pascarella and Terenzini, 2005; Sorincelli, 1991).
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As Chickering and Gamson (1987) state, “time plus energy equals learning” (p. 4).

Faculty members direct students’ distribution of time and energy to academic activities,

which can positively affect students’ sense of responsibility (Arum and Roksa, 2011;

Pascarella and Terenzini, 2005; Sorincelli, 1991; Chickering and Gamson, 1987).

Teachers’ high expectations affect the institutional environment and climate by

emphasizing students’ improvement of their academic knowledge, skills, and critical

thinking, helping both motivated and unmotivated students (Kilgo et al., 2017; Goodman

et al., 2011; Pascarella and Terenzini, 2005; Chickering and Gamson, 1987).

Teaching styles, presentation skills, enthusiasm, preparation and organization, fair

grading, concern for students, being approachable and responsible, and communication

skills are also the features of good teaching as perceived by students (Nabaho, et al.,

2017; Li et al., 2015; Meng and Onweuegbuzie, 2015; Sahin, 2014; Wimpenny and

Savin-Baden, 2013; Steele and Fullagar, 2009; Postareff and Lindblom-Ylänne 2008;

Onwuegbuzie et al., 2007; Okpala and Ellis, 2005; Spencer and Schmelkin, 2002; Reid

and Johnston 1999; Patrick and Smart, 1998; Sorincelli, 1991). Goldstein and Benassi

(2006) state that there are two dimensions of good teaching, which they term as process

and structure; “process” indicates features such as following teaching plans and

promoting students’ reflection, while “structure” relates to the cultivation of mutual

relationships with students. Nasser-Abu Alhija (2017, p. 5) however, challenges this

categorization, as it is difficult to separate “the concept of teaching as a process and the

characteristics of an instructor as a subject”.
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Kember and Wong (2000, p. 74) state that, learners’ perceptions of good teaching “form

as an interaction between the students’ own beliefs about learning and their perception

of the teachers’ beliefs about teaching”. They classify learners’ beliefs about learning as

passive or active and forming a continuum between two poles. Kember and Wong’s

(2000) continuum model is inspired by Säljö (1979), Marton, Dall’Alba and Beaty’s

(1993), and Perry’s (1988, 1970) ideas of learners’ perceptions of learning.

Säljö (1979) states a five stage hierarchical category of conceptions of learning: learning

as the quantitative increase in knowledge; learning as memorising; learning as

acquisition of facts, procedures, etc. which can be retained and/or utilised in practice;

learning as the abstraction of meaning; and learning as an interpretative process aimed

at the understanding of reality. Marton, Dall’Alba and Beaty (1993) add a sixth

conception to adult learners, changing as a person. Perry (1988, 1970) also

characterizes learners’ intellectual development by nine positions, ranging from

believing in authorities to seeking meaning and achieving active engagement. It is

believed that students’ active and passive attitude to learning affects their academic

engagement and intellectual development (Biggs, 1999; Kember, 1997; Gibbs, 1992). As

Kember and Wong (2000) explain, the category descriptor framework is constituted by

four quadrants (two intersecting continua), which represent different learning and

teaching beliefs; all the categories are presented from section 3.7.1 to 3.7.6.
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3.7.1 Good teaching for passive learners

Relevant to passive learners, the first category is the logical and organized delivery that

accompanies systematic and step-by-step content. For passive learners, teaching which

allows students to follow step-by-step is perceived as good teaching. Students demand

easy reading materials, handouts and books, and the clarity of visualized information

helps students to understand better. Lecturers’ efforts to make students understand is

also a related dimension that passive students perceive as good teaching.

3.7.2 Poor teaching for passive learners

Poor organization means lack of clarity in learning goals and teaching structure, and is

often expressed as failing to provide students with clear guidance about the course

syllabus. Students also criticize teachers talking about irrelevant content in the module.

The appropriate speed and pace of teaching is also of concern to students who visualize

teaching as the process of writing down notes on supplied materials.

3.7.3 Non-traditional teaching for passive learners

Students with passive learning beliefs feel comfortable with traditional ways of teaching.

When passive learners encounter non-traditional teaching, a mismatch occurs between

students’ learning beliefs and teachers’ teaching beliefs. Unlike the systematic and

step-by-step teaching approaches, passive learners might find the teaching disorganized,

as students are not used to the new approach of knowledge transmission.
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3.7.4 Transmissive teaching for active learners

This quadrant also indicates an incompatibility between teaching and learning beliefs.

Active learners recognize that some degree of transmissive teaching is of necessity

while they are not strongly positive about this teaching method. Active students express

concern about receiving knowledge as well as the application of the knowledge. Thus,

students need to take on their responsibility for preparation by doing research before

and after the sessions, and making use of the acquired knowledge for deeper

understanding.

3.7.5 Poor teaching for active learners

Active students attach importance to classroom interaction and discussion, thus,

teachers who block student discussion and participation are perceived as poor teachers.

3.7.6 Non-traditional teaching for active learners

For active learners, non-traditional teaching provides them with supportive learning

environment, which they are eager to engage in (Kember andWong, 2000).

After conducting 55 interviews with Hong Kong undergraduates, Kember and Wong

(2000) provide this interpretation of students’ perception of teaching while they

highlight the concern that the presence of passive learners may discourage teachers’

innovation. They also state that there are qualities that students provide when

discussing their learning beliefs and basic teaching quality: “organization, clarity of
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structure, specification of clear objectives, pace, clarity of communication, workload,

level of difficulty”. Moreover, teaching qualities were addressed as well: “stimulation of

students’ interest, promotion of students’ interaction in class, variety in teaching

approaches, display of enthusiasm” (Kember andWong, 2000, pp. 90-91).

In the same year 2000, Kember and Kwan discussed lecturers’ teaching approaches and

their relationship to conceptions of good teaching. Previous research indicated the

development of learner’ beliefs about learning are influenced by teaching beliefs and

learning environment, while students’ learning beliefs can also influence learning

approaches (Kember and Gow, 1994; Gow and Kember , 1993; Pratt, 1992; Sheppard

and Gilbert, 1991; Biggs, 1987). Kember and Kwan (2000) improve on Kember (1997)’s

study of two orientations of teacher-centred/content-oriented and

student-centred/learning-oriented and categorize teaching approaches based on this

(See Appendix 7).

Kember and Kwan (2000) indicate that teaching approaches are strongly influenced by

conceptions of teaching. Changing teaching strategies are unlikely to be effective if they

do not match teachers’ perceptions. Meanwhile, scholars have discussed how to

measure students’ academic engagement, the effort and time students invest in their

studies and the degree of interest in their courses (Almarghani and Mijatovic, 2017); the

role students take within the learning process (Elassy, 2013) are factors that can

elucidated when discussing students’ engagement. Moreover, Markwell (2007)

identifies factors that are helpful for students’ academic engagement: the creation of an
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inclusive, active and interactive learning environment (Kirstein and Kunz, 2015;

Hallinger and Lu, 2013; Willis, 1993), encouraging academic and general staff, which are

beneficial for students’ academic development (Kirstein and Kunz, 2015; Hallinger and

Lu, 2013).

Additionally, cultural variation should be addressed when discussing students and

teachers’ perceptions of teaching, as many Asian countries view teachers as authority

figures and teacher-student relationships are rather formal and hierarchical (Nabaho et

al., 2017; Spencer and Schmelkin, 2002). It is noticeable that Higher Education teaching

in many developing countries is still based on traditional transmission teaching as the

main method, with teachers functioning as authoritative sources of knowledge and

students having limited control of their learning and limited opportunities for in-class

group work or discussion (Mijatovi and Jendak 2011; Mertova and Webster 2009;

Apaydin 2008; Girgin and Stevens, 2005; Sander et al., 2000; Bollag, 1996).

This section has discussed perceptions of “good teaching” influenced by various needs

and cultural backgrounds of learners and teachers. By understanding the diversity of

views on what constitutes “good teaching”, this research will explore more about

Chinese learners’ needs in terms of ELT in the data analysis chapters.

3.8 Listening to students’ voices

One of the aims of this research is to listen to what students and teachers suggest in

terms of English learning and teaching. As the practices of consultation is not widely
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applied within the context of ELT in China, this research is designed to listen to learners

and teachers’ voices, creating opportunities and context for communication among

learners and teachers in China.

Actively promoting the inclusion of students’ voices has been discussed and studied for

more than two decades in order to improve students’ educational experiences (Elwood,

2013; Leitch et al., 2007; Fielding, 2004a; Fielding, 1999). Fielding (1999) indicates that

this transformation requires both teachers’ and students’ interdependence, as “it

requires an explicitly intended and joyfully felt mutuality, a ‘radical collegiality’”

(Fielding, 2004a, p.296). If we reconsider the aims of education being that learners are

taught to be active and critical citizens, then it becomes necessary to listen to and

encourage students in establishing the context for this type of schooling (O’Boyle, 2013;

Giroux, 2000).

3.8.1 Potential problems of speaking for others

When considering the term “speaking for others” and “speaking about others”, Alcoff

(1991/92) highlights the overlap between these two terms, as the language applied

while we are speaking for others is embedded with our own values, thus it can not be

value-free. While we are speaking for others, we represent other people’s needs, ideas

and contexts (Fielding, 2004a; Alcoff, 1991/1992). Thus, the first challenge is that a

speaker’s social status and identity shapes and influences their values and perspectives

towards the world (Fielding, 2004a; Alcoff, 1991/1992). The second difficulty is related
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to the issue of power, as Alcoff (1991/1992, p.7) indicates, “certain privileged locations

are discursively dangerous. In particular, the practice of privileged persons speaking for

or on behalf of less privileged persons has actually resulted (in many cases) in

increasing or reinforcing the oppression of the group spoken for’”. In this case, the

collected information functions as the “handmaid of delivery rather than dialogue;

control circumscribes imagination as well as action; students become objects of our

professional gaze rather than agents of our conjoint learning” (Fielding, 2004a, p. 303).

For this research, I regard myself as the bridge between students and teachers in terms

of ELT in China, with both experience of being a student and a teacher in this context, I

can position myself at the intersection of learner’s and teacher’s perspectives.

3.8.2 Positive impact of listening to learners’ voices

By listening to and opening up to the presence and power of learners’ voices, the status

of young people in school context is redefined, shifted and empowered with democratic

principles (Cook-Sather, 2006; Rudduck and Fielding, 2006; Oakley, 1994). It is of major

importance that young people are encouraged to learn how to enter into a dialogue with

others in order to transform practice.

It is vital that students are heard, more importantly, students engage within the process

of finding their own voices and learn to think for themselves as some students have

experienced that their “voices are ignored or even suppressed in school” (Rudduck and

Fielding, 2006, p.224). The power imbalance between learners and teachers is
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challenged by encouraging democratic dialogues between young people and adults

(Cook-Sather, 2006; Oldfather, 1995; Lewis, 1993; Ellsworth, 1992; Gore, 1992). As

listening to students’ voices about their ELT experience is not widely applied in the

context of China, this research encourages and promotes students’ thinking about their

ELT experience and supports their individual feedback.

Moreover, listening to learners’ voices promotes authenticity, as Rudduck and Fielding

(2006) further explain; students experience the centrality of consultation which can

result in feelings of “being respected and heard”, thus, more constructive participation

and communicative relationships between learners and teachers can be encouraged and

enhanced (Cook-Sather, 2006; Rudduck and Fielding, 2006; What Kids Can Do, 2003).

3.8.3 Negative impact of listening to learners’ voices

Concerns also arise when considering the impact of listening to learners’ voices, the

possibility of oversimplification and potential risks of tokenism, manipulation, and

practices not matching rhetoric (Lodge, 2005; Fielding, 2004a, 2004b; Burton, 1995). As

Fielding (2004b, p.200) warns, there are potential risks that the act of listening to voices

is “benign but condescending” or “cynical and manipulative”; which can result in a

situation where students’ voices are “only audible through the products of past

performance” (Fielding, 2004b, p. 201).

When considering these potential negative impacts of listening to voices of students, as

illustrated in section 3.8.1, in functioning as a bridge between students and teachers, I
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have attempted to keep a non-judgmental attitude throughout the entire data collection

and analysis phases. Only by positioning myself at the intersection of learner and

teacher’s perspectives, can the analysis be produced reflective of diverse attitudes

towards students and teachers’ voices about ELT in China.

3.8.4 Listening to Chinese students’ voices

Criticism towards the teaching quality of higher education in China has emerged from

the early 1990s, including the teacher-centred climate that positions teachers as

authority figures (Yin, Lu and Wang, 2014; Zhang, Xue, and Lu, 2013; Ye, 2011; Zhang,

2006; Wu, 2004; Shi, 1990). Even though Chinese students have expressed their needs

for creative and collaborative learning work, their voices are not actively heard and

students continue to act with a passive learning manner (Zhang, Xue, and Lu, 2013;

Zhang, 2006; Wu, 2004). With the prevalence of teacher-oriented lecturing and neglect

of students’ learning differences and needs, students are not actively engaged in

classroom teaching in China (Yin, Lu and Wang, 2014; Zhang, Xue, and Lu, 2013; Ye,

2011).

By facilitating Chinese students’ voices, this research is designed to encourage and

promote dialogue between students and teachers, to explore students’ ELT challenges

and needs, and to investigate direct and indirect influences of ELT policies on current

English teaching and learning practices. This section has mapped the necessity, benefits

and potential problems with listening to students’ voices, which echoes the foundation
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of this research, reflecting upon current ELT policies and practices in China and the UK

by listening to students’ and teachers’ voices.

This chapter has mapped a broad landscape in terms of ELT in China and practical

application in the UK tertiary context. Echoing research themes and questions

introduced in chapter one, key concepts have been illustrated to establish the literature

foundation of this research. By referring to the concepts and discussion of motivations

in periods of transitions, cultural differences, group work, student-teacher interaction,

Foreign Language Anxiety (FLA), learner autonomy, good teaching, and listening to

students’ voices, this chapter has provided us with theories and relative models to fill

the gaps using students and teachers’ voices to explore key research themes and

questions. Chapter four will explicitly explain the methodology and detailed designs

applied to this research.
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Chapter Four. Methodology

After discussing the background and rationale of this research, reviewing ELT policy

reforms in China, and illustrating key terms enhancing further data analysis, this

research now proceeds to an explanation of the design and application of methodology.

This chapter will be divided into four sections, beginning with the re-introduction of the

research context, research themes and questions, and then there will be discussion

about mixed methods. Afterwards, details of fieldwork design with consideration of

rationale of decisions will be illustrated. Lastly, ethical dilemmas and analysis of data

will be discussed, followed by feedback and reflection on quantitative and qualitative

data collection. By conducting fieldwork in the contexts of China and the UK, this

research aims to explore students and teachers’ perceptions of ELT with particular

reference to the policy context of English language education in China (Zhang and Liu,

2014; Zheng and Davison, 2008; Williams and Burden, 1997; Richards, 1996; Johnson,

1994).

As also shown earlier at the very beginning of this thesis (See Figure 1.1), research

themes and questions function as the foundation of further decision-making processes,

methodologically speaking. For research theme one, motivations in periods of

transitions, in order to understand L2 learners’ experience of transitions and how this

affects motives to learn English in different learning contexts, research questions 1 is:

“what are Chinese learners’ experiences and motivations in different [any transitions

through their] learning stages?” Research theme two focuses on context and interaction,

aiming to discuss L2 learners’ group work and face-to-face interaction with other
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students/tutors across contexts. There are two questions involved within this theme,

question 2.1 is “what are L2 learners and teachers’ attitudes and perceptions towards

intercultural knowledge within their process of L2 learning?”. Question 2.2 is “how do

L2 learners and teachers experience students' participation within group work and

tutorials with their lecturers and/or supervisors?”. Theme three then explores language

difficulties, with question 3 actually made up of three separate sub-questions, focussing

on “do L2 learners have perceived language difficulties? If yes, what perceived language

difficulties have L2 learners experienced? How do teachers help learners to overcome

language difficulties?”. Following this, there are two questions embedded in theme four,

effectiveness and assessment; question 4.1 includes two sub-questions, “in what ways

teachers and learners experience teaching across different learning contexts? How do

ways of teaching change?” and question 4.2 is “how do learners perceive their

experience of taking exams within different learning contexts?”. Lastly, theme five

“improving the future” is addressed by question 5, “what do L2 learners and teachers

suggest for future teachers and learners in terms of English learning and teaching?”

4.1 Research context and chapter structure design

This study adopts a mixed methods approach to research, in order to investigate the

phenomenon of ELT in the contexts of China and the UK through different stages of

learning (junior high school to the tertiary level). Questionnairesb were chosen as the

quantitative research method to obtain insights into secondary school learners’
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feedback and queries about ELT in China. Meanwhile, individual experience of

university student and teacher participants in ELT have been collected through

individual and group interviews. The purpose of using a mixed methods approach is to

combine both detailed qualitative interview data and quantitative questionnaire data to

dig deeply into learners’ and teachers’ voices in relation to ELT in China and practical

application of English in the UK tertiary context.

When designing methods for data collection and further analysis for this research,

critiques of educational research were thoroughly considered. By referring to these

statements, I was able to maintain the relative balance between theoretical and practical

perspectives (See Figure 4.1).

Figure 4.1 Structure design of research methodology chapter
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4.2 Understandings of mixed methods

Functioning as a third model of research in social and behavioral sciences, the values

and significance of mixed methods have been discussed and explored in various

literature (Ponce and Nellie Pagán-Maldonado, 2015; Ponce, 2014; Mertens, 2009; Scott

and Sutton, 2009; Dörnyei, 2007; Ellis, 2005). Emerging from an understanding of the

limitations of traditional approaches such as qualitative interviews, triangulating data

sources to seek convergence across qualitative and quantitative methods allows for

more robust analysis (Jick, 1979). By adopting both quantitative and qualitative

methods, mixed methods research provides opportunities as well as challenges in terms

of diverse data (Caruth, 2013; Ponce, 2011; Creswell, 2009).

The aim of quantitative research is to show readers what is happening precisely and

accurately while qualitative research is designed to tell readers why it is happening

(King and Horrocks, 2010; Moore, 2000). In quantitative analysis numeric data is

gathered to objectively test the researcher’s hypothesis in order to generalize the results

to a larger population. Qualitative researchers, on the other hand, involves collecting

data with words and images to study the phenomenon without preconceived

hypotheses or ideas, in order to develop multiple interpretations of participants’

experiences (Denzin and Lincoln, 2005). Mixing of the methods can be conducted at

either the design stage or the analytic stage; thus, researchers can choose to use

quantitative and qualitative methods simultaneously or as a sequential design (Mertens,

2009; Creswell and Plano Clark, 2007).
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Mixed methods research is defined as the combination of qualitative and quantitative

methods within a single research project (Dörnyei, 2007), and there are strengths and

values of adopting this research approach. Qualitative research can be seen being too

“context-specific and employing representative samples” (Dörnyei, 2007, p.45) as

qualitative researchers may not focus on the generalization of the collected and

analyzed data, or use representative samples. On the other hand, quantitative research

is viewed as “overly simplistic, decontextualized and reductionist in terms of

generalizations, failing to capture the meanings that actors attach to their lives and

circumstances” (Dörnyei, 2007, p.45; Brannen, 2005). Using qualitative observations

and cultural background knowledge for the interpretation of quantitative research and

measurement has been applied for decades (Hambleton et al., 2005; Waszak and Sines,

2003).

For particularly complex issues, mixed methods research promotes multi-level analysis

and a better understanding of different phenomena. Dörnyei (2007, p.45) states that

“words can be used to add meaning to numbers and numbers can be used to add

precision to words”. Researchers can apply this multi-level analysis approach to obtain

data from individual participants and broader social contexts simultaneously. Moreover,

the validity of research outcomes can be improved by the convergence and

corroboration of the findings. Supporting evidence obtained from multiple approaches

can increase the generalizability of the research results.
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With these issues in mind, we should notice the possible challenges of applying mixed

methods for educational research. Extensive data collection and the nature of

time-intensive textual analysis, numeric and other forms of data pose challenges of

conducting mixed methods research, such as translation and transcript produced after

conducting interviews and focus groups. Moreover, the researchers who choose to apply

mixed methods should be relatively familiar with both quantitative and qualitative

research approaches (Ponce and Pagán-Maldonado, 2015; Dörnyei, 2007; Creswell,

2003).

Quantitative, qualitative, and mixed methods approaches reveal the researchers’

philosophical assumptions about “knowledge claims, strategies of inquiry, and specific

research methods” (Creswell, 2003, p.23). Researchers need to consider philosophy,

strategies and research methods as these factors constitute research frameworks.

Mason (1996, p.41) suggests that researchers should be active and reflexive during the

process of data generation rather than “a neutral data collector”. The research problem,

researchers’ personal experiences, and audiences of the thesis should be regarded as

significant components when choosing research approaches.

Discussing the integration and combination of quantitative and qualitative research

approaches, mixed methods strengthen the data while on the other hand, there are

arguments against mixed methods research. As Bryman (2012) states, there are three

arguments questioning the potential for integration of qualitative and quantitative

approaches. Firstly, the embedded commitments to particular ways of viewing the
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world are very difficult to sustain within mixed methods research; as Smith and

Heshusius (1986, p.8) criticize, the application of mixed methods ignores the

“assumptions underlying research methods and transforms ‘qualitative inquiry into a

procedural variation of quantitative inquiry’”. Next, closely related to the first query,

some scholars question the demonstrability of the integration as assumptions, values

(Morgan, 1998b; Kuhn, 1970), and methods are “inextricably intertwined and

incompatible between paradigms” (Bryman, 2012, p.629). Thirdly, researchers should

be capable of conducting both quantitative and qualitative methods with methodological

skills in handling all collected data (Dörnyei, 2007; Hesse-Biber and Leavy, 2006).

4.3 Research objectives andmethods

4.3.1 Research approach

This research has adopted mixed methods for practical fieldwork both in the UK and

China. The main features of specific social groups for this research are: Chinese students

in Chinese secondary schools, Chinese undergraduates, postgraduates and teachers in

Chinese and UK universities. Specific methodological approaches applied to each group

are presented in Figure 4.2.
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Figure 4.2 Fieldwork groups

4.3.2 Focus group

Originally referred to as “focused interviews” (Merton and Kendall, 1946), focus groups

(David et al., 2007) have become one of the main qualitative approaches within social

scientists’ research tools for decades (Marshall and Rossman, 2011; Mertens, 2009;

Dörnyei, 2007; Moore, 2000; Merton, Fiske and Kendall, 1956; Merton and Kendall,

1946). With the flexible and data-rich nature of this method, focus groups are often

applied to mixed method research (Roulston, 2010; Dörnyei, 2007).

Typically, participants in a focus group number between six to eight with similar

backgrounds, such as on the basis of demographics, psychographics or behaviours

(Moore, 2000; David and Alice, 1998; Lewis, 1995; Stewart and Shamdasani, 1990). The
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focus group size provides various options to stimulate discussion, ensuring participants

have enough time to talk and share their perspectives during the discussion. For this

research, focus groups were adopted in the design and revision of questionnaires; I

invited four to six respondents as group members to provide comments and opinions

for designing surveys.

The main purposes of utilizing focus groups are to explore participants’ attitudes and

feelings towards particular topics, thus to promote deeper understanding of

participants’ behaviors. Moreover, focus groups are typically adopted in the early stages

of research. The dynamic nature of the focus group approach makes it a helpful vehicle

to gain insights from participants in order to revise and improve on the basis of

discussions. The key to conducting focus groups is to encourage interaction between

group members and to observe their reactions to different perspectives and

disagreements. The researcher chairs the discussion, “steering it occasionally and

ensuring that everyone has their say” (Moore, 2000, p.124).

Questions discussed within focus groups are “deceptively simple” (Marshall and

Rossman, 2011, P.149) as the promotion of participants’ expression of their own

viewpoints is an important goal. A natural atmosphere assists the interactive

engagement of participants. Researchers should put participants at ease and chair the

discussion skilfully, for example, paying attention to quiet group members, as “if

someone has not spoken in the first ten minutes they will find it very difficult to break

into the discussion” (Puchta and Potter, 2004; Moore, 2000, p.126). Researchers need to
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bring the discussion back to its central focus when it is slipping off the point, and try to

add new topics if the discussion repeats. It is also useful to summarize briefly to make it

easier for transcription at a later stage (Roulston, 2010). Researchers should always

keep their eyes on time; the discussion should be inspired and also managed by skillful

strategies.

Compared to individual interviews and surveys, focus groups have the following

valuable advantages. Firstly, managing a group of participants simultaneously sharing

and discussing their varied ideas facilitates continual lines of communication as the

outcomes of discussion. This give-and-take process of ideas sharing and

group-facilitated data collection (David et al., 2007) enables researchers to summarize

and gain deeper insights of participants’ priorities and suggestions which can increase

the efficiency of the research project. Dörnyei (2007) highlights that by thinking through,

inspiring, and discussing the emerging issues and challenging each other, this “collective

wisdom” experience of group brainstorming produces high quality data and an inspiring

environment. As Morgan (1998a, p.5) indicates, by promoting this collective process, the

report “will not be just a pile of facts but a rich source of insights into the human task of

implementing change.” Crucially, group compatibility and group satisfaction should be

taken into account, as “highly compatible groups perform their tasks more effectively

than less compatible groups because less time and energy are devoted to group

maintenance” (David et al., 2007; Smelser, 1961; Sapolsky, 1960).
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Secondly, focus groups promote a communication cycle between different components:

researchers/moderators, participants and chosen topics. Researchers design topics for

participants to discuss; participants create dialogue based on the chosen topics, while

researchers summarize participants’ priorities and suggestions (Hammersley and

Atkinson, 2007; Morgan, 1998a). Although researchers tend to listen more than talk

during the whole process, it is still an active rather than a passive process for the

researcher—functioning as moderators and facilitators, researchers need to adjust the

directions of discussion by listening to participants carefully. With the inspiration of

high-quality questions, participants are able to produce lively discussions, which are

beneficial for further analysis. Simultaneously, participants are able to reach better

understanding of group dynamics by listening to and also sharing individual perceptions,

information processing and decision-making capacities. Stimulating interactions among

focus group participants are hypothesized to stimulate more information when

compared to individual interviews (King and Horrock, 2010; David et al., 2007).

Thirdly, exploration and discovery can be achieved by adopting focus groups for

research. By controlling less for questions, focus groups promote “wide-ranging and

hit-or-miss discussions” (Morgan, 1998a, p.12). Encountering diversity maximizes

similarities while emphasizing and protecting differences between participants.

Homogeneous focus groups safeguard participants’ comfort and self-disclosure in

expressing their own ideas as well as their personal feelings (Yin, 2016; David and Alice,

1998; Morgan, 1998a). Within discussion, participants contribute hidden values to the
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data, thus focus groups provide possibilities to explore “uncertainties, ambiguities, and

group processes that lead to and underlie group assessments” (Michael et al., 2001, p.4).

Lastly, the results of focus groups have “high face validity” (Marshall and Rossman, 2011,

p.149). Moreover, in practical terms, the cost of conducting focus groups is relatively

low, as participants provide quick responses and this can effectively increase the sample

size of qualitative studies by involving more participants for data collection (Marshall

and Rossman, 2011; Krueger and Casey, 2008).

Having discussed the advantages of focus groups as a methodology, there are also

challenges to be considered. Time control is challenging, as discussion of irrelevant

issues may take considerable time. Data analysis is largely reliant on the context and

understanding of participants’ comments. Careful consideration of room arrangement

for focus groups is necessary. Consequently, facilitation skills for managing

conversations and inspiring participants are applied in order to gain high-quality data

(Marshall and Rossman, 2011).

As the core aim of this research is listening to students’ voices, I regard it as important

to provide students with opportunities to “have their say” on questionnaire design. By

using focus groups and listening to students’ responses and feedback, I encourage

students to actively participate and thus revise the questions to accurately reflect their

own needs. Each focus group had an assistant who helped the group to transfer common

themes onto large sheets of paper. Afterwards, focus groups discussed and categorized

similar ideas. Then, I went through each focus group’s “idea paper” to promote further



140

revision and thinking of each category. Lastly, after discussing and generalizing items

and categories, I presented each participant a ballot to re-examine the final lists and

select five items that “should be in our surveys/semi-structured interviews”. This step

provided the research with more possibilities and space to explore, especially for

further questionnaires and semi-structured interviews, such that the design of

questions and themes could be further revised to correspond to students’ feedback.

4.3.3 Semi-structured and in-depth interviews

After adopting focus groups as a piloting approach, questionnaire and interview

questions were revised and improved according to participants’ feedback. By providing

guidance and direction (the “-structured” part), I encouraged participants to elaborate

more on specific issues (the “semi-” part). If researchers design and ask questions with a

good overview and understanding of the phenomenon being discussed, the depth and

breadth of participants’ responses will not be limited (Dörnyei, 2007). As a data

collection method, interviewing lies at the heart of qualitative research approaches

(Heigham and Croker, 2009).

During the interview process, participants have freedom to express their perspectives

on the main questions while interviewers interact by adopting prompts, probes and

follow-up questions to clarify and expand on answers (Atkins and Wallace, 2012; Drever,

1995; Rubin and Rubin, 1995). Within 45 minutes to an hour, semi-structured

interviews create “a formal encounter, with a specific purpose, and both parties are

aware of this” (Drever, 1995, p.4); during this process, participants talk in great length,
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“about their feelings, and about their underlying attitudes, beliefs and values” (Moore,

2000, p.121). Semi-structured interviews are best used “when you want to collect both

structured information and information about attitudes or beliefs” (Moore, 2000, p.121).

Interviewing works powerfully to make explicit things that “have hitherto been implicit”

(Arksey and Knight, 1999, p.32) as the main purpose of the in-depth interview is to

“achieve both breadth of coverage across key issues, and depth of coverage within each”

(Legard, Keegan andWard, 2003, p. 148).

Apart from individual interviews, the use of group interviews allows for exploration of

opinions and attitudes from different perspectives. Group interviews encourage

participants’ recall and elaboration with stimulated re-evaluation of existing opinions

and viewpoints (King and Horrocks, 2010). There are various purposes for conducting

group interviews; firstly, researchers can use group interviews for exploration when

they are unfamiliar with the context of study. Next, group interviews can be used for

pre-test questionnaires, participants comment on comprehension, wording and other

aspects of the current questionnaire design. Additional data and information can also be

offered by group interviews as a form of triangulation. Lastly, the data collected from

group interviews forms a source of information providing insights into specific

phenomena (King and Horrocks, 2010; Frey and Fontana, 1993).

It is noticeable that interviews fundamentally shape and affect the form and content of

what participants produce (Atkins and Wallace, 2012; James and Jaber, 1995; Briggs,

1986). Consequently, researchers’ decision-making about methodological approaches
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shapes and influences the outcomes of researches. However, participants’ deep and

personal feelings, interactions and emotions can be invisiable for various reasons.

Moore (2000) states that there are four main barriers that may affect the collection of

high-quality information.

Firstly, researchers need to understand participants’ emotions, feelings and viewpoints

but not rely on researchers’ own explanations while researchers should also avoid the

risks of over interpretation. Next, certain skills are necessary to ensure that participants

express their viewpoints towards issues; another barrier is participants’ concerns of

being influenced negatively by their opinions. Lastly, participants may provide

information and responses that they assume are expected by the researchers. In order

to gain high quality data, researchers should reassure participants of their views and

standpoints to ensure the information provided by them is acceptable and valid.

Researchers should also encourage participants to talk by looking at them often to

convey interest in their opinions. Additionally, researchers should keep the flow of

information fluid by responding to participants positively (Moore, 2000).

When employing data collection approaches such as interviews and focus groups,

note-taking is necessary which can equally prove challenging as researchers have too

many things to do at the same time. Concentration is needed for interview discussion,

focus group direction and in-depth exploration. Researchers may lose a lot of valuable

non-verbal clues when they are taking notes. It is generally agreed that recording is

needed if researchers plan to use the content of semi-structured or unstructured
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interviews as research data when note-taking is not enough to catch interviewees’

detailed responses and personal feelings (Dörnyei, 2007). Thus recording during the

process of interviews and focus groups helps researchers to concentrate more on the

content of verbal and non-verbal information. Digital equipment effectively produces

high recording quality (King and Horrocks, 2010). Researchers can also use the

recording to double check and rewrite comments and information that are not clear or

complete. With the assistance of recording, researchers can “type up a full note of the

interview, complete with quotations where you were able to record them” (Moore, 2000,

p.128). There are concerns about using recording for data collection and further

analysis; researchers may inevitably lose nonverbal information, for example,

participants’ facial expressions, eye movements or accompanying gestures (Dörnyei,

2007). Therefore, taken together with recording, note taking assists the researcher to

grasp such nonverbal information (King and Horrocks, 2010; Dörnyei, 2007).

Alongside the above discussed strengths, the weaknesses of interviews as a form of

methodology should not be ignored. The process of designing and conducting interviews

is time-consuming, thus, researchers are required to have good communication skills

and meanwhile, participants may seek to display themselves in an unrealistically

positive light. However, it would also be challenging if participants are too shy to

express themselves.

For this study, using semi-structured individual and group interviews provides the

complementary information needed in order to answer research questions. Individual
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and group interviews follow the key themes of this research, I manage and inspire

participants by proceeding through each theme, listening to their responses and

exploring potential comments. Good interviews provide a journey of supporting for

participants and sharing personal experiences and feelings, as the purpose of

conducting interviews is to truly listen to participants’ voices and learn from their

shared comments and opinions (Mertens, 2009).

4.3.4 Questionnaires

Questionnaires are regarded as “inherently quantitative and positivistic” (David, 2014,

p.6), which is contrasted to qualitative methods such as interviews, observation and

focus groups. Typically, questionnaires function as highly structured instruments of data

collection with questions intended to convey specific information (Dörnyei, 2007).

Results collected are typically quantitative with some open-ended questions designed

for qualitative analysis (Dörnyei, 2007). Quantitative questionnaires are portrayed as

being “sterile and unimaginative” (David, 2014, p.6) although they provide factual and

descriptive information to researchers. The problem with questionnaires from a

qualitative perspective is that they inherently involve relatively brief engagement with

the topic of respondents (Dörnyei, 2007).

When discussing the strengths of questionnaires, their efficiency should be highlighted

in terms of the researcher’s time, effort and finance. Questionnaires allow researchers to

collect large amounts of data within an hour or less. Additionally, data analysis can be

fast and relatively straightforward if the original questionnaire design is well structured
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with the assistance of piloting trials. Thus, the design and pre-testing of questionnaires

is of great importance as ill-structured questionnaires can produce unreliable and

invalid data for researchers.

There are three types of questions that questionnaires are designed to measure

(Dörnyei, 2007, 102). Factual questions are “demographic characteristics” about the

respondents, such as their age, gender, nationality, occupation, education and

residential location. Next, behavioural questions are asked to obtain the respondents’

previous activities, to find out what they have done in the past in order to “grasp ideas of

their lifestyles, habits and personal history”. Attitudinal questions focus on people’s

attitudes, interests, beliefs and values towards different issues. Researchers should be

clear about the precise type of information and questions for three main reasons. Firstly,

if researchers lack clarity and understanding about questions involved within their

research, there is the possibility that they may collect the wrong types of data. Next, in

order to demonstrate reasonable design of different types of questions, researchers

need to improve their awareness of all kinds of questions relevant to the research.

Lastly, possessing accurate and reasonable understanding about questions can assist the

analysis of data (De Vaus, 2014).

Apart from distinguishing questions by their content, the form of presenting

questionnaires also produces different results; there are two types of items in

questionnaires, closed-response items and open-response items. Closed-response items

aim at collecting numerical data to distinguish differences and similarities while

open-response items focus on listening to respondents’ own words (De Vaus, 2014;
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Bryman, 2012; Roulston, 2010; Brown, 2009 and 2001; Heigham and Croker, 2009). By

providing closed-choice questions within questionnaires, a number of possible answers

are shown for respondents to select one or more responses. Closed format of questions

can cause the major problem of creating false opinions; this can be related to the

insufficient range of choices provided for respondents, or the possibility of prompting

certain answers.

However, if these closed-choice questions are well developed and carefully revised,

there are advantages of adopting questions in closed formats. Firstly, closed-choice

questions are useful as they provide the availability of clear questions, which

respondents take less time to answer; this is suitable for long-length questionnaires and

respondents with low motivation. Next, researchers may find closed-choice questions

easier to code as the nature of closed-choice questions allows for the convenience of

grouping and interpretation. Lastly, questions in closed format do not discriminate

among respondents who are less talkative with less information to provid (De Vaus,

2014; Bryman, 2012). In contrast to closed-choice questions, open-ended questions,

which are designed for providing blank space or dotted lines for respondents to fill in

their personal answers, arehelpful in collecting feedback, permitting greater freedom of

expression with illustrations of graphic examples and quotes, commonly associated with

mixed methods research (Bryman, 2012; Brown, 2009 and 2001; Heigham and Croker,

2009).
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4.4 Sampling

As Mason (2002, p.121) indicates, sampling in qualitative research emphasizes the

“depth of investigation, rather than a breadth of coverage”, and samples are usually

“small in size” (Ritchie, Lewis and Elam, 2003, pp.83). According to Miles, Huberman

and Saldana (2014), there are two actions that researchers apply within the qualitative

sampling process. Firstly, researchers need to set boundaries to clarify the dimensions

of their studies; these boundaries are often connected to research questions. Next, a

conceptual frame should be employed, in order to assist research designs. Due to the

purposive nature of qualitative data, the richness in data details means the sample sizes

need to be kept to a relatively small scale. However, qualitative samples should also not

be too small (Ritchie, Lewis and Elam, 2003), or there is the possibility for researchers

to miss key elements of diversity related to varied factors.

The terms of snowballing and chain sampling are used to indicate an approach in which

researchers ask participants who have already been interviewed to recommend other

people they know who might be suitable for the study among small populations (Ritchie,

Lewis and Elam, 2003). As sample members are often related to each other, this

sampling method faces the possible risk of limiting the diversity of the data. Bryman

(2012) and Coleman (1958) also highlight the potential problems of snowball sampling,

stating that the sample is very unlikely to be representative of the target population. As

Ritchie, Lewis and Elam (2003) suggest, researchers can mitigate this risk by asking

participants to act as link people, recommending people who are suitable for the study
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but different from current participants. Bryman (2012) suggests that snowball sampling

is not entirely irrelevant to quantitative research, especially when the researcher

focuses on the relationships between people and contexts (Coleman, 1958), “tracing

connections through snowball sampling may be a better approach than conventional

probability sampling” (Bryman, 2012, p.203). As for this study, snowball sampling is

applied to both questionnaire and semi-structured individual and group interviews. For

group 1 (Chinese junior high schools), I obtained approval from three class advisors of

three grades at four different schools and handed out the questionnaires for students to

complete. For group 2 (Chinese senior high schools), I contacted three class advisors

from three grades and invited students to complete the questionnaires.

The geographical locations for sampling from junior and senior high schools were based

in Shaanxi Province, China, while selected junior high schools were located in Yulin,

Tongchuan, Xi’an and Ankang. Senior high schools were located in Baoji, Xianyang, Xi’an

and Hanzhong (See Figure 4.4). I chose Shaanxi Province as my fieldwork context for

two reasons, firstly, Shaanxi province shows a good combination of developed and less

developed areas, while Beijing, Shanghai, Guangdong and other coastal areas are much

more economically developed, thus lacking the features of less developed regions like

Shaanxi province (See Figure 4.3). Next, the consideration of social networks was

another key element in choosing the fieldwork context, as research conducted before

and prior working experience provided me with social network links, and these links

are mainly based in Shaanxi province. All five chosen universities were located in Xi’an,

due to the consideration that students’ backgrounds are more diverse than among
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secondary school students. As for the universities chosen in Shaanxi Province, one

university belongs to Project 985, three universities belong to Project 211, and one

university is categorized into tier-three. Criteria for selecting these secondary schools

and universities is based on combining the diversity of school contexts and students,

including schools belong to developed and less developed regions, to listen to students

voices emerging from various backgrounds.

