CHAPTER |

INTRODUCTION

This chapter includes a general introduction of g#tudy. The study addresses
cultural differences in English as Foreign Langu@gfel) classrooms between
Taiwanese senior high school students and natigédbrspeaking teachers. It is
concerned about five parts, consisting of backgdaafrthe study, purposes of the
study and research questions, significance ofttidysdefinition of terms, and
organization of the study. Each part is furnishéith wetailed supporting description

and is presented in the following.
BACKGROUND OF THE STUDY

Taiwan has become of paramount importance in thédwoarket because of
the burgeoning of the innovative technology andréiped growth of economic
development so uninterrupted interactions of merthand travelers from different
countries stress the significance of English (Gilys2000). In the 1990s, numerous
parents and educators advocate that students o@ednhote English learning at the
elementary level in response to economic globatimatnd exponents of elementary
English instruction have believed that if childtearn English earlier, their level of
proficiency will be higher (We & Ke, 2009). Also, \and Ke (2009) underpin that
under the influence of English as a global langu#tgeMinistry of Education (MOE)
has implemented a tremendous reform in Englishatdwcpolicy since 2001. The
fifth and sixth graders of the elementary schoosntake English as a required course,
and metropolitan schools commence to implementi&mggaching to the first
graders (Wu & Ke, 2009). However, majority pareshdsnot satisfy their demand on

the account of the fact that their children caremhmunicate with foreigners



accurately and efficiently in real scenarios (W&, 2009). Consequently,
increasing parents expect that the MOE employs@&inglish-speaking teachers to
educate Taiwanese students. Not only can nativédbrgpeaking teachers improve
students’ English proficiency, but they have oppities to practice their speaking
skills with foreigners (Wu & Ke, 2009).

Solomon (1994) and Klaus (1995) suggest that n&nglish-speaking
teachers represent a potential competitive advarfagnultinational corporations,
carrying out assignments such as facilitating theration of foreign subsidiaries,
establishing new international markets, spreadintysaistaining corporate culture,
and transferring technology, knowledge and skii2003, the MOE announced their
plan to recruit 369 English-language teachers fAarstralia, Britain, Canada, and the
United States. Education Minister Jong-Tsun Huamdeuscored that the
qualifications of the foreign English teachers musnative English speakers, college
graduates, and under 45 years old (China Post stadust 26, 2003). According to
the Council of Labor Affairs in Taiwan (2011), 24faBeign teachers worked in
schools, and 5715 foreign teachers worked at cdnoads in December in 2011.

Wang (2002) proposes that the Taiwanese governamehother Eastern Asian
countries have highlighted the English language&palt the elementary level, so it is
crucial to examine how practitioners perceive thpdown policy and its affect on
classroom instruction, and the difficulties it pe$er that instruction, and classroom
practitioners are “at the heart of language poligyitento & Hornberger, 1996, p.
147). But, the issue received considerable atterterause Floyd and Carrell (1987)
stress that learning English involves cultural scag and language comprehension
instead of vocabulary or grammar. In the classrabmiraditional English as a

Foreign Language (EFL) instruction emphasizes tachntered,



grammar-translation, and exam-oriented approactasg, 1978), and students’ low
speaking proficiency in English is ascribed to apriate teaching pedagogies
(Wongsothorn, 2002).

Grammar-translation and exam-oriented assessmegksan the important
skills of communication, making EFL students failcommunicate with foreigners
(Scovel, 1983). McKay (2003) highlights that cu#tumfluences language teaching
linguistically and pedagogically. Genc and BadaD&0stress that culture impacts on
the semantic, pragmatic, and discourse levelseofahguage and sways the choice of
the language materials profoundly. Selecting thglage materials, meanwhile, is
crucial because the cultural content of the languagterials and the cultural basis of
the teaching approach should be integrated (GeBada, 2005). For instance, the
target culture is given in textbooks, and so aeestburce culture materials.

Reynolds, Taylor, Steffensen, Shirey, and Andef4882) holds that culture
has significant effects on knowledge, beliefs, aaldies, and that knowledge, beliefs,
and values have significant effects on comprehengsiocesses. Cornfield (1966)
suggests that culture decides people’s behaviotarmiage, and forms their attitudes
and beliefs. Moreover, language and culture arepasable, interconnected, and
unavoidable (Richardson, 1994). Park (2000) artjuegtsculture is one of the main
components of language and it can not be learnegkssfully and completely
without learners’ awareness of their culture. W&@P3) articulates that insufficient
background knowledge of social culture makes stisde@mable to comprehend the
real or deep meaning of the content.

Canale and Swain (1980) stress that the emergdmoegmnunicative approach
strengthens the importance of culture in the for@grriculum. Byram and Morgan

(1994) note that learners might obtain insight vatues and meanings of foreign



culture through taking on the role of foreignerscérdingly, learning a foreign
language does not mean mastering its pronunciairammar, and vocabulary;
instead, it includes culture (Fan, 1997).

Kramsch (1993) suggests that foreign students omagrstand both their own
culture and the foreign culture while learning eefgn language, mentioning the
importance of cultures happening in communicatiteaions. Al-Zubaidi (2001)
stresses that cultural awareness and cultural cemge are fundamental constituents
during learning or teaching a foreign language. [f@0[g2004) argues that the mutual
understanding of expectations between culturafigdint participants is an
indispensable element of the teaching and leamexpgrience in the intercultural
classroom.

Lastly, mismatched educational expectations afecdifies to successful
teaching and learning. Besides, teachers, espethake from European American
backgrounds, may have difficulty interacting andhaaunicating with their culturally
and linguistically diverse students because thegatdave the intercultural
knowledge, skills, or competencies necessary twolyrize and overcome the power
differentials, the stereotypes, and other barmdreh prevent us from seeing each
other” (Delpit, 1995, p. 134).

STATEMENT OF PROBLEMS

In Taiwan, while a more tremendous body of researcthe literature has been
built-up in recent years focusing on the intera@twommunicative difficulties of
merchants, few studies have focused on EFL Taiveasesior high school students’
cultural competency to language learning in the ERlssrooms, not to mention that
little research has been conducted to exploreifferehces between Taiwanese

senior high school students’ learning expectatiansg, their native English-speaking



teachers’ teaching contents and instructional nistlfé/u & Ke, 2009).
Consequently, research concerning the cultura¢diffces in Taiwanese EFL senior
high school speaking classes taught by native Emgpeaking teachers is
comparatively rare and worth investigating. Ho (@0&rgues convincingly that
cultural understanding requires a reflection on®o®n culture and on the cultures
of others. To create opportunities for socializa@onong students is crucial if
teachers and students are to benefit from theculteral classroom (Holmes, 2004).

STUDY PURPOSE AND RESEARCH QUESTIONS

The main purpose of this qualitative study is tdrads the instructional
contents and methods employed by the native Engpslaking teachers in English
speaking classes. Secondly, it relates the Taiveasesior high school students’
perceptions of their native English-speaking teexheEnglish speaking classes. The
third section deals with the difficulties encoueigby the Taiwanese senior high
school students and their native English-spealeaglters in English speaking classes.
The final section lays out how the Taiwanese semgh school students adjust their
learning strategies and how their native Englisbagng teachers adjust their
instruction in English speaking classes. Accordintiie research questions are as
follows:

1. What instructional contents and methods are emplbyethe native
English-speaking teachers in the senior high s¢hawiglish speaking classes?

2. What do the Taiwanese senior high school studequsoe of their native
English-speaking teachers in English speaking ekéss

3. What are the difficulties encountered by the Taiesmsenior high school

students and their native English-speaking teadhdeaglish speaking classes?



4. How do the Taiwanese senior high school studentstatheir learning strategies
and how do their native English-speaking teachéjssatheir approaches in

English speaking classes?
DEFINITION OF TERMS

To better understand the goals of the researchess@rch questions, an
explanation of the terms used in this study wilex@lained in the following section.
English as a Foreign Language (EFL)

According to the definition of Cambridge DictionaBFL means that the
teaching of English to students whose first languagiot English.

Native English-Speaking Teacher (NEST)

Chomsky (1965) articulates that Native English-&peaTeachers are people
who have learned their first language since thengwern. They naturally express
and think in the language. They are usually fromhS.A., the Great Britain,
Australia, Canada, New Zealand, or South Africa.

Culture

Scollon (2001) advocates culture includes custahbithbelief, morals, and
values. “Knowledge” refers to the basic knowled§the world concerning language,
geography, and history.

Target Culture

The target culture means the culture of people hviean the U.S.A., the Great
Britain, Australia, Canada, New Zealand, or Soufica.

Communicative Language Teaching (CLT)

Holliday (1994) argues that is communicative larggugeaching an approach to
the teaching of second and foreign languages thphasizes interaction as both the

means and the ultimate goal of learning a language.



CHAPTER I

LITERATURE REVIEW

This chapter reviews relevant studies and theamdanguage, culture, and
teaching approaches not merely in general butialdte Taiwanese context, and
discusses why understanding the students’ percepisoprincipal for effective the
EFL speaking class implementation. This chaptesisté of three parts. Firstly, to
establish the study’s theoretical framework, thistexg literature on language and
culture in terms of teaching and learning Englisiyeéneral is briefly reviewed.
Secondly, an overview of major English languagérircsional approaches and
applications includes Grammar Translation Metho@Nand Communicative
Language Teaching (CLT). The third part of theréitare review addresses previous
studies related to empirical studies of culturacteéng in EFL curricula and
instruction in different countries and Taiwan.

CULTURE

According to Seelye (1993), “culture” is a broashcept embracing all aspects
of human life, including everything people learrdtm and he suggests that culture
shapes our thoughts and actions. Condon (1973ss@s that culture is regarded as a
way of life. Culture presents differently in langa attitudes, customs, concepts, arts,
and traditions, describing people living in a giyeriod of time (Kuo & Lai, 2006).