Figure 4.3 Map of China

(https://www.theatlantic.com/china/archive/2013/09/mapping-chinas-income-i

nequality/279637/)
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Figure 4.4Map of Shaanxi Province, China

(http://www.cfguide.com/prov/shaanxi.htm)

Interviews conducted within Chinese universities (group 3) also utilized snowball

sampling. I regarded the participants who have already been interviewed as link people,

some of whom are active in student union, thus, they recommended other potential

participants from different majors and grades, which worked similarly with group 4

(interviews within universities in the UK). When selecting interview participants, the

balance between gender, majors and grades was carefully considered and included as

criteria for selection.
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4.5 Practical fieldwork procedures

Phases Key content

Fieldwork 1

(September to October, 2017)

1. Focus groups in junior and senior high
schools;

2. Surveys in junior and senior high
schools;

3. Semi-structured individual interviews
with Chinese undergraduates;

4. Group interviews with Chinese
postgraduates

Fieldwork 2 (January, 2018)

1. Focus groups in universities in the UK;
2. Semi-structured individual and group

interviews with Chinese
undergraduates and postgraduates in
the UK

Fieldwork 3 (June, 2018) Semi-structured individual interviews
with teachers in universities in China

Table 4.1 Phases of fieldwork

From September to October, 2017, the fieldwork began in China (See Table 4.1). Firstly,

piloting of the questionnaire in the form of focus groups was carried out in junior high

schools and senior high schools. There were four focus groups in total, with each focus

group including four participants, two male and two female participants respectively.

Thus, there were eight male participants and eight female participants in total. Before

recruitment, letters to participants in both English and Chinese versions were sent to

potential participants. Then, semi-structured interviews were conducted among school

students and teachers. Of 80 student and teacher participants, 65 transcripts were
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produced in total. Afterwards, surveys (n=500) were collected from Group 1 and 2, from

junior and senior high schools in China.

The key rationale of selecting different research approaches relates to the intention of

listening to participants’ voices. As the core purpose of this research is to listen to

students and teachers’ voices, exploring the direct and indirect impact of ELT policy on

the practices of ELT, it is necessary to design relevant research approaches with the

awareness of listening to participants’ voices. Questionnaires, semi-structured

individual and group interviews, and focus groups constitute the approaches of this

mixed method research study.

Rich individual data about perceptions and feedback on ELT was collected via individual

and group interviews. As for the characteristics of participants, group interviews were

only applied to teacher participants. The key themes were the same between individual

and group interviews. By interacting and communicating with participants, in-depth

information was gathered and further analyzed. Echoing the main principle of this

research— listening to voices of students and teachers in different educational

contexts— in-depth interviews enhanced understanding of participants’ perceptions.

By completing these above data collection approaches, data for these four groups helped

convey mutual communication rather than isolated and superficial statistics. What is

more, this interactive and mutual communication and discussion between research

participants, research themes and questions can correspondingly create a cycle and

solid foundation for the collection and analysis of research data.
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At the beginning of focus groups, I introduced the objectives of this research and what

was expected from participants. Moreover, I asked participants to take notes on the

printed survey for any suggestions or questions, which would be used for further

discussion. After approximately ten minutes, all participants finished answering the

questionnaire. We began the discussion by following the sequence of question layout. I

encouraged participants to share their feelings towards the survey. For example, there

were columns asking participants’ age, gender and schools as basic information. All of

the sixteen participants in junior and senior high schools did not know the meaning of

“gender” when answering the survey. Based on their feedback, I asked their suggestions

for obtaining this basic information; they suggested to use “boy, girl” to replace “gender”.

Moreover, they suggested I provide translation for all the questions in case some

students may decline answering because they do not know the meaning of the questions.

Then, the discussion lasted for an hour for all four groups, from the first question to the

last question; participants shared their opinions and provided their suggestions. The

brainstorming between participants inspired all of us, there was one question about

self-assessment that I was uncertain about, and participants actively shared their ideas

with each other to find out the solution, which is presented in Appendix 8.

The process of conducting focus groups with junior and senior high school students was

a great success, further evidenced by a high response rate for later questionnaires in

different junior and senior high schools. All participants were actively engaged and

provided helpful feedback and suggestions on the structure and content of the

questionnaire. It is valuable to listen to participants’ voices and ask questions in a way
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they find accessible and easy to understand. After conducting four focus groups within

junior and senior high schools, the designated survey was revised in order to fit onto a

one-side A4 paper. This was then handed out to different junior and senior high schools,

500 junior and senior high school participants in total answered the questionnaire.

Before I went back to China for the fieldwork data collection, invitations and snowball

recommendations among teachers and students were conducted in order to achieve

higher efficiency. Just as with the focus groups, I sent participants a “letter to

participants” document introducing to them the objectives and content of interviews;

once participants agreed to be involved in interviews, they signed “consent forms”

before the interview. All individual and group interviews were recorded with

participants’ permission; recordings were then be transcribed for further data analysis

and thesis writing.

4.6 Ethical considerations and dilemmas

Applied to the context of educational research, ethics indicates the “rules or principles,

which should be adhered to during the process of conducting of a piece of educational

research” (Pring, 2015, p.173). In order to develop a sound, cogent and persuasive

research study, researchers should demonstrate an “exquisite sensitivity to both the

procedural and the everyday ethical issues (Guillemin and Gillam, 2004).

For “both moral and practical reasons” (Pratt and Swann, 2003, p.189), ethical

approaches should pervade the whole process of a researcher’s study, from the planning
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stage, to designing research methods and data analysis stages and the writing up of the

research. Ethical considerations can also shape and influence the final design and

structure of data collection approaches, ensuring that the design to be “technically

correct, practically efficient and ethically sound” (David, 2014, p.55).

The main purpose of this study, as stated at the very beginning of this chapter, is to

listen to students and teachers’ voices in terms of their perceptions of ELT in China. By

adopting focus groups, questionnaires, semi-structured individual and group interviews

to gather data, I ensure the honesty to all potential participants. The ethical approval

memorandum of this research has been provided by The School of Social Sciences,

Education and Social Work Ethics Committee (See Appendix 9).

4.6.1 Informed consent

Functioning as “a close cousin of voluntary participation” (David, 2014, p.57), informed

consent refers to the process in which researchers’ obligations to clearly identify

research issues and the implications of participation for research participants (Atkins

and Wallace, 2012; Floyd, 2002). By doing this, researchers can consequently avoid

being “deceptive, misleading or inaccurate” (Floyd, 2002, p.145) in representation of

their research to informants. Atkins and Wallace (2012) address the concern that very

few participants will possess the same level of understanding of a study as researchers

themselves. In this sense, it is “morally incumbent” (p.32) on researchers to accurately

predict any potential harm, distress and risks that participants might experience during

the research.
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Concerning principles of clarity, trust, honesty and integrity, informed consent protects

participants’ rights of self-determination during the data collection process. Four

elements are involved when discussing the issue of informed consent: “competence,

voluntarism, full information and comprehension” (Cohen et al., 2011, pp.77-78). Firstly,

“competence” indicates an individual’s ability to act for themselves. Next, “voluntarism”

ensures that participants can freely take part or withdraw from the research process at

any time. Then, “full information” highlights the need for the researcher to accurately

inform participants of the ais of the project, any foreseeable risks and discomfort

involved in participating, and how to deal with these potential risks. Last,

“comprehension” refers to that participants’ capacity to fully and clearly understand the

nature of the research through the essential information provided (Fraenkel et al., 2012;

Cohen et al., 2011; Basit, 2010; Crowley, 2007; Berg, 1998).

4.6.2 Privacy

Regarded as a “primordial value” (Caplan, 1982, p.320), privacy in research is an

“interpersonal boundary control and output-and-input process” (Edward, 2001,

pp.51-52; Altman, 1975). The application of voluntary participation and confidentiality

is partially based on the principles of protecting participants’ privacy (David, 2014;

Cohen et al., 2011; Basit, 2010). Moreover, the awareness of protecting participants’

privacy for this research also involves a “culturally-featured” compromise. Learning

from previous experience conducting semi-structured interviews with Chinese

participants, there was a tendency to be conservative in expressing their perspectives
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and suggestions. In this context, guaranteeing the protection of participants’ privacy is

highly necessary.

4.6.3 Confidentiality and anonymity

By restricting access to participants’ personal information, researchers promise to

maintain confidentiality of participants, ensuring that opinions shared in the process of

data collection is safely protected (Morgan, 1998). Any boundaries and clarifications of

confidentiality in the research process should be discussed in advance.

Along with confidentiality, anonymity functions as one of the most obvious ways that

participants can be potentially ensured ethical protection in research. Apart from

assuring participants that their responses will be anonymous or confidential,

researchers should also inform participants how their responses will be used and

further applied to (David, 2014).

For this research, I sent out “letters to participants” (in both Chinese and English

versions, see Appendix 10, 11 and 12) to provide detailed information about the

methodology for all potential participants. Informed consent, privacy, confidentiality,

and anonymity were guaranteed to all participants. After being participants accepted,

“consent forms” were signed before each actual data collection process.
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4.6.4 Mutual respect and self-disclosure

Focus groups, surveys and semi-structured interviews all involve the process of sharing

individuals’ ideas and experiences, which requires researchers to maintain a climate of

mutual respect. When ensuring these ethical practices in information-sharing,

researchers also need to minimize open disagreement or any actions that can possibly

destroy respect between researcher, individual and group participants (David and Alice,

1998).

Meanwhile, participants’ degree of self-disclosure should be observed. For practical

purposes, there are two types of self-disclosures: descriptive and evaluative

self-disclosure (Edward, 2001; Derlega et al., 1993; Chelune, 1978). Descriptive

self-disclosures involve facts and information about participants, which might be

personal, ranging from individual occupation to family size. Evaluative self-disclosures

are abstract expressions of personal feelings and opinions. Over-disclosure can pose

risks to privacy especially for participants within focus groups, as they need to maintain

ongoing interactive relationships after the research (Edward, 2001; Derlega et al., 1993;

Chelune, 1978). In order to deal with this potential problem of over-disclosure, I

reminded all participants of this problem at the beginning of the data collection process,

especially for focus groups, wherein participants were encouraged to create their own

rules to protect privacy.
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4.6.5 Power relationships

When considering power relationships, challenges are posed as to the asymmetries of

power between the “those holding power”—researchers and the “those under

scrutiny”—participants—as the data collection process is largely controlled by the

researchers while participants are in a passive position (Creswell, 2013; Atkins and

Wallace, 2012; Cohen et al., 2011; Hartas, 2010; Williams, 2000).

For this study, I function as the bridge between teachers and students in different

learning contexts. By promoting communication between learners and teachers via

discussion, the understandings of ELT can be reinforced and deepened. Thus, I was

positioned not merely as a student, or a teacher, but at the intersection of these two

groups, to reach relative balance within the process of data collection and analysis. Also,

thank-you cards were offered to participants. Moreover, I regard it as important to

express gratitude to all research participants for their contributions of time and

valuable information.

After data collection and fieldwork, I conducted further procedures of coding and

interpreting the data. All participants always have the right to withdraw their data. All

signed consent forms and field notes were kept safely. To this end, secured facilities to

store collected data were adopted, such as password-protected Microsoft Word

documents and secured cabinets (Creswell, 2013; Fraenkel et al., 2012).



160

Marshall and Rossman (2011) highlight that the procedural matter is only the beginning

of the demonstration of the researchers’ deep sensitivity to research practice, as there

are unforeseen issues hidden from researchers (Milner, 2007). Meanwhile, there have

been critiques of the lack of intercultural awareness embedded within ethical

explanation forms and guidelines (Marshall and Rossman, 2011). When providing

information sheets and invitation letters, especially for students in junior and senior

high schools, sufficient guidelines and explanations were provided in order to make it

easier for them to understand the purpose of this study. Ethical consideration does not

merely indicate the documents or participants’ signature, but the awareness of

protecting participants and an understanding of the need to listen to participants’ voices

and meet their actual needs.

4.7 Analysis of data

Data analysis is an iterative process, which involves the organization and explanation of

the data while highlighting key themes and regularities (Creswell, 2013; Cohen et al.,

2011; Teddlie and Tashakkori, 2009; Johnson and Christensen, 2008; Gibbs, 2007).

Challenges emerge with the inductive and reflective process of selecting and ordering

among the “richness” of the data while interpreting the world of the participants for the

audiences (Cohen et al., 2011; Giddens, 1976).

Dörnyei (2007) states that quantitative data analysis is ordered in a linear manner with

the development of well-defined steps. Researchers design approaches with the
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foundation of knowledge and literature, then they collect and analyze the data, and

finally the results of data analysis are written. At the same time, qualitative research is

iterative with nonlinear and “zigzag” patterns, the stages of data collection, data analysis

and interpretation are interrelated and reinforced. For this research, collected data can

be categorized into the following groups (See Table 4.2).

Forms of data

1. Focus group Recordings

2. Survey Collected paper surveys

3. Individual and group interviews Recordings and transcript

Table 4.2 Data analysis categories

4.7.1 Constant comparative method

I applied constant a comparative method to analyze and interpret all collected data. The

constant comparative method involves an iterative and continuously comparative

process, of comparison, simultaneous re-examination and revision of key findings, based

on collected data (Thomas, 2013; Fraenkel et al., 2012; Henwood and Pidgeon, 2003).

Analysis should not come last; instead researchers should break the data into

meaningful fragments while keeping in sight the overall structure and picture. Segments

should be systematically arranged to echo research objectives.
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4.7.2 Thematic analysis

Thematic analysis does not merely imply a list of themes and sub-themes, but rather

identifies a hierarchical relationship between these, with logical reflection and critical

analysis. As King and Horrocks (2010) suggest, there are guidelines regarding thematic

analysis. Firstly, identifying themes refers to the researchers’ decision-making about

components involved in the study and further interpretation of the collected data.

Secondly, the concept of “theme” is linked with degree of repetition. Issues raised across

two or more cases within interviews and questionnaires should be identified and

categorized. Then, themes should be distinct from each other, regardless of some

unavoidable overlap.

In order to demonstrate thematic structure to the readers, there are various ways to

design and develop analysis. A list with a numbering system is the simplest form, which

can also be shown in table form with columns (King and Horrocks, 2010). Apart from

lists and tables, a “tree” diagram with sub-themes as its branches is an effective means

of achieving visual-efficiency (King and Horrocks, 2010; Braun and Clarke, 2006;

Langdridge, 2004). Moreover, if the themes involved within the model design indicate

hierarchical relationships, a “mind-map” can be applied to the analysis with lines and

arrows to link and expand a researcher’s thinking.

There are mainly three stages of thematic analysis, which I followed to conduct data

analysis for different categorized groups (King and Horrocks, 2010; Braun and Clarke,

2006; Langdridge, 2004). The first stage refers to descriptive coding, I read through
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transcripts and highlighted relevant material with their brief comments and descriptive

codes. Then in the interpretive coding stage, I defined codes by descriptive grouping,

and afterwards, interpretative codes cold be applied to the full data set. The final stage

involves the overarching themes where I identified key concepts for the analysis based

on the full interpretation and abstraction of data.

Moreover, the three-layer theoretical structure of the policy chapter was applied when

reflecting on participants’ feedback on ELT practices. Theoretical models introduced

and discussed in Chapter three also contributed to further data analysis. For example,

Dӧrnyei’s motivational strategies framework (2001) was used to analyse participants’

experience of motives in learning English throughout different learning stages, Ward et

al’s (2001) Affective, Behavioral, and Cognitive (ABC) model for cross-cultural learners

was referred to when discussing students’ experiences of cultural differences. Cortazzi

and Jin’s (1997; 1996a) comparison between learning cultures in China and UK was

employed as the key model to discuss Chinese students’ adaptation to the UK tertiary

context. Furthermore, Horwitz et al’s (1986) Foreign Language Classroom Anxiety Scale

(FLCAS) was used to analyse Chinese students’ experiences of ELT difficulties

throughout different learning stages and contexts.

After returning from focus groups, semi-structured individual interviews and group

interviews, I produced a written account of rich description and dialogue analysis

(Bogdan and Biklen, 2003; LeCompte and Schensul, 1999). Meanwhile, I created

fieldnotes with each focus group, individual and group interview (See Appendix 13). Key
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information including logical clues of main discussion topics were illustrated in every

fieldnote to assist with further analysis and comparison.

4.7.3 Choice of language

When considering the issues of language translation, researchers need to ensure correct

and accurate translation from a linguistic perspective, but also from a conceptual

perspective (Cardoza Clayson et al., 2002). For this research, I provided participants

with freedom to choose their preferred language during the process of questionnaires,

semi-structured interviews and focus groups. Providing participants language freedom

is related to the following concerns; firstly, participants range from junior high school

students to teachers in universities, and their ability to use the target language differed

according to age and educational background. As participants indicated during the focus

group discussions, they might give up answering the questions if they do not know the

meaning of questions. Thus, I provided both Chinese and English versions of

questionnaires and interviews; participants were welcomed to use either Chinese or

English when answering questions.

Next, for participants who wanted to practice their English written and spoken skills,

they were welcomed and encouraged to use English as long as they could express their

ideas clearly. For participants who chose English to answer questions, I used certain

skills to make sure there is no misunderstanding or potential errors. For example, I

double checked with further questions in cases where participants responded answers

they were not very sure about. Most importantly, it is extremely crucial that language
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barriers do not negatively affect participants, either in their written or spoken

expression, which can lead to the loss of important information from respondents.

The choice of language is a crucial consideration (Mertens, 2009) when research

projects are designed and conducted. A process called “back translation” is useful but

less effective if language and cultural differences are key factors for the research design.

This term refers to the process of translating the original language into the target

language. For example, for this research, I translated participants’ information (in

Chinese) to the target language (in English). After this first translation, the translated

version is retranslated into the original language to ensure there are no

misunderstandings or errors within the translation process (See Appendix 14 for an

example of interview transcript).

4.7.4 Transcribing

As the first step of data analysis, researchers need to transform the recordings into a

textual form of information. This transcribing process is very time-consuming,

especially when the text also needs to be translated (King and Horrock, 2010; Arksey

and Knight, 1999); depending on the quality of the recording, transcribing a one-hour

interview can take as much as 5-7 hours (Dörnyei, 2007).

Together with the issue of recording, transcribing also holds the potential for the

obvious loss of nonverbal information; the setting, context, interviewees’ body language

and gestures are missed (Arksey and Knight, 1999); Miller Crabtree (1999, p.104)
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describes transcribed text as “frozen interpretive constructs”. Dörnyei (2007) also

identifies the problems of suprasegmentals, like intonation and stress, and non-vocal

noises, such as giggles. As Roberts (1997) illustrates, “transcribers bring their own

language ideology to the task. In other words, all transcription is representation, and

there is no natural or objective way in which talk can be written” (p.168). All transcripts

I produced for this research were in both Chinese and English to ensure “back

translation”, that all important information had been captured.

4.8 Potential problems and obstacles

As the fieldwork was carried out both in China and the UK, time management and

arrangement for different fieldwork groups was challenging. Also, as these fieldwork

groups were all based on the school contexts and regulations, ensuring sufficient time

for focus groups, surveys, semi-structured individual and group interviews was shaped

by school timetables and participants’ personal plans.

This chapter has illustrated the understanding of mixed methods research employed for

the thesis, followed by the choice and rationale for research methods. The explanation of

fieldwork procedures is also presented. Lastly, ethical issues are discussed by

considering different phases of the research fieldwork. Although there were challenges

and obstacles, data collection and analysis approaches including interactive

communication between researchers and participants, sought to mitigate these as this

research focuses on listening to voices of students and teachers.
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4.9 Feedback and reflection on quantitative and qualitative data collection

4.9.1 Use of focus/advisory groups

Before handing out the final version of surveys to junior and senior high school students,

discussions were held between students and myself in Shaanxi province, China. Students

showed great interest in and enthusiasm towards the discussion. At the beginning, they

were asked about their feelings towards the survey and their participation in the

advisory group; group members expressed that they gained a sense of achievement

participating and contributing to the research project. Students commented, “this is not

simply answering the questions, I enjoyed the discussion and further feedback, and I am

very happy that I can contribute to the design of survey questions” (personal

communication, 10 September 2017).

Meanwhile, students also provided positive feedback towards the design of survey

questions. They said: “We have not participated in any surveys or other kinds of

research studies before, so we were a bit nervous at first, worrying if we could answer

the questions or not, but it all turned out very well” (personal communication, 10

September 2017). Most importantly, students commented, “we found this a very special

and precious opportunity to look back on our previous English learning experience and

be inspired to improve our own ways of learning English” (personal communication, 10

September 2017).
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4.9.2 Individual interviews with university teachers

University teacher participants expressed a high level of their interests and

encouragement towards individual interviews. Teacher participants provided their own

comments for interview questions, “It is great that I can be involved in such

participatory research, and I think it is very meaningful for us to express our opinions”

(personal communication, 12 December 2018). Moreover, some teacher participants

also commented that “participating in interview also helps me to rethink my teaching

process and aims, sometimes we may lose our original purposes when the journey is too

long” (personal communication, 14 December 2018). Also, teacher participants

commented on the originality of the research structure design, “it will be very inspiring

to know how students and teachers from different stages reflect upon these themes”

(personal communication, 15 December 2018).

4.9.3 Individual interviews with undergraduates and postgraduates

The majority of students had not participated in any forms of interviews before our

interviews. “This is a very special and fresh experience, I never thought I would be asked

my opinions and experience of English learning” (personal communication, 20 October

2017). Apart from interview feedback, participants were also asked to come up with

recommendations or suggestions for any interview questions, and varied feedback was

provided by participants during this process.
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4.9.4 Group interviews with undergraduates and postgraduates

Together with individual interviews, university students were also interviewed in the

format of groups, with students commenting that they felt more relaxed and

comfortable with group interviews as “I feel more confident with my classmates around

me, and sometimes others’ comments bring me ideas and inspirations by surprise”

(personal communication, 9 April 2019). For students who chose to be interviewed

individually, the familiarity with other participants was identified as their main concern,

and they did not feel comfortable enough to share their opinions with others. As one

participant stated, “I prefer to have an individual interview mainly because I want to

keep everything I said between you and me, and I am not fully secure to share my

thoughts with other classmates or strangers” (personal communication, 26 March 2019).

Meanwhile, the lack of group interview experience also made it more challenging for

Chinese students to accept the format, as one participant shared, “this is my first

individual interview, not to say group interview, so I would prefer to choose the one

with more privacy to share my ideas” (personal communication, 21 March 2019).

4.9.5 Post interview dialogues

Apart from participants’ feedback on interviews themselves, some participants chose to

share more details of English teaching and learning, as well as their current concerns,

with the researcher off the record. For example, one undergraduate participant

discussed his concerns about vocabulary and pronunciation within his university
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English study. Moreover, one teacher participant continued to discuss the issues of

conducting effective classroom activities and assessment methods after finishing the

interviews. This research has actively promoted further discussion around English

learning and teaching.

This chapter has discussed the use of mixed method approaches, with surveys,

semi-structured individual and group interviews, and focus groups explicitly illustrated

with detailed explanations of fieldwork procedures. Moreover, ethical considerations

and further reflection upon the quantitative and qualitative data collection process were

examined. Having discussed and illustrated the methodology adopted for this study, the

next chapter proceeds to the quantitative data analysis, following the sequence of

research themes.
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Chapter Five. Quantitative Data Analysis

This chapter will present the analysis of quantitative data collected from junior and

senior high school students. The connections between data being analysed, previously

discussed literature and ELT policy in China will be established within this chapter.

Following the sequence of research themes, students’ questionnaire responses will be

analysed.

5.1 Demographic information of survey respondents

During the year 2017 and 2018, a total number of 500 surveys were collected from

junior high schools (n=120) and senior high schools (n=380) located in Shaanxi

Province, China. The purpose of the surveys was to explore secondary school students’

perceptions of English learning. Surveys were administered to four groups of students

(in different geographical locations of Shaanxi Province) as described in Table 5.1.
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Group Number

with short titles

Number of Male

Respondents

Number of

Female

Respondents

Age Total Number of

Respondents

1 SHRural

(Senior High

School, rural

area)

90 75 17 years old: 90

respondents; 18

years old: 75

respondents

165

2 SHUrban1

(Senior High

School, urban

area)

43 42 15 years old: 55

respondents;

16 years old: 30

respondents

85

3 SHUrban2

(Senior High

School, urban

area)

40 90 16 years old: 90

respondents;

17 years old: 40

respondents

130

4 JHUrban

(Junior High

School, urban

area)

65 55 12 years old: 40

respondents;

13 years old: 50

respondents;

14 years old: 30

respondents

120

Total number of

respondents

238 262 500

Table 5.1 Demographic information of survey respondents
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5.2 Descriptive statistics

For the following data analysis (from section 5.2.1 to 5.2.10), survey results will be

presented which echo research themes. For closed questions, bar tables of four groups

will be used to illustrate the percentages within each response category. For each of the

open-ended parts of my questions, I have quantified the answers and reported the

responses as text, while the supplementary figures can be referred to in Appendices.

5.2.1 Students’ start age to learn English

In order to figure out if there are any differences in terms of students’ early-year access

to English based on more and less developed regions, respondents were asked the age at

which they started to learn English. Figure 5.1 shows that 44% from the group SHRural

respondents began to learn English when they were 9 years old, while the other three

groups began to learn English when they were 3-6 years old. This difference in ages

between students in rural and urban areas indicates the unbalanced and significant

regional differences in English language teaching in China.

As can be seen from the responses of group JHUrban, SHUrban1 and SHUrban 2, outside

the Chinese compulsory education system (school-age children usually enter primary

school at seven years of age, for their nine year of’ compulsory education), differential

access to English language education is also an element at the pre-school education

stage, especially within the urban areas. Sharp differences in English teaching and
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learning are visible between rural and urban areas, northern and southern parts of

China, coastal and inland areas (He and Sun, 2019; Hu, 2003; Cortazzi and Jin, 1996b).

Moreover, the start afe at which urban students access English learning is becoming

younger; in comparing current junior and senior high school students’ responses, it can

be seen that there are more junior high school students learning English between 3-4

years of age (59%) when compared with 35% (group SHUrban1) and 44% (group

SHUrban2) for current senior high school student groups. In the year 1978, the first

unified English curriculum was introduced to students in China at grade three (9-10

years old) at primary schools (Lam, 2002; Liu, 1993) with an “the earlier, the better”

policy for Chinese primary schools regarding English language education being issued

by the government (Lu and Liu, 2016; Zhao, 2016; Wang, 2011). Since the early 1990s,

English classes have been offered in urban primary schools at Primary One (students

aged six) while the popularization of ELT has also reached kindergartens in coastal and

urban areas (Hu, 2003; Hu, 2002a; Cortazzi and Jin, 1996a). However, primary schools

in inland rural areas began to provide students with English classes only after the year

2001, under the influence of directives issued by the Ministry of Education in 2000 to

require all primary schools nationwide to offer English teaching at Primary Three (Hu,

2003; The Ministry of Education, 2000a).
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Figure 5.1 Students’ start age to learn English

5.2.2 Students’ perceptions of English Language Teaching (ELT)

The purpose of asking this question is to explore students’ direct connections

established between English learning and the provided opinions. Respondents were

asked to choose answer(s) describing their impression about English learning. If the
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response opinions did not reflect their own views, students also provided individual

comments regarding this question.

It can be seen from Figure 5.2 that urban students (group JHUrban, SHUrban1 and

SHUrban 2) established the majority of connections in terms of English learning with

“communicate with people in English” and “Western culture” while rural students

(SHRural) linked English learning with “words, phrases and texts memorization” (55%).

Moreover, group SHRural displayed the fewest connections between ELT and

communicative needs (17%) compared to other three groups. Students’ perceptions of

memorizing grammar, words, phrases and texts relates closely to formal exams that

students are frequently explained and tested about their comprehension of difficult

sentences while the main focus of English has been regarded as “an object of study

rather than a tool for communication” (Hu, 2003, p. 298).

When looking at the selection “communicate with people in English”, the contrast

between urban and rural students has been clearly displayed as urban students

expressed their comprehension of using English to communicate while rural students

did not show the same level of preference towards the communicative and/or

collaborative feature of English learning (Hu, 2003). The contrast between developed

and less developed regions’ students’ attitudes towards speaking skills also corresponds

to earlier policy highlighting the secondary importance of speaking skills in ELT.
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Figure 5.2 Students’ perceptions of ELT

Moreover, from the additional comments provided by the respondents (See Appendix

15), it was clear that across all groups the most common responses to students’

perceptions of ELT were “grammar and exams” and “travel/study abroad”. Exams are

frequently used to test students’ knowledge of grammar and rote memorization of

vocabulary, as a result, exams result in teaching practices, instructional teaching

practices such as frequent grammar and translation exercises, read aloud texts and

dialogues in textbooks are commonly applied within English learning (Hu, 2003;

Cortazzi and Jin, 1997, 1996a). When referring to the guidelines and actions of the New

Curriculum explained by the Chinese Ministry of Education (2003), the six features of

“one way, two assessments, two processes, four tasks, five components and nine bands”
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should be highlighted. However, it can be seen from students’ concerns that English

learning does not correspond to the provided guidelines; for example, ‘four tasks’ aims

to develop students’ interest in learning English, language use ability, creativity and

cultural awareness, while ‘five components’ consists of linguistic knowledge, linguistic

skills, learning strategies, affect and cultural awareness (Yan and He, 2012, p.5).

Moreover, when referring to the earlier presented socio-cultural and historical layer in

Chapter two (section 2.3), students’ feedback on memorization and exam pressure

corresponds to the observation that Keju System and National Matriculation Entrance

Test (NMET) share similar elements such as rote memorization and standard answers of

assessment questions, highlighting the dominant status of teachers in classrooms, which

limits students’ contributions and classroom activities.

Meanwhile, urban students’ awareness of the importance and utility of learning English

for traveling/studying abroad is noticeable and can be explained by the rapid economic

development and growth within coastal and urban regions which stimulates overseas

tourists and cultural imports (Hu, 2003; Maley, 1995). On the other hand, students from

less developed regions lack exposure and stimulation provided by an environment of

using English outside classrooms, and consequently, students hold more concerns about

their higher education and future job prospects (Hu, 2003; Feng, 1999; Zhao and

Campbell, 1995).

Furthermore, the instructional grammar and exam-oriented teaching closely relates to

students’ feelings of “difficulty”, “challenges” and “pain”. It can be seen from the
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responses that there is a relationship between the age at which L2 learnersstart learning

the language and the possibility of FLA, illustrated by the fact that the younger L2

learners started to learn L2, the lower their levels of FLA reported at later learning

stages (Dewaele et al., 2008).

5.2.3 Students’ understandings of the purposes of learning English

In exploring students’ understandings of the purposes of learning English, respondents

were asked whether they learn English for exam-oriented reasons, communicative

needs or practical needs. Figure 5.3 illustrates students’ responses about the purposes

of English learning, with “preparing for English exams”, “communication” and

“travelling/studying abroad” the main reasons cited by students for learning English.

Group SHRural students highlighted the preparation for English exams (40%) while

groups JHUrban (36%), SHUrban1 (54%) and SHUrban 2 (58%) emphasized the

communicative and practical language use of English. In this sense, SHRural students

presented their concerns about the practical applicability of exams to practical

communicative interaction (Hu, 2003). On the other hand, urban respondents focused

their attention on the functional practice of English learning, for example, using English

to communicate, travelling/ studying abroad (Hu, 2003).

By looking at students’ responses, elements related to students’ English learning

motivation were also noticable. As for group JHUrban, SHUrban1 and SHUrban 2, their

selections about “communication” and “travelling/studying abroad” correspond to the

promotional factors affecting L2 learning motivation which are, communicative needs



180

and attitudes toward the English-speaking community (Lightbown and Spada, 2013;

Cook, 2001; Pintrich and Schunk, 1996; Horwitz, 1987; Gardener, 1985).

Differently, SHRural respondents’ concentration on exercises and exams is consistent

with the literature in two respects; firstly, exam pressure and scores could form an

instrumental motivation for Chinese learners’ English learning (Qi, 2007). Next, by

over-concentration on instructional learning and formal exams, students face the risk of

neglecting the development of communicative skills and functional practices (Qi, 2007;

Yu, 2001; Cortazzi and Jin, 1996; Dzau, 1990; Harvey, 1990), which is also reflected in

earlier policy analysis of the secondary importance of speaking skills in ELT. From the

perspective of Chinese learners, to learn English is to pass different exams throughout

pathways of learning stages, passing NMET in secondary school, and CET-4 and/or 6 at

university (Jin et al., 2015).
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Figure 5.3 Students’ understandings of the purposes of learning English
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5.2.4 Intercultural knowledge introduced within the English classroom

This question was divided into three sub-questions, answered by all four groups. All of

these questions were single-choice and closed-ended. By answering these three

questions, secondary school students’ access to intercultural knowledge, interests in

learning intercultural knowledge and their understanding of the potential benefits of

obtaining intercultural knowledge will be measured, providing us with a multi-angled

picture regarding intercultural knowledge in ELT classrooms in China (Figure 5.4, 5.5,

5.6 and 5.7).

5.2.4.1 Access to intercultural knowledge during the class

As the first question within the section on intercultural knowledge, students were asked

whether or not they get access to intercultural knowledge during English class. When

responding, students also provided examples of what they have learnt about

intercultural knowledge and what areas of intercultural knowledge they are interested

and eager to learn more about.

It can be seen that group SHRural and JHUrban did not show the same level of exposure

to intercultural knowledge compared to group SHUrban1 and SHUrban2. 83% of

students in group SHUrban2 have access to intercultural knowledge, while 53% of

students in group SHRural indicated contact with intercultural knowledge. English

teaching in less developed areas does not incorporate significant intercultural

knowledge resources, while it is not unusal for schools in urban regions to recruit native
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speakers and apply more advanced learning and teaching materials for English teaching

(Hu, 2003). For example, around 15% of the primary and secondary schools in Shanghai

recruit at least one native English speaker to their teaching staff (Hu, 2003). On the

other hand, teachers within less developed regions often show a general lack of

intercultural knowledge of English-speaking countries; in turn, students from less

developed regions do not share the same degree of exposure to intercultural knowledge

as students from more developed urban regions (Hu, 2003; Leng, 1997; Burnaby and

Sun, 1989; Canale and Swain, 1980).

Figure 5.4 Access to intercultural knowledge during class

When looking at students’ illustrations of intercultural knowledge learntor sought, it can

be seen from Table 5.2 that intercultural knowledge is embedded within various aspects
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of human civilization such as literature, music, history, science, architecture, and so

forth (Li and Mark, 2019; Kang, 1994; Lin, 1994; Yao, 1994; Weaver, 1993; Qi, 1992; Hu,

1986, 1985; He, 1983). Additionally, all three senior high school groups (SHRural,

SHUrban1 and SHUrban2) presented more diverse illustrations of intercultural

knowledge learnt and sought. When compared to group JHUrban, age may be the main

reason for the different responses towards this question.
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Table 5.2 Respondents’ illustrations of what they have learntand what they wish

to learn about intercultural knowledge

5.2.4.2 Students’ interests in and understanding of the benefits of learning

intercultural knowledge

Subsequently, students were asked about whether they are interested in learning

intercultural knowledge and what are the potential benefits of learning intercultural
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knowledge. By looking at students’ response results presented in Figure 5.5 and 5.6, it

can be seen that with more access and exposure to intercultural knowledge, learners are

more likely to increase their awareness and sensitivity towards intercultural knowledge.

Meanwhile, by learning intercultural knowledge, learners also promote cultivation of

their interests in learning English (Hu, 2002; Ramirez, 1995; Simpson, 1997; Valdes,

1986). With increasing intercultural awareness, learners in turn cultivate their interests

towards obtaining more and make good use of the learnt knowledge. This positive

circulation also echoes the Affective, Behavioral, and Cognitive (ABC) model of learning

developed by Ward et al., (2001), as individuals’ learning capabilities are influenced by

their affective empathic awareness and cognitive consciousness (Killick, 2018; Moon,

2004). Understanding cultural differences and learning verbal and non-verbal

communicative rules, norms and practices can result in minimizing potential

misunderstandings, misinterpretations, challenges or problems and better prepare

students for their interaction within English-speaking contexts (Killick, 2018; Sam and

Berry, 2010).
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Figure 5.5 Students’ interests in learning intercultural knowledge
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Figure 5.6 Can intercultural knowledge benefit you in learning English?

Supplementary and detailed comments provided by students in terms of potential

benefits of learning intercultural knowledge are presented in Figure 5.7. Figure 5.7

illustrates students’ understandings of potential benefits of intercultural knowledge, as

group SHUrban 1 and SHUrban 2 commented, learning more intercultural knowledge

can stimulate my interests and only with enough interests can I gain more motivation to

learn English. Also, urban students connected the learning of intercultural knowledge

with their future study and/or travel plans, saying things like “with the help of

intercultural knowledge, I will be more capable to study and/or travel abroad”.

Meanwhile, students of these two groups also highlighted the challenges of current
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exams, as they do not focus on students’ understanding of intercultural knowledge, so

we do not learn much intercultural knowledge during the class.

In general, students in groups SHUrban1 and SHUrban2 showed relatively positive

attitudes toward learning intercultural knowledge and hold the belief that language and

culture cannot and should not be separated. On the other hand, students from less

developed areas expressed less positive attitudes towards learning intercultural

knowledge, commenting “Can it help me get higher exam results?” and “What counts

most is our exam”. These exam-centred comments also echo earlier discussion about the

traditional ways of exam-oriented English teaching and learning within these less

developed regions.

Tracing back through the literature, the interwoven relation between language and

culture have been discussed by various scholars observing that language is embedded

within culture, it creates and helps to express and transmit culture; simultaneously,

culture influences the use and presentation of language (Li and Mark, 2019; Liu et al.,

2014; Ge, 2008; Byram, 1997; Kramsch, 1991; Wang, 1991; Hu, 1988; Yu, 1987; Huang,

1985).

Through greater exposure to intercultural knowledge, students are more likely to learn

the target language with greater efficiency (Hu, 2002; Ramirez, 1995; Simpson, 1997;

Valdes, 1986). In the context of China, the Chinese government holds a cautious attitude

towards outside cultures due to fears of cultural invasion and assimilation. As a result,

textbooks only reflect parts of other cultures and focus on large proportion of grammar,
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vocabulary, cloze test and sentence structure; students miss the opportunity to view the

whole picture of other cultures (Liu et al., 2014; Zhang, 2007).

Although recent national syllabi highlight the needs for intercultural knowledge in order

to raise students’ intercultural awareness, the issue of teaching intercultural knowledge

remains a sensitive and complicated one. Concerns that teaching about western cultures

may result in the loss of native cultures (Hu, 2002; Coleman, 1996; Heiman, 1994; Judd,

1983), unconscious cultural assimilation and pose a threat to cultural identity (Hu, 2002;

Heiman, 1994) impede the development of intercultural knowledge teaching and

learning.