Also, Kuo and Lai (2006) underpins that culture nsethe beliefs, values, and
material objects, making our way of life. Numer@xperts and scholars explain the
definition of culture. Heuberger (2001) underpinattculture is often viewed as the
behaviors, beliefs, values and attitudes of vargrasips; broadly defined, culture can

be defined as the way things are done within aoymr



Lindsey and Beach (2002) regard culture as: “Hubemavior is immensely
varied, and the variations are fundamentally deit®ecthby culture. Culture is a
human society’s total way of life; it is learneddashared and includes the society’s
values, customs, material objects, and symbols3gjp.

Hogan-Garcia (2003) suggests that culture or eftpr@aps represent associate
belief and behavior systems from one generatigdghdmext through learning.
Turkey’s linguist, Cakir (2006), states tlwalture means different things to different
people. Flewelling (1994) suggests that cultuttésstudy of a people’s customs,
manners, values, and beliefs. Chastain (1988) tbescculture is the way people live.
Bentahila and Davies (1989) explain that it isgb& of knowledge people need in
order to use the language for communication.

Furthermore, Peck (1998) advocates that cultuae isccepted and patterned
manners of a given people in a discourse commutétyyering a common social
space and history, and common imaginings. Culsigeeply ingrained part of the
very fiber of our being, but language—the meanséonmunication among members
of a culture— is the most visible and availableregpion of culture (Brown, 1994).

Similarly, Tang (1999) stresses that culture iglage and language is culture,
suggesting that in order to speak a language galiners must ponder in that
language. For speakers, language is the soul afoinetry. Language and culture are
inseparable, interconnected, and unavoidable (Rislba, 1994). Culture is
everything in human life and culture is the begtuman life (Brooks, 1968). Rivers
(1981) expresses that culture means children’s iggpwup in a social group learn
ways of doing things and ways of expressing thevesel

To conclude, while different peoples live in therldpthey seem to own the

similarity and difference, share common charadiessand have different aspects



because of different cultures and values (Latlen, & Shukla, 2010). Samovar,
Porter, and McDaniel (2007) argue that to intesacicessfully with those from
different cultural backgrounds, it is essentiatégnize different cultural rules.
Without sufficient concepts of cultural differencegople might be embarrassing and
detrimental because culture is the most importamdation of communication.

Table 1

Summary of Definitions of Culture

1. Brooks (1968) advocates that culture is everytiinguman life and culture is the best in
human life.

2. Condon (1973) expresses that culture is regardedyaof life.

Rivers (1981) proposes that culture means childrgrowing up in a social group learn
ways of doing things and ways of expressing thevesel

4. Chastain (1988) describes culture is the way pdogdrom the anthropological sense.

5. Bentahila and Davies (1989) explain that it isgbe of knowledge people need in order
to use the language for communication.

6. Seelye (1993) suggests that culture is a broademrnbracing all aspects of human life,
including everything people learn to do, and thdture shapes our thoughts and actions.

7. Brown (1994) explains that culture is deeply ingeai part of the very fiber of our being,
but language—the means for communication among et a culture— is the most
visible and available expression of culture.

8. Richardson (1994) observes that language and ewdnarinseparable, interconnected,
and unavoidable.

9. Peck (1998) advocates that culture is an accepiggatterned manners of a given
people in a discourse community, delivering a comisacial space and history, and
common imaginings.

10.Tang (1999) stresses that culture is languageamgiihge is culture, suggesting that in
order to speak a language well, learners must pondeat language.

11. Cakir (2006), states thatilture means different things to different people.

12.Kuo and Lai (2006) say that culture presents dffily in language, attitudes, customs,

concepts, arts, and traditions, describing peayileg in a given period time.




LANGUAGE AND CULTURE

Numerous linguists explain the relationship betwasguage and culture. To
begin with, according to Jiang (2000), languagani€lement of culture, and plays an
essential role in it. She points out that culturk lve impossible without language,
and that language and culture influence and shegstichlly. Liddicoat (2003)
advocates that language and culture interact @jrant that all levels of language
use and structures are delivered by culture.

In Mitchell and Myles’ (2004) words, language andtare are inseparable,
providing support for the development of the otlilgamsch (1998) underpins that
the cultural reality is obviously expressed and edidd, showing that language and
culture are intertwined rigidly. Also, Nida (1998)ggests that “Language and culture
are two symbolic systems. Everything we say in l&gg has meanings, designative
or sociative, denotative or connotative. Every laage form we use has meanings,
carries meanings that are not in the same sensei$®d is associated with culture
and culture is more extensive than language” (p. 29

In addition, Kuo and Lai (2006) propose that largguand culture own a kind
of profound and symbolic relationship; hence, thsyinseparable and one will affect
each other deeply. Leveridge (2008) holds thatetetionship between language and
culture cannot be abandoned because language maiatal conveys culture and
cultural ties. Brown (1994) describes the two dleves: “A language is a part of a
culture and a culture is a part of a languagetwizeare intricately interwoven so that
one cannot separate the two without losing theifstgnce of either language or
culture” (p. 165).

Nevertheless, Jiang’s (2000) stresses “the thréaphers about language and

culture” (p. 328). From a philosophical view:
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language + culture> a living organism

flesh blood
Language and culture makes a living organism; laggus flesh, and culture is
blood. Without culture, language would be deadhuwuit language, culture would
have no shape.
From a communicative view:

language + culture> swimming (communication)

swimming skill water
Communication is swimming, language is the swimnsgkigj, and culture is
water. Without language, communication would rentaia very limited degree (in
very shallow water); without culture, there woulkel o communication at all.
From a pragmatic view:

language + culture— transportation (communication)

vehicle traffic light

Communication is like transportation: languagenes tehicle and culture is
traffic light. Language makes communication eaaret faster; culture regulates,
sometimes promotes and sometimes hinders commiamcat

In a nutshell, language and culture are intertwingidly. Jiang (2000) argues
that an interactive influence always lies betwesmgliage and culture, and language
and culture depend on each other, mixing to fotivirag organism. Kuo and Lai
(2006) contend that language represents the wihittiere because language stands
for culture in speakers’ mind. Contrarily, cultieymbolizes language and is utilized
in economic, religious, and philosophy fields. Thuisderstanding the relationship
between language and culture will help studentgldgvinstructional strategies and

pedagogies for teaching second languages (Kuo &204i6).
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Table 2

Summary of Relationship between Language and Cudtur

1. Brown (1994) describes that a language is a patoofiture and a culture is a part of a
language.
Nida (1998) suggests that language and culturernarsymbolic systems.
Kramsch (1998) underpins that the cultural readitgbviously expressed and embodied,
showing that language and culture are intertwingidly.

4. Jiang (2000) advocates that language is an eleohentture, and plays an essential role
in it.

5. Liddicoat (2003) maintains that language and caltnoteract directly and that all levels
of language use and structures are delivered tyreul

6. Mitchell and Myles’ (2004) contend that language anlture are inseparable, providing
support for the development of the other.

7. Kuo and Lai (2006) propose that language and autbwn a kind of profound and
symbolic relationship; hence, they are inseparabteone will affect each other deeply.

8. Leveridge (2008) holds that the relationship betwlaeguage and culture cannot be

abandoned because language maintains and convay® @nd cultural ties.

CULTURAL DIFFERENCE

Heuberger (2001) advocates that cultural differsraze always crucial and
polemical because of lacking of knowledge and wtdeding of cultures and the
misconception of race and ethnicity. Cultural digfeces can be found in differing
living conditions, relationships, emotions, workistyles, teaching, raising children,
and ruling a society, to name a few; simply, sonagsnof life or habits that are
practiced in eastern cultures may seem bizarreestevn cultures, and vice-versa.
(Heuberger, 2001). Hall (1976) underscores thatall differences in the use of
language and context in communication, statingahatof the main distinctions
between cultures has been the notion of high andctmtext cultures depending on

the degree to which meaning comes from the setonf®m the words being
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exchanged. Hall (1976) proposes that “A high confeblC) communication or
message is one in which most of the informaticainsady in the person, while very
little is in the coded, explicitly transmitted paiftthe message. A low context (LC)
communication is just the opposite; i.e., the ndske information is vested in the
explicit code” (p. 91) Also, collectivistic culturesually stands for high context, and
individualistic culture usually represent low coxttéHall, 1976). Hall (2000) states
that “meaning and context are inextricably bounduith each other” (p. 36),
suggesting that if every individual wants to untkmd communication, he / she
should focus on meaning and context together Wwighcode for example words.
Gudykunst’s (1996) advocates that a high contegt)(Ebmmunication to be indirect,
ambiguous, maintaining of harmony, reserved ancistdted while a low context
(LC) communication is regarded as direct, predsamatic, open, and based on
feelings or true intentions; thus, according tolld4lL976) theory and Gudykunst’s
(1996) notion of high or low context, most Northieas Asians like Chinese,
Japanese, Koreans, and Taiwanese belong to a fughtxt culture while
Americans and Germans are low in context becausth&&stern Asians rely more on
non-verbal communications than American and Germidoseover, Triandis (1995)
suggests that individualism and collectivism haWfeigent explanations, and he
analyzes horizontal is equality, vertical is hiemgrand for most Northeastern
Asians like Chinese, Japanese, Koreans, and Tasgatleey accept hierarchy as a
natural state, believing that those at the tofefttierarchy hold more power than
those at other levels of the hierarchy whereas Ataes and Germans are regard as
horizontal, pursing individualism and equality. &tlscholars propose different
concepts. Lather, Jain, and Shukla (2010) pointimatt“Chinese culture has been