Figure 5.7 Illustrative benefits of learning intercultural knowledge
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5.2.5 Challenges encountered during English learning

In terms of students’ English learning challenges, respondents could choose more than

one answer to indicate their opinions and it can be seen from respondents’ feedback

presented in Figure 5.8 that grammatical knowledge, speaking skills and vocabulary are

the key sections that students find challenging. In terms of grammatical knowledge,

students expressed their concerns and worries by providing supplementary comments

such as, “our learning of grammar is closely connected to the exams, teachers emphasize

those grammar which is frequently examined and we have countless exercise to do in

order to become familiar with them, but we will never actually know how to use them if

we only focus on exams”. As students mentioned earlier, the lack of speaking exams also

posed obstacles as “our parents and teachers suggest us to invest our time and energy to

the written exams and grammar rather than speaking skills as there is no speaking exam

so there is no necessity to concentrate on this aspect now”.

Among all responses collected, it is noticeable that group SHRural expressed more

concerns about the section of cloze test (34%) compared to other three groups. Students

stressed the complexity of cloze tests as “it examines your accumulation of vocabulary

and phrases, also grammar and sentence structures. It does not help even though you

understand the sentence, I always still get the wrong answer with the right

understanding of the passage, which is very frustrating”. From the comments, it can be

seen that students’ focus was oriented overwhelmingly towards exam concerns, as
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opposed to communicative or other functional competence (speaking and writing skills)

when discussing English learning challenges.

Figure 5.8 Challenges encountered during English learning
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The strong exam orientation feature does not comply with the objectives issued by the

Ministry of Education, whose key terms “student autonomous learning” and

“communicative competence” have been stressed since 2003. In 2004, the Ministry of

Education further issued College English Curriculum Requirements (For Trial

Implementation), aiming to develop learners’ spoken and written skills, cultural aptitude,

and the ability to study independently. Moreover, knowledge and functional skills such

as intercultural knowledge were also highlighted as objectives (Liu et al., 2014).

However, even with the promotion of these policies, the pressure experienced by

students to obtain good results on the NMET still reinforces and promotes an

exam-oriented, score-focused system of English teaching and learning, emphasizing

grammar at the expense of these other areas. As a result, students’ attention to exam

strategies and grade ranking takes priority over their development of functional

language proficiency (Jin et al., 2015; Cheng, 2008, 2006).

Apart from comments relating to challenging experienced in English learning, student

research participants also posed various queries about English learning, such as “how to

become more confident in learning English?”, “I am afraid of making mistakes and what

should I do?”. From students’ responses, it can be seen that a strong fear of making

mistakes, lack of confidence and certainty, and the stress of “losing face” negatively

influence students’ English practices (Lu and Liu, 2015; Shao et al., 2013; MacIntyre et

al., 1997; MacIntyre and Gardner, 1994; Young, 1991; MacIntyre and Gardner, 1989;

Krashen, 1985).
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Mianzi (face) is one of the traditional Chinese cultural values, and given its important

place in the culture, should be paid particular attention when discussing and analyzing

Chinese students’ experiences of English learning challenges. Mianzi occupies a high

value in Chinese society as it represents individuals’ social position and the needs of

meeting expectations from others. Chinese students’ silence in class is partly because of

their face-saving habits, which involve a secure environment to ensure they are not

personally exposed to public criticism (Fung, 2014; Luchini, 2006; Robertson, 2006;

Wang, 2006; Biggs, 1998; Cooper, 1990; Tedeschi and Riess, 1981). Students’ fear of

making mistakes and being laughed at echoes other scholars’ findings that when

students hold a Fear of Negative Evaluation (FNE), they tend to avoid the evaluative

situations or persist with the assumption that others would evaluate negatively

(Horwitz, 2001 and 1995; MacIntyre et al., 1997; Horwitz and Young, 1991; MacIntyre

and Gardner, 1989; Horwitz et al., 1986; Krashen, 1985). Some L2 learners even

experience “test anxiety” during regular communication in the target language in

non-evaluative situations (Horwitz et al., 1986). Moreover, the lack of exposure to the

language context deepens students’ anxiety and concerns when it comes to their English

practices (He, 2013; Cortazzi and Jin, 1996). Considering the discussion of Chinese

traditional cultural values, I have created Figure 5.9 to display the negative cycle of

students’ speaking skill challenges.
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Figure 5.9 Negative cycle of Chinese learners’ English speaking challenges

5.2.6 Self-study of English

Apart from ELT within classroom contexts, students were also asked about their

individual English learning after class. When answering which ways they learn English

after class, students could select as many answers as they wanted. Figure 5.10 shows

that music and extra English training classes are used most frequently as the methods

for English learning outside school, especially for group SHRural. 97% of respondents

from this group listen to music as a way to learn English in their spare time. Students

commented, “listening music makes me relaxed and also I can learn new expressions

and words from the songs”. In terms of extra English classes, students stated that “we

spend most of our weekend having training classes, and it was not only English classes,

most of us have Chinese, math and English classes to attend during the weekend”. The
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popularity of extra English classes among students’ highlights what other studies have

observed about the boom in the social English training industry, furthered by the strong

exam-oriented trend (He and Sun, 2019).

English competitions were chosen as the least common way for students to practice

their English learning in their spare time, especially for group SHRural (3%). Students’

additional comments showed their strong attitude towards competitions, such as “there

are so many students who are much better than me and I always feel very anxious in the

competitions”. Even though earlier studies show that students can be motivated by

involving various formats of competitions, individuals, teams and so forth (Lightbown

and Spada, 2013; Guilloteaux and Dӧrnyei, 2008; Lepper and Hodell, 1989), students’

strong resistance to this method is affected by the stressful and utilitarian atmosphere

and function of attending English competitions.
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Figure 5.10 Self-study of English
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5.2.7 Students’ ELT needs

In order to understand students’ ELT needs, this question is designed to explore the

issues that students feel the need to improve and learn more about. Similar to 5.2.6,

respondents could choose more than one option to represent their opinions. As can be

seen from Figure 5.11, all four groups prioritized speaking skills as a need, given their

lack of opportunities for communicative language contexts and practice, especially for

group SHRural (58%). Students from less developed areas are more significantly

affected by the traditional ways of teaching, which neglects the development of

communicative competence (Hu, 2003; Leng, 1997; Canale and Swain, 1980). Students’

feedback on their needs for development of speaking skills corresponds to earlier policy

analysis of the secondary importance of speaking skills in ELT. As Chinese L2 learners

often do not have much opportunity to use the target language and little contact with

English native speakers, they are more likely to experience Foreign Language Anxiety

(FLA) while learning and using the target language (Mak, 2011; Hu, 2003; Wang, 2003;

Yan, 2003; Wang and Ding, 2001).

Students’ concerns and worries about making mistakes in public deepens their

unwillingness and anxiety using English (Girardelli et al., 2017; Vongsila and Reinders,

2016; Liu and Jackson, 2008; Liu, 2006b; Jackson, 2002; Hilleson, 1996; Tsui, 1996). The

issue of pronunciation was not specifically highlighted as a need, especially for group

SHRural. Only 9% of respondents highlighted their needs for the improvement of

pronunciation, a finding which corresponds to the suggestion that the teaching methods
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of English pronunciation and intonation should be highlighted and strengthened (Jiqin,

2016).

When looking at students’ responses displayed in Figure 5.11, the aspects of reading

skills, writing skills, vocabulary and grammar were infrequently highlighted. As the

traditional Chinese learning culture emphasizes the hierarchical teaching and learning

relationship as well as low tolerance for incomplete understanding, highly intensive and

teacher-centered transmission of knowledge and memorization makes it easier for

students to obtain grammar and exam skills (Hu, 2003; Hu, 2002b; Lee, 1996; Richards

and Rodgers, 1986; Yu, 1984; Wu, 1983a, 1983b), which promotes students’ confidence

within these aspects.

Moreover, it is noticable that students did not rate highly needs in terms of listening

skills, which corresponds to other scholars’ findings that most Chinese students do not

have the experience of listening to English for academic purposes before arriving in

universities within English-speaking countries (Wu, 2015). In this sense, it is

understandable that students did not actively develop listening and speaking skills

because of the lack of language context and practice, as successful listening and speaking

comprehension is predicated on a “massively parallel, interactive processing” of

information (Hu, 2003; Lynch, 2002, p. 39).
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Figure 5.11 Students’ needs of ELT

5.2.8 Students’ expectations of ELT

Regarding expectations of English learning and teaching, students could choose as many

answers as they wanted, while also providing individual comments regarding their

choices. It can be seen from Figure 5.12 that intercultural knowledge, pronunciation,
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speaking and listening skills are the main areas that students identify as requiring more

guidance and help. In terms of speaking skills, group SHUrban 1 (90.5%) and SHUrban 2

(96%) expressed strong needs for improving their speaking skills. Students expressed

their needs for practice and guidance such as “I wish to know more about how to

communicate with native speakers”, which also corresponds to earlier policy analysis of

the secondary importance of speaking skills in ELT.

Regarding pronunciation, students highlighted the necessity of pronunciation correction,

as “it will be great if I get more corrections and guide in pronunciation, so I will be more

confident when speaking English with others”. Students responses about their needs for

help in terms of pronunciation and speaking skills correspond to findings from previous

studies that show when students proceed to higher education, academic and English

public speaking skills become one of the more important methods to assess students’

English ability, which poses huge challenges to Chinese students due to their lack of

practice throughout early English learning experience (Ding and Stapleton, 2016; Evans

and Morrison, 2011). Moreover, the differential economic development across rural and

urban regions results in unbalanced educational facilities and resources; “chalk and

talk” is still the most common form of teaching in less developed regions, with the areas

of intercultural knowledge, speaking skills and pronunciation still largely neglected (Hu,

2003; Yang, 2001; Ross, 2000; Henze, 1992).

In group JHUrban, students also stressed their need for learning listening skills (52.5%)

and phonetic symbols (92%) as “I hope teachers could teach us how to find key
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information especially when I am listening to the recordings during exams”. Students’

needs for listening practice and training echoes other scholars’ findings which show that

because of the lack of English listening practice before entering university, most Chinese

students find it more challenging in adapting to academic English listening after

beginning their higher education (Ding and Stapleton, 2016; Wu, 2015). Moreover, it can

be seen that students’ lack of listening and speaking practice contradicts recent English

learning standards which place less stress on reading and writing, and focus more on

listening and speaking (Lin, 2002).



203

Figure 5.12 Students’ expectations towards ELT

5.2.9 Vocabulary brainstorming

During the process of discussing with advisory groups, students in junior and senior

high schools, the idea of using one brainstorm question to provide students with
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opportunity to recall vocabulary they learnt was formed and promoted by advisory

group members. Students recommended that it would be a different experience from

regular “teacher asks, students answer” mode, if students were asked to describe their

desk mates/classmates by using five to ten adjectives without checking textbooks,

dictionaries or mobile phones.

“Very often students are evaluated by their exam scores, for us, scores are the only

evaluation criteria, and also we do not often have this kind of chance to have the

brainstorm activity even though it is in a relatively quiet way”, commented one of

student advisory group members. Meanwhile, it was noticed that respondents

commented differently on this question, “this is a very inspiring question, and there is

no right or wrong answer, I felt very free when answering this question”. Students’

answers have been collected and illustrated as shown in Figure 5.13.

Group SHRural and JHUrban respondents used more basic adjectives than group

SHUrban1 and SHUrban2. Apart from positive feedback provided by urban student

respondents, group SHRural respondents also expressed their struggles in answering

this question, “it should not be a tough question but when I am trying to recall the words

to describe, I was stuck and quite worried about my spelling”.

According to group SHRural students’ feedback and responses, the influences of

frequent formal exams positively relate to students’ Fear of Negative Evaluation (FNE)

and their struggles in answering informal questions (Yan and He, 2012; Hu, 2003;

Horwitz, 2001 and 1995; Kitano, 2001; Horwitz and Young, 1991; Horwitz et al., 1986).
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SHRural students’ individual diagnosis of their lack of vocabulary training also supports

other scholars’ findings that Chinese students regard the lack of vocabulary as a huge

obstacle for L2 learning (He, 2013; Cortazzi and Jin, 1996). Moreover, SHRural students’

lack of certainty and confidence as well as their need for extra time in answering this

open question also corresponds to the culturally influential factor for Chinese L2

learners, wait-time (Rowe, 1986; 1974a; 1974b).

Figure 5.13 Vocabulary brainstorming
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5.2.10 Senior high school students’ experience of changes to ELT

Unlike the questions discussed from 5.2.1 to 5.2.9, this question was designed only for

senior high school students to respond to, in order to find out their experience of

changes encountered during English learning and teaching, proceeding from junior high

school, to senior high school contexts.

It can be seen from Figure 5.14 that “changes in ways of teaching”, “more challenging

grammar and vocabulary” and “more exercises and exams, focusing on NMET and exam

skills” were the main changes experienced by senior high school students. From urban

and rural students’ responses, it is noticeable that the grammar and exam-oriented

instructional teaching is common across regional differences (Hu, 2003; Hu, 2002b; Yu,

1984). Students face more stress and challenges towards grammar rules, which are

positioned as the main content of the class (Hu, 2003).

When looking at group SHRural’s responses, students’ experience of “more challenging

textbooks” (21%) is noticable in relation to the implementation of the decentralisation

policy. The Ministry of Education has allowed the development of their own textbooks

and curriculum within seven economically developed coastal provinces and

municipalities, while the less developed inland areas continue to use textbooks

published by People’s Education Press, a subordinate institution of the Ministry of

Education (Hu, 2003; Hu, 2002a). The implementation of this policy accelerates the pace

of early years English learning in coastal and urban areas, accompanied by new concepts

of education, which makes it more challenging for students from less developed areas to
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get access to the same learning resources and materials (Hu, 2003; Hu, 2002a).

Furthermore, the policy implementation discussed earlier indicates that the new exam

system will be influenced by the feedback collected from Shanghai and Zhejiang by 2020,

which also represents the coastal and urban areas’ advanced ELT development and the

gaps of ELT between developed and less developed regions in China.

Moreover, in terms of ways of teaching, teachers in less developed areas (31.5%)

display a lack of communicative use of English and the implementation of the traditional

grammar-focused teaching, thus, this was also reflected in previous group SHRural

students’ responses as to their lack of communicative competence in English,

corresponding to earlier policy analysis of the secondary importance of speaking skills

in ELT (Hu, 2003; Leng, 1997; Canale and Swain, 1980). As discussed earlier in the

policy analysis chapter, problems arise when students transform from “passive

recipients of information” to “active constructors of knowledge” (Yan and He, 2012, p.1).

The main “three Ts” features (teacher-centred, textbook-centred and test-centred) of

ELT classrooms in China continuously challenge learners and teachers within the

learning process (Adamson, Kwan, and Chan, 2000; Thogerson, 1990).

Group SHRural students’ supplementary comments also highlighted their experience of

traditional exam-oriented ways of teaching, such as “the learning and exam content is

becoming more and more difficult, and teachers stressed exam skills and also our scores

as well as our ranking, so everything pushes us to study hard and spend more time in

doing exercise, preparing for exams and as the result, get better grades”.
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It can also be seen that exam skills were positioned as the key element among all three

groups of respondents, especially group SHUrban2, where 61.5% respondents have

noticed the increasing emphasis upon NMET and exam strategies. As one of the strong

exam-oriented features, exam skills are taught and strengthened by teachers, which

aims to assist students in their final NMET performance (Dello-Jacovo, 2009; Jian, 2007;

Cheng, 2006; Hu, 2003). As suggested by Cheng (2008), students should be provided

with more opportunities to practice before being provided with exam skills, an

approach which is more beneficial for students’ language proficiency development.
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Figure 5.14 Senior high school students’ experience of changes of ELT
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5.2.11 Summary

Regarding respondents’ early experience of ELT, it can be seen that the age at which

urban students start learning English is becoming younger as they attend extra English

sessions and/or access private English tutors. This sharp contrast between urban and

rural students’ experiences continues to be reflected in students’ responses to their

perceptions of ELT. Students from more developed regions establish communicative

needs and awareness of applying English to practical language contexts, while students

from less developed regions build more connections between memorizing grammar and

phrases, exams and ELT. Meanwhile, students from more developed regions get access

to more diverse intercultural knowledge resources compared to students from less

developed regions. With the cultivation of an awareness of intercultural knowledge,

students in turn increase their sensitivity towards intercultural elements during ELT,

while some students question the necessity and usefulness of learning intercultural

knowledge because of exam pressure and textbook-oriented teaching.

As for the challenges encountered during their English learning journey, grammatical

knowledge, speaking skills and vocabulary are the key components that challenge

students. With the exam pressure of NMET and score-focused teaching, students express

concerns and worries about their scores and grade ranking, thus, this cycle compells

students to prioritize grammar and vocabulary learning and memorizing, regardless of

their identified needs of improving speaking skills and pronunciation. Apart from

English classes in school contexts, music and extra English training sessions are the
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most common methods used in students’ after-class English learning. By answering

vocabulary-brainstorming questions, students highlighted their worries about spelling

errors and the experience of open questions. When comparing their junior high school

and current English learning experience, senior high school students stressed the

changes in ways of teaching, more challenging grammar and vocabulary, more focus on

exams, exam strategies and NMET.

As for the prevalence of teacher-oriented lecturing and neglect of students’ needs,

Chinese students’ voices are not actively heard (Yin, Lu and Wang, 2014; Zhang, Xue, and

Lu, 2013; Ye, 2011; Zhang, 2006; Wu, 2004), thus, the core aim of this research is to

actively listen to students and teachers’ voices. Junior and senior high school students

contributed their voices in relation to their experience of ELT to this research, from the

design stage (using focus groups) to the practice stage (responding to questionnaires),

actively and vividly communicating their experience of ELT in China through advisory

suggestions, questionnaire selections and supplementary comments. After analysing

and discussing secondary school students’ questionnaire responses, the next chapter

will focus on qualitative analysis, exploring university students and teachers’ voices of

ELT in China.
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Chapter Six. Qualitative Data Analysis

After discussion and analysis of Chapter 5, exploring secondary school students’

perceptions of ELT by analysing the collected questionnaires, this chapter will focus on

both students and teachers’ perspectives, which will provide us an interactive landscape

of ELT in China and UK’s tertiary contexts. This chapter will dig deeply of students and

teachers’ perceptions of ELT by listening to participants’ voices and discussing with

literature. Following the thematic thread of research themes, eight sections will be

elaborated, divided into two perspectives for each section, students and teachers’ voices

will be discussed and thus, to enhance the connection between learning and teaching

perspectives of ELT. At the end of each section, a tree diagram will be presented to

highlight students and teachers’ key ideas.

In order to organize participants’ quotations in a more logical and efficient way, Table

6.1 shows the identifier codes and their detailed annotations.
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Identifier Codes Detailed Annotations

Students’ Perspective

CHN UG Chinese university undergraduate

CHN PG Chinese university postgraduate

UK UG UK university undergraduate

UK PG UK university postgraduate

Teachers’ Perspective

CHN TCH Chinese teachers

Interview Types

II Individual Interview

GI Group Interview

Table 6.1 Identifier codes and detailed annotations

6.1 Motivations in periods of transitions

Echoing the first research theme, motivations in periods of transitions, during the

interviews, participants have shared their experiences of transitions of motives to learn

English in different learning stages and contexts.

6.1.1 Students’ perspective

6.1.1.1 Teachers’ influences and extra English sessions

Tracking back to early English learning experience, participants highlighted their

memory of attending extra English sessions after school as for the intense exam stress

and eager to gain better grades, as participant 39 illustrated, “nearly every one in my
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class took extra English training classes when we were in secondary school. It was very

funny to see same classmates in the training school, it seems that we change the

environment to learn” (Participant 39, Transcript 30, UK UG, II, UK). Experiences of

attending extra English classes were also highlighted within secondary school students’

survey feedback. Moreover, student participants emphasized the importance of

teachers’ encouragement and effective guidance, which contribute to improved student

learning motivation (Guilloteaux and Dӧrnyei, 2008; Dӧrnyei, 2001):

I still remember the teacher I met in primary school, she was very patient and friendly, my

classmates and I enjoyed having her classes so much. And during that period, my interest in

learning English was on the peak because I enjoyed her class and learnt so much from her. But

I also met some teachers who were not patient or friendly at all, and that really demotivated

and discouraged me.

(Participant 9, Transcript 9, CHN UG, II, China)

As can be seen from participant 9’s comments, by adopting motivational strategies and

actively engage students with classroom atmosphere, students can be positively affected

by the environment and in turn change their attitudes towards English learning, which

is also supported by participant 61:

I used to hate having English classes and I showed no learning interest, and I often got very

low scores and performed badly during the class. There were teachers showed no patience to

me and they often called my parents to report my bad behaviours. But I remember there was

one teacher, she did not see me as I was a badly behaved kid, instead, she encouraged me and
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guided me with patience and kindness. And I gradually changed my attitudes towards learning

English and this is very unforgettable for me.

(Participant 61, Transcript 52, UK UG, II, UK)

In terms of teachers’ influences on students’ motivation in learning, participant 9 and

61’s experiences of positive and negative teacher support echoes Lightbown and Spada

(2013)’s findings that teachers can influence learners’ motivation positively by

providing supportive guidance. Students’ highlighted factors “patience, friendliness,

encouragement” also support Dӧrnyei's (2001) motivational strategies framework that

good teacher-student rapport can be established by creating supportive classroom

atmosphere. Moreover, Guilloteaux and Dӧrnyei’s (2008) classroom observation scheme,

namely the Motivation Orientation of Language Teaching (MOLT) correspond to

students’ feedback that with the inspiration of students’ curiosity, attention and

communicative needs, students’ motivated learning behaviors could be encouraged.

6.1.1.2 Personal interest in learning languages

Apart from influential factors such as teachers and extra English classes, student

participants also highlighted the importance of maintaining personal interests in English

learning:

Since I was a kid, I have always shown strong interests in learning English. Because of my huge

interest, it did not discourage me when I encountered challenges and problems. Instead, I
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asked my teachers for suggestions and help. More problems solved by myself, more confident I

became with increasing willingness to learn English.

(Participant 53, Transcript 44, UK UG, II, UK)

Participant 53’s highlighted self-solving problems and positive attitudes towards

encountered problems in ELT echoes the influences of learners’ long-time persistence

originated from Pintrich and Schunk’s indexes of motivation (1996), when encounters

challenging tasks and materials, learners’ effort and reaction is closely connected to

their motivation. Participant 53’s attitudes towards English learning challenges also

correspond to the finding that the value of successful task fulfilment and need for

achievement promote learners’ motivation (Dӧrnyei, 2001; Pintrich and Schunk, 1996;

Bandura, 1993, 1989, 1986).

Apart from language learning interests raised since early learning stage, student

participants who are interested in learning English also showed general interests

towards foreign language learning. This can also be related to the arrangements of

English majors’ syllabi in Chinese universities, students need to choose one foreign

language except English as their elective module, this elective module requirement in

turn, opens up more learning opportunities for students who are interested in learning

foreign languages:

I have strong interest in learning languages, when I was in China doing my undergraduate

study, I took Spanish as the elective module and it was very enjoyable to learn it, and now I am
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learning Japanese in my spare time. It is such a great experience learning languages and using

the language to communicate with native speakers.

(Participant 51, Transcript 42, UK PG, II, UK)

Similar to participant 51, participant 5 is also learning Japanese in her spare time. She

also highlighted the sense of achievement and its encouraging effect on foreign language

learning. Moreover, she indicated “I have noticed that with more experience learning

foreign languages, learners are more possible to be able to discover the hidden ‘rules’

within language learning, it is a very positive and encouraging cycle” (Participant 5,

Transcript 5, CHN UG, II, China). Student participants also emphasized the development

of individual ways of learning within the process of foreign language learning, as

participant 62 indicated, “I regard the process of learning foreign languages as a training

of thinking patterns and habits” (Participant 62, Transcript 53, UK UG, II, UK).

Participant 51’s strong connection established between English learning and

communication with native speakers vividly supports two promotional factors of

learning languages which are, communicative needs and attitudes towards the

community as well as intrinsic and integrative motivation (Lightbown and Spada, 2013;

Cook, 2001; Pintrich and Schunk, 1996; Horwitz, 1987; Gardener, 1985).

In terms of ELT in Chinese university, participant 2 shared his experience of raising

interest and cultivating motivation in English learning:

At the beginning, I was hugely demotivated by the overwhelming new knowledge and learning

tasks. Then things changed on my third year, I attended a training session and from that
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session, I picked up my confidence and realized that I can do better, so I start to practice more

and gradually I have noticed my progress.

(Participant 2, Transcript 2, CHN UG, II, China)

Participant 2’s experience of being demotivated and trying to improve by attending

sessions supports Skinner’s finding (1968) that motivation is cultivated from strict

self-management system rather than individuals’ strength. Without the fear of failures,

learners with the high expectancy of success, the incentive value of successful task

fulfillment and need for achievement are more likely to be motivated (Dӧrnyei, 2001;

Bandura, 1993, 1989, 1986; Pintrich and Schunk, 1996).

6.1.1.3 Choosing to study abroad

6.1.1.3.1 Practical considerations for UK university

When recalling reasons of studying abroad, student participants indicated their

considerations in terms of language assessment exams before going abroad, length of

time of study, tuition fees and UK universities’ reputations within various professional

fields. Apart from these elements, student participants also expressed their preferences

toward cultural environment in the UK compared to other countries. Participant 40

commented:

I chose to study in the UK with the considerations of various elements; firstly, it takes shorter

time to study in the UK than the US. Also it was less stressful preparing for IELTS than SAT as

for the enrolment criteria. Moreover, there is good reputation of doing my major in the UK.
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(Participant 40, Transcript 31, UK PG, II, UK)

Time length of study is one of the key factors among student participants’

considerations in terms of studying abroad and choosing universities. Moreover, the

increasing number of collaborative programs between Chinese and UK universities

provides Chinese students more possibilities and convenience in terms of practical

arrangements:

It takes shorter time to pursue master degree in the UK compared to other countries. The

collaborative program between my Chinese university and various UK universities relieve my

burdens and concerns about university application and further procedures at the very

beginning.

(Participant 56, Transcript 47, UK UG, II, UK)

Participant 43 also highlighted the benefits of collaborative programs: “It was much

convenient for us to obtain more support and help (individually and technically) when

we were in the application stage back in China. I cannot imagine if I was only by myself

applying for UK universities at that time, there must be extra burdens apart from

technical issues” (Participant 43, Transcript 34, UK PG, II, UK). Student participants

who are currently studying in the UK showed their recognition towards their

collaborative programs throughout individual and group interviews.

Moreover, student participants also expressed their preferences of cultural environment

of the UK, which functioned as another element affecting students’ decisions. As

participant 39 implied, “the cultural atmosphere and all the novels, movies I used to
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read and watch, made the UK a special and beautiful country to explore” (Participant 39,

Transcript 30, UK UG, II, UK). Music, movies, books were also mentioned by other

participants, which echoes previous discussion about intrinsic and integrative

motivation that reflects L2 learners’ contextual, self-initiated and genuine interests in

the target culture and the value placed on the language community (Lightbown and

Spada, 2013; Cook, 2001; Pintrich and Schunk, 1996; Horwitz, 1987; Gardener, 1985).

6.1.1.3.2 NETM and job-hunting pressure in China

After finishing undergraduate study, with the considerations of proceeding to

postgraduate level, student participants emphasized the exam pressure and difficulties

of passing National Entrance Test for MA/MS (NETM) candidates in China. Participant

70 recalled his challenging experience of attending NETM back in China and further

decisions to study abroad:

I failed NETM and I did not want to wait for another year for the same uncertain situation. It

will be very stressful to take another full year to prepare for the test with little confidence and

opportunity to pass. It is not competitive at all only having an undergraduate degree in

Chinese job market.

(Participant 70, Transcript 55, UK PG, GI, UK)

As participant 70 stated, failures of NETM and the considerations of time arrangement

are regarded as the key issues for Chinese students who are planning to pursue higher

degrees. It turned out that students’ failures of NETM might lead to the changes of plans
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to study aboard. Participant 63 also emphasized the challenges of preparing and taking

NETM as “the competition among candidates was so fierce and I could not obtain that

limited opportunity” (Participant 63, Transcript 54, UK PG, GI, UK). Similar to

participant 70, the necessity of obtaining higher diploma is also stressed by other

participants:

I chose to study abroad because of the stress of finding jobs, it is very unlikely for us to find a

satisfying job only with undergraduate degree in China, so it gradually becomes a necessity or

a hidden rule to have master degree certification if you wish to apply for an ideal job.

(Participant 64, Transcript 54, UK PG, GI, UK)

Moreover, undergraduates also highlighted the importance of academic diplomas: “I am

thinking to start to apply for the MA degree after I finish my current study, because the

society does not actually recognize undergraduate degree when there are so many

people with higher degrees, people with undergraduate degrees must be very

experienced or special to be selected at last” (Participant 53, Transcript 44, UK UG, II,

UK). Students’ considerations and worries about job findings and job market echo the

influences of instructional motivation, which indicates the practical purposes of

language learning motivation (Lightbown and Spada, 2013).
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6.1.2 Teachers’ perspective

6.1.2.1 Interests in English and teaching

When recalling the reasons of becoming an English teacher, teacher participants

highlighted their interests towards English language and teaching when they were

planning future career. Participant 79 recalled her career plans after her graduation as:

I have always been dreaming of becoming an English teacher and I enjoy meeting interesting

people and see the bigger world, I regard teaching as an honoured job and also I am good at

interacting with students. So it did not take me a long time to decide my career after I

graduated. Teaching requires a strong sense of responsibility, as we need to make sure our

students actually obtain knowledge from our class and raise good learning habits.

(Participant 79, Transcript 64, CHN TCH, II, China)

Participant 79’s emphasis upon using English to enhance international communication

and help students echoes two promotional factors, communicative needs and attitudes

towards the community as well as intrinsic and integrative motivation (Lightbown and

Spada, 2013; Cook, 2001; Pintrich and Schunk, 1996; Horwitz, 1987; Gardener, 1985),

which reflects L2 learners’ contextual, self-initiated and genuine interests in the target

culture and the value placed on the language community (Lightbown and Spada, 2013;

Cook, 2001; Pintrich and Schunk, 1996; Horwitz, 1987; Gardener, 1985). Furthermore,

participant 79’s indication of promoting students’ learning habits and sense of

achievement supports Dӧrnyei's (2001) motivational strategies framework that
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providing learners with experiences of success, increasing learners’ expectancy of

success and developing positive attitudes of learners function as motivational strategies

to encourage learners.

Moreover, teacher participants also recalled their previous teaching and tutoring

experience when they were in university: “English has always been one of my learning

interests and I used to teach English as my part time job when I was in university, this

has largely shaped my career plan after I graduated” (Participant 72, Transcript 57, CHN

TCH, II, China). Similarly, participant 74 also took English tutoring as part time jobs

when she was in university: “My friends and I teach English as part time tutors for

secondary school students when we were in university” (Participant 74, Transcript 59,

CHN TCH, II, China). Furthermore, participant 80 expressed her strong interests towards

English teaching and the influences of previous learning experience in the UK:

I chose to become an English teacher as for my own strong interests towards English language

and the job of teaching. I pursued my master and PhD degrees in the UK previously. I

benefitted a lot during the learning process and I am very pleased that I can use my own

knowledge and skills to help students with their English learning.

(Participant 80, Transcript 65, CHN TCH, II, China)
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6.1.2.2 Parents and teachers’ influences

Apart from personal learning interests towards English language, similar to student

participants, teacher participants also stressed the influences of their parents and

teachers during their own English learning journey:

Both of my parents are teachers and some relatives in my family are teachers too, so it is my

family tradition to become a teacher, which has affected me since I was a kid. Also during the

process of learning, I have encountered many knowledgeable and helpful teachers, I have

learnt so much from them. They were more like role models to me.

(Participant 71, Transcript 56, CHN TCH, II, China)

Teacher participant 71’s family traditions and expectations regarding teaching career

strongly echo Confucian values, filial piety (a traditional value of family obligation),

which increases Chinese students’ pressure and expectations (Wang, 2016; Ang and

Liamputtong, 2008; Robertson, 2006; Zhan and Montgomery, 2003; Hwang, 1999). It

also “encompasses a broad range of behaviors, including children’s respect, obedience,

loyalty, material provision, and physical care to parents that passes from generation to

generation” (Zhan and Montgomery, 2003, p. 210). The requirement to reach family

fulfilment makes Chinese students diligent and ambitious together with great pressure

(Wang, 2016). Moreover, participant 73 expressed her thanks to her teachers who have

inspired and encouraged her:
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I have been teaching English for two years and my teachers inspired me to become an English

teacher. They changed me from a person who did not like English to a person who loves

English. And I want to influence more people, I hope to bring more people with experience like

this, and not regard English as a subject only for exams.

(Participant 73, Transcript 58, CHN TCH, II, China)

Apart from positive and inspiring role models that teacher participants encountered in

their learning journey, there were also negative cases, which influenced them in a

different way:

Some of my friends are positively influenced by their teachers, I am a bit different, I used to be

taught by a very impatient and arrogant lady and she did not treat us fairly. So when I decided

to become a teacher, I said to myself that I should never be like her and I should provide my

students with helpful support and guidance.

(Participant 75, Transcript 60, CHN TCH, II, China)

This section 6.1 has discussed students and teachers’ internal and external influential

factors in terms of motivation in learning and applying English (See Figure 6.1). It can be

seen that apart from individual interests towards English and cultural background of

English-speaking countries, exams and job market also influence students and teachers’

choices. Meanwhile, the effects of extra English training sessions and family tradition are

elements embedded with strong Chinese learning traditions.



226

Figure 6.1 Tree diagram for theme one “Motivation”

6.2 Intercultural knowledge

As the second research theme is context and interaction, student and teacher

participants commented their attitudes and perceptions towards intercultural

knowledge within their process of ELT.

6.2.1 Students’ perspective

6.2.1.1 Strong interest with limited input in and after class

Student participants expressed their strong interests in learning intercultural

knowledge while they also raised the issue that there was only limited input of

intercultural knowledge involved in their ELT study in China. Firstly, student participant

7 stated, “teachers introduce intercultural knowledge only when the units we are
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learning on the textbooks are related to culture, for example, western festivals, food and

customs” (Participant 7, Transcript 7, CHN UG, II, China). Moreover, participant 11

indicated his interests in learning intercultural knowledge, as “it is helpful in learning a

language by understanding its culture”. However, his teacher did not involve much

intercultural knowledge in English classroom as “teachers said that we should not spend

so much time learning something that is not included within the exam syllabus”

(Participant 11, Transcript 11, CHN UG, II, China). This also corresponds to the survey

feedback that semi-authentic textbooks can only reflect parts of other cultures, with the

burden of learning grammar and vocabulary, students miss the chances to view the

whole picture of other cultures (Liu et al., 2014; Zhang, 2007).

Apart from English classrooms, student participants also indicated the lack of

intercultural activities designed within secondary schools and universities; participant

48 stated, “back in China, my university as well as teachers do not seem to be passionate

in creating intercultural events for students’ participation” (Participant 48, Transcript

39, UK UG, II, UK). Differently, participant 56 commented that there were cultural

festivals in his university in China. He regarded these festivals very educational and

helpful, as “it will be easier for students to get used to the new learning environment

when they move to different countries, which is very crucial and helpful for students

studying abroad” (Participant 56, Transcript 47, UK UG, II, UK).

What previous student participants commented about learning and teaching

intercultural knowledge in secondary school and university supports Howard et al.
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(1998)’s finding that individuals’ intercultural knowledge assist them to understand

cultural identities, group boundaries and influences of cultural differences, learners can

also improve their self-reflection, assertive challenging of discriminatory actions within

cross-cultural contexts. Moreover, participant 48’s emphasis on students who are going

to study abroad and the necessity for them knowing more intercultural knowledge also

echoes Hermans and Hermans-Konopka’s argument (2010) about students’

experiences of cultural differences and the necessity of learning intercultural knowledge.

When individuals move to different cultural contexts, their I-positions may be

challenged; intercultural contact can be pleasant or unpleasant experience for people

(Hermans and Hermans-Konopka, 2010).

6.2.1.2 Lack of interest in learning intercultural knowledge

Apart from students who showed strong interests in learning intercultural knowledge,

some participants also posed their doubts and queries in terms of the use of

intercultural knowledge. As participant 7 indicated, her classmates were not very

passionate in learning intercultural knowledge because “what they should know about

different cultures” (Participant 7, Transcript 7, CHN UG, II, China). Also, participant 70

highlighted the “walls” built between non-English major students and intercultural

knowledge: “it is not related to their major and they do not know how can they apply

these knowledge to” (Participant 70, Transcript 55, UK PG, GI, UK). When referring

non-English major students’ attitudes towards intercultural knowledge to Affective,

Behavioral and Cognitive Framework designed by Ward et al. (2001), it can be seen that
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from the affective dimension, students’ emotion can influence their process of learning,

their emotional orientation can facilitate or block their learning. Students’ attitudes

towards learning intercultural knowledge can also be reflected upon the behavioural

dimension, which is closely related to students’ cultural sensitivity and their

understanding of cultural-specific knowledge.

Moreover, participant 69 linked students’ early English learning experience with their

current attitudes toward intercultural knowledge:

Some of my classmates were from less developed areas and they did not show much interest

in learning intercultural knowledge. I think this is also related to our previous learning

experience. I have found that students who get access to various learning resources are more

likely to be opened to new learning content.

(Participant 69, Transcript 55, UK PG, GI, UK)

Participant 69’s comments echo secondary school students’ survey feedback that

students’ interests, curiosity and passion in learning intercultural knowledge are

influenced by their exposure to intercultural context and resources. Students from less

developed regions do not share the same degree of exposure to intercultural knowledge

as students from more developed urban regions. The exposure to intercultural

knowledge and context has affected students’ attitudes towards learning intercultural

knowledge (Hu, 2003; Leng, 1997; Burnaby and Sun, 1989; Canale and Swain, 1980).
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6.2.1.3 Teachers’ ways of delivery matter

Teachers’ individual differences of intercultural knowledge input lead to various ways

to deliver intercultural knowledge. Student participant 8 commented that students’

interests towards learning intercultural knowledge is closely related with teachers:

Some teachers have adequate accumulation of intercultural knowledge and experience while

some do not. For example, a reading module teacher of mine, she used to study abroad, she

always attends academic meetings and she is willing to share her experience with us, it is

useful and helpful to expand our knowledge in this individualized and real-life way.

(Participant 8, Transcript 8, CHN UG, II, China)

Moreover, participant 56 stressed the significance of sharing intercultural knowledge

with students who are going to study abroad as “for teachers who have strong

knowledge on this field and eager to share with us during and after the class, it can be

very helpful for students who are going to study abroad, we can adapt to the new

environment with more confidence” (Participant 56, Transcript 47, UK UG, II, UK). It can

be seen from participants’ responses that teachers’ individual experience helps students

to become more familiar with the target culture. Student 56’s comments echo Feng

(2009)’s statement that individual understanding and translation of cultural knowledge

promotes the dynamic interaction between knowledge and different contexts.

Furthermore, student participants’ highlighted importance of teachers’ individualized

ways to assist students’ intercultural knowledge support the Behavioural dimension of
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ABC Framework proposed by Ward et al., (2001) that intercultural learning is based on

individual’s understanding of social skills and non-verbal communication methods

(Lombard, 2014). Moreover, students’ comments about teachers’ illustration of

intercultural knowledge echoes Parekh (2006)’s explanation that intercultural

knowledge can be reflected upon various forms, for example, art, music, literature while

teachers should provide students with the vision of different cultures.

6.2.2 Teachers’ perspective

6.2.2.1 Positioning of intercultural knowledge in ELT

Teacher participants also expressed their concerns and considerations of the

positioning of intercultural knowledge. Participant 72 stated that students do not show

strong interests towards learning intercultural knowledge with learning tasks to

complete and exams to prepare, thus it is understandable that students holding the

perception “Learning intercultural knowledge is not helpful in improving scores. Thus,

we mainly use intercultural knowledge as ‘add-up or extra’ spice to activate the class”

(Participant 72, Transcript 57, CHN TCH, II, China). Similar to participant 72, participant

75 also regarded intercultural knowledge as “seasoning” of English teaching as “heavy

teaching tasks limit our time for exploration and expansion of extra intercultural

knowledge” while “we cannot expand too much on this topic otherwise it will be very

difficult for us to manage the class plan on time” (Participant 75, Transcript 60, CHN

TCH, II, China).
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Teacher participants also queried about the positioning of intercultural knowledge as “it

entirely depends on the learning content and time plan. Students are interested in it and

they can be inspired to learn the target language. But this [intercultural knowledge] is

not considered as the main focus of the session, so it is very tricky for us handling the

balance between intercultural knowledge and textbook content” (Participant 76,

Transcript 61, CHN TCH, II, China). Teacher participants’ comments about the

“seasoning” function of intercultural knowledge contradict the theory of cultural

learning as researchers believe intercultural knowledge functions as skilled and

organized performance (Lombard, 2014; Argyle, 1969). Moreover, language and culture

essentially form a dynamic interaction (Holme, 2002) and cultural value should be and

can be taught to English learners (Derrick, 2008; Hu, 2002; Hinkel, 1999; Coleman,

1996). By responding to practical guidelines, individuals are learning to manage their

experiences of cultural differences with cultural-specific skill sets and knowledge in

their unfamiliar sociocultural environment (Killick, 2018; Lombard, 2014; Ward et al.,

2001).

6.2.2.2 Students who are going to study abroad and their needs in learning

intercultural knowledge

Teacher participants highlighted the practical objective of teaching intercultural

knowledge to students who are planning to study abroad:
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It [intercultural knowledge] is closely related to learners’ needs, some students have clear

exam-oriented goals, such as passing CET-4 and CET-6, they might feel a waste of time

discussing about intercultural knowledge. Some other students who have plans to study

abroad or simply be interested in culture often find it helpful and necessary to learn about

intercultural knowledge. However, I still believe that all students should get more access to

intercultural knowledge, no matter what majors they are doing. It is a pity that we often

overlook this aspect of knowledge.

(Participant 75, Transcript 60, CHN TCH, II, China)

As participant 75 stated, students’ interests and needs are closely related to their

attitudes towards learning intercultural knowledge and it is worthwhile providing

students with more intercultural knowledge. Furthermore, participant 80 shared her

experience of teaching intercultural knowledge to her students who went abroad and

commented that they benefitted from learning intercultural knowledge: “students

emailed me and said it is very helpful to learn intercultural knowledge before travelling

abroad, which helped them in adapting to the new environment, otherwise they will be

a bit lost in the new environment” (Participant 80, Transcript 65, CHN TCH, II, China).

Teacher participants highlighted the importance of introducing intercultural knowledge

to students who are planning to study abroad, which supports the arguments that with

the impact of globalization, it is hardly to name any academic environment

“mono-cultural” anymore (Egmond, et al., 2013, p. 72), students encounter

cultural-related stressors, for instance, language barrier, educational context,
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sociocultural environment, discrimination, and loneliness when they move to different

cultural context and experience cultural differences (Lombard, 2014; Smith and

Khawaja, 2011; Furnham, 2004; Lin and Yi, 1997).

Participant 80’s examples of students’ positive feedback also support the cognitive

aspect of cultural differences, which is related to the theory of social identification and

self-perception (social identity development and intergroup relations processes) of

cross-cultural travellers (Presbitero, 2016b; Lombard, 2014; Zhou et al., 2008; Ward et

al., 2001). Changing to a different cultural context can lead students into anxiety

provoking in terms of their recognition of identification (Zhou et al., 2008).

Meanwhile, teacher participants also highlighted the challenges and dilemmas

encountered during the process of teaching intercultural knowledge as participant 72

further indicated that:

I find it very demanding for teachers to provide students with intercultural knowledge, as it

works better if teachers have their own experience studying and living abroad, however, not

every teacher has overseas studying experience. It is not helpful to search information online

as students can also find information online by themselves, in this way teachers will passively

retell things from the Internet. And it would be very different if teachers have their individual

experience and also have clear ideas about how to convey the information to students in a

friendly and accessible way.

(Participant 72, Transcript 57, CHN TCH, II, China)
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Even though there are challenges in introducing intercultural knowledge, participant 73

believed that students can be highly motivated and inspired when learning intercultural

knowledge under teachers’ guide: “Students would be strongly stimulated and in turn

build up more interests towards language learning” (Participant 73, Transcript 58, CHN

TCH, II, China). Furthermore, teacher participants also proposed the significance and

benefits of teaching intercultural knowledge to students who are planning to study

abroad: “It is quite important for teachers to improve students’ critical and logical

intercultural awareness. It is beneficial for students preparing academically and

psychologically for studying abroad” (Participant 80, Transcript 65, CHN TCH, II, China).

Teacher participants’ highlights of the importance and benefits of intercultural

knowledge support the finding that with cultural-specific skills and knowledge, learners

will find it less stressful to manage their experiences of cultural differences and feel

more confident and confortable within unfamiliar sociocultural environment (Killick,

2018; Lombard, 2014; Ward et al., 2001).

Moreover, teacher participants’ comments also correspond to the affective dimension

within ABC Framework (Ward et al., 2001) that for students who travel through

different cultural contexts, it is of significance that students are prepared with

behavioural adjustment and social skill training in order to improve their engagement

(Presbitero, 2016b; Lombard, 2014; Kwon, 2009; Zhou et al., 2008; Moon, 2004;

Sodowsky and Plake, 1992; Stroebe, Lenkert, and Jonas, 1988).
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This section 6.2 has mapped us with an interactive dialogue between students and

teachers’ perspective in terms of introducing intercultural knowledge in ELT classroom

(See Figure 6.2). As students highlighted the necessity of obtaining more intercultural

knowledge and their limited access to intercultural knowledge in classroom, teachers

emphasized the challenges as well as benefits of involving intercultural knowledge in

ELT, especially for students who are planning to study abroad.

Figure 6.2 Tree diagram for theme two “Intercultural knowledge”
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6.3 Group work

Similar to section 6.2, this section 6.3 is also involved in research theme two, context

and interaction. In response to the term “group work”, student and teacher participants

expressed their experiences of conducting group work.

6.3.1 Students’ perspective

6.3.1.1 Lack of group work practice in secondary school

When discussing experiences of group work, student participants highlighted their lack

of group work practice back in secondary school. Participant 1 stated that students

mainly listened to teachers quietly and there was not any group work in her secondary

school, she did not worry her group work strategies when she was in secondary school

as “the main purpose was exams and students worked very hard to get good scores, thus,

students did not think of group work nor do they regard the lack of group work

problematic” (Participant 1, Transcript 1, CHN UG, II, China). Participant 1’s highlighted

students’ neglect of the necessity of group work echoes Kirkbride and Tang’s argument

(1992) that regardless the key elements harmony and cooperation within Confucianism,

teamwork in education has never been a norm and is not particularly promoted or

encouraged within the context of China. This recognition of the lack of group work

highlighted by participant 1 also supports Pepper’s (1996) statement that in current

Chinese schools, especially in primary and secondary schools, students mostly learn

through listening to teachers and taking notes in class, then reading textbooks and doing

homework after class. As Pepper (1996) further indicates, other active and inclusive
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learning activities and tasks such as practical problem solving, critical analysis,

collecting evidence and experimentation, are not frequently used either in individual or

group assignment (Cooper, 2004).

Moreover, participant 7 stressed that the majority of students’ individual spare time was

fully distributed to doing exercises and preparing for exams, thus “each lesson needs to

follow teachers’ plans strictly, and students do not have the awareness or need to

express opinions or thoughts” (Participant 7, Transcript 7, CHN UG, II, China).

Participant 7’s feedback supports the findings that Chinese students do not show

advantages in terms of practical problem solving or critical analysis by working with

peers, generally, Chinese students are dutiful and tend to follow what teachers tell them

to do (Trompenaars and Hampden-Turner, 1998). With the lack of group work, students

are not exposed to the opportunities to be positively impacted and increase their

interest in subjects, cultivate management and communication skills (Hung Lau and Jin,

2019; Taylor, 2011; Mahenthiran and Rouse, 2000; Johnson and Johnson, 1998a and b).

Furthermore, student participants who are currently studying in the UK also recalled

their lack of group work when they were in Chinese secondary school. As participant 59

stated:

Group work was not seen as a compulsory part of ELT when I was in secondary school, with

countless exams and exercises, students and teachers could not spend any extra time on doing

group work. So I experienced difficulties doing group work in the UK, as I did not have any

practical experience before.
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(Participant 59, Transcript 50, UK UG, II, UK)

Student participants’ feedback support Hung and Jin’s statement (2019) about the

limited application and research studying group work has been conducted in China. As

Li, Remedios, and Clarke (2014) highlight, “little is known about the ways Chinese

students use group work for learning when the teacher is not present. No information

has been found on group work initiated by students in China, although student-initiated

group work has been identified as a significant form of student groupwork practice in

contexts out of Mainland China such as Australia and Hong Kong (Li et al., 2010; Tang,

1996)” (Li, Remedios, and Clarke, 2014, p.228). Even though the Chinese government

has introduced the term group work to different education levels in the Chinese

education system (Li et al., 2014; The Ministry of Education, 2001; The Chinese Central

Committee and State Council, 1999), the practices of ELT classroom have not reflected

the application of group work. Moreover, participants’ comments echo the argument

that group work is generally regarded as a valuable and critical method of learning in

higher education in Western countries, and it is frequently applied to various tertiary

institutions (Hung and Jin, 2019).

6.3.1.2 Lack of language environment

Student participants highlighted their needs for language environment when it comes to

the application of group work as participant 6 shared his roommates and friends’

strategy to improve their familiarity towards group work:
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I am the dormitory leader and we have agreed that when we are learning and discussing

questions of English module, we cannot speak Chinese and we should try our best to use

English to express ourselves. It turned out this rule works well, but it is very hard to keep. As

we do not have language environment using English and working in groups, we create it for

ourselves.

(Participant 6, Transcript 6, CHN UG, II, China)

Participant 6’s use of dormitory rules to enhance group work supports the finding of the

influences of Confucian Heritage Culture and students’ form of spontaneous group work

out of class (Li, Remedios and Clarke, 2014; Tang, 1996), this traditional Confucian

collectivist cultural value highlights the importance of companionship and emotional

interdependence (Darwish and Huber, 2003; Kirkman et al., 2006). Collectivism

influences Chinese learners’ sense of responsibility and honor towards the larger group

and in turn individuals’ well-being is promoted by the larger group (Li, Remedios and

Clarke, 2014; Signorini et al., 2009; Jiang, 2006). It can be seen that this dormitory

leader, participant 6, makes effort in improving dormitory members’ English academic

performance, which reflects the honor of the larger group, and it also represents the

care and support for the individuals.

In terms of conducting group work in UK university, participant 67 stated that group

work in UK university poses higher requirement for students: “we are supposed to

communicate and manage group ideas rather than simply depend on the team leader

within the group”. Different from conducting group work in Chinese university, there
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are multiple factors that participant 67 concerns about when doing group work in the

context of UK: “the accuracy of delivery of my ideas, the appropriate ways of expression,

and also correct understanding of team members’ opinions” (Participant 67, Transcript

55, UK PG, GI, UK). As participant 67 highlighted, learners’ language difficulties also

negatively influence their engagement of group work, which supports the argument that

Chinese L2 learners often do not have much access to use the target language and

contact with English native speakers, which leads to challenges when Chinese L2

learners are involved in group work (Mak, 2011; Hu, 2003; Wang, 2003; Yan, 2003;

Wang and Ding, 2001).

6.3.1.3 Quiet Chinese students within group work in UK university

Participant 3 regarded students’ silence as a serious problem as “Many of us are good at

listening to teachers, taking notes and exams, but we are afraid of using English to

communicate and cooperate with other students” (Participant 3, Transcript 3, CHN UG,

II, China). Meanwhile, participant 41 stated that he felt very uncertain and unconfident

when doing group work with native speakers, “my Chinese friends and I were the

quietest people within our group and it was very stressful to see other team members

waiting for us coming up with our ideas, it often takes me a while to form sentences that

are correct and also able to deliver my thoughts” (Participant 41, Transcript 32, UK PG,

II, UK). When being asked the reasons to maintain silence during group work,

participant 41 further explained, “sometimes I think I should be show off my ideas and
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try to learn from others, also, it will be very embarrassed if I come up with ideas that are

not correct” (Participant 41, Transcript 32, UK PG, II, UK).

Student participant 3 and 41’s experiences of being “quiet listeners” and their current

concerns about doing group work strongly supports Yang’s (2012) argument that the

dominant status of teachers in classrooms can present potential pressure and problems

to the efficiency of adopting collaborative classroom activities such as group work.

Participant 3’s feedback echoes Chan (1999)’s statement that Asian ways of learning is

more teacher-oriented, students mainly adopt “rote learning and recalls of facts

(individual endeavor) instead of understanding, application and ability (team effort) are

emphasized in the learning process. Examinations are often used as motivator. As a

result, learner basically plays a passive role in learning and is not generally able to reach

his full potential in working with others as a team” (Chan, 1999, p.301). What is more, in

Confucian Heritage Culture, it is not respectful and considered as bad manners to say

everything in one’s mind and talk in a loud volume (Wang, 2012; Valiente, 2008).

Furthermore, student participant 3 and 41’s feedback of being “quiet listeners” also

supports the finding that during conversations the Chinese can maintain silence for a

much longer time than westerners, who feel uncomfortable and will say anything to

continue the dialogue (Wang, 2012; Hu and Grove, 1999).

Participant 41’s comments echo the finding that the initial silent participant is rooted in

the traditional Chinese ideology that a tall tree catches the wind (Wang, 2012). This also

supports Wang (2012)’s finding of Chinese students’ use of indirect communicative style,
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more emphasis is positioned on “non-verbal aspects and implicitness (含蓄 , hanxu)”

(Wang, 2012, p. 527), Chinese students do not reveal everything, an unspoken part is

often left to be discovered to leave space for “free advance and retreat” (Wang, 2012;

Hall, 1989; Gao, Ting-Toomey, and Gudykunst, 1996). Furthermore, participant 41’s

personal concerns also echo Wang (2012)’s explanation that Chinese traditional values

require people to be modest and try to avoid being personally assertive and

self-congratulatory (Fung, 2014; Wang, 2012, p. 527; Flowerdew, 1998). This can also

be mirrored upon the Chinese communication process, which generally reflects the

concepts of ‘He’ (和 , harmony) and ‘Li’ (礼 , courtesy, hierarchy and role relationship)

(Wang, 2012, p. 527).

Moreover, participant 12 shared her recent experience of doing group work in the

context of Chinese university:

At the beginning, I was very shy and afraid of doing group work or presenting in front of other

students. Gradually I have realized that I can learn so much from preparing and engaging in

producing the presentation. I created a presentation about Japanese cartoons last week and I

enjoyed it very much.

(Participant 12, Transcript 12, CHN UG, II, China)

Participant 3 and 12’s comments support the discussion about quiet Chinese learners

that Chinese learners are more silent in class compared to other native speakers (Cheng

and Guan, 2012; Clark and Gieve, 2006; Kennedy, 2002; Scollon and Scollon, 2001;

Olaussen, 1999). Li’s research results indicate that Chinese students are less likely to
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raise questions or to be independent of teacher and student’s relationship. Moreover,

participant 3’s comment echoes Hu (2002)’s distinction between verbal and mental

activeness, he argues that not being verbally active does not mean Chinese students

cannot be mentally active in classroom as Chinese students might be quiet and

independent learners.

Moreover, the frequently-used key words “stressful”, “embarrassed”, “shy” correspond

to the influences of traditional Chinese culture, which emphasizes individuals’

responsiveness to expectations, concern about others and reputation. As one of the

traditional Chinese cultural values, mianzi (面子 , face) occupies a high value in Chinese

society as it represents individuals’ social position and the needs to meet expectations

from others. Chinese students’ silence in classrooms is partly because of the face-saving

approach where students need a secure environment to ensure not to be personally

exposed to public display or criticism (Fung, 2014; Luchini, 2006; Robertson, 2006;

Wang, 2006; Biggs, 1998; Cooper, 1990; Tedeschi and Riess, 1981).

The feedback of participant 41 also echoes Wang (2012)’s illustration of Chinese social

psychology and culture, Chinese politeness. Chinese students tend not to question team

members’ opinions because they also care about other members’ face and do not want

to be aggressive or harm any good relationship. With the consideration of “saving face”,

Chinese students’ communication face-saving approach aims to avoid conflict situations

and maintain harmonious interpersonal relations (Fung, 2014; Wang, 2012; Fan, 2000;

Biggs, 1998; Gao, Ting-Toomey, and Gudykunst, 1996; Cooper, 1990).
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Furthermore, participant 20 stated that the most challenging part is the cooperation

among team members instead of presentation topics as “sometimes students show very

little interest or motivation in engaging in group work, it always becomes more

challenging when team members are very shy and do not share their opinions or ideas

with others” (Participant 20, Transcript 20, CHN UG, II, China). Participant 20’s

comments echo Pintrich and Schunk (1996)’s clarification of the differences between

individual and group motivation. When collaborating in teams, individuals achieve

similar goals and maximize team efficiency when expecting positive outcomes. As a

result, students experience higher perceptions of ability and motivation.

6.3.1.4 Concerns and confusion about group work

Firstly, student participants questioned about the format of conducting group work, as

participant 16 commented:

We have plenty of group tasks, but they are not what we imagine what group discussion

should be, most of the time we need to produce PowerPoint as the final presentation. It is not

inclusive or engaging discussion, more likely to be tasks’ distribution among team members.

My team members and I often discuss about who should be in charge of specific parts, and we

have no more discussion apart from the final rehearsal before the final presentation. I am

confused and do not know if this can even be counted as group discussion?

(Participant 16, Transcript 16, CHN UG, II, China)
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The same confusion has also been raised by participant 22, she stated that normally her

team members and she “complete individual sections by ourselves, and then we put

different pieces together at last, rehearse one or two times and then it often soon comes

to the final formal presentation in front of the whole class, we do not discuss much

during the process of creating slides and teachers also do not mention the necessity for

us to discuss and negotiate our own opinions” (Participant 22, Transcript 22, CHN UG, II,

China).

Apart from the format of group work, the cost of time and energy of doing group work

has also been highlighted by student participants, as participant 3 stated, “sometimes

group work can be of low efficiency, team members need to arrange time for rehearsal

and discussion, which takes far more longer time than doing individual work”

(Participant 3, Transcript 3, CHN UG, II, China). Moreover, student participants

expressed their preferences of obtaining individual assessment compared to the

marking system for group work, as participant 7 explained:

We have group presentation tasks twice a week and group discussion once a week. Normally

team members get the same score, it is unfair when some members do not contribute as they

should do. Also, we have to face pressure and responsibility regarding group work. By

considering these factors, I prefer individual project and assessment to group work.

(Participant 7, Transcript 7, CHN UG, II, China)

What participant 7 indicated strongly supports the finding that Chinese students prefer

assessments based on individual work, which reflects individual strengths and efforts,
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and hold a negative approach to group work, especially if such work attracts a group

mark (Wang, 2012; Volet and Ang, 1998). Regarded as “a hindrance to cooperative

learning” (Phuong-Mai, Terlouw, and Pilot 2006), learners’ individualistic and

competitive spirit displays the conflicts with cooperative learning (Phuong-Mai,

Terlouw, and Pilot 2006). Moreover, participant 7’s comments support the argument of

Wang (2012, pp. 524-525) that Chinese students struggle “to see the educational value

promulgated by western educators”, for example, sharing marks, due to the competitive

Chinese educational system, which attaches great importance to grades.

Apart from the marking systems of group work, some student participants presented

their preferences towards the traditional teacher-oriented method, as participant 24

illustrated:

Most of group work is not helpful at all, it is a waste of time, to be honest. We always hear the

criticism about “teachers speak on the stage and students quietly listen”. Actually, I think the

traditional lessons are better with higher efficiency. Classroom activities require students to

be fully prepared with their understanding and everyone’s contribution to tasks. If we cannot

ensure to meet these criteria, then maybe it is better to maintain our “traditional” format of

learning and teaching.

(Participant 24, Transcript 24, CHN UG, II, China)

Similar with participant 24, participant 39 also expressed the preference of traditional

teacher-oriented ways of ELT as “the traditional ways of teaching provide us with great

details and full preparation of the learning content, sometimes I find it a waste of time
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discussing with students who do not have any clear ideas of the discussed issue”

(Participant 39, Transcript 30, UK UG, II, UK). Participant 24 and 39’s comments echo

the finding that learners from a Confucian Heritage Culture find group work

uncomfortable as it is closely related to their high uncertainty avoidance cultural

orientation (Wang, 2012; Phuong-Mai, Terlouw, and Pilot, 2006).

Moreover, Students’ preferences towards teacher-oriented classroom also echo Cortazzi

and Jin’s finding (1996) that Chinese students prefer more structured learning with

precise and detailed guidance and instruction rather than open-ended discussion. It is

more effective to listen to teachers and gain knowledge and skills (Wang, 2012; Cortazzi

and Jin, 1996). Students’ attitudes towards teachers’ authority figures and classroom

formality contradicts and challenges the constructivist self-regulatory learning

approach, which emphasizes interactions and debate (Wang, 2012; Volet, 1999).

Students’ experiences of difficulties and challenges in group work also support Wang

(2012)’s finding that Chinese students’ beliefs in the traditional teaching approaches

and assessment have been shaken by intensive reading and researching, more

responsibilities and self-management have been improved.

6.3.1.5 Strongly related to teachers’ guide

Student participants suggested that the efficiency of group work is strongly related to

teachers’ guide. As participant 31 stated, some teachers in his university still prefer the

traditional teacher-centered ways of teaching, it would be helpful for students “having

teachers who provide them with inclusive and engaging teaching and learning
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atmosphere, in this way, students may be more likely to challenge themselves and

experiment their new ideas, at the same time, students will obtain more chances to

practice” (Participant 31, Transcript 27, CHN PG, GI, China). Participant 31’s positive

feedback about group work supports Johnson and Johnson (1998a, b, Mahenthiran and

Rouse, 2000)’s studies results that group work benefit students in their subject matter,

self-esteem, attendance and ability to work effectively with others (Hung Lau and Jin,

2019). Participant 37 also highlighted the influences of teachers’ guide towards group

work that “teachers explain the objectives and marking criteria with clear framework

and this really helps students to be more logical and organized” (Participant 37,

Transcript 28, CHN PG, GI, China). Participant 37’s suggestions regarding effective and

clear objectives echo the finding that extra step-by-step guidance is helpful for students

transitioning from passive to active learners (Hung Lau and Jin, 2019; Chan, 1999).

Furthermore, participant 34 stated that it is necessary for students to preview and fully

prepare for the module as:

Around at least 85% students in my class do not preview lessons or prepare their

presentations fully before the class. This is unfair for other students and teachers, thus it is

very necessary for students to raise and maintain preview and other good learning habits,

teachers should provide students with more supervision and guidance in terms of raising and

cultivating the awareness of having group work.

(Participant 34, Transcript 28, CHN PG, GI, China)
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Participant 34’s comments correspond to the finding that proper assessment task

design and step-by-step teamwork skill development should be promoted to ensure

students’ full participation as task types has a moderating effect on group performance

among team members (Hung Lau and Jin, 2019; Barkley et al., 2005; Thompson, 2004;

Howard and Brakefield, 2001; Steward and Barrick, 2000; Johnson et al., 1998; Millis

and Cottell, 1998; Straus and McGrath, 1994; Davis, 1993; Johnson et al., 1991). With a

more positive and supportive teamwork context, teachers can thus promote students’

engagement and developments during the group work process (Hung Lau and Jin, 2019;

Barkley et al., 2005; Chan, 1999; Millis and Cottell, 1998; Johnson et al., 1991).

6.3.1.6 Language barriers encountered during group work

Chinese students who are currently studying in the UK highlighted language barriers

and their negative impacts on the process of doing group work. Participant 40

highlighted the lack of vocabulary limits her communication and interaction with local

students:

I find language barrier a huge problem when doing group work with local students; I often

need extra time to translate my thoughts from Chinese to English. And most of my Chinese

classmates are struggling with language barriers when communicating with native speakers.

The lack of vocabulary is the main reason causing my language barriers, and I think this is very

common among Chinese students. Pronunciation is also a serious issue within Chinese

students studying in the UK. Apart from vocabulary, different personalities and cultural

differences also affect our interaction with other students. Sometimes I find it very challenging
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to speak up within a large group and sometimes I cannot understand local students’ jokes or

idioms.

(Participant 40, Transcript 31, UK PG, II, UK)

Student participants also indicated that they have received help and encouragement

from local students during their group work. Participant 57 stated, “native speakers

help us when we are stuck in terms of language problem. They sometimes slow down a

bit to help us to understand better” (Participant 57, Transcript 48, UK UG, II, UK).

Participant 47 has also received supports from local students during the process of

group work, he struggled as “local students spoke too fast with accent, I could not follow

them. Then I told them that I have trouble understanding them because of their speed of

speaking, and that actually worked. It took me around six months to get used to the new

language context” (Participant 47, Transcript 38, UK PG, II, UK). Participants 57 and 47’s

feedback echoes Wang (2012)’s finding that Chinese students become emotionally

comfortable and willing to express their opinions as their group members’ encouraging

support promotes Chinese students’ self-confidence (Volet, Summers, and Thurman,

2009). This also supports the finding that cooperation and support within groups

impact students’ developments, group participation and interpersonal communication

skills (Wang, 2012; Schweisfurth and Gu, 2009; Li and Campbell, 2008).
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6.3.2 Teachers’ perspective

6.3.2.1 Students needmore guidance on group work

Teacher participants expressed the necessity of providing students with more guidance

and support regarding group work and relevant skills. Participant 72 highlighted the

importance of providing students with detailed and reasonable guidelines and

objectives, “Some students are not used to doing group work, because of the traditional

teacher-oriented ways of instruction and students can only obey and follow teachers’

words” (Participant 72, Transcript 57, CHN TCH, II, China). Meanwhile, participant 73

suggested that teachers should consider the features and mixture of students’ small

groups, she recommended, “active and inactive students should be arranged into the

same group within the process of conducting group activities. In this way, students can

gradually become more relaxed in these group works, only when they involve

themselves in these settings, can they produce cooperative work” (Participant 73,

Transcript 58, CHN TCH, II, China).

As Chinese students regard teachers’ guidance as the most crucial element within their

academic performance, teachers’ comments echo the finding that students’ critical and

independent thinking as well as their adaptive strategies could be improved by

encouraging group work (Wang, 2012). Furthermore, teachers’ emphasis on clear

guidance is of necessity to promote students’ transformation from passive to active

learners (Hung Lau and Jin, 2019; Chan, 1999). Meanwhile, teachers’ comments about
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reconsidering students’ features and personality when designing tasks will benefit

students with better group performance (Hung Lau and Jin, 2019; Howard and

Brakefield, 2001; Steward and Barrick, 2000; Chan, 1999; Straus and McGrath, 1994;

Davis, 1993).

Moreover, teacher participant 76 emphasized the importance for students’ engagement

in group work as “teamwork is not only designed to improve students’ English, also it is

beneficial for their future developments and teamwork ability” (Participant 79,

Transcript 64, CHN TCH, II, China). Teacher 76’s feedback strongly supports the finding

of the positive correlation between group work and learners’ self-esteem, achievement,

leadership, management techniques and communication skills (Hung Lau and Jin, 2019;

Taylor, 2011; Mahenthiran and Rouse, 2000; Johnson and Johnson, 1998a and b).

6.3.2.2 Questioning the efficiency of conducting group work

Teacher participants posed their questioning towards group work for different reasons.

Participant 80 expressed her strong questioning towards the efficiency of students’

group work:

Some group tasks lack objectives, so students do not have clear ideas of what to achieve. It is

understandable that students hold negative attitudes towards group work when they do not

know what to achieve with vague ideas and misunderstanding. It is very necessary for

teachers to do more research before they plan to do group work in the class and that can really

help students in class.
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(Participant 80, Transcript 65, CHN TCH, II, China)

Apart from the preparation for group work, teacher participant 78 also questioned the

way of conducting group work as “sometimes when I am watching students’

presentations, I wonder if it is necessary for them to do it in groups. Many students

prepare presentation the same way as they are doing it individually. Students cannot

learn and grow during the process of doing group work if they continue to do it as they

used to” (Participant 78, Transcript 63, CHN TCH, II, China).

Moreover, teacher participant 79 stated that group work should benefit students in

communicating and cooperating more effectively and purposefully: “I regard group

work as a necessary skill for students to obtain. They still need a lot of guidance and

suggestions based on this, more face to face discussion and debate should be achieved

rather than individual silent work” (Participant 79, Transcript 64, CHN TCH, II, China).

With Chinese universities’ overreliance of the traditional instruction, exams and skill

training (Hung Lau and Jin, 2019; Wang, 2012; Zhou, 2006; Cooper, 2004; Pepper, 1996),

teachers’ comments echo the finding that Chinese students perceive listening to

teachers more effective compared to learning errors from their classmates (Wang, 2012;

Li and Campbell, 2008; Fan, 2000; Volet, 1999; Cortazzi and Jin, 1996). Meanwhile,

teachers’ feedback also support the finding that the imbalanced division of labor, limited

contribution for some students and low team spirit can negatively impact on students’

engagement of group work (Hung Lau and Jin, 2019; Davies, 2009; Campbell and Li,

2006; Ford and Morice, 2003).
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This section 6.3 has discussed Chinese students and teachers’ feedback and experiences

of conducting group work in China and UK tertiary context by referring to previous

secondary school stage (See Figure 6.3). Students highlighted their lack of group work

experience and language context in secondary school, followed by students’ confusion

and worries about engaging in group work, especially in the UK tertiary context. From

the perspective of teachers, it is of great necessity for students receiving more support

and guidance to help them establish team spirit and collaborative thinking skills.

Figure 6.3 Tree diagram for theme three “Group work”
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6.4 Student-teacher interaction

Closely related to section 6.3, this section 6.4 is also involved in research theme two,

context and interaction. In response to the term “interaction”, student and teacher

participants shared their experiences of interacting with teachers in secondary school

and university contexts.

6.4.1 Students’ perspective

6.4.1.1 Respectful distance from secondary school teachers

Compared to secondary school, student participants stated that they have less

interaction with teachers in university. Participant 55 commented that secondary school

teachers mainly focus on students’ exam scores, “teachers did not have much interaction

with us apart from discussing about exercises and exams” (Participant 55, Transcript 46,

UK UG, II, UK). Similarly, participant 5 also stated that “we followed the strict discipline

and kept respectful distance from our teachers, and this awareness has been raised

since we were kids” (Participant 5, Transcript 5, CHN UG, II, China). Student 55 and 5’s

experiences of teachers’ authority figures and distance from students echoes the finding

that students from high Power Distance (PD) Chinese school cultures are less likely to

ask questions and challenge teachers to avoid losing face and also show their respect to

teachers (Sun et al., 2018; Hofstede et al., 2010; Zhou et al., 2008).

Moreover, participant 55’s comments support the finding that teachers show similarly

high agency within their classroom behaviours as qualified teachers, moreover, teacher
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dignity and respect for teachers is strongly emphasized in China (Sun et al., 2018; Wei et

al., 2009; Song et al., 2005). Furthermore, student participants’ comments about

teachers’ dominant status (Yu, 2003) as well as formal and hierarchical student-teacher

relationship (Nabaho et al., 2017; Spencer and Schmelkin, 2002) echo earlier statement

about three main features named as “three Ts” of Chinese classroom, which are

teacher-centred, textbook-centred and test-centred (Adamson, Kwan, and Chan, 2000;

Thogerson, 1990).

Furthermore, student participants explained they do not ask university teachers

questions because they are afraid of disturbing teachers and also they hold the fear of

being criticised by teachers. Participant 5 stated that she did not ask teachers questions

as “I do not want to bother teachers, they are always busy and we often cannot see them

after class” (Participant 5, Transcript 5, CHN UG, II, China). Participant 5’s comments

support earlier literature finding that Chinese university students demonstrate high

levels of respect towards their university teachers and the student-teacher interaction is

lower than students’ expectation (Cen, 2013; Zou and Luo, 2007; Li, 2004; Li and Zhang,

2004; Tang, 2003).

Moreover, participant 9 regarded the number of students as the other influential

element when discussing the interaction between students and teachers:

There were too many students in a class in secondary school; teachers could not pay enough

attention to each student when there were 60 to 70 students in a class. Differently, the class

size is much smaller in university, now there are often 25 to 30 students in my class.
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(Participant 9, Transcript 9, CHN UG, II, China)

Participants’ comments echo Meng and Onwuegbuzie (2015)’s research finding that

Chinese students’ perspectives of good teaching support have changed from traditional

knowledge transmission to facilitate students’ thinking. Apart from obtaining academic

knowledge, students also focus more on their personal orientation and all-round

developments (Cen, 2013; Chen, 2007; Gao andWatkins, 2002 and 2001).

6.4.1.2 Alternatives of support in university

Instead of asking teachers for help in university, student participants expressed their

preference toward using Internet and peer help to solve problems. As participant 13

stated, she used Internet and available online resources to help herself solving the

questions, she also asked peers for help and sometimes “my friends and I work together

to solve the problems, it is often easier when there are others working with you”

(Participant 13, Transcript 13, CHN UG, II, China). Similarly, participant 57 stated that he

would work with his friends to seek answers to questions as “classmates can explain

more clearly, sometimes even clearer than teachers because we often stand at similar

position and this brings us convenience in sharing ideas”. Furthermore, he shared his

findings about the concept of “classmates” differing from China to the UK as:

When I was in China, we have cohort (ban) as units, and we also live in dormitories in

secondary school. As I know, all students need to live in dormitories in Chinese universities.
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Thus students are very close and “stick” to each other. My friends and I do not have “cohorts”

in UK universities, and students are seen as individuals rather than a small element of the unit.

(Participant 57, Transcript 48, UK UG, II, UK)

Participant 57’s highlights of microsystems echo Cen (2013)’s finding that students’

cohort (ban) develops “stickiness” within four years’ university life, students share their

learning and living settings with each other, and are supervised by a class headteacher

(ban zhuren) or a counselor (fudao yuan) (Cen, 2013, pp. 425-426). This also supports

Hofstede (2005, 2001)’s findings that Asian countries display least individualism as

collectivist cultures highlight the importance of groups rather than individuals, higher

degrees of teacher control and influence is accompanied with this traditional collectivist

culture (Wei et al., 2015). Thus, even though students move to a different cultural

context for higher education, the experience of cohort still affects students (Cen, 2013;

Min, 2004).

Moreover, participant 16 also emphasized the necessity of thinking by students

themselves, she stated, “students cannot rely on teacher like secondary school, and I

have noticed that teachers also encourage us to think independently” (Participant 16,

Transcript 16, CHN UG, II, China). Chinese students’ independent and group problem

solving support the finding that cooperative peer teaching approaches promote

students’ engagement in structured ways as it balances individual accountability with

positive interdependence (Millis, 2009; Johnson et al., 2007; Pascarella and Terenzini,

2005; Sorincelli, 1991). Student participants’ feedback echoes the finding highlighted by
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Wei et al. (2015) that Chinese learners’ expectations of their language study have

changed under the myth of Confucian heritage-shaped learning cultures, instead of

quietly listening to teachers, Chinese L2 learners prefer less dominant teachers and be

encouraged and guided to undertake self study.

Furthermore, participants who are currently studying in the UK also highlighted the

positive impact of attending workshops. As participant 70 indicated, workshops provide

students with practical skills and knowledge, “I really enjoy workshops provided for us,

for example, topics about recruiting skills, reading weeks, CV training etc. They are very

practical and helpful, I have never attended any events like these before” (Participant 70,

Transcript 55, UK PG, GI, UK). Similar to participant 70, participant 68 shared the

application of the multiple resources and support provided by university workshops,

“apart from academic workshops, I also tried yoga and painting workshops, which were

very relaxing and helpful to release my pressure, and they are all free, which is quite

economically-friendly” (Participant 68, Transcript 55, UK PG, GI, UK). Participant 70 and

68’s comments towards workshops echo the finding of Yan (2015) that system factors

which providing students with multiple resources, facilities and support, are necessary

in helping students and teachers to enhance schools’ quality-oriented education.

6.4.1.3 Tutorials in UK university

Apart from workshops aiming at enhancing students’ academic and practical skills,

tutorial is also proposed as a new and fresh term to Chinese students, which has
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received positive feedback from students. As participant 52 indicated, teachers’ ways of

guiding vary from China and the UK:

Chinese teachers often provide students with standardized and “the only-one correct” answers

and also direct students to what do they think students need to do. Teachers in the UK,

differently, encourage students with more independent thinking chances and students can

gradually learn the ways to think critically and independently.

(Participant 52, Transcript 43, UK PG, II, UK)

Participant 56 stated that one of the benefits of having tutorials with teachers in the UK

is students are encouraged to cultivate good habits to preparing well before having

tutorials, which is closely related to students’ self-study skills (Participant 56, Transcript

47, UK UG, II, UK). Furthermore, participant 67 also emphasized the importance of full

preparation before having tutorials, as “students will not be able to come up with

high-quality questions if they do not think logically and independently by themselves”

(Participant 67, Transcript 55, UK PG, GI, UK). Moreover, participant 45 highlighted that

tutorials are not “teachers provide students with correct answers, most importantly,

students are encouraged to discover their own questions. She also shared her first

tutorial experience:

Before I attended my first tutorial, I assumed that the teacher would answer all my questions.

However, it did not go as I thought, the teacher patiently guided me to think precisely about

my questions, eventually, I came up with a much clearer clue and I was so surprised. From that
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time, I know that I should not expect teachers to tell me all the answers and I should be

responsible for my own learning and thinking.

(Participant 45, Transcript 36, UK PG, II, UK)

The differences students experience in terms of ways of guiding students correspond to

the comparison between Chinese respectful learning (Egmond et al., 2013) and UK’s

inclusive and interactive learning (Cortazzi and Jin, 2001, 1996a and 1996b; Jin and

Cortazzi, 1998, 1995, 1993; Jin, 1992). When Chinese students move to the UK tertiary

context, students gradually learn to actively communicate and interact while building

their own critical understandings. Students’ experiences of learning and gaining

confidence and skills during tutorials also supports the finding that student-teacher

interaction and contact has the most substantial effect on students’ motivation,

intellectual development, career choice and preparation (Kilgo et al., 2017; Goodman et

al., 2011; Pascarella and Terenzini, 2005; Sorincelli, 1991; Chickering and Gamson,

1987).

However, apart from participant 45’s helpful and thought-provoking tutorial experience,

student participants also experienced unpleasant prejudice in terms of interaction with

teachers. As participant 39 stated, her lecturer assumed she and other Chinese students

are not good at English and did not pay equal attention to them as local students during

the sessions:
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It is very unfair that the lecturer often ignored my Chinese classmates and me; he pays

unbalanced attention to local students. I felt my right been violated and also I was angry and

disappointed about lecturers’ ignorance and prejudice.