influenced for thousands of years by Confucianureltand benevolence, duty,
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courtesy, wisdom, trustworthiness have become aingcplar cultural factors
associated with Chinese culture. People advocétesdke harmony, peaceful
coexistence, kindness, order for old and youngtgass, modesty, honesty and
sincerity in interpersonal relationships” (p. 13)addition, Lather et al. (2010)
observe that the core values are embedded througiaern Chinese culture, and
they stress that Chinese respect for hierarchydamdlop relationships through
guanxi (connections) and mianzi (face), and createnony.” Samovar, Porter, and
McDaniel (2007) define that face as “a metaphottiierself-image you want to
project to other people” (p.160), stressing thaefes a product during interactions in
society, so one can either gain or lose it. Tingehey (1985) argues that
face-negotiation theory (FNT) can be integrated oultural-level dimensions and
individual-level attributes to explain face conceriing-Toomey and Kurogi (1998)
show that Face is “a claimed sense of favorableakself-worth that a person wants
others to have of her or him” (p.187). Ting-Toon{2§05) contends that “face loss
occurs when we are being treated in such a wayotlragéxpected identity claims in a
conflict situation are challenged or ignored” (9.7Bng-Toomey (2005) advocates
that the face of the group in collectivist culturesnore important than the face any
individual in that group. For example, Northeastsmans think that the reputation of
a family is more important while comparing an irndival; however, in individualist
cultures, the face of the individual is more impattthan the face of the group. For
example, Americans are pursing individual achievana@d expressing individual
character. In a word, we must realize the fact ghatbalization will continue growing
in all aspects of life including business, eduaatsrience, and entertainment, and
intercultural interaction is being replacing donestteraction. Cultural difference

learning helps us to discover a multitude of walygi@ving the world. Understanding
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the relationship between cultural differences Wélp students to foster critical
thinking and teachers to utilize instructional &tgaes and pedagogies for teaching
second languages better.

Table 3

Summary of Previous Studies of Cultural Difference

High Context (HC) Communication

Low context (LCY@munication

Hall (1976) advocates that message
one where most of the information is
already in the person, while very little
is in the coded, explicitly transmitted
part of the message. Collectivistic
culture usually stands for high contex
Gudykunst (1996) proposes that a hi
context communication to be indirect
ambiguous, maintaining of harmony,
reserved and understated. Chinese,
Japanese, Koreans, and Taiwanese

belong to a higher-context culture an

gh

sl.

Hall (1976) advocates that the mass 0

the information is vested in the explicit

code Americans and Germans are low i

context. Individualistic culture usually
represent low context.

Gudykunst (1996) proposes that
Americans and Germans are low in
context , and rely more on verbal
communications. A low context
communication is regarded as direct,
precise, dramatic, open, and based or

feelings or true intentions.

rely more on non-verbal 3. Triandis (1995) suggests that Americans
communications. and Germans are regard as horizontal,
Triandis (1995) suggests that vertical is pursing individualism and equality.
hierarchy and Chinese, Japanese, | 4. Ting-Toomey (2005) stresses that the
Koreans, and Taiwanese accept face of the group in collectivist cultures
hierarchy as a natural state, believing is more important than the face any
that those at the top of the hierarchy individual in that group.

hold more power than those at other

levels of the hierarchy.

Lather, Jain, and Shukla (2010) stress
that the core values are rooted by

modern Chinese, Japanese, Korean, jand
Taiwanese culture, and they adore for

hierarchy and develop relationships by
guanxi (connections) and mianzi (face),

and create harmony.”
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CULTURAL SCHEMATA AND FOREIGN LANGUAGE

COMPREHENSION

EFL learners generally want cultural backgroundvkdedge while learning a
foreign language. Thus, before discussing any thele concepts of cultural schema
must be clarified or defined. According to Rumetraard Ortony’s (1977)
explanations, cultural schemata mean that datatateufor representing the cultural
concepts stored in memory, and cultural schematdeaalled cultural background
knowledge or culture-specific knowledge. Numeroelsotars and experts have
advocate that cultural schemata influence secamglge comprehension
tremendously. The results demonstrate particufarlgultural background
knowledge during learning a foreign language.

To begin with, Steffensen, Joag-dev, and Ander38iq) find the influence of
schemata on foreign language reading compreheraioh)Johnson (1981) stresses
that the cultural origin of the text makes a giegiact on foreign language reading
comprehension that the levels of language compledahn (1982) suggests that if
EFL learners are familiar with a foreign culturalglated issue and information from
real experiences in the foreign culture, they lgiéirn more efficiently. Furthermore,
Brown and Yule (1983), regard schemata as “organimeekground knowledge which
leads us to expect or predict aspects in our ind&gpon of discourse” (p. 248).

In Brown and Yule’ (1983) word, they contend tHahgs will be as they were
before and the principle of minimal change; thiags as like as possible to how they
were before if EFL learners utilize two fundamemahciples to relate the new
information to their previous experience: the pipte of analogy. Floyd and Carrell’s

(1987) note that cultural background influences E¢dding comprehension more
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than syntactic complexity, describing that expdrarcultural knowledge for EFL
reading comprehension can be facilitated in class.

Brock (1990) shows that learners’ background kndgg interests, and
language proficiency are the three keys to sucgkssdding comprehension by using
localized literature readings. In another caseystidng (1992) finds that both
background knowledge and content schemata plagtagral role in reading
comprehension while examining about how seconduageg readers filter
information from second language texts throughucalspecific background
knowledge. Townsend and Fu (1998) analyze thahih€se students have previous
knowledge of Chinese stories in English, they cavetbp their second language
ability well.

As for listening comprehension, despite the faat thhas long been the
neglected skill in second language acquisitioreaesh, teaching, and assessment, on
account of its perceived importance in languagelag and acquisition, second
language listening ability has been discussed thcg@tayati, 2009). Mueller (1980)
explains that the students having the contextislalibefore hearing the passage
scores significantly higher on the recall meashamtthose in the visual-after and the
no-visual groups after investigating the effectdistening comprehension of locus of
contextual visuals for different levels of aptituafebeginning college German
students.