(Participant 39, Transcript 30, UK UG, II, UK)

Participant 39’s experience strongly supports the findings that Chinese students need to

fight against hardships when proceeding their learning abroad, facing challenges

including language barriers (Yuan, 2011; Yan and David, 2009; Liu, 2002), lack of

communicative skills (Wang, 2016; Shi, 2011) and negative stereotypes (Zhao, 2005),

which affect students negatively from different perspectives (Wang, 2016; Chou et al.,

2011). Moreover, participant 39’s feedback echoes Li’s finding (2003) that the

possibility of misunderstanding or even more serious, conflicts may occur in the daily

learning and teaching in an international academic context is high. More support and

guidance should be provided in terms of issues such as “communication, explicitness,

language, feedback, teaching methods and culturally fair grading” (Cheng and Guan,

2012, p. 84).

6.4.1.4 Mental health support

Student participants emphasized the importance of receiving mental health support and

service when they were struggling and fighting against shadows of their lives. As

participant 70 stated, his university stresses the importance of maintaining students’

mental health and he regarded seeing counselors as a very special experience as he did
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not experience any mental health services in China as “it is commonly seen as awkward

and shameful to seek for mental health support and help as the society stigmatizes

mental health issues and many people hold negative misunderstanding towards people

with mental health issues” (Participant 70, Transcript 55, UK PG, GI, UK). Moreover,

participant 64 stated that there are 24-hour free hotlines provided for university

students. He expressed his appreciation to this student-friendly supportive service as:

I have used it [hotline service] few times and it was very helpful, I never asked for help about

my mental health issue when I was in China as people regard you as weirdo if you are seeing

counselors. And my parents said that they would feel embarrassed if I see counselors. But it is

completely different here [UK], people do not show disrespect or misunderstanding to people

like me, which is very comforting. Receiving mental health support helps me to concentrate on

my academic and non-academic life better.

(Participant 64, Transcript 54, UK PG, GI, UK)

Student participants 70 and 64’s experience echoes Chen et al. (2018)’s illustration that

mental health “allows us to participate effectively in and contribute to society or our

community” (Chen et al., 2018, p. 134; Universities UK, 2015). Coming from diverse

cultural, ethnic and religious backgrounds, students “must take a major development of

adjustment to a new academic and cultural environment” when they travel to different

cultural context for further education (Chen et al., 2018, p. 134; Royal College of

Psychiatrists, 2016). Similarly, participant 63 shared her experience of seeking help

from counseling service:
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I was struggling the first three months after I came to the UK, everything was new to me and I

had way too many things in my mind everyday and could not process it. I found it a heavy

burden to talk and socialize, and when Christmas came, everything became worse. It is not

very common for students to discuss issues about mental health in China, however I find this

issue very important because only when we are in good statuses both physically and mentally,

can we be able to proceed our study smoothly.

(Participant 63, Transcript 54, UK PG, GI, UK)

Participant 63’s experience of stress and struggles strongly echoes Chen et al. (2018)’s

finding that “mental health issues are health situations including changes in emotion,

behavior, or thinking (or a mixture of these). Mental health issues connect with distress

and/or problems operation in work, social or family activities” (Chen et al., 2018, p. 134;

Parekh, 2015).

6.4.2 Teachers’ perspective

6.4.2.1 Exam-oriented Q&A

When discussing interaction with students, teacher participants posed their worries as

participant 75 stated, “the majority of questions students asked are related to exams,

especially when it approaches closer to exam seasons, students ask questions frequently

only focusing on grammar and exam-related content” (Participant 75, Transcript 60,

CHN TCH, II, China). Then, participant 77expressed her concerns about Q&A after class

as:
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We often use Wechat to communicate with students in our spare time. But the disadvantage is

this teacher-student interaction is extremely time and energy consuming. There is no clear

boundary between private and working hours. Sometimes I even need to answer students’

messages when I am about to go to sleep, around 11pm.

(Participant 77, Transcript 62, CHN TCH, II, China)

Moreover, teacher participants highlighted the importance of teachers’ guidance

towards the interaction process. As participant 73 stated, she took priority over her

teaching on the cultivation of students’ independent thinking skills and try to guide

them to think independently and critically. She further explained, “this is a slow process

and teachers should provide students with guidance and suggestions within this

transitional stage” (Participant 73, Transcript 58, CHN TCH, II, China). Teacher

participant 73’s highlighted training students’ independent and critical thinking skills

echo previous literature finding that the traditional role of teachers and the

teacher-student relationship have been changing. Language teachers’ perspectives of

professional teaching, teacher-student relationships and teachers’ own identities are

affected by these beliefs (Wang and Du, 2014; Phipps and Borg, 2009).

Furthermore, participant 72 emphasized the importance of teachers’ input regarding

the needs of Q&A. He further explained that: “Teachers need to continuously add input

so that students can receive fresh and correct information in a skillful way” (Participant

72, Transcript 57, CHN TCH, II, China). Teacher participant’s feedback on the changing

requirement of teachers’ knowledge input echoes Wang and Du (2014)’s statement that
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instead of the traditional one-way teacher-oriented knowledge transmit process,

students’ contributions and participation is encouraged and promoted (Du and

Kirkebæk, 2012; Motschnig-Pitrik and Holzinger, 2002). This change can also affect and

shape language teachers’ choice and delivery of their designated teaching and learning

activities (Du and Kirkebæk, 2012).

6.4.2.2 Assumptions held by students

Teacher participants have noticed students’ negative assumptions of asking questions in

university. As participant 71 stated: “some of my students told me that they are afraid of

asking me questions because they thought I might think their questions are too easy and

they might be criticized. It is important that students receive more encouragement and

support because this is the stage that they develop thinking skills and if teachers are not

supportive, students can be easily discouraged and demotivated” (Participant 71,

Transcript 56, CHN TCH, II, China). Participant 78 commented that he always welcomes

students’ questions no matter they are about textbook articles, assignment or learning

methods, he stated that students always worry that teachers may criticize their

questions:

I think it is teachers’ duty to help students challenge this assumption and fear, students’

previous learning experience has huge impact on them and they also need time and patience in

adapting to current university study. Otherwise they will limit themselves by their own

assumptions.
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(Participant 78, Transcript 63, CHN TCH, II, China)

Teacher participant 71 and 78’s feedback of students’ concerns about asking questions

strongly supports Zhou et al., (2008)’s research finding that cross-cultural stereotypes

should be realized as it affect students negatively (Domonic, 2011; Sobre-Denton and

Hart, 2008). As indicated by teacher participants, students hold negative assumptions

towards asking questions, which strongly support the finding that many students

occupy pre-conceptions and/or assumptions about students and teachers’ roles in the

classroom (Domonic, 2011; Sobre-Denton and Hart, 2008; Cortazzi and Jin, 1997).

Furthermore, this assumption also negatively affects students and teachers across

different cultural contexts (Evans and Stevenson, 2011; Lillyman and Bennett, 2011;

Zhou et al., 2008; Cortazzi and Jin, 1997; Pratt, 1991; Bond, 1986).

This section 6.4 explicitly discussed students and teachers’ perceptions and attitudes

towards student-teacher interaction, changing from passive and instruction learning to

group learning, students also experience fresh terms such as tutorials and workshops

(See Figure 6.4). Regarding struggles and challenges encountered, students gain more

strength by consulting counsellors. Teacher participants highlighted the strong feature

of exam-oriented Q&A and encourage students to fight against their assumptions and

worries about asking questions.
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Figure 6.4 Tree diagram for theme four “Student-teacher interaction”

6.5 Language difficulties

Echoing research theme three, language difficulties, this theme aims to discuss Chinese

students’ language learning problems and obstacles via self-evaluation. Student and

teacher participants discussed their perceived language difficulties within ELT

classroom.
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6.5.1 Students’ perspective

6.5.1.1 Lack of vocabulary

When discussing concerns about English learning, student participants expressed their

worries about the lack of vocabulary and problems of vocabulary memorization. As

participant 33 indicated, the lack of vocabulary affects his listening and speaking skills

negatively. He also struggled in choosing the proper words to express specific meanings

as “very often I choose words randomly by looking them up on the phone, sometimes

they cannot express what I really mean” (Participant 33, Transcript 27, CHN PG, GI,

China).

Participant 15 indicated her problems in memorizing new words and phrases, she

commented: “I am not sure what makes it challenging to memorize new vocabulary and

phrases, maybe it is because of my lack of practical language use, or there are too many

new words and I do not have enough time to memorize them? If we do not have test or

dictation of new words, I will not put much effort in memorizing words” (Participant 15,

Transcript 15, CHN UG, II, China). Participant 15’s concerns and worries about English

vocabulary echo Kitano (2001)’s finding that L2 learners’ Foreign Language Anxiety

(FLA) is positively related to their fear of negative evaluation and decreased perceptions

of their language ability in the target language. Her diagnosis of vocabulary problem also

strongly supports He (2013)’s finding that the lack of vocabulary is the most common

problem that Chinese students have as vocabulary is often regarded as a huge obstacle
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for L2 learning (He, 2013; Cortazzi and Jin, 1996). In terms of learning vocabulary and

phrases, participant 16 shared her ways of reviewing and testing in her spare time by

using mobile phone app:

There is an app on my phone, which helps me in learning new vocabulary and phrases, it is

very convenient that you can use small pieces of time to learn, and also test words and phrases.

Before using the app, I always struggle with memorizing words and phrases. There are far too

many words to memorize in university, and for students of non-English major, it adds extra

burden as we have our own major modules to work on. So some of my classmates become

more and more negative towards learning English, not to say memorizing vocabulary, often

non-English major students become more distant from English learning after passing CET-4.

(Participant 16, Transcript 16, CHN UG, II, China)

Participant 16’s comment corresponds earlier study finding that FLA plays both

debilitating and facilitating roles in SLA, facilitating FLA motivates L2 learners to “fight”

the new learning tasks (as participant 16’s individual attempt using mobile phone app to

memorize vocabulary) while debilitating FLA stimulates L2 learners to emotionally

adopt avoidance learning behaviors (as participant 16’s classmates gradually become

distant from English learning) (Alpert and Haber, 1960, p.139).

6.5.1.2 Fears of speaking and listening English

In terms of listening and speaking English, student participants expressed their worries

and fears, as participant 4 stated:
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I cannot speak English without preparation even though I have learnt English for many years. I

find it [speaking English] does not necessarily related to the accumulation of vocabulary and

phrases. The main problem is that we hardly use English as the way we are learning it, from

primary school to secondary school, we do not focus on developing our speaking skills. And

suddenly with such high demands in university, it is too difficult to speak up. With anxiety and

fear of making mistakes, it becomes increasingly challenging to express in English properly. I

would prefer using English within small groups or pairs, but not in front of the whole class, it

is too stressful and scary to me.

(Participant 4, Transcript 4, CHN UG, II, China)

Participant 4’s experience of struggling echoes previous study that Chinese students

experience listening (understanding lectures and tutorials) (Wu, 2015) and speaking

(expressing opinions and presenting) (Hellsten and Prescott, 2004) difficulties. These

difficulties negatively influence learners especially when they also experience the

transitions of cultural backgrounds (moving from China to other English-speaking

countries) within their higher education stage. Participant 4’s feedback also strongly

supports Wu (2015)’s finding that most Chinese students do not have the experience of

listening to English for academic purposes before arriving in universities within

English-speaking countries. Oral presentations, which are commonly used to evaluate

students, pose challenges to Chinese students (Evans and Morrison, 2011).

Furthermore, participant 6 also emphasized the lack of listening and speaking practice

back in Chinese secondary school by recalling, “my classmates and I barely speak
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English after class or even during the class. We did not practice listening or speaking

English and teachers also did not correct our pronunciation” (Participant 6, Transcript 6,

CHN UG, II, China). Similarly, participant 70 recalled the limited practice opportunities

in the school context, he tried to attend English corner but eventually he stopped going

as “it is not very comfortable for students who are rather shy having conversations with

strangers, and also only students who are very good at English choose to participate, it is

quite stressful to speak English in front of a large number of people, I often feel more

relaxed with pair practice” (Participant 70, Transcript 55, UK PG, GI, UK). Participant

70’s preference of speaking English within pair practice echoes the findings that

students are generally relaxed when working in pairs or small groups, less proficient

students will feel more anxious if asked to answer questions at the front of a larger class,

which is related to the limited access to the use of target language and casual

conversation with native English speakers (Mak, 2011; Hu, 2003; Wang, 2003; Yan,

2003; Wang and Ding, 2001). Moreover, student participant 11 expressed the need for

extra wait-time before speaking English as:

I am afraid of free talk as I cannot think and respond quickly with no prior preparation, it

would be great if I could be given the questions beforehand or be given extra time to think

about my answers. Speaking is the most challenging part because we did not have much

training and practice when we were in secondary school.

(Participant 11, Transcript 11, CHN UG, II, China)
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Participant 11’s strong worries and fears regarding speaking English echo Chen and

Chang (2004)’s findings about the variables that are correlated to L2 learners’

performance which are English learning history, classroom learning characteristics, and

developmental learning difficulties. Participant 11’s need for extra wait-time also

supports Tsui (2001)’s finding that the lack of wait-time for Chinese L2 learners can

result in the lack of learners’ responses. Student participants also raised the issue of

correcting pronunciation as participant 20 indicated, “If students’ pronunciation is

incorrect, it may affect other students’ understanding of their delivery of ideas”

(Participant 20, Transcript 20, CHN UG, II, China). As participant 12 stated, she regarded

improving pronunciation as the urgent task for her, she also shared her own experience

in improving pronunciation:

Last year, I attended online speaking club for around six months, there were senior students

who helped us correcting our pronunciation, we had our own time schedule and tasks to

complete every day, which I found helpful.

(Participant 12, Transcript 12, CHN UG, II, China)

Furthermore, participant 67 illustrated the causes that Chinese students are quieter

than other international students: “we often keep silent because we need extra time to

translate Chinese in our mind into English” (Participant 67, Transcript 55, UK PG, GI,

UK). Also, “‘losing face’ is the main reason for us avoid answering questions, this may

also relate to students’ personality” (Participant 67, Transcript 55, UK PG, GI, UK).

Similarly, participant 63 agreed that Chinese students are easily to feel embarrassed as
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“we do not know how to start a topic and often we lack confidence and afraid of making

mistakes. Many of my Chinese friends struggle in speaking and writing long English

sentences. So sometimes we choose to be silent, which is a safe way to avoid

embarrassment” (Participant 63, Transcript 54, UK PG, GI, UK). Participant 67 and 63’s

comments about their lack of confidence in English speaking also echo previous finding

that L2 learners with greater FLA display lower confidence in their classroom

participation (Girardelli et al., 2017; Huang and Zhang, 2016; Jin et al., 2015). Moreover,

students’ worries of speaking English strongly support findings that Chinese students’

Willingness to Communicate (WTC) and FLA negatively affect students even though they

are willing to participate (Liu and Jackson, 2008).

6.5.1.3 Struggles towards academic English reading andwriting

Various participants have mentioned the negative influences of “Chinenglish”,

translation mindset and logics. As participant 18 indicated, her English teacher told her

that she should pay more attention to her “Chinenglish” as she has been largely

influenced by Chinese language logics and her English sentences turned out to be rather

“unnatural”. However, she did not realize this problem until she began her university

study as “when I was in secondary school, teachers evaluate your language ability based

on your scores only, so it was such a shock for me knowing this” (Participant 18,

Transcript 18, CHN UG, II, China). Moreover, participant 69 indicated his reliability on

online dictionary and translation software to help him with translation from Chinese to

English, especially when doing academic reading and writing:
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Often I write down everything I want to express in Chinese, and then I translate them from

Chinese to English, meanwhile I use translation software if I am stuck. I choose to write in

Chinese first to avoid forgetting anything important I want to express, if I write in English at

first, I will need extra longer time to find proper words and I will surely forget what I want to

say later.

(Participant 69, Transcript 55, UK PG, GI, UK)

Similarly, participant 42 also used translation software when writing up her dissertation:

“I did not want to take risks when I am only confident in grammar and vocabulary

memorization, using translation software gives me a sense of security” (Participant 42,

Transcript 33, UK UG, II, UK). Participants’ struggles towards academic English reading

(reading academic articles) (Guan and Jones, 2011) and writing (academic writing)

(Ramsay et al., 1999) supports Ding and Stapleton (2016)’s finding that Chinese

students need to cope with the transitions of different reading purposes from answering

comprehensive questions to understanding abstract articles and express own opinions

(Ding and Stapleton, 2016; Guan and Jones, 2011).

Apart from using translation software, student participants highlighted the influences of

the lack of writing training and practice when they were in Chinese secondary school

and university. Participant 3 stated that the different focuses on output throughout

learning stages: “back in secondary school, the main purpose was only about exams, and

we were taught to get higher points on particular question types. And currently we need

to know the ways of writing whilst we did not have any proper trainings so far”
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(Participant 3, Transcript 3, CHN UG, II, China). As a Chinese student currently studying

in the UK, participant 40 indicated that she was in great need of developing logical and

critical thinking and writing skills, she further explained:

I wish to learn more about how to develop logical and critical thinking. I have noticed my lack

of logics in English writing when I wrote emails to my supervisor to ask questions and arrange

tutorial meetings, I found it challenging for me to precisely deliver my thoughts through

emails.

(Participant 40, Transcript 31, UK PG, II, UK)

Moreover, student participants expressed their need for “writing models (or samples)”

in terms of academic writing in UK tertiary context. As participant 44 stated, he wish

there were academic samples or models provided, as “it is very challenging for me to

write essays when I have no previous training on academic writing at all” (Participant

44, Transcript 35, UK UG, II, UK). In order to solve the confusions in academic writing,

participant 68 began to read widely and learnt from academic journal articles, however,

she stated that: “I know that we can learn academic writing by reading others’ articles,

but it appeared to me that most of academic articles are very abstract and difficult to

understand. This made me very upset and uncertain about my own writing” (Participant

68, Transcript 55, UK PG, GI, UK). Similarly, participant 67 attended academic writing

workshops to become more familiar with academic writing; however, he did not feel the

increase in his confidence in academic writing as:
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The workshops I attended did not actually provide me with what I expect to gain, I am still

very lack of confidence in my essays and report. And I also know clearly that there is no such

thing like sentence structures of essay models as what we had in secondary school English

learning, however, I still hope that I can get clearer ideas about how to develop my ideas and

convey my opinions logically and clearly.

(Participant 67, Transcript 55, UK PG, GI, UK)

Participant 67 and 68’s feedback of their struggling academic reading and writing

echoes Ding and Stapleton (2016)’s finding that academic writing is challenging for most

Chinese students as they had never written English essays longer than 250 words, what

is more, students do not have exposure to the academic writing before they entering the

university.

6.5.2 Teachers’ perspective

6.5.2.1 Influences of regional differences

Teacher participants highlighted the influences of unbalanced distribution of

educational resources among different provinces on students’ learning materials and

support:

Differences can be clearly noticed by teachers whether students are from Beijing, Shanghai,

other coastal faster-developed cities or less developed regions. Normally those students

[students from more developed cities] present better speaking and listening skills compared

to students from less developed areas.
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(Participant 78, Transcript 63, CHN TCH, II, China)

Similarly, participant 79 stated that students from southeastern cities often display

more balanced structure of language skills compared to students from northwest.

Southeastern cities’ students “receive more diverse educational resources when they

are in primary and secondary school” (Participant 79, Transcript 64, CHN TCH, II, China).

Furthermore, participant 80 pointed out that “students with stronger economic family

background are more possible to receive extra English training classes or private

English classes while some students cannot afford these classes, even though they really

need extra help from teachers.

In turn, these differences intensify the gaps of students’ ELT performance among

different regions of China” (Participant 80, Transcript 65, CHN TCH, II, China). Teacher

participants’ comments echo Hu (2003)’s finding that infrastructural resources function

as one of the factors that influences students’ language learning experience, including

school facilities, instructional equipment, language learning materials, and professional

competence of teachers and is influenced by government policies and economic

developments of the regions. Moreover, teachers’ comments strongly support the

finding that regional differences function as one of the variables that affect Chinese

learners’ ELT (Yan and Horwitz, 2008).

Moreover, teacher participant 71 highlighted the differences among different provinces’

exam requirements and its influences on students’ English learning:
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Some provinces do not involve listening section in the College Entrance Exam and students are

relatively weak at listening skills because it is not included in their school learning. Differences

among students’ previous ELT experience are enlarged when students mix up in university.

(Participant 71, Transcript 56, CHN TCH, II, China)

Participant 71 highlighted the differences between exams within different regions,

which also supports Hu (2003)’s finding that the developed areas have larger

advantages over the less developed areas that the “Ministry of Education has allowed

seven economically developed coastal provinces and municipalities to develop their

own textbooks, though the production of text-books for the less developed areas has

remained an undertaking of the People’s Education Press, a subordinate institution of

the Ministry of Education” (Hu, 2003, p. 304).

Furthermore, teacher participant 75 stressed the influences of “saving faces (mianzi)”

on students from less-developed areas in China. He further illustrated that students

from rural or less-developed areas are “more likely to be afraid of speaking up because

of the lack of speaking practice opportunities within their educational journey, and what

they care most are their ‘faces’ (mianzi), they are often good with exams, and regard

scores as the most powerful tool to upgrade their life, however, they are not confident to

speak English in the public” (Participant 75, Transcript 60, CHN TCH, II, China).

Participant 75’s feedback strongly supports Hu (2003)’s finding which highlights the

sociocultural nature, prevailing culture of learning, and social uses of the target

language. A strong fear of making mistakes was also highlighted in survey findings as
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the lack of confidence and certainty, and the stress of “losing face” negatively influence

and underestimate learners’ English practice (Lu and Liu, 2015; Shao et al., 2013;

MacIntyre et al., 1997; MacIntyre and Gardner, 1994; Young, 1991; MacIntyre and

Gardner, 1989; Krashen, 1985).

6.5.2.2 Lack of output practice opportunity and context

Teacher participants emphasized the influences of exams and the tradition of “the only

one correct answer” on limiting the students’ developments of critical and independent

thinking especially in writing and speaking aspects. Teacher participant 72 stated that

students often find it “easy to answer grammatical questions instead of expressing

themselves freely in English”, he questioned as this “negatively affect learners who are

entering higher education learning stage” (Participant 72, Transcript 57, CHN TCH, II,

China). Similarly, participant 76 also highlighted students’ lack of speaking and writing

practice when they are in secondary school, in turn; students are “lack of relevant skills

and confidence to express themselves in public” (Participant 76, Transcript 61, CHN

TCH, II, China). Teachers’ responses strongly support the findings that with limited

access and exposure to the target language and native speakers, Chinese students

encounter FLA when they are learning and using the target language (Mak, 2011; Hu,

2003; Wang, 2003; Yan, 2003; Wang and Ding, 2001).

Moreover, participant 74 indicated that students “show stronger confidence and skills in

input rather than output. Students are passively equipped with reading and listening

skills by having exercises and exams while they lack speaking and writing skills to
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express their opinions” (Participant 74, Transcript 59, CHN TCH, II, China). Furthermore,

participant 79 underlined that Chinese students “mainly practice writing for the

purpose of exams, they memorize modelled sentence structures and expression”

(Participant 79, Transcript 64, CHN TCH, II, China). Teachers’ comments correspond to

the findings that Chinese L2 learners focus more on listening, rote memorisation and

teachers’ instruction (Liu and Ni, 2015; Levinsohn, 2007; Kember and Gow, 1989).

Then, teacher participants reinforced students’ needs for deeper understanding of

language learning. As participant 73 stated, students often hold traditional views on

English learning as “the process of memorization and preparing for exams, while the

actual use should be communication and students need to be more aware of this”

(Participant 73, Transcript 58, CHN TCH, II, China). Similarly, teacher participant 80

indicated that students “struggle and find it stressful when coping with output tasks, it

would be different if we provide students with more guidance and practice in terms of

speaking and writing skills” (Participant 80, Transcript 65, CHN TCH, II, China). It can be

seen that teacher and student participants’ feedback reach the same page in terms of

students’ output practice, which is closely related to ELT language context and guiding

approaches provided for students, especially for students who are planning to study

abroad for higher education.

This section 6.5 has discussed students’ encountered language difficulties, focusing on

challenges of speaking and writing English, while teacher participants highlighted the

negative influences of regional differences on students’ exposure to educational
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resources (See Figure 6.5).

Figure 6.5 Tree diagram for theme five “Language difficulties”

6.6 Learner autonomy

As the theme four of this research focuses on effectiveness and assessment, student and

teacher participants shared their experiences of ways of teaching and learning across

different learning stages and contexts, especially the awareness and habit of self-study

was explicitly discussed during interviews.



284

6.6.1 Students’ perspective

6.6.1.1 Lack of knowledge about how to self-study

Student participants emphasized the higher requirement for self-study in current

tertiary level. As participant 26 stated, students usually are guided to take part in

studying activities by teachers in secondary school while “suddenly, we have to arrange

everything and do extra reading and learning without knowing if we are doing correctly

by ourselves, and there is no one to discuss with, so I always feel very uncertain,

unconfident and unsecured” (Participant 26, Transcript 26, CHN PG, GI, China).

Participant 26’s uncertainty and lack of confidence supports earlier study about the

relationship between students’ perceptions of their own abilities and their learning

autonomy. With greater levels of learning autonomy, students are more likely to view

themselves changeable and confident with their decision-making and abilities

developments (Henri et al., 2018; Komarraju and Nadler, 2013; Bandura, 2012; Fazey

and Fazey, 2001; Bandura 1989). Moreover, participant 26’s comment echoes Ryan

(1991) and Little (1994)’s definition of autonomy as “a process of ‘self-determination’ or

‘self-regulation’” (Ryan, 1991, p. 210) as well as ‘relatedness’, which functions as the

product of interdependence rather than independence (Little, 1994, p. 435). Moreover,

student participants who are currently studying in the UK also emphasized the

importance of gaining self-study skills. Participant 51 shared his experience of using

library differently comparing his study in China and the UK:
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The way I use library has completely changed comparing between study in China and the UK, I

used to regard library as a place to do homework or review classes. Because we used to live in

school dormitory in university and we did not have personal separate living space, so it is very

helpful to have somewhere that is quiet and easy to concentrate. But now, I do most of

literature searching work in the UK library. And it is mainly about information searching

either online or through books or journals, rather than merely finding a quiet place to study.

(Participant 51, Transcript 42, UK PG, II, UK)

Participant 51’s reflection supports the finding that learner autonomy is individualized

and contextualized. As the result of various educational processes, it is strongly

suggested that learner autonomy should be studied in different learning settings (Ding

and Stapleton, 2016; Benson, 2011; Holliday, 2005; Kalaja, Barcelos and Menezes, 2008).

Furthermore, participant 54 shared his change in terms of self-study skills, he did not

have any self-study skills or awareness when he was back in China as “teachers often

gave us much homework and we used most of our time to finish the assignments and

prepare for exams. Students do not need to plan anything else as long as they finish

homework. But teachers in the UK do not force students so this requires much higher on

students in terms of self-study awareness and skills” (Participant 54, Transcript 45, UK

UG, II, UK).

Moreover, participant 55 experienced ups and downs in her learner autonomy

discovery journey. She used to live in school dormitory and teachers arranged students’

schedule in Chinese secondary school. She did not need to pay extra attention to her
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own time plans. But now she has to arrange everything by herself in the UK: “this is the

biggest change I have experienced so far, and I have noticed that I was not used to

self-study at first. And I always ended up being distracted and doing something else,

then I noticed I should not waste my time and I need to be more responsible to myself,

so things went better after that” (Participant 55, Transcript 46, UK UG, II, UK).

Participant 54 and 55’s experience supports previous finding that students experience

the growth of their understanding of different roles English plays as well as their

improved autonomous learning behaviors (Candy, 1991).

Meanwhile, participant 54’s feedback on full time schedule, assignments and exams in

Chinese secondary school echoes Benson’s findings (2010) that in the English as Foreign

Language (EFL) school context, learning and teaching is largely controlled by textbooks,

and English learning is exam-oriented, thus, the learning strategies of English is also

exam-oriented. The different feelings towards UK tertiary context shared by participant

54, also supports previous finding that English Medium Instruction (EMI) learning

setting provides students with more opportunities and degrees of autonomy compared

to EFL context (Benson, 2011; Littlewood, 1996). Participant 54 and 55’s experiences of

the change of learner autonomy throughout the changes of learning contexts (China to

the UK), and also the stages (from secondary school to university), also supports the

previous finding that university students are expected to be “more autonomous than

they were in high school because they are more mature; the learning and teaching style

in university also requires student autonomy” (Ding and Stapleton, 2016, p. 22).
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6.6.1.2 Raise self-study habit in university

In terms of self-study skills, participant 29 commented that many of his classmates still

keep their old habits back in secondary school as “they need teachers assign tasks for

them, otherwise they will not do any extra study on their own” (Participant 29,

Transcript 26, CHN PG, GI, China). Moreover, participant 27 shared her self-study skills

as:

I have apps in my phone to help me to memorise words daily, it helps me to learn and also

review words I have learnt previously. And I also read some academic journals in my spare

time. Only those students with high self-expectation and motivation manage themselves to

learn more vocabulary, read original articles and watch TED. I regard them as my role models

and I wish to be like them. We sometimes arrange casual discussion sharing opinions about

some English articles and TED video clips, I find this very helpful and encouraging to my

self-study.

(Participant 27, Transcript 26, CHN PG, GI, China)

Participant 27 and 29’s examples of self-study habits support previous definition of

autonomy language learning as “the capacity to take control of one's own learning”

(Benson, 2011, p. 58), learners gradually gain more control of their own study and

reduce the reliance on their teachers (Littlewood, 1999), and it is a long and

developmental process to acquire autonomy (Nunan, 1997). As participant 27 indicated,

the use of group study by using articles and TED video assist their study, this also
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supports the argument of Little (1995) that being autonomous does not mean isolated

from others, instead, students develop their independence by collaborating with each

other, within the interdependence on each other (Ding and Stapleton, 2016; Gao, 2012;

Palfreyman, 2011; Candy, 1991).

In terms of the importance of raising self-study skills, participant 38 stated, “teachers in

the UK university require more personal input to reach deeper understanding within

the field of knowledge” (Participant 38, Transcript 29, UK PG, II, UK). Similarly,

participant 68 expressed the necessity of gaining more input as “we cannot understand

everything only depending on the lectures and seminars; what we need to do next is to

conduct extra reading and research by ourselves” (Participant 68, Transcript 55, UK PG,

GI, UK). Moreover, participant 66 noticed the necessity of making time plans by herself,

thus “it requires us to have strong self-management skills, otherwise we will waste time

and unable to finish our tasks. Gradually, I have adjusted a suitable timetable for me and

I often go to library and gym to fulfill my spare time” (Participant 66, Transcript 54, UK

PG, GI, UK). Participant 38, 68, 66’s comments support the previous statement that

learner autonomy is positively promoted, encouraged and regarded as an integral

“learning outcome” of most university courses (Henri et al., 2018, p. 507) in the UK

territory context (Ghanizadeh, 2016; Vansteenkiste et al., 2005; Levesque et al., 2004;

Chemers, et al., 2001; Littlewood, 1999).

Completed her previous undergraduate study in China, participant 45 regarded it as

time and energy consuming for her earlier secondary school study as “we had such
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intense modules in China (from 7.30am to 9pm, including morning reading and night

classes) and we did not have preview or review habits, we always rushed from one

module to the other, my classmates and I found this way of learning lacked efficiency,

but we had no choice because everything was served for the NMET” (Participant 45,

Transcript 36, UK PG, II, UK). She commented that intense time schedule and heavy

burden of assignment and exams can be one of the causes that students do not conduct

self-study with purposes. Participant 45’s recall of her secondary school study supports

the findings of two main obstacles for students’ autonomy are the exam-oriented and

teacher-oriented textbooks and “the University Entrance Examination dominates

everything else in the lessons” (Halstead and Zhu, 2009, p. 453). Her comments also

echo the finding that exam score is the only criterion for Chinese students entering

higher education, which also indicates good job opportunity after graduate, in this sense,

“the examination places the students, teachers and schools under the same yoke and

forces them to follow whatever direction it points to” (Halstead and Zhu, 2009, p. 454).

Participant 44 and 49 regarded learning in the UK as having a job as “students have a

strong sense of responsibility. Differently, studying in China aims to complete different

learning tasks” (Participant 49, Transcript 40, UK PG, II, UK). Moreover, students need to

share living space in the dormitory in China, and this makes the collective sense much

stronger compared to studying in the UK” (Participant 44, Transcript 35, UK UG, II, UK).

As participant 44 commented, students are used to share living space in China, which

supports earlier finding that traditional Confucius values highlights the importance of



290

relationships with others and the acceptance of hierarchies (Lee, 1996; Bond and

Hwang, 1986).

6.6.2 Teachers’ perspective

6.6.2.1 Students’ lack of self-study awareness and skills

Teacher participants expressed their criticism towards students’ self-study skills and

awareness. As participant 72 indicated, students struggle to balance between modules

they are interested at and modules they need to employ more effort in, moreover, if

teachers do not guide students properly, “students are left with confusion and waste

time doing nothing” (Participant 72, Transcript 57, CHN TCH, II, China). Furthermore,

participant 76 highlighted that teachers should “put extra effort especially for the first

year students in university” (Participant 76, Transcript 61, CHN TCH, II, China).

Participant 75 connected students’ self-study skills and awareness with their learning

motivation and purposes towards specific modules, he further explained:

Most of students come to class for the purpose of exams, and then they put much emphasis on

exams and scores, similar to what they did in secondary school. Differently, some students are

very interested in learning new knowledge, they are easier to be motivated and guided.

(Participant 75, Transcript 60, CHN TCH, II, China)

Teacher participants’ feedback on students’ lack of learner autonomy supports the

finding that university teachers hold the view that university students should develop

their own learning strategies within higher education setting (Henri et al., 2018; Scott et
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al., 2015; Thomas et al., 2015; Lowe and Cook 2003). Moreover, what participant 75

highlighted echoes the finding that first-year undergraduates reflect learning

approaches taken during secondary education (Lowe and Cook 2003).

It can be seen from teacher and student participants’ feedback and responses that

students and teachers do not hold the same perceptions in terms of learner autonomy,

which also supports previous finding that learners’ perceptions of their degree of

readiness for autonomy was higher than their teachers’ (Lin and Reinders, 2019; Vieira

and Barbosa, 2009). This discrepancy between students and teachers indicate the

necessity of dialogues to promote their understanding. Lin and Reinders (2019) also

highlight that teachers need to understand students’ views of themselves if they wish to

help students with their learner autonomy development.

6.2.2.2 Necessity of teachers’ guide and support

As participant 71 stated, it is common to see students struggling during their transitions

between secondary school stage and university stage:

My colleagues and I have noticed that many new university students lack self-study skills and

awareness. This is closely related to their previous secondary school study. With busy time

schedule and plenty of exams to cope with, students do not have much spare time and teachers

often guide them strictly. When they move to a more self-independent circumstance, it is

common that students lose sense of belonging and spend time playing with friends. So it is
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very necessary for teachers to introduce students new ways of learning and help students to

raise efficient learning habits at the beginning of their university study period.

(Participant 71, Transcript 56, CHN TCH, II, China)

Participant 71’s comments about students’ needs of self-study support echo the

previous finding that although universities provide students with various supports

regarding their language abilities, it should be noticed that universities largely ignore

students’ further developments of learner autonomy (Ding and Stapleton, 2016).

Moreover, participant 80 commented that, “there are often some students struggling in

their first year, and what teachers do can actually help them” (Participant 80, Transcript

65, CHN TCH, II, China). Furthermore, participant 77 shared her experience in providing

students with guidance and help in gaining self-study skills:

Most of my students do not have strong independent self-study skills in their first year. So I

organize some workshops and introduce them how to manage spare time and how to balance

study and life, it is very welcomed by students. It is helpful for teachers to guide and help

students in needs, so that they will not waste their time and energy.

(Participant 77, Transcript 62, CHN TCH, II, China)

Participant 80 and 77’s suggestion and practice of supporting students with workshops

corresponds earlier literature discussing about teachers’ effort in preparing students for

further learning, especially from EFL to EMI setting (Ding and Stapleton, 2016; Wu,

2015; Rastall, 2006), which is beneficial for students’ growth in confidence as well as
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autonomous learning strategies. Teacher participants’ comment also support previous

study findings that moral autonomy (zi lv, 自律, self-control) and personal autonomy (zi

zhi, 自制 , self-management) motivates learners to take actions to their intention (Liu

and Xia, 2001), Halstead and Zhu (2009) also state that Chinese moral education

tradition highlights self-control and self-discipline, which can also be mirrored to

teacher participants’ feedback.

This section 6.6 has analysed the issue of learner autonomy from both students and

teachers’ perspectives, discussing students’ lack of self-study experience in secondary

school because of heavy burdens of exams and homework, while students gradually

obtain self-study skills after they enter the university (See Figure 6.6). Simultaneously,

teacher participants reinforced the importance of providing students with more

guidance and help in terms of cultivating learner autonomy.

Figure 6.6 Tree diagram for theme six “Learner autonomy”
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6.7 Assessment

Similar to section 6.6, this section 6.7 is involved in research theme four, effectiveness

and assessment. During the interviews, student and teacher participants discussed their

experiences of taking English exams within different learning stages and contexts.

6.7.1 Students’ perspective

6.7.1.1 Use of exam strategies

Student participants contributed various comments towards the issue of using exam

skills, as participant 70 indicated, teachers in secondary school taught students specific

exam skills, for example, ways to memorize vocabulary and modelled sentence

structures, which can be used in exams. He stated that: “we can be very good at exam

skills, but not confident in applying English to practice”, he further commented, “for

students who are planning to study abroad, they need to change their original mindset

otherwise it would be very difficult for them” (Participant 70, Transcript 55, UK PG, GI,

UK). Moreover, participant 67 highlighted that students’ language learning needs have

changed throughout different learning stages:

I used to learn and apply exam skills when I was in secondary school in China, teachers often

provided us with multiple exam skills in order to meet various exam demands. For example,

we have jingles created by our teachers to memorize grammatical terms and rules. I also learnt

exam skills for CET-4 when I was doing my undergraduate study in China. But now we have

nothing like this in the UK, students write essays and express their own opinions, for exams,
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there are not many skills to be memorized. This is a huge change to me, and I gradually notice

the importance of conveying my own ideas and defending for my arguments.

(Participant 67, Transcript 55, UK PG, GI, UK)

Participant 70 and 67’s comments about exam strategies echo Song and Cheng (2006)’s

survey finding that Chinese students tend to use test-taking strategies, which have a

negative direct effect on grammar, and a negative indirect effect on reading via grammar.

Cheng (2008) further suggests that students’ basic language skills should be

strengthened before providing students with test-taking strategies: “in the EFL teaching

environment, teachers should pay attention to enhancing students’ language proficiency

before strategy instructional intervention” (Cheng, 2008, pp. 28-29). Similar to

participant 67, participant 41 also highlighted that; the writing tasks of the NMET and

TEM-4 lack practicability:

I have noticed the gaps between writing tasks in China and UK after I started to study in the UK.

Back in China, writing was merely for exams, and very often I just needed to memorize

sentence structures and sampled expression. Now it is completely different, I need to do

intense research, compare and analyze literature, and arrange my arguments logically. If I do

not choose to study abroad, I may still not know what does critical writing look like.

(Participant 41, Transcript 32, UK PG, II, UK)

Student participants who are currently studying in the UK expressed similar opinions as

participant 41; for example, participant 58 commented, “it is almost impossible to

realize the differences of English written tasks among Chinese and UK universities
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unless students actually experience these two contexts. We write short paragraphs as

assignment or exam tasks in China while we are asked to use essays to convey our own

ideas and opinions in the UK” (Participant 58, Transcript 49, UK UG, II, UK). Similarly,

participant 63 also stated “I have noticed huge differences in writing styles, I used to

write paragraphs to get proper writing task scores, but now it is more about the

communication between literature, data and my own opinions” (Participant 63,

Transcript 54, UK PG, GI, UK).