Long (1990) conducts a survey, finding that the Eddrners depended on their
linguistic knowledge in the listening comprehensodrunknown information and
counted on their cultural schemata in the listeognprehension of the known
information. Additionally, in Bacon’s (1992) reppshe explains that advanced

successful listeners are likely to utilize theirgmnal, world, and discourse
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knowledge whereas less successful beginners listertber built incorrect meaning
from their prior knowledge or neglected it altogathfter she has conducted an
experiment with Spanish students, investigatedegjras used in three identified
phases: perceptual, parsing, and utilization. N(%888) says that “listening is the
basic skill in language learning. Without listensigll, learners will never learn to
communicate effectively. In fact, over 50% of thmed that students spend
functioning in a foreign language will be devotedistening” (p.1).

Rost (2002) argues that listening comprehensiam ismferential process
because it is a complicated active process ofpnegaition where EFL listeners match
what they hear with what they already know becdasiground knowledge is as a
critical component of the listening process. In Bo2002) definition, he regards
listening as a process of receiving what the speadteially says, constructing and
representing meaning, negotiating meaning witrsgieaker and responding, and
creating meaning, and creating meaning throughlvevoent, imagination and
empathy.

Cook (2003) advocates that “The successful intéapamn of language (spoken
or written) in context depends upon the degreelftichvthe participants share
conventions and procedures, including those relatg@aralanguage. Such
conventions and procedures, together with the gadnel beliefs behind them, are
elements of cultural background knowledge” (p. $2yati (2009) emphasizes that
“Having background knowledge is a key feature of kinds of listening materials, so
language learners wanting to improve their listgraamprehension should have
greater exposure to two kinds of listening materitdrget culture materials and
international target culture materials”(p. 149).

From the above discussion, we can draw a geimel that cultural schemata
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play an essential role in foreign language readimg) listening comprehension. Most
significantly, if the final aim is to make studewrtsmprehend the teaching material to
the fullest extent, culture ought to be an integgadtion of language instruction.
Table 4

Summary of Empirical Studies of Cultural Schemata@ Foreign Language

Comprehension

1. Mueller (1980) explains that the students havirggabntextual visual before hearing the
passage scores significantly higher on the recadisure than those in the visual-after and
the no-visual groups after investigating the effemt listening comprehension of locus of
contextual visuals for different levels of aptituafebeginning college German students.

2. Long (1990) conducts a survey, finding that the Bddrners depended on their linguistic
knowledge in the listening comprehension of unkn@wfarmation and counted on their
cultural schemata in the listening comprehensiameknown information.

3. Bacon (1992) reports that advanced successfuhésseare likely to utilize their personal,
world, and discourse knowledge whereas less suatésginners listeners either built
incorrect meaning from their prior knowledge or leeted it altogether after she has
conducted an experiment with Spanish studentssiigated strategies used in three

identified phases: perceptual, parsing, and utibna

MAJOR ENGLISH INSTRUCTIONAL METHODS

In Taiwan, while numerous researchers and EFL exadmave concerned about
English instruction, it still seems that a wideigty of discrepancies exist between
the ideal objectives and practical results regaydistructional approaches (Lai,
2006). Since 1980, the learning or teaching modal® been transferred in
perspectives on foreign or second language acgusMore specifically,
Celce-Murcia (2002) points out that many instrutéiomethods emerge like whole
language education, learner-centered instructioth cammunicative language

teaching replacing the traditional teacher-centegemimmar-oriented instruction. A
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brief overview of grammar-oriented instruction aamhmunicative language teaching
utilized widely are presented next.
The Grammar Translation Method

According to Richards and Rodgers’ (2005) word,@mammar-Translation
Method was the dominant method in foreign languagehing in Europe from the
1840s to the 1940s. Thus, EFL learners or teactmrsregard the grammar
translation method as traditional instruction. Bro{2001) addresses that “The
Grammar Translation Method remarkably withstoodratits at the outset of the
twentieth century to “reform” language teaching heetology, and to this day it is
practiced in too many educational contexts”( p.18).

Basically, Taiwanese students learn a foreign corse language through
translating from second language (L2) to theirveatanguage (L1); then, teachers
start to analyze the sentence structure. The grarmareslation method prevails over
other instructional methods because teachers ledlit if students want to learn a
foreign language well, they must understand thednmental elements of English
sentence.

Celce-Murcia (2001) lists the major characteristt&he Grammar
Translation Method” (p.6).

1. Instruction is given in the native language of shedents.

2. There is little use of the target language for camication.

3. Focus is on grammatical parsing, i.e. the formiafidction of words.

4. There is early reading of difficult texts.

5. A typical exercise is to translate sentences frioentarget language into the
mother tongue (or vice versa).

6. The result of this approach is usually an inabihitythe part of the student to use
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the language for communication.

7. The teacher does not have to be able to speakripet ianguage.

However, Brown (2001) stresses that “it is iromiattthis method has been so
stalwart among many competing models. It does afistinothing to enhance a
student’s communicative ability in the language.t@@other hand, one can
understand why Grammar Translation remains so poplilrequires few specialized
skills on the part of teachers. Tests of grammiasrand of translations are easy to
construct and can be objectively scored. Many stathzed tests of foreign languages
still do not attempt to tap into communicative #ia$, so students have little
motivation to go beyond grammar analogies, traimsiat and rote exercises” (p.19).

Nunan (1999) says that although learners memorsat af grammatical rules,
it seems that they cannot communicate in real smendn addition, while having
grammatical ability and using English correct iportant, formal correctness itself is
only part of communicative competence (Allwrigh®,78; Johnson, 1982; Brumfit,
1984).

Furthermore, Richards and Rodgers (2001) summdithesacteristics of the
Grammar Translation Method” (p.5).

1. The goal of foreign study is to learn a languagorder to read its literature or in
order to benefit from the mental discipline anctligictual development that
result from foreign language study;

2. Reading and writing are the major focus;

3. Vocabulary selection is solely based on thdingatexts used, and words are
taught bilingual word lists;

4. The sentence is the basic unit of teaching@mglage practice;

5. Accuracy is emphasized;
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6. Grammar is taught deductively - that is by preation and study of grammar
rules;
7. The study of native language is the mediunmstruction.

Richards and Rodgers (1986) propose that the grammameslation method
predominantly intensifies reading and writing skidvelopment, neglecting learners’
listening and speaking skill completely. AdditiogaBrown (1994) advocates that
learners are encouraged to use their target laeguag spontaneous and unrehearsed
context because the conveyance of a message ismmuoetant than grammatical
accuracy.

To conclude, educators must give learners apprepmeathods to convey their
messages in authentic settings if they are expéctksdrn how to use the target
language to fulfill real communicative functiongo/n (2001) proposes that while
the Grammar translation method is sometimes sultde@isdeading a student toward a
reading knowledge of a L2, “it has no advocatestliBrds & Rodgers, 1986, p.5).
The Communicative Language Teaching

Communicative Language Teaching (CLT) was firsardgd as a methodology
in England in 1970CLT can be explained and defined in many ways. sen (1984)
proposes that CLT means different things to thiediht people who practice it. As
Larsen-Freeman (1986) puts it, the most obviougate of CLT entails “almost
everything that is done is done with a communi@atntent” (p.132). According to
Richards and Rodgers’ (2001) definition, CLT idadry of language as
communication, and its purpose is to develop laaticemmunicative competence.
Brown (2007) defines CLT as “an approach to languagching methodology that
emphasizes authenticity, interaction, student-cedtkearning, task based activities,

and communication for the real world, meaningfulgmses” (p.378).
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Canale and Swain (1980) and Hymes (1972) suggasCiil emphasizes
communicative competence referring to an abilityse the language for in real
scenarios purposes. Thus, “Both American and Brigii®ponents now see it as an
approach that aims to (a) make communicative coamgetas the goal of language
teaching and (b) develop procedures for the tegabiithe four language skills”
(Richards & Rodgers, 1986, p. 66).

Savingnon (1983) observes that CLT refers to fometi language proficiency:
“the expression, interpretation, and negotiatiomefining involving interaction
between two or more persons belonging to the samdiferent) speech community
(communities), or between one person and a wrdtesral text.” (p. 303).

Nunan (1999) lists several characteristics of C&Talows:

1. Language is a system of the expression of mgapmmary function — and
communication.

2. Activities involving real communication, carrgmout meaningful tasks, and
using language that is meaningful to the learnemuate learning.

3. Objectives will reflect the needs of the leariieey will include functional
skills as well as linguistic objectives.

4. Syllabus will include some or all of the follavg: structures, functions, notions,
and tasks. Ordering will be guided by learner needs

5. Role of materials — primary role of promotingreaunicative language use; task
based, authentic (p. 246).

In addition, Brown (2001) lists major interconnetteharacteristics of CLT”

(p. 43).

1. Classroom goals are focused on all of the compisn(grammatical, discourse,

functional, sociolinguistic, and strategic) of coonmcative competence. Goals
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therefore must intertwine the organizational aspettanguage with the
pragmatic.

. Language techniques are designed to engageteanthe pragmatic, authentic,
functional use of language for meaningful purpo§eganizational language forms
are not the central focus, but rather aspectsngfuage that enable the learner to
accomplish those purposes.

. Fluency and accuracy are seen as complememagygtes underlying
communicative techniques. At times fluency may haviake on more importance
than accuracy in order to keep learners meaningéubaged in language use.

. Students in a communicative class ultimatelyeltawse the language,
productively and receptively, in unrehearsed castextside the classroom.
Classroom tasks must therefore equip studentsthatiskills necessary for
communication in those contexts.

. Students are given opportunities to focus o then learning process through an
understanding of their own styles of learning dmough the development of
appropriate strategies for autonomous learning.

. The role of the teacher is that of facilitatodauide, not an all-knowing bestower
of knowledge. Students are therefore encouragedristruct meaning through
genuine linguistic interaction with others.