Student participants’ comments about the lack of practical language use and depth in

English writing tasks support Luxia (2007)’s finding that “the communicative context of

writing was neglected by teachers and students” (Qi, 2007, p. 61). The factors that

intensive exam pressure and the focus on achieving higher exam scores result in the

neglect of the communicative and real-life context during writing practice. This is also

supported by Zhao and Campbell (1995)’s comment that “many secondary students

work hard on English, not to communicate with foreigners but to go to college” (Zhao

and Campbell, 1995, p. 384).

6.7.1.2 Value of exams

Regarding the function and values of exams, participant 15 commented that exams work

well in pushing students to review and self-check what have been learnt:

With no exam, there comes no pressure, and no time plan for revision, learning efficiency will

become lower, thus sometimes exams push us to study. Especially for students who are not
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very independent or motivated in learning, like me, we need exams to become more focused

on our study, although it does not help us internally.

(Participant 15, Transcript 15, CHN UG, II, China)

What participant 15 stressed echoes Luxia (2007)’s finding that exam pressure and

scores are consistent with instrumental motivation for Chinese learners. As Luxia (2007)

states, perceived by Chinese learners, English provides L2 learners in China with more

social and economic mobility. Next, student participants expressed their concerns about

English exam scores and pressure resourcing from the comparison with other students,

which echoing previous discussion about the influences of grading on students. As

participant 4 stated:

I was good at English back in secondary school, there was someone who used to get only 60-70

points (150 points as full points), and then she took plenty of exercises, finally she got 120

points in College Entrance Exam. For example, someone can get 120-130 points while others

with weak foundation; they can also improve their scores to 110-120 by doing plenty of

exercise and training.

(Participant 4, Transcript 4, CHN UG, II, China)

Participant 4’s stress about exam scores and comparison with peers also echoes earlier

study’s finding, L2 learners’ negative self-comparisons with others and feeling of

competitiveness from peer students are two main elements that cause FLA, with the

increase in L2 learners’ language proficiency, the less FLA they will experience (Horwitz,

2010; Bailey, 1983). Similarly, participant 8 also regarded current English speaking and
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listening exams as the most challenging sections as “we do not have extra time to think

when we are having speaking and listening exams, questions and answers pass so

quickly so we need to do our best to grasp the ideas” (Participant 8, Transcript 8, CHN

UG, II, China). Participant 8’s reflection supports Jin et al., (2015)’s finding that speaking

and listening are the weakest skills for Chinese undergraduates, also the most

challenging andmost willing to learn and improve.

Because of the exam pressure and demand for CET-4, teachers focus more on textbook

articles, vocabulary drilling, grammar, translation and composition to prepare for exams,

simultaneously, there is limited time arranged for speaking and listening skills. This

contradicts with China’s teaching and learning objectives in College English Curriculum

Requirements (Gao, 2013; The Ministry of Education of the People’s Republic of China,

2004) which aiming to improve students’ English competence, listening and speaking

aspects in particular, by improving listening and speaking skills, students will be able to

“communicate efficiently in English in their study, work and social communication, and

meanwhile, to strengthen their autonomous learning ability and enhance cultural

accomplishment to meet the needs of social development and international

communication” (Jin et al., 2015, p. 123).

Moreover, student participants also posed their queries towards the values of exams. As

participant 40 stated, she preferred writing essays to taking exams, and the percentages

of marking within her major was: “the exams and essays occupy 60% and 40%

respectively” (Participant 40, Transcript 31, UK PG, II, UK). Meanwhile, participant 56
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indicated that he is lack of practical language skills although he “has learnt English for

nine years since primary school” (Participant 56, Transcript 47, UK UG, II, UK).

6.7.1.3 Level of exam difficulty

When sharing experiences of taking the above different English exams, student

participants stated that NMET focuses more on specific vocabulary, grammar and

sentence structures while CET-4 and 6/ TEM-4 and 8 require students’ development of

exam skills. As participant 18 explained, at the current university level, students always

have to comprehend long articles within a short period of time. She further explained

that:

For example, we have reading tasks with four long articles and twenty multiple choice

questions in total, but we only have around twenty minutes to answer all the questions, so we

have to arrange our time properly, normally we scan the articles very quickly and search for

the answer, and there is no need to understand every little details of the article, otherwise we

will not be able to finish answering the questions.

(Participant 18, Transcript 18, CHN UG, II, China)

Frequently mentioned by student and teacher participants when discussing English

exams, the use of Multiple Choice Questions (MCQ) saves time and manpower for

grading exam papers; it closely links with participants’ queries about exam validity.

Participant 18’s comments echo Cheng (2008)’s finding that students do not need to

read carefully or even comprehend articles to answer questions correctly, MCQ



300

comprehension exams do not reflect learners’ reading ability accurately. Cheng and Gao

(2002)’s study also supports the importance for students comprehend articles by

providing the results that students perform better when they do not go back and forth

between articles and questions, and article comprehension is closely related to reading

comprehension exam performance.

Participant 69 also commented that, “there were too many MCQ when I was in

secondary school and university, and I do not think this is the best way to reflect

students’ language ability” (Participant 69, Transcript 55, UK PG, GI, UK). Participant

69’s feedback also supports Cheng (2008)’s finding that some CET stakeholders also are

unsatisfied with “the overuse of the multiple-choice (MC) format in the test, the lack of

direct score reports to the teachers, the incomplete evaluation of the students’ English

proficiency without a compulsory spoken English test, and the use of the test as the sole

means in evaluating the quality of CE teaching and learning” though most of the CET

stakeholders believe that the positive washback of CET is better than the negative

effects (Cheng, 2008, p. 30). Moreover, by adding up different sections’ mark proportion

of exams, it can be seen that MCQ occupy the majority of question proportions

compared to other question format, which is illustrated in Table 6.2.
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Exam Proportion (%)

NMET 57

CET-4 55

CET-6 55

TEM-4 60

TEM-8 40

Table 6.2 Proportion of MCQwithin five main English exams in university level

Moreover, student participants also expressed their struggles towards English speaking

test in university. As participant 2 explained, the main cause of difficulties in university

English speaking exams is vocabulary:

There were only a few words that I did not know when I was in secondary school, and

currently, there are so many new words that I do not know their meanings, sometimes I even

do not know the meaning of the questions.

(Participant 2, Transcript 2, CHN UG, II, China)

The difficulties in using English to convey individual opinions during English spoken

exams was also mentioned by non-English major student participant 7, she stated that

English learning became extremely challenging and overwhelming after she began her

university study. She expressed her struggles as “sometimes we have to use English to

express our ideas during English spoken exams or regular English classes, it is very

stressful for me to apply English and sometimes my mind go blank if I am too nervous, it

always takes me longer time to think about the answers compared to my classmates”
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(Participant 7, Transcript 7, CHN UG, II, China). Participant 7’s experience of

uncomfortableness, anxiety and worries supports Horwitz et al., (1986)’s finding about

FLA that L2 learners hold a fear of failure and negative evaluation they are using their

L2 in a second/foreign language class (Mak, 2011), some L2 learners even experience

test anxiety when having regular communication using the target language in

non-evaluative situations (Horwitz et al., 1986). Participant 2’s experience of lack of

confidence in using L2 echoes Zeng (2002a)’s study about self-confidence and exam

performance, students with higher self-confidence use less time to answer questions,

and the level of difficulty in turn, influences L2 learners’ level of self-confidence.

6.7.1.4 Positive and negative washback effects

Student participants stated exams in secondary school function powerfully in cultivating

students’ learning habits and building solid foundations at their early learning stage. As

participant 3 indicated, NMET and its related exams in secondary school are in formal

format, which is helpful to promote students’ learning habits and awareness. Participant

70 also recalled “my classmates and I always felt the urge to study because we were

afraid of failing exams or getting low scores” (Participant 70, Transcript 55, UK PG, GI,

UK). On the other hand, university English exams “are positioned to provide students’

approval of their language ability” (Participant 3, Transcript 3, CHN UG, II, China).

Similarly, participant 6 commented the influences of grammar and vocabulary learnt in

secondary school as “even though I do not use some of the grammar I learnt in
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secondary school nowadays, I can still remember them even after four or five years, they

are stored in my mind deeply” (Participant 6, Transcript 6, CHN UG, II, China).

The positive washback effects of NMET, CET-4 and 6 commented by participant 70, 3

and 6 echo Li (1990)’s finding that students shift from formal linguistic knowledge to

the use of the target language throughout different learning stages, however, English

teaching in China is concentrated and intensively, grammatically focused, students learn

by rote memorization and lack of communicative contexts and skills (Qi, 2007; Yu, 2001;

Cortazzi and Jin, 1996). Furthermore, participant 14 highlighted the differences

between undergraduate and postgraduate levels’ exams: “exams within undergraduate

level are still very similar to the traditional one-correct answer system (for example,

CET-4 and 6) while assignment in postgraduate level focuses more on students’

independent and critical thinking and defence for logics and arguments” (Participant 14,

Transcript 14, CHN UG, II, China).

6.7.2 Teachers’ perspective

6.7.2.1 Different positioning of exams

Teacher participants commented that exams are often used as one of assessment

approaches, as participant 73 stated, it would be very superficial if teachers only focus

on students’ exam scores as “English learning is the process of L2 knowledge

accumulation, students will feel frustrated if the assessment only focuses on the

grammar or vocabulary, so CET-4 and 6 should not be the only criteria” (Participant 73,
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Transcript 58, CHN TCH, II, China). Similarly, participant 78 also noticed “students can

be capable at doing grammatical exercises but not good at communicating in English,

most exams in China do not emphasize students’ listening and speaking skills, like CET-4

and 6” (Participant 78, Transcript 63, CHN TCH, II, China). Teacher participants 73 and

78’s responses towards the positioning of CET-4 and 6 echo Han et al. (2004)’s survey

result that more than 70% of teacher respondents do not believe that CET-4 and 6 could

improve overall university English teaching and learning while 37.8% of the teachers

highlight the lack of communicative competence of CET-4 and 6. Moreover, 77.9% of

teacher respondents do not think having CET certification necessarily mean the student

has relevant language competence (Cheng, 2008).

Then, teacher participant 79 expressed her concerns about students’ over-emphasis on

exam scores rather than the process of gaining language knowledge. She stated that

students are used to evaluate their language ability by looking at exam scores, as in

secondary school. Without exams, they do not know what they have learnt. She believed

that assessment affects students’ learning focuses to a large extent. Participant 79’s

feedback in terms of students’ changing attitudes towards exams supports Jin et al.

(2015)’s study result that students feel confused about the similar learning aim after 13

years’ English learning. After passing NMET, CET-4 and 6/ TEM-4 and 8, students’

perspectives towards English learning have been closely connected to exams, once it

comes to the late stage of higher education, students’ confusion and uncertainty grow

with the considerations of future career plans.
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6.7.2.2 Students’ attitudes towards exams

Teacher participant 76 stated that students’ attitudes towards exams have changed

throughout different learning stages:

Students are largely influenced by exams, especially NMET. Even though they are in university

now, many of them still regard exams as the only way to evaluate their language ability and

they care about their scores so much. And if there are exams, students often become very

focused and concentrated during the class, and after the exams, they become demotivated

again.

(Participant 76, Transcript 61, CHN TCH, II, China)

In terms of non-English major students, teacher participant 71 highlighted that students

often show low interests in learning English and “it is very clear to see students

gradually lose concentration and interest to learn English after passing CET-4, it is such

a pity for me as they have been learning English for years and then gradually give up

learning in university” (Participant 71, Transcript 56, CHN TCH, II, China). Lastly,

participant 75 stressed students’ practical needs and the influences on students’

attitudes towards English assessment. He illustrated that students with clear goals,

either studying abroad or taking exams to proceed to postgraduate study, often “engage

themselves in exam preparation and spend extra time and energy to take exams, for

example, CET-4 and 6, or TEM-4 and 8. But for students who have no specific needs to
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English, they gradually lose the connection with English” (Participant 75, Transcript 60,

CHN TCH, II, China).

Teacher participants’ feedback on students’ various attitudes towards English learning

and exams (CET-4 and 6, or TEM-4 and 8) echoes Zhao (2006)’s earlier research

exploring Chinese university students’ attitudes toward CET and the relationship

between their attitudes and their exam performance. Students hold mixed feelings

towards CET-4 and 6, they are motivated to perform well on exams while they also lack

self-confidence in performing well on exams. Cheng (2008) highlights that “test-taking

motivation, TA/lack of concentration and beliefs in CET-4 are the three factors that

differentiate high-achieving students from low-achieving students” (Cheng, 2008, p. 32).

Furthermore, participant 80 questioned the efficiency of exams in university English

modules as:

I strongly question the efficiency of English exam papers as students’ language ability cannot

be fairly examined, which in turn, cannot reflect their actual language application. Students

have been complaining a lot about CET-4 and 6 for the lack of practicability.

(Participant 80, Transcript 65, CHN TCH, II, China)

Teacher participant 80’s comments of exam efficiency strongly support Han et al.

(2004)’s survey statistics, which show that more than 70% of the teacher respondents

do not believe that CET-4 and 6 could improve university English teaching and learning

in China while 25% of teacher respondents highlight that CET-4 and 6 encourage

students to guess answers and apply exam strategies instead of improve actual language
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ability, and 37.8% of responses indicate the lack of communicative competence of

students’ exam performance. However, it is noticeable that around 70% of teacher

respondents state that they do not want the CET-4 and 6 to be abolished. Cheng (2008)

highlighted that the considerations of time and effort consuming to design own exam

and grade systems, and the validity of self-designed exams act as two main factors of

this contradicting attitudes.

This section has explored students and teachers’ feedback and perceptions of ELT

exams (See Figure 6.7). Student participants highlighted the use of exam strategies with

positive and negative washback effects. By discussing different positioning of exams,

teacher participants emphasized students’ attitudes towards exams.

Figure 6.7 Tree diagram for theme seven “Assessment”
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6.8 Listening to students and teachers’ voices

This section 6.8 echoes the research theme five, improve the future, with the aim of

exploring Chinese students and teachers’ advice for future students and teachers in

terms of ELT.

6.8.1 Students’ perspective

6.8.1.1 Be more engaged in language output practice opportunities

Participant 1 highlighted the importance of engaging in output practices, as she

indicated, sometimes students are worried about making mistakes and losing face,

however, she argued “it is impossible to grasp knowledge and skills without practices

and mistakes, especially when it comes to a second language, students should grasp

every chance to practice their writing and speaking skills, the more they practice, the

more comfortable and confident they will become in the future” (Participant 1,

Transcript 1, CHN UG, II, China). Participant 1’s suggestion of increasing

English-speaking practice echoes Wu (2015)’s finding that with limited experience of

speaking English, Chinese students encounter difficulties expressing and presenting

opinions (Hellsten and Prescott, 2004). Moreover, participant 6 stated that it should be

helpful if teachers gradually change the distribution of language used within the class,

he further suggested: “I think we can start from a little change, say, 40% English and

60% Chinese, and then, teachers may increase the percentage when students are feeling

more comfortable with the language environment” (Participant 6, Transcript 6, CHN UG,

II, China).
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Furthermore, student participants suggested a new elective module could be promoted,

especially designed for students who are planning to study abroad. As participant 66

stated, it would be helpful if students get access to practical language use of English, for

example, shopping, talking in banks, hospitals and other real-life situations. She

regarded this module necessary as “I was struggling speaking English in these occasions

when I first came to the UK and I hope future students will be able to practice these

skills” (Participant 66, Transcript 54, UK PG, GI, UK).

6.8.1.2 Improve self-study awareness and skills

Participant 4 reinforced the necessity for university students learning time management

and self-study skills, he further explained, “When I realize that I have wasted so much

precious time, it was already too late, so it is helpful if someone could remind students

at their first year of university study” (Participant 4, Transcript 4, CHN UG, II, China).

Moreover, student participants reinforced the necessity to develop self-management

skills. As participant 11 stated, learners should self-control and learn to take charge of

their own study as he explained, “students should be more responsible for themselves

when they begin their university study otherwise they will regret when they graduate”

(Participant 11, Transcript 11, CHN UG, II, China). Moreover, participant 19 stressed the

change of students’ positioning and “students should be responsible for their own study,

and try to find the most efficient way to learn” (Participant 19, Transcript 19, CHN UG, II,

China). Students’ highlighted importance of self-management and self-study skills echo

the finding that with greater levels of learning autonomy, students are more likely to
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view themselves changeable and confident with their decision-making and abilities

development (Henri et al., 2018; Komarraju and Nadler, 2013; Bandura, 2012; Fazey

and Fazey, 2001; Bandura 1989).

6.8.1.3 Challenge traditional ways of learning English

Student participants suggested that future students should be opened to new knowledge

and skills. As participant 21 highlighted, students should “seize every opportunity to

practice themselves and meanwhile, they should adjust ways of learning towards

changes within different contexts and individual needs” (Participant 21, Transcript 21,

CHN UG, II, China). Participant 59 also recommended that students should expand and

develop their ideas and explore possibilities by promoting independent thinking skills”

(Participant 59, Transcript 50, UK UG, II, UK). Students’ suggestions echo the statement

that university students should develop their own learning strategies within higher

education setting (Henri et al., 2018; Scott et al. 2015; Thomas et al. 2015; Lowe and

Cook 2003).

Moreover, student participants also advised students to rethink their purposes of

learning English. As participant 61 stated, learning English should not be merely related

to exams and scores, students should “open to the variety of life and become more

curious and passionate in learning something new and different everyday, instead of

stay in one’s comfort zone” (Participant 61, Transcript 52, UK UG, II, UK).
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Furthermore, student participants also discussed the benefits of learning a second

language. Participant 62 stated that learning a foreign language brings people different

angles to see the world and opens more chances to develop new ways of thinking. Thus,

he said, “it would be great if students can set longer goals and promote inclusive

eyesight” (Participant 62, Transcript 53, UK UG, II, UK). Participant 63 highlighted the

necessity of cultivating learners’ language awareness since their early years, as “learners

are easier to be engaged with different language context and involve themselves in

different settings” (Participant 63, Transcript 54, UK PG, GI, UK).

6.8.1.4 Prepare for university ELT

More specifically, participant 53 stressed the necessity of learning about referencing

system and logical thinking as “learning these two aspects beforehand can largely

reduce students’ pressure and also increase students’ academic confidence” (Participant

53, Transcript 44, UK UG, II, UK).

Meanwhile, participant 54 advised students to make good use of tutorials as “it is very

helpful to communicate your ideas with your teachers, I can always learn so much from

my discussion with teachers” (Participant 54, Transcript 45, UK UG, II, UK). For Chinese

students who are planning to study in UK university, students’ recommendations

regarding changing the traditional exam-oriented mindset strongly support the finding

that inclusive and communicative student-teacher interaction and contact has the most

substantial effect on students’ motivation, intellectual development, career choice and
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preparation (Kilgo et al., 2017; Goodman et al., 2011; Pascarella and Terenzini, 2005;

Sorincelli, 1991; Chickering and Gamson, 1987).

6.8.1.5 Broaden eyesight by learning more intercultural knowledge

Student participants reinforced the importance of learning intercultural knowledge as

participant 41 posed, “it would be great if teachers in China provide students with more

cultural knowledge within English classes. Otherwise when students begin their new life

in the UK, it will be too overwhelming for students” (Participant 41, Transcript 32, UK

PG, II, UK). Similarly, participant 56 suggested that students who are planning to study

abroad should be offered transitioning module:

I have heard some students who could not get used to university study even after attending

the language training sessions. And students should gradually adopt self-study skills as there

will be much more learning tasks and it will be very time-consuming and lower efficiency if

students maintain their previous learning habits.

(Participant 56, Transcript 47, UK UG, II, UK)

The suggestions for obtaining more intercultural knowledge correspond to the finding

that with cultural-specific skills and knowledge, learners will find it less stressful to

manage their experiences of cultural differences and feel more confident and

confortable within unfamiliar sociocultural environment (Killick, 2018; Lombard, 2014;

Ward et al., 2001).
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By listening to students’ suggestions for future students and teachers in terms of ELT,

students are encouraged to actively participate and contribute to this research, which

echoes the statement that the power imbalance between learners and teachers is

challenged by encouraging democratic dialogues between young people and adults

(Cook-Sather, 2006; Oldfather, 1995; Lewis, 1993; Ellsworth, 1992; Gore, 1992).

Moreover, this section also poses challenges with the prevalence of teacher-oriented

lecturing and neglect of students’ learning differences and needs within the context of

China, students are not actively engaged in classroom teaching in China (Yin, Lu and

Wang, 2014; Zhang, Xue, and Lu, 2013; Ye, 2011).

6.8.2 Teachers’ perspective

6.8.2.1 Guide students with self-study and self-assessment skills

As participant 30 indicated, teachers should provide students with more guidance and

insights on self-assessment and self-study skills: “students will benefit so much by

listening to teachers’ suggestions, especially at the beginning of their university study”

(Participant 30, Transcript 27, CHN PG, GI, China). Similarly, participant 33 highlighted

the necessity of obtaining learning suggestions from university teachers:

It will benefit students to a large extent if teachers share some of their previous language

learning experience and also suggestions for language learning. I have noticed that many

university teachers do not pay that much energy and time in guiding students regarding the
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aspect of learning skills, even though, I still think it would be very helpful if teachers can give

students more support in learning methods.

(Participant 33, Transcript 27, CHN PG, GI, China)

Moreover, participant 70 posed queries about the extent of guiding students in

university, he commented, “teachers tend to be either very rote-teaching or too much

distant from students, there does not seem to reach the balance” (Participant 70,

Transcript 55, UK PG, GI, UK). Furthermore, participant 75 stated that, “university

teachers should not merely support students with academic affairs, also prepare

students for better engagement with new knowledge and various challenges, especially

for those students who are planning to pursue further education abroad, teachers’

guidance and suggestions matter a lot” (Participant 75, Transcript 60, CHN TCH, II,

China). Students’ emphasis upon self-study and self-assessment echoes earlier findings

that learner autonomy should be studied in different learning settings (Ding and

Stapleton, 2016; Benson, 2011; Holliday, 2005; Kalaja, Barcelos and Menezes, 2008).

Meanwhile, teachers’ effort in preparing students for further learning, especially from

EFL to EMI setting (Ding and Stapleton, 2016; Wu, 2015; Rastall, 2006), which is

beneficial for students’ growth in confidence as well as autonomous learning strategies.

6.8.2.2 Provide students with supportive language context

Student participants expressed their needs of using more English instead of Chinese

during the class. As participant 11 stated, sometimes teachers choose to use Chinese to
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help students with better understanding; however, he questioned, as “students will

become more reliable on Chinese and teachers’ help in translation during the class.

Students should be more brave to face difficulties during English classes” (Participant

11, Transcript 11, CHN UG, II, China).

Moreover, student participants also emphasized the importance of cultivating inclusive

language context within English class. Participant 41 commented that students should

“use every chance they have to be involved in English environment in and after class”

(Participant 41, Transcript 32, UK PG, II, UK). Furthermore, participant 42 highlighted

that more activities should be designed and promoted in order to “encourage students

practice using English, especially not for academic purposes, students really need to

know how to apply English to their daily life, this is extremely important for those

students who are planning to study abroad” (Participant 42, Transcript 33, UK UG, II,

UK). Participant 47 also expressed the importance for students using English during the

class:

If students are not comfortable or confident enough to express themselves in English during

the class, how will they feel when they need to use it in real-life situations? The most

important first step is that teachers provide students with a welcoming, friendly and inclusive

language context for English class.

(Participant 47, Transcript 38, UK PG, II, UK)

Students’ suggestions regarding the language context strongly echo previous finding

that with limited access and exposure to the target language and native speakers,
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Chinese students encounter FLA when they are learning and using the target language

(Mak, 2011;; Hu, 2003; Wang, 2003; Yan, 2003; Wang and Ding, 2001).

6.8.2.3 Support students with academic writing

Student participants highlighted their needs for learning practical writing skills. As

participant 59 stated:

Students lack academic writing training and guidance in Chinese university, I have not written

any formal academic essays until I began my study in the UK. It would be great if teachers offer

more guidance especially for English-major students, and for those who are planning to study

abroad.

(Participant 59, Transcript 50, UK UG, II, UK)

Moreover, student participants who are currently doing their postgraduate study in UK

universities regarded the preparation of fundamental writing skills as the priority. As

participant 66 indicated, critical and logical thinking is also considered as two key

elements within the perspective of academic writing. Participant 30 posed her confusion

and queries as:

My classmates and I really need help about academic writing, especially towards the aspects of

critical and logical thinking. Our main goal of academic writing is to realise “logical and critical

thinking”, however, we have no idea how to do this. I am very confused and worried, we only

know that we lack this skill, but we do not know what we actually need to do next.

(Participant 30, Transcript 27, CHN PG, GI, China)
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Students’ advice regarding academic writing training supports Ding and Stapleton

(2016)’s finding that academic writing is challenging for most Chinese students as they

had never written English essays longer than 250 words, what is more, students do not

have exposure to the academic writing before they entering the university.

6.8.2.4 Engage with professional development

As teacher participant 71 stated, teachers should “read more academic journal articles,

or attend more teacher training, to keep them fresh and confident about their teaching,

both theoretically and practically” (Participant 71, Transcript 56, CHN TCH, II, China).

Similarly, teacher participant 75 agreed that teachers’ professionalism affects their

teaching to a large extent:

It is very important for teachers maintaining open-minded and the awareness of

self-improvement. I have noticed that some teachers are not very passionate in learning, this

cannot meet students’ learning needs, and their teaching content cannot stay the same with no

changes in years, otherwise, teachers will gradually lose confidence and sense of achievement

toward teaching.

(Participant 75, Transcript 60, CHN TCH, II, China)

Moreover, participant 73 highlighted some traditional teachers prefer to “hold their old

ways of teaching and learning, which is not the best solution towards current fast-paced

technological word. It is not to say that teachers must give up what they used to do or

change completely, but more importantly, teachers should promote and maintain their
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awareness of self-improvement and self-study, which belongs to the aspect of teachers’

professional development” (Participant 73, Transcript 58, CHN TCH, II, China). As

participant 79 further suggested, teachers need to maintain their awareness of

increasing their knowledge input as:

Students nowadays have access to various sources of information, and they are becoming

more and more critical, it is very common that students have more information at a certain

field compared to teachers. This requires teachers to have a sense of self-improvement and

continue to learn something new, so that they can be better prepared to teach new stuff.

(Participant 79, Transcript 64, CHN TCH, II, China)

Teacher participants’ highlights on professional development and knowledge renew

strongly correspond to the finding that learner’ beliefs about learning are influenced by

teaching beliefs and learning environment while students’ learning beliefs can also

influence learning approaches (Kember and Gow, 1994; Gow and Kember , 1993; Pratt,

1992; Sheppard and Gilbert, 1991; Biggs, 1987).

6.8.2.5 Introduce students multiple ways to learn English

As participant 73 suggested, teachers should provide students with more insights of

learning English, she further explained:

For example, some students have strong interests in watching movies and listening to music,

in this sense, teachers can provide them more materials with movies and music to stimulate

their learning interests. Some students are interested in literature, and it would be good ideas
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for teachers apply authentic reading materials in class. It is always about listening to learners’

needs and providing them with what they need.

(Participant 73, Transcript 58, CHN TCH, II, China)

Similarly, participant 68 stated that “it is very crucial that teachers put students’ needs

into their considerations when designing classes, students’ voices are often ignored and

it is such a shame that they cannot receive support and guidance”, she further explained,

“it is highly impossible for learners to be fully involved if they have little interests in the

materials” (Participant 68, Transcript 55, UK PG, GI, UK). Teacher participant 76 also

commented, “sometimes teachers do not adjust their teaching because they do not listen

to learners’ voice, which can be observed from students’ classroom performance and

their formal and informal feedback. Students will be more encouraged and motivated if

they know that their opinions matter to teachers” (Participant 76, Transcript 61, CHN

TCH, II, China).

In terms of answering learners’ different needs, teacher participant 77 posed concerns

that “it is not possible that teachers could meet every student’s needs. This is the issue of

teachers’ management within the scope of respecting learners and also ensuring

equality, which is very challenging” (Participant 77, Transcript 62, CHN TCH, II, China).

Moreover, participant 45 highlighted the importance of listening to learners’ needs:

One of my English teachers provided us the most incredible sessions when I was studying back

in China. She knew our interests and involved them within our study; we have learnt British

bands, architecture in Spain, and paintings in France in our English sessions. This was all very
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fresh and inspiring experience, my classmates and I really appreciate her considerate and

inclusive mind.

(Participant 45, Transcript 36, UK PG, II, UK)

Furthermore, teacher participant 78 stated that teachers’ adjustment skills are closely

connected to their knowledge and skill input, and their willingness to update their

current teaching, “it is about teachers’ openness to students’ practical needs and also

their ways to react towards multiple aspects of learners’ problems, this requires

teachers’ strong back-up of professional knowledge and skills, and also their inclusive

attitudes towards challenges” (Participant 78, Transcript 63, CHN TCH, II, China).

Teachers’ recommendations regarding meeting students’ needs echo the finding that

teachers’ beliefs differentiated from traditional one-way knowledge transmission to

active and inclusive interaction with students. The process of listening to students’

needs challenge teachers’ professional identities, their roles in ELT classrooms (Wang

and Du, 2014; Du and Kirkebæk, 2012; Phipps and Borg, 2009; Motschnig-Pitrik and

Holzinger, 2002) and their interpretation of teaching practices (Kember, 1997).

6.8.2.6 Help and support students with inclusivemind

Participants highlighted the needs of obtaining inclusive and friendly support from

teachers in UK university, as participant 39 stated:

I hope teachers in university can be more fair and friendly to all students, including students

coming from different cultural backgrounds, and do not hold personal preferences or
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assumptions towards a certain group of international students. And teachers should provide

students with equal chances of obtaining educational resources. It is very hard for students

facing unfair assumptions and prejudice when they are on their own in a foreign country.

(Participant 39, Transcript 30, UK UG, II, UK)

Teacher participant 71 commented that, “students need teachers’ care and support

especially at their beginning of oversea study, there are various new things for them to

get used to and learn about, it is overwhelming if they receive unfair treatment from

academic and/or non-academic staff abroad” (Participant 71, Transcript 56, CHN TCH, II,

China). Moreover, teacher participant 75 stated that the cultural differences between

Chinese students and western countries’ university teachers function as the key factor

within teacher-student interaction, “it is difficult for teachers from western cultural

background understand Chinese students, for example, their regard teachers as

authority figures, they are often quiet in the class, all these differences build a

transparent wall between Chinese students and their teachers abroad, it is not easy to

understand each other’s thoughts with different cultural backgrounds” (Participant 75,

Transcript 60, CHN TCH, II, China).

Furthermore, teacher participant 76 highlighted that students will be more engaged and

motivated if they “receive emotional support and understanding from their teachers

abroad, which is a fortune for students’ academic and emotional development”

(Participant 76, Transcript 61, CHN TCH, II, China). Participants’ comments about

inclusive support provided by teachers echo the finding that Chinese students need to
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fight against hardships when proceeding their learning abroad, facing challenges

including language barriers (Yuan, 2011; Yan and David, 2009; Liu, 2002), lack of

communicative skills (Wang, 2016; Shi, 2011) and negative stereotypes (Zhao, 2005),

which affect students negatively from different perspectives (Wang, 2016; Chou et al.,

2011). More support and guidance should be provided in terms of issues such as

“communication, explicitness, language, feedback, teaching methods and culturally fair

grading” (Cheng and Guan, 2012, p. 84). With better student-teacher interaction and

contact, students can be better involved with has the most substantial effect on students’

motivation, intellectual development, career choice and preparation (Kilgo et al., 2017;

Goodman et al., 2011; Pascarella and Terenzini, 2005; Sorincelli, 1991; Chickering and

Gamson, 1987).

This section 6.8 has provided us with a broader picture of students and teachers’

feedback and suggestions for future students and teachers’ ELT (See Figure 6.8). By

listening to students and teachers’ voices, the traditional power relationship between

learners and teachers is challenged. More importantly, student and teacher participants

are engaged within this process and learn to think for themselves.
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Figure 6.8 Tree diagram for theme eight “Listening to students and teachers’

voices”

This chapter has explicitly analysed and discussed students and teachers’ perceptions

and experiences of ELT in China and UK tertiary contexts. By following the sequence of

research themes, each section has posed both students and teachers’ perspective, which
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allow us to obtain an interactive picture of learning and teaching sides. It can be seen

from secondary school students’ survey responses and university students and teachers’

interview feedback that students experience changes of motives in learning English

from secondary school to university, concerning more about the practical language use

of English and future job prospects. Students’ attitudes and awareness of intercultural

knowledge and group work also strongly connected with specific English learning aims

within different learning stages. In terms of language difficulties, both secondary and

university students express their lack of confidence in speaking skills as well as

grammatical knowledge and exam strategies. Regarding the habit and awareness of

self-study, students gradually raise self-study habit after they enter university and

exams function as one of the motivational factor for students’ self-study of English.

Considering students and teachers’ advice for future students and teachers, it can be

seen that English speaking practices and opportunities, access to intercultural

knowledge and improve multiple ways to learn English are the main focuses of

participants’ suggestions.
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Chapter Seven. Synthesis of quantitative and qualitative findings

This chapter will summarize quantitative and qualitative data analysis findings by

following key themes, the highlighted findings will also answer research questions,

meanwhile, ELT policy discussed in Chapter 2 will be referred to in order to shed light

on implications of this research.

7.1 Motivations in periods of transition

7.1.1 Regional differences and the influences on students’ motives of learning

English

It can be seen from questionnaire responses that students come from more developed

regions display stronger awareness of the importance and practical utility of English for

travelling/studying abroad compared to students from less developed regions. This is

closely related to the rapid economic development and growth within coastal and urban

regions, which stimulates overseas tourists, cultural imports as well as the needs for

using English to communicate (Hu, 2003; Maley, 1995). On the other hand, students

from less developed regions lack the exposure and stimulating language context of using

English outside classrooms while students express more concerns about their higher
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education placement and job application (Hu, 2003; Feng, 1999; Zhao and Campbell,

1995). When referring to the practical layer introduced in Chapter 2 (section 2.4), it can

be seen that this increasing regional differences do not correspond to the curriculum

outline issued by the MOE and “the earlier, the better” policy regarding ELT (Lu and Liu,

2016; Zhao, 2016; Wang, 2011).

Moreover, senior high school students from less developed regions expressed their main

concerns about formal exams, which function as instructional motivation element (Qi,

2007), especially the full attention on NMET. However, students from less developed

regions did not show as much awareness of communicative interaction as students from

more developed regions (Hu, 2003; Yu, 2001). Essentially, junior and senior high school

students from more developed areas regarded the main purpose of learning English as

communication and travelling/studying abroad, which corresponded to the promotional

factors affecting L2 learning motivation, communicative needs and attitudes toward the

community (Lightbown and Spada, 2013; Cook, 2001; Pintrich and Schunk, 1996;

Horwitz, 1987; Gardener, 1985). From the perspective of ELT policy reform in China, it

can be seen that students’ emphasis on formative assessment and the neglect of

communicative needs do not reach the goals proposed by the New Curriculum as

students develop language use ability and interest in learning English, language use

ability, creativity and cultural awareness (Yan and He, 2012).
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7.1.2 Collaborative university programs and job finding pressure among

university students

When discussing the factors affect students’ plans to study abroad, university

participants highlighted the help and chances provided by collaborative programs

established between Chinese and UK universities, which indicates students will receive

more support and guide even before they begin their learning journey abroad.

Furthermore, the necessity and stress of job finding acted as one of the most influential

elements when postgraduates explained their reasons to proceed their higher education.

The need for higher academic diploma is closely attached with stronger potential

abilities, which pushes current undergraduates to continue their academic learning.

However, with increasing amount of candidates attending exams each year, it becomes

increasingly challenging for students to pass National Entrance Test for MA/MS (NETM),

this was also another reason some students choose to study abroad after several failure

attempts of NETM.
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7.2 Context and interaction

7.2.1 Sources of intercultural knowledge

It can be seen from questionnaire and interview responses that the input of intercultural

knowledge to Chinese students is limited and semi-authentic textbooks do not meet

students’ needs by comparing what students are interested in and what they have learnt

of intercultural knowledge in English class (Liu et al., 2014; Zhang, 2007). From

students’ response, it can be seen that there is a lack of interest and exposure to

intercultural knowledge, particularly in non-urban areas; teachers are the main source

and delivery of intercultural knowledge due to the lack of intercultural content in

textbooks (Hu, 2002; Kramsch, 1999; Ramirez, 1995; Simpson, 1997; Valdes, 1986).

Teachers’ personal input and experiences regarding the aspect of intercultural

knowledge was regarded as the key element that influences the delivery of intercultural

knowledge. In turn, teacher participants stated this adds too much extra pressure and

burden to teachers, and the preferences or the degree of access to intercultural

knowledge should be more flexible to meet students’ needs. Teacher participants stated
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that it is helpful to add more intercultural knowledge particularly for students who are

planning to study abroad, to better prepare them for future living and study (Killick,

2018; Lombard, 2014; Ward et al., 2001).

Referring the issue of textbooks to the practical layer proposed in Chapter 2 (section

2.5.5), seven economically developed coastal provinces were permitted to design their

own English textbooks by the Ministry of Education, while other less developed regions

remain to use textbooks designed and published by the People’s Education Press, a

subordinate institution of the Ministry of Education. Considering the different levels of

exposure and access to ELT resources, coastal and urban areas occupy greater range of

textbooks, which shows the unequal access to incorporate new education conceptions

(Hu, 2002a; Cortazzi and Jin, 1996b) while this poses potential risks to widen the

regional differences in terms of ELT educational resources.

7.2.2 Lack of group work experience in secondary school

As students have been used to apply rote learning and the emphasis on exams back in

secondary school, the majorities of students lack group work experience and begin their

first group work experience after entering university (Hung and Jin, 2019; Cooper, 2004;

Pepper, 1996). The majority of group work tasks are compulsory assignment tasks, thus,

students face the challenges of conducting group work, balancing their stress and

completing learning tasks.
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When considering from the perspective of ELT policy, even though the Chinese

government has introduced the term group work to different education levels in the

Chinese education system (Li et al., 2014; The Ministry of Education, 2001; The Chinese

Central Committee and State Council, 1999), it can be seen from students’ interview

responses that group work is not actively applied in the ELT classroom. As a result,

students are more used to the traditional ways of teaching applied in secondary school,

which lacks focus on communicative competence or cooperative team work in English

(Hu, 2003; Leng, 1997; Canale and Swain, 1980).

7.2.3 Quiet listeners and the sense of unit

The common phenomenon of “quiet listeners” and the traditional Chinese values largely

affect students’ classroom engagement and involvement (Cheng and Guan, 2012; Clark

and Gieve, 2006; Kennedy, 2002; Scollon and Scollon, 2001; Olaussen, 1999) especially

within the UK tertiary context. Simultaneously, the traditional Chinese collectivist

cultural values contradict the choice of being quiet individuals (Wang, 2012; Valiente,

2008; Hu and Grove, 1999). Students’ concerns also echo Chinese traditional values,

which require people to be modest, and try to avoid being personally assertive and

self-congratulatory (Fung, 2014; Wang, 2012, p. 527; Flowerdew, 1998). Moreover, the

promotion of group work becomes more challenging when students commented that

sometimes they prefer the traditional teacher-oriented ways of knowledge delivery.

Similarly, teacher participants also posed the query about the efficiency of conducting

group work, and the use of group work should be served to provide more
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communicating and cooperating chances for students and improve students’ self-esteem,

achievement, leadership, management techniques and communication skills (Hung Lau

and Jin, 2019; Taylor, 2011; Mahenthiran and Rouse, 2000; Johnson and Johnson, 1998a

and b), but not merely focus on completing tasks in the form of groups.

7.2.4 Lack of objectives and guidelines of group work

University student and teacher participants commented the lack of objectives when

conducting group work tasks, especially for student participants, the queries about the

format of conducting group work demotivated students in participating in group work

(Hung and Jin, 2019; Li, et al., 2014). Meanwhile, teacher participants also highlighted

the importance of providing students with clear objectives and supportive step-by-step

suggestions to promote students’ full participation (Hung Lau and Jin, 2019; Barkley et

al., 2005; Thompson, 2004; Howard and Brakefield, 2001; Steward and Barrick, 2000;

Johnson et al., 1998; Millis and Cottell, 1998; Straus and McGrath, 1994; Davis, 1993;

Johnson et al., 1991). This was more challenging for students who are currently studying

abroad, in which case the potential language barriers pose another obstacles to their

trials of conducting group work (Lombard, 2014; Smith and Khawaja, 2011; Lin and Yi,

1997).

7.2.5 High Power Distance (PD), Chinese collectivist microsystem cohort (ban)

From interview participants’ responses, it can be seen that the high Power Distance

(PD), respect for teachers’ high agency and teachers’ dominant status is closely related
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to students’ fear of criticism and/or losing face (Sun et al., 2018; Hofstede et al., 2010;

Zhou et al., 2008; Yu, 2003). Most participants found it more relaxing to talk to

university teachers while the student-teacher interaction is still lower than students’

expectation (Cen, 2013; Zou and Luo, 2007; Li, 2004; Li and Zhang, 2004; Tang, 2003).

Students also commented that the student-teacher relationship in secondary school was

more formal and hierarchical (Adamson, Kwan, and Chan, 2000; Thogerson, 1990), this

also echoes earlier discussion about Confucianism and collectivist East Asian cultures

(Lee, 1996), the student-teacher relationship is one of the three important relationships

as other two are: emperor-people and parent-son (Nabaho et al., 2017; Spencer and

Schmelkin, 2002).

Students also recalled their experience in sharing living and study spaces with

classmates, which emphasizes upon the Chinese collectivist microsystem “cohort (ban)”,

referring the development of “stickiness” within four years’ university life and the sense

of unity rather than individuals (Cen, 2013). In turn, this emphasis on collectivism

rather than individualism promotes teacher control (Wei et al., 2015; Hofstede and

Hofstede, 2005; Hofstede, 2001). It can also be seen from students’ feedback that their

needs of language study have changed under the myth of Confucian heritage-shaped

learning cultures, instead of quietly listening to teachers, Chinese L2 learners prefer less

dominant teachers and be encouraged and guided to undertake self study (Wei et al.,

2015).
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7.2.6 Tutorials andmental health

For students who are currently studying in the UK, they highlighted their fresh

experiences of tutorials and the cultivation of independent and critical thinking skills as

well as awareness in UK university. Students also highlighted the comparison between

Chinese respectful learning (Egmond et al., 2013) and UK’s inclusive and interactive

learning (Cortazzi and Jin, 2001, 1996a and 1996b; Jin and Cortazzi, 1998, 1995, 1993;

Jin, 1992). Meanwhile, students obtained mental health support and counseling service

in UK university, which creates huge gaps of mental health support in Chinese university.

The emotional flexibility ensures students to hold a fundamental belief in themselves

and allow students to participate effectively in social and/or family activities (Chen et al.,

2018; Parekh, 2015; Universities UK, 2015; Cen, 2013). Coming from diverse cultural,

ethnic and religious backgrounds, students “must take a major development of

adjustment to a new academic and cultural environment” (Chen et al., 2018, p. 134;

Royal College of Psychiatrists, 2016), especially for Asian cultures and students hold

more concerns about “losing face” and the stigma of seeking help for mental health

support.

7.2.7 Q&A from teachers’ eyes and students’ assumptions

Teachers stressed the strong exam-oriented feature of students’ Q&A while students

should be encouraged and guided with more positive signposts to promote students’

participation and contribution (Wang and Du, 2014; Du and Kirkebæk, 2012;
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Motschnig-Pitrik and Holzinger, 2002). Moreover, teachers also reinforced the

importance of fulfilling individual knowledge input to meet students’ various needs,

teachers’ choice and delivery of their designated teaching and learning activities should

also take students’ needs into account (Du and Kirkebæk, 2012).

Meanwhile, teachers also noticed the assumptions held by students that teachers might

criticize their questions being too simple. As Confucian educational culture positions

teacher and student relationship as a respectful hierarchy and authority figure, students

can be negatively influenced and tend to hold differing assumptions towards students

and teachers’ roles regardless of the changes of learning and teaching contexts (Wang

and Du, 2014; Domonic, 2011; Sobre-Denton and Hart, 2008; Zhou et al., 2008; Pratt et

al., 1999; Cortazzi and Jin, 1997). Student participants who are currently studying in the

UK tertiary context also recalled their experience of teachers’ prejudice, which

corresponds to Zhou et al. (2008)’s research finding that cross-cultural stereotypes

should be realized as it affect students negatively (Domonic, 2011; Sobre-Denton and

Hart, 2008).

7.3 Language difficulties
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7.3.1 Lack of speaking skills and confidence

Survey and interview data highlighted students’ lack of confidence in terms of speaking

skills, in this sense, the lack of English speaking practice and context acted as the key

influential factors. Teacher participants also showed their concerns about students’ lack

of listening and speaking skills and practices. When reviewing previous policies in

Chapter 2’s political layer (section 2.4), it can be seen that output skills, speaking and

writing, have not been paid attention to for decades. Learners’ reading skills are still

regarded as the primary language skill while listening and speaking skills are positioned

as secondary skills. Moreover, compared to previous English curricula, it was the first

time that speaking skills were introduced as English teaching and learning objectives

(Chen, 2016; Chu, 2011). Moreover, students’ responses towards their fears of speaking

English do not correspond to the revised version of College English Curriculum

Requirement (CECR), which was published by the MOE in September, 2007, highlighting

oral communication in English as one of the teaching objectives in this guideline (Chen,

2016).

Meanwhile, the fear of making mistakes largely affects students’ attempts to speak up in

class, as for students’ stress and lack of comfortableness, students tend to translate

Chinese into English and/or rely on provided sentence models for memorization, which

makes the wait-process longer and in turn negatively affects students’ confidence and

comfort levels (Horwitz, 2001 and 1995; MacIntyre et al., 1997; Horwitz and Young,

1991; MacIntyre and Gardner, 1989; Horwitz et al., 1986; Krashen, 1985). In this sense,
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teacher participants also stressed students’ noticeable dependency on writing and

speaking models for memorization, which echoes Wu (2015)’s finding that most Chinese

students do not have the experience of writing and listening to English for academic

purposes before arriving in universities within English-speaking countries.

7.3.2 Lack of authentic listening and reading materials

Moreover, students have noticed huge gaps of listening and reading aspects between

EFL (English as a Foreign Language) exams and EMI (English-Medium Instruction) daily

use after they begin their study abroad. In order to grasp the sense of certainty and

security, students rely on their previously used modeled and sampled sentences in

academic writing, which cannot meet the academic needs of current EMI context. For

university participants who are currently studying in the UK, they highlighted the

importance of the authentic language context (Liu et al., 2014; Zhang, 2007), which was

not mentioned by other groups of participants. Regarding the aspect of listening and

reading tasks, teacher participants also highlighted the potential problems of focusing

too much on exam content rather than the practical use of listening and reading skills.

7.3.3 Challenges of grammatical knowledge and vocabulary

Survey and interview participants encountered similar language challenges, as the top

three choices of survey respondents were, grammatical knowledge, speaking skills and

vocabulary while interview participants expressed their concerns about the

accumulation and memorization of vocabulary, speaking and listening skills. Students’
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feedback also supports He (2013)’s finding that the lack of vocabulary is the most

common problem that Chinese students have as vocabulary is often regarded as a huge

obstacle for L2 learning (He, 2013; Cortazzi and Jin, 1996). Chinese students experience

listening (understanding lectures and tutorials) (Wu, 2015) and speaking (expressing

opinions and presenting) (Hellsten and Prescott, 2004) difficulties especially when they

also experience the transitions of cultural background (moving from China to other

English-speaking countries) within their higher education stage.

Students’ anxiety and fear of speaking English is largely related to the limited access to

the use of target language and casual conversation with native English speakers (Mak,

2011; Hu, 2003; Wang, 2003; Yan, 2003; Wang and Ding, 2001). What is more, oral

presentations which are commonly used to evaluate students poses challenges to

Chinese students studying the English-speaking countries (Evans and Morrison, 2011).

Students did not form the cycle of developing listening and speaking skills as for the

exam pressure, the lack of language context and practices while the successful listening

comprehension is predicated on “massively parallel, interactive processing” of

information (Hu, 2003; Lynch, 2002, p. 39).

7.3.4 Concerns of makingmistakes and losing face

Both survey and interview participants highlighted their concerns about making

mistakes and the need for extra wait-time to prepare their answers (Jin et al., 2015;

Cheng, 2008, 2006). For university participants in particular, they highlighted the lack of

academic writing skills and dependency on translation software to help them with
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writing tasks. For university participants transferring from EFL to EMI context, the

challenges of the practical application of their language skills posed them more

difficulties in the new learning contexts.

A strong fear of making mistakes, lack of confidence and certainty, and the stress of

“losing face” negatively influence students’ English practices (Lu and Liu, 2015; Shao et

al., 2013; Hu, 2003; MacIntyre et al., 1997; MacIntyre and Gardner, 1994; Young, 1991;

MacIntyre and Gardner, 1989; Krashen, 1985). When students hold the Fear of Negative

Evaluation (FNE), they tend to avoid the evaluative situations or persist the assumption

that others would evaluate negatively (Horwitz, 2001 and 1995; Kitano, 2001;

MacIntyre et al., 1997; Horwitz and Young, 1991; MacIntyre and Gardner, 1989; Horwitz

et al., 1986; Krashen, 1985). A face-saving approach helps students to secure themselves

against criticism (Fung, 2014; Luchini, 2006; Robertson, 2006; Wang, 2006; Biggs, 1998;

Cooper, 1990; Tedeschi and Riess, 1981).

As earlier discussed, “group unity” and “face” are two important factors in Chinese

culture (Girardelli et al., 2017; Shao and Gao, 2016; Vongsila and Reinders, 2016; Gao,

Liao, and Li, 2014; Mak, 2011), which should not be ignored when discussing students’

learning challenges. Regarding students’ language difficulties, teacher participants

emphasized the influences of exams and the lack of writing and speaking output practice.

Moreover, teacher participants also stressed the lack of authentic listening and reading

resources provided for students in order to cultivate more inclusive and engaging

language learning environment.
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7.4 Effectiveness and assessment

7.4.1 Approaches to teaching change from secondary school to university

In terms of ways of teaching English, university participants commented on their

experience of a shift from teacher-dominant, grammar-focused traditional teaching with

a lack of focus on communicative competence in English (Hu, 2003; Leng, 1997; Canale

and Swain, 1980) to more collaborative teaching and learning. Meanwhile, university

participants also highlighted the limited exposure and access to English resources and

contexts throughout secondary school, which is regarded as the main element affecting

students’ language use (Hu, 2003; Leng, 1997; Canale and Swain, 1980). Problems are

arisen when students are transitioning from “passive recipients of information” to

“active constructors of knowledge” (Yan and He, 2012, p.1). The main “three Ts”

features (teacher-centred, textbook-centred and test-centred) of ELT classrooms in

China continuously challenge learners and teachers within the shifts in approaches to

pedagogy from secondary schoo level through tertiary level (Adamson, Kwan, and Chan,

2000; Thogerson, 1990).



340

Both survey and interview data highlighted giant differences of students’ access to

English learning resources and contexts. Firstly, survey results showed the different

start age of learning English among developed and less developed areas’ unbalanced

regional differences in English language teaching (He and Sun, 2019; Hu, 2003; Cortazzi

and Jin, 1996b), meanwhile, from the survey data, it is noticeable that students’ start age

of English learning is becoming younger, comparing between current senior high school

and junior high school students, as well as current university participants. Next,

students from secondary school and university stage all commented on their

previous/or current experience of attending extra English training sessions after school

(He and Sun, 2019). Teacher participants also highlighted the unbalanced distribution of

educational resources in and out of school contexts among different regions (He and Sun,

2019; Hu, 2003; Cortazzi and Jin, 1996b). Moreover, teacher participants stated that

students from southeastern areas often display more balanced language knowledge

structure and fluent speaking skills compared to students from north-western areas.

7.4.2 Approaches to learning change from senior high school to university

In relation to students’ experiences of transition and their approaches to learning,

interview data showed huge differences between English and non-English major

university students’ attitude towards self-study. Non-English major students showed

less self-regulation and interests in learning English in their after-class time while the

stress of passing CET-4 was regarded, as their temporary goal while their attitude did

not maintain at the same level after passing CET-4. From teachers’ perspective, teachers
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should provide more guidance for students who are struggling with their university

study and also CET-4 preparation.

It can also be noted that students reported that non-academic activities were scarcest in

senior high school due to exam pressure, whereas in university they have moderately

more flexibility in choosing activities. Students showed their preferences towards

non-academic activities, which are not competitive; this also formed a sharp contrast

between secondary school students’ massive competitive activities with huge pressure

and university students’ needs for non-competitive activities. When students transfer to

different learning contexts (UK), students reported their noticeable increase amount of

non-academic activities compared to their previous Chinese universities. Also,

university interview participants stressed that the majority of their activities are in the

format of competition, which were similar to their secondary school stage’s English

competitions, demotivated the engagement of students who are not advanced in English

(Lightbown and Spada, 2013; Guilloteaux and Dӧrnyei, 2008; Lepper and Hodell, 1989).

7.4.3 Lack of learner autonomy within the long developmental process

From survey and interview responses, it can be seen that students did not show the

consistent cultivation of raising learner autonomy since their junior high school stage.

For junior high school students, “attending extra English training classes” is regarded as

the most common method to learn English after class (He and Sun, 2019) while

“participating in English competitions” is the least common way to learn and improve

English in students’ spare time. Moving to tertiary context, undergraduates and
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postgraduates participants expressed their uncertainty and lack of confidence towards

their learner autonomy because of the lack of self-study skills (Henri et al., 2018;

Komarraju and Nadler, 2013; Bandura, 2012; Fazey and Fazey, 2001; Bandura 1989).

University participants stated that they begin to cultivate their self-study habit after

they enter university, which echoes earlier discussion about learners’ long and

developmental process to acquire autonomy ((Ding and Stapleton, 2016; Gao, 2012;

Palfreyman, 2011; Littlewood, 1999; Nunan, 1997; Candy, 1991).

In terms of students’ learner autonomy, teacher participants expressed their criticism

towards students’ self-study awareness and skills as students did not show their

willingness to update their self-study skills to meet different learning needs (Ding and

Stapleton, 2016; Benson, 2011; Holliday, 2005; Kalaja, Barcelos and Menezes, 2008).

Meanwhile, very few teacher participants commented that it is necessary to provide

students with more support regarding studying skills throughout their different

learning stages (Jiqin, 2016; Yang, 2012; Trompenaars and Hampden-Turner, 1998),

especially for students who are transferring from EFL to EMI context. It is noticeable

that learner autonomy is positively promoted, encouraged and regarded as an integral

learning outcome of most university courses in the UK territory context (Henri et al.,

2018; Ding and Stapleton, 2016; Ghanizadeh, 2016; Wu, 2015; Rastall, 2006;

Vansteenkiste et al., 2005; Levesque et al., 2004; Chemers, et al., 2001; Littlewood,

1999).
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Based on students and teachers’ responses, it can be seen that learners’ perceptions of

their degree of readiness for autonomy was higher than their teachers’ (Lin and

Reinders, 2019; Vieira and Barbosa, 2009). This discrepancy between students and

teachers indicates the necessity of dialogues to promote their understanding; teachers

need to understand students’ views of themselves if they wish to help students with

their learner autonomy development as well as their growth in confidence (Lin and

Reinders, 2019; Ding and Stapleton, 2016; Wu, 2015; Rastall, 2006).

7.4.4 Directional role of NMET and the use of exam strategies

Both survey (junior and senior secondary school students) and interview participants

(undergraduates and postgraduates) emphasized the influences of National

Matriculation Entrance Test (NMET) throughout their learning stages. Survey results

showed the grammar and exam-oriented instructional teaching is common without

regional differences (Hu, 2003; Hu, 2002b; Yu, 1984). Senior high school respondents

highlighted the importance to obtain higher exam scores, ranks, and their continuous

needs for exam strategies improvement in order to be enrolled in their ideal universities

(Hu, 2003; Hu, 2002b; Yu, 1984).

Students’ comments and responses towards NMET and exam strategies strong support

Luxia (2007)’s finding that exam pressure and scores are consistent with instrumental

motivation for Chinese learners. The emphasis on exams deepens the needs of

teacher-oriented teaching, learning from the authority and rote memorization, which

echoes earlier discussion in policy chapter, the influences of Confucianism and the Keju
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traditional systems on NMET (Dello-Iacovo, 2009; Thogerson, 1990). Regarding the

discussion about the New National English Proficiency Testing and Rating System

earlier presented in Chapter 2, section 2.5.3, how will the new rating system affect

traditional teacher-oriented ELT in the future?

University participants also reflected upon their needs to improve exam strategies to

meet exam requirements, participants’ previous secondary English study stressed more

on grammar and exams rather than more practical aspects (Cheng, 2008; Qi, 2007; Song

and Cheng, 2006; Zhao and Campbell, 1995). As for the priority of exams, survey and

interview students did not show strong communicative needs and attitudes of applying

English to practical contexts (Hu, 2003; Leng, 1997; Canale and Swain, 1980), this was

more evident among university students who are currently studying in UK university.

7.4.5 Exam skills and fear of exams

Chinese students experience the decreasing frequency of taking exams from secondary

school to university, for some survey and interview students, exam and score pressure

functions as instrumental motivation. Both survey and interview participants are taught

exam skills and apply exam-taking strategies with limited attention to practical language

use in secondary school (Cheng, 2008; Song and Cheng, 2006). Survey and interview

participants expressed their negative attitude towards exams, as survey respondents

applied the words “difficulty”, “challenges” and “pain” while interview participants

highlighted their anxiety and fear of taking English exams. Moreover, interview

participants commented that intensive exam pressure and the focus on achieving higher
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exam scores result in the neglect of communicative and real-life context use of English

and its assessment, which isolates the learning and using of English (Qi, 2007; Zhao and

Campbell, 1995).

7.4.6 Teachers’ concerns about students’ over-emphasis upon exams in university

Teachers highlighted different positioning of exams within students’ different learning

stages, meanwhile, teachers showed contradictive attitude towards the function of

exams as exams largely affect teaching focus and methods while students’ abilities may

not be effectively assessed. As earlier discussed, the traditional Chinese learning culture

emphasizes the hierarchical teaching and learning relationship as well as low tolerance

of partial understanding, highly-intensive and teacher-centered transmission of

knowledge and memorization reinforce students’ grammar and exam skill training (Hu,

2003; Hu, 2002b; Lee, 1996; Richards and Rodgers, 1986; Yu, 1984; Wu, 1983a, 1983b).

Moreover, teacher participants also expressed their concerns about non-English major

students’ CET-4 preparation and their decreasing focus and interest in learning English.

Lastly, teacher participants showed their concerns about students’ over-emphasis upon

exam scores and the neglect of the learning process as for students’ confusion about the

similar learning aims after 13 years’ English learning and its sudden shift in university

(Jin et al., 2015). With intensive concentration and focus on grammar and formal exams,

it poses more challenges for students’ cultivation of communicative and practical

English application (Qi, 2007; Yu, 2001; Cortazzi and Jin, 1996).
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7.5 Improve the future

“Top-three” highlighted elements of university students’ suggestions were,

pronunciation, intercultural knowledge, and speaking skills. Interview participants also

highlighted speaking skills as their most concerned element, which echoes students’

responses about earlier discussion of speaking practices challenges (Lu and Liu, 2015;

Shao et al., 2013; MacIntyre et al., 1997; MacIntyre and Gardner, 1994; Young, 1991;

MacIntyre and Gardner, 1989; Krashen, 1985). When comparing survey and interview

participants’ responses about pronunciation, it can be seen that university participants

showed more awareness and concerns about correcting pronunciation and learning to

use phonetic symbols. Moreover, university students emphasized the importance of

accumulating vocabulary and grammar knowledge (Hu, 2003; Hu, 2002b; Lee, 1996;

Richards and Rodgers, 1986; Yu, 1984; Wu, 1983a, 1983b).

Students suggested that future students should be more engaged with output practices

and improvement of communicative competence (Hu, 2003; Leng, 1997; Canale and

Swain, 1980). Then, university participants highlighted self-study skills and awareness

and suggested future students for more emphasis and attention (Ding and Stapleton,

2016; Gao, 2012; Palfreyman, 2011; Littlewood, 1999; Nunan, 1997; Candy, 1991).

Moreover, students reinforced the inclusive and opened attitude towards new
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knowledge and skills (Jiqin, 2016; Yang, 2012; Trompenaars and Hampden-Turner,

1998).

Teacher participants also encouraged students to be more engaged with more output

practices (Horwitz, 2001 and 1995; MacIntyre et al., 1997; Horwitz and Young, 1991;

MacIntyre and Gardner, 1989; Horwitz et al., 1986; Krashen, 1985). Meanwhile, teachers

suggested that future teachers should be aware of professional development and

continue with knowledge input in order to meet new challenges of teaching and learning

(Hu, 2002; Kramsch, 1999; Ramirez, 1995; Simpson, 1997; Valdes, 1986). Moreover,

teachers also recommended that multiple ways of learning should be introduced to

students to fulfill various types of students and their multiple needs (Wang and Du,

2014; Du and Kirkebæk, 2012; Motschnig-Pitrik and Holzinger, 2002).

By reviewing and highlighting key findings analysed within Chapter five and six,

secondary school and university students and teachers’ perceptions and feedback in

terms of ELT in China and UK contexts are illustrated. This chapter has established the

links between students and teachers’ voices, relevant literature findings and ELT policy

discussed in Chapter two.
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Chapter Eight. Conclusion

This research aimed to investigate Chinese students and teachers’ experience of English

learning and teaching within secondary and tertiary levels of education, from junior

secondary school to university, and across cultural contexts from China to the UK.

Students and teachers perspectives and experiences on multiple aspects in English

learning and teaching were gathered through surveys and interviews. Based on the

analyses of quantitative data (surveys completed by junior and senior high school

students, n=500) and qualitative data (individual and group interviews with Chinese

undergraduates, postgraduates and teachers in Chinese and UK universities, n=80) of

participants’ feedback in response to multiple aspects of English learning and teaching,

it can be seen that the distribution of English language education resources, traditional

learning and teaching cultures, and the role of exams are key factors affecting ELT in

China. The results indicate students’ engagement and involvement of group work and

the awareness of learner-autonomy and intercultural knowledge is largely affected by

their previous English learning experience. Students’ lack of English speaking practices

and strong emphasis upon exam and exam strategies largely influence students’

attempts of expressing themselves, which is also reflected upon students and teachers’

suggestions for future students.
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8.1 Summary of study findings

8.1.1 Unbalanced and unequal distribution of English education resources

between developed and less developed regions

According to survey and interview data, students’ start age of learning English is

different among developed and less developed regions, which highlights the unbalanced

regional differences in terms of English learning (He and Sun, 2019; Hu, 2003; Cortazzi

and Jin, 1996b). This imbalance of English learning and teaching resources needs to be

paid attention to as it not merely exists within school contexts, it has also affected

students profoundly outside their school contexts. The survey and interview data

indicates urban students get access to more English trainings and exposures to various

English learning resources after class (He and Sun, 2019; Hu, 2003; Cortazzi and Jin,

1996b). Moreover, this imbalance is not limited within the process of learning and

teaching, it is also reflected upon students’ perceptions of English learning.

Different from coastal and urban regions’ students, with limited economic development

and growth, students from less developed areas lack exposure and language context to

use English, thus, students build stronger links between English learning and exam

results, education placement and job application (Hu, 2003; Feng, 1999; Zhao and

Campbell, 1995). This imbalance does not reflect upon the policy of “the earlier, the

better” regarding English language education policy issued by the government as urban

primary school students are offered English classes and also kindergartens in coastal
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and urban areas since the early 1990s (Lu and Liu, 2016; Zhao, 2016; Wang, 2011; Hu,

2003; Hu, 2002a; Cortazzi and Jin, 1996a).

Primary schools in less developed regions did not begin English classes until 2001 with

the influences of directive issued by the Ministry of Education in 2000 requiring all

primary schools nationwide must start English teaching at Primary Three (Hu, 2003;

The Ministry of Education, 2000a). Regarding the issue of distribution of ELT resources,

this thesis suggests alternative teaching and learning support such as online teaching

and e-books for future improvement of ELT. In this case, the establishment of the online

platform, teaching staff providing the online teaching, and the popularization of online

ELT are the practical factors to be considered.

8.1.2 Influences of Confucianism and traditional Chinese learning culture

The traditions of teacher-centred climate, rote memorization of grammar and

vocabulary has deepened the needs of teachers’ guide and students’ habits of learning

from the authority throughout students’ entire learning stages, from primary school to

university (Hu, 2003; Cortazzi and Jin, 1997, 1996a), which is closely related to the

influences of Confucianism and the traditional Keju systems (Dello-Iacovo, 2009;

Thogerson, 1990). In terms of English learning, students lack confidence and

comfortableness, and they are afraid of making mistakes of speaking practices (Horwitz,

2001 and 1995; MacIntyre et al., 1997; Horwitz and Young, 1991; MacIntyre and

Gardner, 1989; Horwitz et al., 1986; Krashen, 1985).
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The wide spread of “quiet listeners” and students’ limited classroom engagement and

involvement is largely affected by traditional Chinese values (Cheng and Guan, 2012;

Clark and Gieve, 2006; Kennedy, 2002; Scollon and Scollon, 2001; Olaussen, 1999). This

traditional learning culture poses difficulties for students who are studying in the

context of China, students are used to maintain within their quiet shells, it also creates

more challenges for students who are experiencing transitions from EFL to EMI

language contexts, the stress and anxiety, the fear of making mistakes and “losing face”

prevent them from engaging in English practices within English language context (Lu

and Liu, 2015; Shao et al., 2013; Hu, 2003; MacIntyre et al., 1997; MacIntyre and

Gardner, 1994; Young, 1991; MacIntyre and Gardner, 1989; Krashen, 1985). Regarding

this issue, this thesis highlights that English curricula providing students with more

opportunities to express their opinions, writing and speaking tasks should not only be

limited to exam content, but also allow students apply English to discussion and

communication with peers and teachers.

When it comes to group work, student participants expressed their preferences of

conducting individual learning instead of working in groups, while teacher participants

have also noticed that students are more comfortable of using traditional ways of

learning in university, which is lack of communicative competence and cooperative

teamwork awareness (Hu, 2003; Leng, 1997; Canale and Swain, 1980). The cooperation

of group work and the awareness of communication also challenge Chinese students

who are studying in English-speaking contexts while native speakers and teachers may

not be familiar with Chinese students’ traditional learning cultures. In this sense, this
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thesis suggests a more detailed step-by-step guide and illustrative objectives of group

work to be promoted by teachers, providing students with a full picture of what do they

need to achieve within group work.

8.1.3 Leading role of exam throughout Chinese students’ learning journey

Through junior and senior secondary school students’ survey responses, university

undergraduates and postgraduates’ interview feedback, it can be seen that National

Matriculation Entrance Exam (NMET) has functioned as the most influential factor

throughout students’ entire learning stages. The strong features of grammar-focused,

exam-oriented and teacher-dominant teaching is common with no regional differences

(Cheng, 2008; Qi, 2007; Song and Cheng, 2006; Hu, 2003; Hu, 2002b; Zhao and Campbell,

1995; Yu, 1984).

In order to meet exam requirement and gain better exam results and grade ranks,

students and teachers continuously learn and improve exam strategies, which has

affected students’ learning habits in the long term (Hu, 2003; Hu, 2002b; Yu, 1984). As a

result, university participants did not show strong communicative needs and attitudes

towards using English in practical contexts (Hu, 2003; Leng, 1997; Canale and Swain,

1980). Support towards students’ communication awareness could be promoted by

providing informal activities such as movie club, music group, which combine students’

interests with the use of English, aiming to provide students with a more inclusive and

relaxing learning context.
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Meanwhile, students do not engage with speaking and listening practices due to the lack

of language contexts, practices and the pressure of preparing current exams, students

have to focus more on the exam aspects rather than the practical use of English (Hu,

2003; Lynch, 2002). Teacher participants also expressed their concerns about students’

over-emphasis upon exams and scores. From the perspective of students, it confuses

them by holding similar English learning aims and ways of learning for more than 12

years (Jin et al., 2015). Regarding this current problem, the management of speaking

and listening modules with more distribution of teaching and learning hours, supporting

students with more opportunities to practice their English skills within more interactive

ELT context. As for students’ over-emphasis upon exam and scores, this thesis considers

the marking system and detailed objectives shifting from formal paper exams to

multiple forms of assessment, such as posters, group project, debate, and so forth. With

more diversity of assessment forms, students’ traditional ways of learning English could

be challenged and further improved.

8.1.4 Students’ needs for output practices and intercultural knowledge

Survey and interview data has also drawn attention to students’ lack of confidence and

comfortableness in terms of speaking and listening skills, which is also reflected upon

previous policies and feedback of teacher participants. With the dependency on writing

and speaking sentence models to be memorized, the wait-process of producing

individual thoughts in English largely affects students’ confidence and comfortableness
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(Horwitz, 2001 and 1995; MacIntyre et al., 1997; Horwitz and Young, 1991; MacIntyre

and Gardner, 1989; Horwitz et al., 1986; Krashen, 1985).

Moreover, semi-authentic textbooks and limited intercultural knowledge input do not

meet students’ needs, especially for students from less developed regions, they showed

less interest and exposure to intercultural knowledge (Liu et al., 2014; Zhang, 2007).

Considering students’ needs for more speaking opportunities with their fears of making

mistakes, this thesis suggests more informal English speaking activities promoted in

order to cultivate the ELT context for learners. For example, unlike traditional speaking

competitions, which exclude students who are not confident, various themes and key

ideas could be discussed during the “round table time”, providing students flexible and

less stressful opportunity to practice speaking English.

As teachers function as the main source of intercultural knowledge (Hu, 2002; Kramsch,

1999; Ramirez, 1995; Simpson, 1997; Valdes, 1986), their individual input, professional

development and the delivery of intercultural knowledge have posed pressure to

teacher participants (Hu, 2002; Kramsch, 1999; Ramirez, 1995; Simpson, 1997; Valdes,

1986). According to university participants and secondary school respondents’ feedback,

pronunciation, intercultural knowledge and speaking skills are highlighted as the key

elements that students expect to improve and learn more about, which also supports

earlier literature about Chinese students’ challenges of speaking practices (Lu and Liu,

2015; Shao et al., 2013; MacIntyre et al., 1997; MacIntyre and Gardner, 1994; Young,

1991; MacIntyre and Gardner, 1989; Krashen, 1985). In order to meet students’ needs,
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this thesis regards these three aspects as future improvement with more emphasis upon,

so that students could correct their pronunciation, obtain more intercultural knowledge

and improve speaking skills.

8.2 Limitations of the study

In this section, methodological limitations of this research will be discussed and

considered for further research.

Firstly, surveys for secondary school and university teachers in the context of China as

well as surveys for university students in the UK to learn about their perceptions of ELT

were not included in this research’s data collection as for the limited time and the

distribution of workload. The analysis and comparisons between secondary and

university teachers’ perceptions of ELT could be expanded as the next step for future

research. Meanwhile, when designing closed-ended questionnaire questions, likert

scales were not applied to the current questions as for the considerations of the nature

of presented questions. Respondents’ extent of agreement or disagreement by choosing

the answers from “strongly agree” to “strongly disagree” reflects respondents’ attitude

and tendency towards questions (Dörnyei, 2007), which can be taken account into

future questionnaire question type design.

Next, classroom observation in secondary school and university’s English classroom was

not included in this research. Rather than relying on research instruments such as

surveys to gain information, structured observation, which is also named as systematic
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observation is regarded as the alternative method to survey method (Bryman, 2012), as

an approach to study behaviours. By following the observation schedule, researchers

conduct observation with clear focus and effective recording system, followed by certain

amount of interpretation. Classroom observation will be considered as the way to gain

more visual, verbal and non-verbal information for future research.

Finally, the power relationships between participants and I should be considered as the

I have shifted from context of interviewing teachers to interviewing current university

students, and conducting advisory groups with secondary school students. The

maintenance of the positioning balance of researchers as “more power side” and modest

listeners (Creswell, 2013; Atkins and Wallace, 2012; Cohen et al., 2011; Hartas, 2010;

Williams, 2000) should be taken into account for further research as the changing status

of participants and researchers can affect the collection of data.

8.3 Theoretical and practical implications for future research

Based on these conclusions, this research implies the unbalanced and unequal status

between developed and less developed regions, a more supportive learning context

could be built by providing more learning and teaching resources and support, learning

materials, online platforms and resources, and teacher training. This research also

suggests the necessity and possibility to conduct speaking exams to evaluate students’

English performance and skills, which can in turn largely affect the current English

teaching practice and assessment content.
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Moreover, this research implies the importance to encourage students to engage more

in speaking and listening practices, to participate, express and share their ideas with

their teachers and classmates, to be involved in teamwork and cooperation with

increasing opportunities to speak. More engaging learning contexts could be promoted

by providing students with more inclusive after-class activities, such as festivals to learn

about different countries’ culture, student clubs to use English in their art performance,

and so forth.

This research also suggests students’ needs for the variety of secondary school and

university English activities, which are not merely limited to the format of competitions;

students with their own talents and passion could be encouraged and included in

various activities. For students who are planning to study abroad, this research

highlights the necessity of extra support and guide in terms of learning skills and

intercultural knowledge provided to help students better prepared within their learning

journey.

To better understand the implications of these results, future studies could address the

differences of students’ academic performance coming from more developed and less

developed regions, to investigate if students’ early learning experience affect their

learning habits and perceptions. The study of the implementation of online support for

less developed regions’ English learning and teaching should be considered to explore

more possibilities of sharing ELT resources. Balancing the distribution of educational

resources between more developed and less developed regions by providing students



358

from less developed regions with more opportunities to get access to more advanced

learning and teaching materials. Moreover, Chinese students’ development of speaking

and writing practices could be further studied, to gain more insights of Chinese learners

and teachers’ engagement of output practices and feedback.

The influences of non-competitive activities on students’ awareness and interest in

learning intercultural knowledge and multiple language skills (speaking, writing) should

be further explored, to discover if students’ perceptions of intercultural knowledge

could be affected by attending these activities. The feedback of guide workshops

designed for students who are planning to study abroad could be collected and analyzed,

to investigate if it is possible to provide students with short term workshops to better

prepare them for upcoming study and life in a different country.

Further research is needed to determine the relationship between students’ early

English learning experience and their further English learning interests and

performance. Also, the effects of traditional Chinese learning culture and Confucianism

should be further studied, to gain more insights from Chinese students who are learning

in other English-speaking countries, to further investigate if the different language

contexts contribute to any differences to students’ performances and experience of

studying abroad. Moreover, the causes of students’ worries and stress of having tutorials

and seminars with their teachers in visiting countries’ universities are worth studied. Is

there any factors affect students’ academic engagement apart from cultural traditions

and fear of making mistakes? Furthermore, students’ maintenance of mental health and
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their experience of seeking help from counseling service should also be considered for

future research, as for cultural differences, students’ attitudes and reactions can differ

based on their growth background and traditional cultural values regarding mental

health service.

This research clearly illustrates students and teachers’ perceptions of learning and

teaching intercultural knowledge, but it also raises the question of how to teach

intercultural knowledge with more efficiency and help for students? Or to put it in a

different way, how should we help students in understanding different cultures,

especially for students who are planning to study abroad?

8.4 Strengths of the study

By analyzing development of English education policies in the past forty-two years, this

thesis sheds light on how language education policy can directly and indirectly shapes

the practices of English teaching and learning. Notwithstanding discussed limitations,

this research has created interactive picture of ELT, contributed by student and teacher

participants within secondary school and university contexts. The unequal and

imbalanced distribution of ELT resources has affected students in and out of school

contexts (He and Sun, 2019; Hu, 2003, Cortazzi and Jin, 1996b). Not only students’

access to learning resources varies across developed and less developed regions,

students’ perceptions of English learning are also influenced by the distribution of ELT

resources (Hu, 2003; Feng, 1999; Zhao and Campbell, 1995). The traditional Chinese
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learning culture continuously challenges Chinese students during their English learning

journey, factors such as teacher-centred classroom, rote-memorization and emphasis

upon grammar and vocabulary have strengthen the needs for teachers’ guide and

authority (Hu, 2003; Cortazzi and Jin, 1997, 1996a). The preferences of maintaining

quiet in ELT classroom is largely related to traditional Chinese values and students

experience stress and anxiety, struggling with the potential risks of making mistakes

and “losing face” (Lu and Liu, 2015; Shao et al., 2013; Hu, 2003). National Matriculation

Entrance Exam (NMET) functions as the most powerful and influential factor

throughout students’ learning stages, the features of grammar-focused, exam-oriented

and teacher-dominant teaching is commonly-spread without regional differences

(Cheng, 2008; Song and Cheng, 2006; Hu, 2003; Hu, 2002b). According to students and

teachers’ feedback, aspects of speaking skills, intercultural knowledge and

pronunciation are strongly highlighted for more support and guidance (Lu and Liu, 2015;

Shao et al., 2013).

As the core aim of this research is to listen to students and teachers’ voices, this study

encourages students and teachers to actively think for themselves and express their

needs and worries towards ELT, which is not normally part of policy process in this

particular cultural context as it challenges the traditional power imbalance between

learners and teachers. Student and teacher participants have also provided positive

feedback regarding the nature of this research, “being respected and heard” and “have

our own say”, supported by engaging and inclusive advisory groups, questionnaires,

individual and group interviews.
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Appendix 1. Project 211 and 985

Lists of Universities in Project 211 and 985, Available from:

https://www.chinaeducenter.com/en/cedu/ceduproject211.php [Accessed 12th

January 2020].
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Appendix 2. A profile of 21 writing tasks in NMET 2014 (Lin, 2014, p.148)

Appendix 3. Supplementary research question design

Short titles for Questionniare and interview design:

QJH-Questionnaires for junior high school students

QSH-Questionnaires for senior high school students

IIU-Individual interviews with undergraduates and teachers

GIP-Group interviews with postgraduates

For example, “QJH.1” indicates the first question appears in the questionnaire designed
for junior high school students.
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Appendix 4. Research design development

This research is developed from my previous research; the objectives of the research
progressively deepen the focus of analysis by modifying the number and attributes of
participants yet retaining the same topic area for each research.
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Appendix 5. The “iceberg analogy” of culture (Weaver, 1993, p. 160)
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Appendix 6. Year table of influential factors for Foreign Language Anxiety (FLA)

In order to present clear illustration of the development of causing factors of FLA, the
year table is developed to display the year of the studies, researchers and their findings
in particular relevant articles.
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(7)Six
potentialsourcesofFLA

(Young)(8)Instructor’saggressive
waysofteaching

(Young)
(9)

Negative
belief

that
others

are
better

language
learners

(Price)
(10)

Teachers’unsuitablecorrection(KochandTerrell)

1994
Aida,Y.

(11)
Speech

anxiety
and

fear
for

negative
evaluation

(12)
Fear

of
failing

(13)

Comfortableness
in

speaking
with

native
Japanese

(14)
Negative

attitudes
toward

Japaneseclass

1998
Bailey

etal.,
(15)LengthofstayatU.S.universities(16)Theparticularprogram

ofstudyinwhichthe
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student
is

enrolled
(17)

The
student’s

gender
(18)

The
acculturation

process
on

languageanxiety

1999
Onweugbuzie

etal.
University

language
students

with
the

highestlevels
ofFLA:

(19)Older
(20)High

academicachievers(21)Had
nevervisited

a
foreign

country
(22)Had

nottaken
high

schoollanguage
courses

(23)Had
low

expectations
oftheiroverallaverage

fortheir

currentlanguagecourse(24)Had
anegativeperception

oftheirscholasticcompetence

(25)Hadanegativeperceptionoftheirself-worth

2008
Dewaele,etal.

LiuandJackson

(26)Knowledgeofmorelanguagesand
higherlevelsoftheEmotionalIntelligencetrait

(Dewaele
etal.)(27)W

illingnesstoCommunicate(W
TC)

2009
TsiplakidesandKeramida

(28)Fearoftests

2011
Mak,B.

(29)Factorsrelatedtospeakinganxiety
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Appendix 7. Visualized table based on Kember and Kwan (2000) teaching

approaches

Teaching as transmission of

knowledge

Teachers see teaching as a teacher-centred
activity. Students act as passive recipients
of information.

Sub-levels (T1 and T2)

Teaching as passing information (T1):

Teachers emphasize covering the syllabus

and meeting exam requirement.

Teaching as making it easier for students to

understand (T2): Teachers try to address

students’ understanding, organize their

teaching to help students to understand.

Teaching as learning facilitation

The focus moves away from teachers to
students. Teachers emphasize to meet
students’ needs and develop them into
independent learners.

Sub-levels (F3 and F4)

Teaching as meeting students’ learning

needs (F3): Teachers recognize students’

different learning needs and help students

to meet their needs.

Teaching as facilitating students to become

independent learners (F4): Teachers focus

on helping students to grow as an individual

rather than specific knowledge.
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Appendix 8. Focus groupmoments

Me: Let us think in which way do you prefer to answer this self-assessment question?

Student 1: I prefer designated question instead of asking me to give self-assessment
answers.

Student 2: Yes, like questions designated to testify their vocabulary or grammar?

Student 3: Or like writing a short paragraph?

Student 4: Yes, I think asking students to produce things in their own words is the best
way.

Me: So can all of us think up a question to achieve what we want?

Student 3: Like…use three or five sentences to introduce yourself? Or the school?

Student 1 and 4: No, that is too easy, we all learnt how to write self-introduction for our
first lesson.

Student 2: I am thinking maybe we can try the brainstorming of words without checking
the dictionary or textbook?

Student 1, 3 and 4: Yes! It sounds great! That is less time-consuming.

Me: What kind of words are you thinking of? Nouns, verbs or adjectives?

All students: Adjectives, that should be proper to examine their (other future
participants who will answer the survey) vocabulary.

Me: So how should we ask them to brainstorm?

Student 2: Something or someone familiar to us, like, within this school.

Student 1: I think so, like describe your teacher?

Student 3: No, I do not think it is appropriate, I think classmates should be fine.

Student 4: How about their desk mates?

Student 1, 2 and 3: Yes, that would be nice. Everyone has a desk mate.
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Me: So let us ask about the description of desk mates. How many words do you think we
should ask students to come up with?

Student 1: Around five?

Student 3: Yes, at least five words, I think this number is suitable.

Student 4: Or how about let us provide themwith a range?

Student 2: Like, five to ten words?

Student 4: Yes, and then if they only know five words to describe, then they can stick to
five words, if they have large vocabulary, they can write up to ten words.

Student 1: Exactly, and the complexity of words differ from participants’ grasp of
vocabulary.

Student 2: Yes, for example, some students use “tall, thin, smart, friendly, outgoing” to
describe the other person, some students may use “hard-working, curious, gentle,
dedicated, wise, warm-hearted” to form their description.

Student 3: Then it would be easier for you [the author] to know the participant who
completed this survey.
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Appendix 9. Ethical memo
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Appendix 10. Participant information sheet and consent form for interview

participants

What am I supposed to be involved in as a participant?

You are invited to participate in a doctoral research project “How do we teach English

under the waves of innovation? –Listening to the voices of learners and teachers,

discovering perceptions of English learning and teaching in China and the UK”.

What is this research study about?

The objective of this study is to carry out an investigation of teachers and students’
perceptions of English education in Chinese secondary schools and its influences on
students’ higher education experience in the contexts of China and the UK.

Howmuch timewill be committed to my participation?

In order to complete this study, I am seeking permission to conduct each interview of
approximately 30 minutes’ duration.

What will I supposed to discuss during the interview?

There will be questions of your previous learning/ teaching experience, your
perceptions of English education, self-assessment of current English teaching/learning
and suggestions for future language learners. During the interviewing process, you will
be encouraged to adopt drawn pictures to illustrate your opinions.

Howwill you store and protect the data?

In this study, I undertake to safeguard your identity by omitting the use of names. All
audio recording of interviews will be destroyed once transcripts are finished.
Confidentiality will be assured by protecting your data that only an independent expert
on research and I will share the material. You are giving informed consent to these
proceedings and reserve the right to withdraw your consent at any time.
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What if I have other questions?

Should you have any concerns about the conduct of this research project, please contact
the following address if there are any further questions:

Xuezi Han,

School of Social Sciences, Education and Social Work (SSESW),

Queen’s University Belfast

Tel:07925 495536 / Email: xhan04@qub.ac.uk

If you are willing to participate, please sign the attached consent form.

Your support for the research project will be most appreciated. Thank you.

至受访者的邀请信

尊敬的受访者,

我很荣幸地邀请您参与采访, 此博士研究课题命名为 “如何在创新意识下进行英语的教

与学？--倾听来自中国与英国学习环境下学生和老师的声音”。

本研究课题旨在探究高中英语老师，大学生以及大学老师对于英语教育的看法, 受访者

分为中国组（中国高中老师及学生；中国大学老师及学生 ）以及英国组（在英国学习

的中国学生及英国大学老师）。

采访将进行大约三十分钟, 问题将会涉及您以往的英语教学经历, 您对英语作为第二语

言教学的感受以及您观察到的学生的语言困难，对学生的相关学习建议。在采访过程中,
您将会利用画图来进一步阐明立场。

在采访全程, 我将完全保护您的隐私, 故采访将采用匿名形式。采访将会全程录音，录

音将会在采访文稿完成后被销毁。您所提供的信息将受到严格的保护, 仅作者和另外一

名和该研究有关的专家有权分析您提供的信息。您的知情权受到全面的保护, 并且在采

访过程中, 您有权在任何阶段选择中止受访。

如果您有意参与采访, 请签署本邀请信附带的研究知情同意书。

十分感谢您对本研究的支持。
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如果您有任何疑问, 请联系研究者:

Xuezi Han,

School of Social Sciences, Education and Social Work (SSESW),

Queen’s University Belfast

Tel:07925 495536 / Email: xhan04@qub.ac.uk

谢谢

Consent Form

I have read the attached information letter that explains the research about teachers
and students’ perceptions of English education in Chinese secondary schools and its
influence on students’ higher education experience in the contexts of China and the UK.

I understand that the letter is asking me to participate in semi-structured interviews
with audio recorded. All audio recording will be destroyed once transcripts are finished.

I understand that all the information gathered will be kept strictly confidential and that
my name and the name of the organisation/school will not be included in any reports.

I understand that participation is voluntary and that I am free to withdraw my consent
at any time.

I understand that this research will be published in form of a Doctoral dissertation.

(Please tick one of the following boxes to indicate whether or not you agree to taking
part):

☐ I AGREE to taking part in the above research

☐ I DONOT AGREE to taking part in the above research

Signature: _______________________ Date: _____________________

(Name)
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Appendix 11. Participant information sheet and consent form for focus group

participants

My name is Xuezi Han and I am a PhD student at Queen’s University Belfast. I am
carrying out a study called “How do we teach English under the waves of innovation?

Listening to the voices of learners and teachers, discovering perceptions of English

learning and teaching in China and the UK” and I would like to invite you to participate in
this research. This study has been approved by the Ethics Committee in the School of
Social Sciences, Education and Social Work (SSESW) at Queen’s University Belfast.

What is this research study about?

The objective of this study is to carry out an investigation of teachers’ and students’
perceptions of English education in Chinese secondary schools and its influences on
students’ higher education experience in the contexts of China and the UK.

What will I be asked to do if I agree to participate?

You will be asked to take part in a focus group about perceptions of English learning and
teaching in educational institutions in China. It will take about 30 to 40 minutes to
complete and will be carried out in a meeting roomwith recording.

What will I be asked in the focus group?

There will be questions of your previous learning/ teaching experience, your
perceptions of English education, self-assessment of current English teaching/learning
and suggestions for future language learners. For example, you will be asked questions
like “How do you find group work in English classrooms?”

Do I have to take part in the research?

Your participation in the research is voluntary and, if you agree to take part, you can
withdraw at any time up until the point at which the data are anonymised. If you would
like to take part in the research, please complete the attached consent form and return it
to me.
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Howwill you store and protect the data?

During the study, the data will be stored in a password protected computer and I
undertake to safeguard your identity by omitting the use of names when the findings
from the study are presented in my doctoral dissertation and in any academic journals
and conferences. Confidentiality will be assured by protecting your data so that only my
supervisors and I will share the material. When the study has been completed, the data
will be held securely in Queen’s University Belfast for a period of five years before being
destroyed.

What if I have other questions?

If you have any other questions, you can contact me, Xuezi Han, or my supervisor Dr
Aisling O’Boyle using the details provided below.

Xuezi Han, SSESW, Queen’s University Belfast.

Tel: +44(0)79 25495536 / Email: xhan04@qub.ac.uk

Dr Aisling O’Boyle, SSESW, Queen’s University Belfast.

Tel: +44(0)28 90975935 / Email: a.oboyle.qub.ac.uk

Your participation in this research project will be most appreciated. Thank you.

Consent Form

I have read the attached information letter that explains the research about teachers
and students’ perceptions of English education in Chinese secondary schools and its
influence on students’ higher education experience in the contexts of China and the UK.

I understand that the letter is asking me to participate in a focus group, which will take
about 30 to 40 minutes to complete, and it will be recorded.

I understand that all the information gathered will be kept strictly confidential and that
my name and the name of the organisation/school will not be included in the doctoral
thesis or in any other dissemination of the data.
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I understand that participation is voluntary and that I am free to withdraw my consent
at any time up until the point of data anonymisation.

I understand that this research will be published in form of a Doctoral dissertation and
may be presented in academic journals and at conferences.

(Please tick one of the following boxes to indicate whether or not you agree to taking
part):

☐ I AGREE to take part in the above research

☐ I DONOT AGREE to take part in the above research

Signature: _______________________ Date: _____________________

(Name)

至受访者的知情书

我叫韩雪子，现就读于贝尔法斯特女王大学，我在进行一项名为“如何在创新思潮下教

学英语？倾听学生和老师的声音，探究中英对于英语教育的观念”的博士研究。我真诚

地邀请您参与我的研究。该研究已由贝尔法斯特女王大学社会科学，教育以及社会研究

学院（SSESW）授权。

该研究主要探究什么？

本研究的目的旨于探究中国老师及学生对初高中的英语教育的观念以及早期英语教育

对学生高等教育阶段（中国及英国的教育背景）的影响。

如果我同意成为参与者，我需要做什么？

您将会受邀参加专题小组讨论，完成该讨论约耗时 30-40 分钟，您将会在会议室中完成，

该讨论全程将会被录音。

在采访中我会被问什么？



506

问题将会涉及您先前的英语学习经历，您对英语教育的看法，英语学习能力自评，以及

对未来英语学习者的建议。例如，您会被问及这样的问题“您认为您的口语以及阅读，

写作能力如何？”。

我是否必须要参加该研究？

您的参与完全自愿，如果您同意参加，您可以在任何时间暂停参与。全过程中您提供的

数据将会是匿名的。如果您愿意参加本研究，请完成下面的知情同意书并交还给我。

你将如何储存以及保护数据？

在研究期间，所有数据将会被保存至有密码保护的电脑中。在博士论文以及后期涉及的

学术期刊以及学术会议中，出于对您个人身份的保护，我将匿名并使用代码称呼您。机

密性将会被确保，只有我和我的两位导师可以共享原始资料。当本研究结束，所有数据

将会被贝尔法斯特女王大学安全持有五年，而后销毁。

如果我还有疑问应该怎么办？

如有任何疑问，请联系研究者本人或是我的导师，Aisling O’Boyle 博士，联系电话以及

邮箱信息如下：

Xuezi Han, SSESW, Queen’s University Belfast.

Tel: +44(0)79 25495536 / Email: xhan04@qub.ac.uk

Dr Aisling O’Boyle, SSESW, Queen’s University Belfast.

Tel: +44(0)28 90975935 / Email: a.oboyle.qub.ac.uk

十分感谢您对本研究的支持和帮助。

知情同意书

我已经阅读上述的知情信息，并了解该研究将会探究中国师生对英语教学的看法，以及

高等教育阶段学生的英语学习经历。

我理解我将会参与专题小组讨论，该讨论约耗时 30-40 分钟并且小组讨论全程将会被录

音。



507

我理解我提供的所有信息将会被严格安全地保存，并且我的名字，以及我所在的学校名

称不会出现在博士论文以及其他渠道。

我理解我的参与是完全自愿的，在数据分析之前我有权退出该研究。

我理解该研究将会以博士论文的形式发表，并且有可能出现在学术期刊以及学术会议上。

（请在下面的方块中打钩）

☐ 我 同意 参加本研究

☐ 我 不同意 参加本研究

签名：____________________________ 日期：____________________________
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Appendix 12. Participant information sheet and consent form for survey

participants

My name is Xuezi Han and I am a PhD student at Queen’s University Belfast. I am
carrying out a study called “How do we teach English under the waves of innovation?

Listening to the voices of learners and teachers, discovering perceptions of English

learning and teaching in China and the UK” and I would like to invite you to participate in
this research. This study has been approved by the Ethics Committee in the School of
Social Sciences, Education and Social Work (SSESW) at Queen’s University Belfast.

What is this research study about?

The objective of this study is to carry out an investigation of teachers’ and students’
perceptions of English education in Chinese secondary schools and its influences on
students’ higher education experience in the contexts of China and the UK.

What will I be asked to do if I agree to participate?

You will be asked to take part in a survey about perceptions of English learning and
teaching in educational institutions in China. The survey will take about 10 to 15
minutes to complete and will be carried out in your classroom.

What will I be asked in the survey?

There will be questions of your previous learning/teaching experience, your
perceptions of English education, self-assessment of current English teaching/learning
and suggestions for future language learners. For example, you will be asked questions
like “How do you find your speaking skills compare to your reading and writing skills?”

Do I have to take part in the research?

Your participation in the research is voluntary and, if you agree to take part, you can
withdraw at any time up until the point at which the data are anonymised. If you would
like to take part in the research, please complete the attached consent form and return it
to your teacher.
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Howwill you store and protect the data?

During the study, the data will be stored in a password protected computer and I
undertake to safeguard your identity by omitting the use of names when the findings
from the study are presented in my doctoral dissertation and in any academic journals
and conferences. Confidentiality will be assured by protecting your data so that only my
supervisors and I will share the material. When the study has been completed, the data
will be held securely in Queen’s University Belfast for a minimum of five years before
being destroyed.

What if I have other questions?

If you have any other questions, you can contact me, Xuezi Han, or my supervisor Dr
Aisling O’Boyle using the details provided below.

Xuezi Han, SSESW, Queen’s University Belfast.

Tel: +44(0)79 25495536 / Email: xhan04@qub.ac.uk

Dr Aisling O’Boyle, SSESW, Queen’s University Belfast.

Tel: +44(0)28 90975935 / Email: a.oboyle.qub.ac.uk

Your participation in this research project will be most appreciated. Thank you.

Consent Form

I have read the attached information letter that explains the research about teachers
and students’ perceptions of English education in Chinese secondary schools and its
influence on students’ higher education experience in the contexts of China and the UK.

I understand that the letter is asking me to participate in a survey which will take about
10 to 15 minutes to complete.

I understand that all the information gathered will be kept strictly confidential and that
my name and the name of the organisation/school will not be included in the doctoral
thesis or in any other dissemination of the data.
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I understand that participation is voluntary and that I am free to withdraw my consent
at any time up until the point of data anonymisation.

I understand that this research will be published in the form of a Doctoral dissertation
and may be presented in academic journals and at conferences.

Please tick one of the following boxes to indicate whether or not you agree to take part
in this research:

☐ I AGREE to take part in the above research.

☐ I DONOT AGREE to take part in the above research.

Signature: _______________________ Date: _____________________

Please print name: __________________________________________________

至受访者的知情书

我叫韩雪子，现就读于贝尔法斯特女王大学，我在进行一项名为“如何在创新思潮下教

学英语？倾听学生和老师的声音，探究中英环境下师生对于英语教育的看法”的博士研

究。我真诚地邀请您参与我的研究。该研究已由贝尔法斯特女王大学社会科学，教育以

及社会研究学院（SSESW）授权。

该研究主要探究什么？

本研究的目的旨于探究中国老师及学生对初高中的英语教育的观念以及早期英语教育

对学生高等教育阶段（中国及英国的教育背景）的影响。

如果我同意成为参与者，我需要做什么？

您将会受邀填写一份关于您对中国英语教育的观感的问卷调查，完成该调查约耗时

10-15 分钟，您将会在教室中完成填写。

在问卷中我会被问及什么？
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问题将会涉及您先前的英语学习经历，您对英语教育的看法，英语学习能力自评，以及

对未来英语学习者的建议。例如，您会被问及这样的问题“您认为您的口语以及阅读，

写作能力如何？”。

我是否必须要参加该研究？

您的参与完全自愿，如果您同意参加，您可以在任何时间暂停参与。全过程中您提供的

数据将会是匿名的。如果您愿意参加本研究，请完成下面的知情同意书并交还给您的老

师。

你将如何储存以及保护数据？

在研究期间，所有数据将会被保存至有密码保护的电脑中。在博士论文以及后期涉及的

学术期刊以及学术会议中，出于对您个人身份的保护，我将匿名并使用代码称呼您。机

密性将会被确保，只有我和我的两位导师可以共享原始资料。当本研究结束，所有数据

将会被贝尔法斯特女王大学安全持有至少五年，而后销毁。

如果我还有疑问应该怎么办？

如有任何疑问，请联系研究者本人或是我的导师，Aisling O’Boyle 博士，联系电话以及

邮箱信息如下：

Xuezi Han, SSESW, Queen’s University Belfast.

Tel: +44(0)79 25495536 / Email: xhan04@qub.ac.uk

Dr Aisling O’Boyle, SSESW, Queen’s University Belfast.

Tel: +44(0)28 90975935 / Email: a.oboyle.qub.ac.uk

十分感谢您对本研究的支持和帮助。

知情同意书

我已经阅读上述的知情信息，并了解该研究将会探究中国师生对英语教学的看法，以及

高等教育阶段学生的英语学习经历。

我理解我将会参与问卷调查，该调查约耗时 10-15 分钟。
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我理解我提供的所有信息将会被严格安全地保存，并且我的名字，以及我所在的学校名

称不会出现在博士论文以及其他渠道。

我理解我的参与是完全自愿的，在数据分析之前我有权退出该研究。

我理解该研究将会以博士论文的形式发表，并且有可能出现在学术期刊以及学术会议上。

请在下面的方块中打钩

☐ 我 同意 参加本研究

☐ 我 不同意 参加本研究

签名：____________________________ 日期：____________________________
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Appendix 13. Fieldnote
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Appendix 14. Interview transcript

20th/Oct./2017, Participant 7, Female, Baoji, Computer science, 2nd Year, 45 mins

I: 粗略的对比高中和大学的英语学习

Could you please compare your previous and current English learning?

P7: 很多，很明显的是老师管的没那么严了，现在老师基本不管了，全都是靠自己自觉。

感觉大学阶段的自学内容非常多，高中时候老师绝对不会不讲哪篇课文，现在我们的精

读课，每个单元的第三课，都会留给同学自我发挥去理解和讲。还有像现场展示，现在

很多需要用 ppt 的，基本每周一至两次。高中就几乎没有。

There are many differences, it is quite obvious that teachers do not supervise us that
strictly. Currently teachers almost do not supervise us, all depends on ourselves. I find
there are much left for us to learn by ourselves. In secondary school, teachers definitely
do not leave any texts for us. But our lessons now, like intensive reading session, every
lesson three per unit, basically leave for students to prepare and present by themselves.
Also like demonstration, many of them need the aid of powerpoint, about one to two
times a week while we had nearly no presentations in secondary school. Secondary
school teachers taught us various skills, which can be used in reading exams, and obtain
ideal scores, students were required to memorize and teachers checked if we have
memorized clearly when we were having morning reading.

I: 学习英语的感受呢？有没有什么变化？

How about the feeling towards English learning?

P7: 其实我上学期没有好好学，所以还是承接上面我说的，全都靠自我约束和管理。

Actually I did not learn with my effort last semester, so as I said earlier, it is all about
self-management and self-control.

I: 高中的管理严吗？

Was it strict in your secondary school?
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P7: 很严的，老师，还有学校的领导，监控也一直在开。压力很大。大学就不是这样了。

Yes, very strict. Teachers and all the other monitoring, and I had a lot of pressure. Now
university is quite different from it.

I: 高中的考试难度如何？

How about exams in secondary school?

P7: （叹气）从成绩来看，难度不是很大。上了大学一下难度就上来了。

(Sigh) If only looking at exam scores, they were not very difficult. When it came to
university, learning became challenging in a sudden.

I: 你觉得哪里困难？

Where did you find challenging?

P7: 高中的时候主要练习套题，是有规律的，主要是面对高考。现在会有写作课练习，

虽然不是英语专业的。有的内容涉及本专业的内容，太专业就很难用英语理解，有时候

一篇文章都看不懂。

I mainly practice and prepare for exams back in secondary schools, and it can be
categorized and exam-oriented. Now we also have writing session although I am not
English-major student. Some of the content is closely related to my major and it is rather
difficult to understand using English and sometimes, I even cannot understand the
article.

I: 你认为考试在你的英语学习中扮演着什么角色？

What role do you think exams play in your different levels?

P7: 高中考试可以算是大学的入门考试，是个门槛，为了考试而考试。大学针对性就不

太一样，其实也算是门槛，是以后找工作的凭证。很明显的是我现在愿意主动去学习了，

投入更多的精力去学习。

Exams in secondary school prepare students with the entrance of university, exams in
the university are more likely to be the requirement to find jobs. Especially for those
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exams closely related to specific majors, students in turn become more competitive in
terms of professional knowledge and sometimes skills.

I: 现阶段困难的版块？

Any challenging part?

P7: 阅读，专业性太强。

Reading, some articles are too professional for my current level of understanding.

I: 主要体现在哪里？

How do you find it challenging?

P7: 词汇，其实也是自己的词汇量不够。

Vocabulary, so many words I do not know. And I know that I need to expand more
vocabulary.

I: 比较擅长什么版块？

Any section you are good at?

P7: 写作，现在有写作练习，自己积累的词汇很多，根据高中时期学习的句型，就还是

挺好的。

Writing, we have writing practice now and I have accumulated plenty of relevant
vocabulary. Also I can apply the sentence structures I learnt in secondary school.

I: 对比感是什么时候感觉到的？

When did you notice the differences?

P7: 刚一上大学就很懵，这学期已经好很多了，现在老师上课直接全英文讲，不会给你

再翻译了，所以你听到老师的问题之后，还有反应出来问题怎么用英文来回答。

I was very confused when I first entered university, and it became better this semester.
Our teachers use English for the whole session, and they do not translate it for us
anymore. So you need to figure out how to answer questions in English after you hear
those questions.
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I: 同学们的反馈呢？

How about your peers’ reflection upon these changes?

P7: 每个班都有两三个很优异，其他人就会有些吃力，大多数人能力差不多，所以适应

期也差不多，这学期明显感觉好很多了。

There are always two to three students who are quite good in each class while others
find it challenging. Most of our classmates have quite similar problems and knowledge
background, so we need quite similar length of time to adjust. Most of us are feeling
much better this semester.

I: 涉及的课堂活动有哪些？

How about classroom activities in current level?

P7: 精泛读课都有 presentation，还有课堂上临时的前后桌讨论问题。

Both intensive and extensive reading lessons require students to make presentations,
and sometimes teachers ask us to discuss questions during the class, with your desk
mates or students sit near you.

I: 你喜欢吗？

Do you like making presentations?

P7: 我蛮喜欢的，因为大家观点很不同，有时候甚至会因为某个点争论起来，但是可以

了解到更多，还是挺好的。

I like it a lot as we have different views, sometimes we even argue at some questions,
but it is quite good to learn and listen to different viewpoints.

I: 喜欢自主学习还是小组学习？

Do you prefer self-study or group study?

P7: 要分情况，考前我会更喜欢个人备考，平时如果有学习氛围的话，会更喜欢小组学

习，因为小时候老师都说要互帮互助，所以这种习惯好像延伸到了大学。
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It depends on situations, I prefer self-study before taking the exams. And I prefer group
work if there is good learning atmosphere. And teachers used to say that we need to
help each other in schools, and it seems that I bring this habit to the university.

I: 小组活动的频率是怎样的？

How often do you have group activities?

P7: Presentation 一周两次，小组讨论一周一次

We have presentations twice a week and group discussion once a week.

I: 大家对小组活动的态度怎么样？

What do your peers think of group work?

P7: 挺积极的，因为利益也互补，大家做 presentation 的分数也是一样的，还可以有上

台锻炼的机会。小组讨论氛围还挺好的，所以容易被带动，不说话反而觉得很奇怪。

Relatively positive because we are all profit-related for the evaluation and exam results.
We have the same score for making the presentations, and we can also get the
opportunity to practice in front of our peers and teachers. And we have good
atmosphere for group work and it will be strange if you do not involve into the
discussion.

I: 遇到过什么困难吗？

Any challenges so far?

P7: 有时候没法找到 presentation 的选题，老师给个大范围，自己去挑，有时候我们不

知道怎么给大家讲出来，知识水平不够讲不明白。还有小组讨论的时候有时候大家都不

明白，我们遇到过八个人意见都不一样的情况，老师上课提问问到我们的生活，我们给

不出意见了。

Sometimes it is difficult to find the topic for our presentations, our teachers usually give
us a broad scope and we choose the topic that we are interested at. Sometimes we find it
challenging to demonstrate the content and makes it understandable for the audience,
but because we do not have much deep understanding of those information, it becomes
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more difficult for us in that circumstance. And we used to encounter the situation that
eight members of us hold different opinions, and we could not give any feedback when
teachers asked us during the class.

I: 高中有小组活动吗？

Did you have group activities in secondary school?

P7: 很少，几乎没有，因为上课时间很紧，每节课都是按照教程来的，再者大家也没有

这种意识，偶尔分组可能也说不出来什么。

Barely not. Because the time was limited and each lesson strictly followed by teachers’
plans, and we did not have the awareness of expressing own opinions, so we could not
say anything useful at that time. We have group presentation tasks twice a week and
group discussion once a week. Team members always have the same score for making
the presentations, and sometimes some members do not contribute as much as we do,
so I feel it is a bit unfair that we have the same score. We have pressure and
responsibility towards preparing group work at the same time. So in this sense, I prefer
individual project and assessment if I can have the choice.

I: 目前最大的问题是什么？

Your biggest problem now?

P7: 没有方向，认识很浅，课程设计针对性不是很强。有时候精读学完也不懂学了什么。

Sometimes we have to use English to express our ideas during English spoken exams or
normal English classes, it is very stressful for me to apply English to this practical level
and sometimes my mind go blank if I am too nervous, it always takes me longer time to
think about the answers compared to my classmates.

I: 请自评英语能力

Could you please self-evaluate your current English learning?

P7: 最强的是写作，然后是阅读，接下来是听力，最弱的是口语。写作和阅读是因为高

中一直在练，所以一直很清楚怎么答题。现在学习也是对阅读练习很多。视听说课其实
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很少说的机会，因为一个班人太多了，所以更多是练习听力。口语主要是练习机会太少，

环境缺乏。我们上学期开了一个英语角，后来开了半学期就结束了，因为没有老师指导

我们，我们不知道具体可以做些什么，讨论也没有针对性。我把写作排第一是因为我比

较擅长写作，可能你让我说一个东西，我就会很懵，但是如果你让我写，我就可以写出

来文章。

From the strongest to the weakest: writing, reading, listening and speaking. I put writing
and reading at the beginning because I had training back in secondary school and I know
how to answer those questions. I am quite lack of opportunities to practice speaking,
and our listening and speaking class does not provide us with chances to speak as there
are so many students in a class. We used to have English corner last semester and it
stopped after opening half a term. There were no teacher offered us guidance and we
did not know what can we discuss in there. And about writing, I can write something if
you ask me, but if you ask me to say something, I need more time and I may stuck when
speaking.

I: 你觉得你把阅读写作排前面和高中学习有关吗？

Do you thinking the reason why you put reading and writing at first is related to your
previous study?

P7: 很大关系。高中几乎没有练习口语。写得多说得少。

Yes, absolutely, I barely practiced speaking in secondary school, we always write a lot
and speak a little.

I: 同学们的问题有没有共同点？

Any common problems among peers?

P7: 口语的问题。我们今天上课就谈到一个问题，我们连课文都没法顺畅地读出来，更

不要说即兴地说英语了。以及我们很少和外国人交流，上学期有外教课，之后就没有了，

所以如果在外面让我们和外国人交流，可能是有障碍的。就是可以听懂，但是没法很快

地说出来，需要时间准备。
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Speaking. We discussed a problem earlier today, we can barely read an article smoothly
during the class, not to say use English to express our ideas. And we have few chances to
interact with foreigners; we used to have oral session but not anymore. If we have to
foreigners, we will find it challenging, the problem is that we can understand their
meaning but we need more time to think. Each lesson needs to be follow teachers’ plans
strictly, and students do not have the awareness or need to practice expressing own
opinions or thoughts.

I: 你遇到的英语学习问题有影响学习方法吗？

Do problems affect your ways of learning?

P7: 没有太大变化，先背单词，再看课文，用来检查有没有掌握单词。基本和高中类似。

Not really, I always memorise vocabulary and read articles to examine the grasp of
words, quite similar to my secondary school.

I: 有没有其他感兴趣想要了解的？

Anything you want to knowmore?

P7: 口语表达，迫切想要了解，如何更加地道地表达，老师上课经常说我们是

Chinenglish，我们说的外国人听不懂，很多都是他们猜出来的。但是也没有老师告诉我

们具体应该这么做。有时候看美剧，老师也说不要看太多美剧，因为会有很多简略用法，

他们的日常用法我们也学不来。其实要面对四级，就还是在应试体系下，听和说的机会

还是很少。

Oral expression, I am eager to know how to express ideas in a more natural way. Our
teachers always say that we speak Chinenglish, and foreigners cannot understand what
we say, they understand us by guessing the meaning mostly. But no one teaches us how
to do and what to do for this problem. Sometimes teachers tell us not to watch so many
American shows as we cannot grasp how to use their slangs and other local expressions.
And I feel sometimes quite similar as we are still under the exam system and having
limited chances to speak and listen.

I: 和老师的互动怎么样？



522

How about the interaction with teachers?

P7: 高中不敢和老师说太多，大学就轻松很多，会加微信什么的。

The relationship between our teachers and us is very formal and serious. It is much
relaxed in the university now, we have teachers’ wechat contacts, they are more friendly
and outgoing.

I: 现在有问题会问老师吗？

Do you ask teachers for help now?

P7: 要看问题大不大，如果可以自己解决就自己解决，问老师比较少，因为老师很忙。

Depends on the types of questions, I prefer to solve them by myself, I seldom ask them
as they are quite busy.

I: 给未来学生老师的建议。

Suggestions for future students and teachers?

P7: 多练习，多记忆单词，了解纯正的英语。

Practice and memorise more, try to learn more natural English.

I: 文化知识有涉及吗？

Any cultural knowledge?

P7: 除非课本上有出现，老师才会说。

Teachers introduce us intercultural knowledge only when the units we are learning on
the textbooks are related to culture, for example, western festivals, food and customs,
this happened both in secondary schools and universities.

I: 你感兴趣吗？

Are you interested in them?

P7: 不是很感兴趣，因为感觉不知道具体该了解什么。
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We are not very interested as we do not know what they should know about different
cultures.

I: 能不能提些给老师的建议？

Suggestions for teachers?

P7: 多给学生一些练习的机会，不要总是自己讲。还有就是氛围的营造。

Giving students more chances to practice speaking, not merely lead the class only by
themselves, teachers always told us we are speaking Chinenglish, and we cannot
communicate with native speakers. And also the cultivation of the atmosphere. And
memorization helps us as non-English native speakers to become more familiar with
their ways of expression, and we can imitate first by following no matter a video clip or
an audio material, then we can practice to make our own expression more and more
confident.
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Appendix 15. Students’ supplementary responses of survey question 2. What

comes to your mind when talking about English learning?

Appendix 16. Questionnaire questions

16.1 Questionnaire for junior high school students

boy/girl, age, grade
1. When did you start to learn English?
a. 3-4 years old b. 5-6 years old c. 7 years old d. 8 years old e. 9 years old
2. What can you think of when talking about the word “English”?
a. Words, phrases and texts memorization b. Communicate with people in English
c. Western culture d. Please add more if it is not listed
3. What do you think of the aims of learning English?
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a. Learning a new way of thinking b. Improving intercultural awareness
c. Self-improvement d. Enrich life e. Learning more about the world
f. Preparing for English exams g. Communication h. Travelling/studying abroad
4. Please use five to ten adjectives to describe your classmates/desk mates
5. What do you wish to improve in your English learning?
a. Listening skills b. Speaking skills c. Reading skills d. Writing skills
e. Pronunciation f. Vocabulary and grammar g. Please add more if it is not listed
6. Let us think about “culture”:
6.1. Does your teacher include intercultural knowledge during the class?
a. Yes b. No c. If yes, please give some examples
6.2 Are you interested in learning intercultural knowledge?
a. Yes b. No c. Not sure
6.3 Do you think learning intercultural knowledge can help you in learning English?
a. Yes b. No c. Not sure
d. Please give some examples of the benefits of learning intercultural knowledge
7. What are the challenging sections of your English learning?
a. Grammatical knowledge b. Cloze test c. Article comprehension
d. Change forms of words e. Listening skills f. Speaking skills
g. Writing skills h. Vocabulary i. Please add more if it is not listed
8. What do you expect to improve and learn more about English that have not been
introduced by teachers yet?
9. How do you learn English in your spare time?
a. Attend extra English training classes b. Watch movies
c. Listen to music d. Participate in English competitions
e. Read books, newspaper or magazines, search online
f. Do extra English exercises

16.2 Questionnaire for senior high school students

boy/girl, age, grade
1. When did you start to learn English?
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a. 3-4 years old b. 5-6 years old c. 7 years old d. 8 years old e. 9 years old
2. What can you think of when talking about the word “English”?
a. Words, phrases and texts memorization b. Communicate with people in English
c. Western culture d. Please add more if it is not listed
3. What do you think of the aims of learning English?
a. Learning a new way of thinking b. Improving intercultural awareness
c. Self-improvement d. Enrich life e. Learning more about the world
f. Preparing for English exams g. Communication h. Travelling/studying abroad
4. Please use five to ten adjectives to describe your classmates/desk mates
5. What do you wish to improve in your English learning?
a. Listening skills b. Speaking skills c. Reading skills d. Writing skills
e. Pronunciation f. Vocabulary and grammar g. Please add more if it is not listed
6. What are the changes of English learning and teaching between junior high school
and senior high school?
7. Let us think about “culture”:
7.1. Does your teacher include intercultural knowledge during the class?
a. Yes b. No c. If yes, please give some examples
7.2 Are you interested in learning intercultural knowledge?
a. Yes b. No c. Not sure
7.3 Do you think learning intercultural knowledge can help you in learning English?
a. Yes b. No c. Not sure
d. Please give some examples of the benefits of learning intercultural knowledge
8. What are the challenging sections of your English learning?
a. Grammatical knowledge b. Cloze test c. Article comprehension
d. Change forms of words e. Listening skills f. Speaking skills
g. Writing skills h. Vocabulary i. Please add more if it is not listed above
9. What do you expect to improve and learn more about English that have not been
introduced by teachers yet?
10. How do you learn English in your spare time?
a. Attend extra English training classes b. Watch movies
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c. Listen to music d. Participate in English competitions
e. Read books, newspaper or magazines, search online
f. Do extra English exercises

Appendix 17. Interview questions

Boy/girl, age, major, grade

1. How do you self-evaluate your English learning from your Grade 7 to Grade 9
(secondary schools)/ freshman year to current stage (universities)?

2. Have you experienced any changes of your English study within these three
years (secondary schools)/ four years (universities)? If yes, can you specifically
explain what changes have you experienced?

3. How do you feel when you are learning English? What is your feeling towards
learning another language?

4. How do you think of English exams you take in schools? Are they difficult or easy
for you?

5. What is your understanding of the role of English exams in your study?
6. How do you produce self-assessment for your current English study?
7. What is the most challenging part for your current English exams? (Reason)
8. What is the easiest part for your current English exams? (Reason)
9. What are your ideas of group work during English class?
10. Do you prefer self-study or group work? (Reason)
11. How do you think about designed classroom activities, which are aimed to

promote discussion?
12. Have you encountered any challenges within your previous group work?
13. What is your biggest English learning problem? How do you deal with it?
14. What do you think are the most common English learning problems for your age

group?
15. Can you think of different ways to solve this problem?
16. Do you think your ways of learning change during your learning journey?
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17. Do you think you meet teachers’ expectations?
18. Is there any ways of teaching you expect to receive from your teachers but have

not received yet?
19. How do you think of your communication with your teachers?
20. Is any suggestion for better learning?
21. What are your suggestions for future English teachers and language learners?

Appendix 18. Focus group procedures

Step 1: Hand out draft surveys to participants (8 students in junior high schools and
8 students in senior high schools).

Step 2: Explain the purpose of doing focus group and ask them to help me find
hidden problems and/or expressions confuse them.

Step 3: Calculate the total time for them to complete the surveys.

Step 4: Discuss question by question, encourage each student express their opinions,
they develop discussion within their own group as well.

Step 5: Provide me with better ideas for revising the surveys; I take note while they
are giving me suggestion
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Appendix 19. Development of the teaching of intercultural knowledge

Time of Year Author(s) Discussion

1983 He, D. Developed the terms of Big C

(literacy) and small c (a way of

life)

1985, 1986 Hu, W. Explicit discussion of Big C and

small c

1994 Lin, R. Defined Big C as broad culture

including all the significant

achievements of a person or

historically great individuals in

the fields of politics, economics,

society, literature, arts and

history.

1994 Kang, T. Described Big C as relating to

formal culture reflected in social

systems, ideology, religion,

value, ethics and morals,

sculpture, paintings,

architecture, literature, history

and philosophy.

1996 The Ministry of Education Issued College English Teaching

Syllabus, highlighting learners’

communicative competence

Appendix 20. Mindmap
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