As Littlewood (1981) mentions, from another perspeg the trait

communicative language teaching is that “it giviesped emphasis on functional as

well as structural features of language, combiningge into a more completely

communicative view” (p.1). Yalden (1987) articuatéat CLT stresses

communicative syllabus where real-world tasks antentic materials are used to

design language courses.
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Furthermore, Richards (2006) highlights that “thmportance of pair and group
work is an indispensable aspect of CLT classroamggssting that carrying out
activities in pair and group work will benefit thearners in the following ways” (p.
20).

1. They can learn from hearing the language usemth®r members of the group.

2. They will produce a greater amount of langudge they would use in
teacher-fronted activities.

3. Their motivational level is likely to increase.

4. They will have the chance to develop fluency.

To conclude, CLT has been widely explored and stiliy many researchers in
the field of English language teaching; accordintggchers must realize that they are
helpers during communicating in the CLT class, g&dept in analyzing contents
instead of directing activities. Most significantifythe final aim is to make students

communicate well, both teachers and students laferdake their traditional roles.
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Table 5

Summary of Brown’s (2001) Grammar Translation MetddGTM)

Advantages

Disadvantages

GTM is easier to come by than other
approaches and generally requires leg

teacher involvement.

Class activities or learning games are
rarely necessary, as students are
translating text to another language

directly.

Teachers who are not fluent in English
can teach English using this approach
as the emphasis is not on the spoken

word but on translations.

Communication between student and

teacher is reduced with this method.

GTM focuses on the application of

grammar and correct sentence structu

Word meanings are also easily learne
through direct translation. A foreign
word can be compared to the native

language quickly.

The method of comparing / translation
of the learned language with a native
language provides reference for

students.

’n

o

GTM involves no learner participation

and little teacher-student relationship.

Students are required to learn from a
textbook and use the same method

throughout their learning.

GTM is not interactive and engaging f¢
students, so students become more il
to lose interest in their subject and les

motivated to learn.

GTM does not require students to
participate in any activities or
communicate with each other, so they
will not learn how to use the language
a real-life conversation or situation anc
will only know how to translate one

language to another.

ely

(72}

n

Students are only taught how to read and

write the language; thus, GTM can
affect how they learn to speak the

learned language.

The mere application of grammar and
sentence structure cannot adequately
prepare them for realistic conversatior

or verbal communication.

Translations may also be inaccurate, @
it is not always possible to simply
translate one word or phrase accurate

to another language.

S

y
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Table 6

Summary of Brown’s (2007) Communicative Languageab@ing (CLT)

Advantages Disadvantages
Teacher-student relationship is an CLT does not focus on error correction.
interactive, harmonious relationship, | 2. CLT focuses on fluency but not
rather than the traditional education, the  accuracy.
kind of master-servant relationship. 3. The weaker learners who struggle anc
CLT emphasizes the learner’s cognitive ~ cannot use the target language continue
ability and operational capabilities, to make mistakes and eventually give
which allow the students themselves tp  up.
think about and express their views, thi4. The stronger students tend to lose
trained in real life the ability to use patience with the weaker learners and
language to communicate. hesitate to participate because they d¢

3. CLT encourages students to participate ~ not see the benefit. They do not feel
in class and sometimes they are challenged.
accompanied by scenes or simulated | 5. CLT is great for intermediate and
scenarios. They become naturally in thi  advanced learners, but for Beginners
English language learning Englishas @  some controlled practice is needed.
pleasure.

CULTURAL AWARENESS

Culture is understood differently with differentdbgrounds because of
different values, beliefs and patterns of behaoamsch (1993) stresses that
cultural awareness means the ability of being awhoeiltural relativity following
reading, writing, listening, and speaking whilerteag a foreign language. “If a
language is seen as social practice, culture bextimevery core of language
teaching; cultural awareness must be thought asiagdanguage proficiency”
(Kramsch, 1993, p. 23).

According to Gonzalez (2005), cultural awarenegsrseo integrate knowledge

of aim culture and other cultures. She stressasthtural awareness fosters
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sensitivity and understand different groups or sacgeanwhile, explaining that
awareness and sensitivity are the critical qualitiering developing in relation to
others. In addition, Gonzalez (2005) mentions ithiatnot necessary to become an
expert in each culture; nevertheless, culture anem® assists us in broadening
cultural issues more precisely.

Cakir (2006) claims that culture refers to differémnngs to different people.
He also explains that people from different placas interact through an
understanding. Hence, across cultures differenplpezan communicate and are
influenced and respond dissimilarly to learningcpices.

Quappe and Cantatore (2007) argue that culturalemgas is the firm ground
of communication including cultural values, beliedad perceptions. Therefore, it is
required for educators to emphasize and implenmensignificance of cultural
awareness to students. With cultural awarenesg cdre distinguish their actions,
attitudes, and learning behaviors from differeritures.

In summary, numerous scholars and researchersalcanclusion that if
educators or students want to teach or learn layeguell, they must realize that
cultural awareness integrates understanding aneeppon of intercultural
differences.

EMPIRICAL STUDIES OF CULTURAL TEACHING

The purpose of learning a language in class isitlerstand intercultural, not
only the ain culture but also different culturesc® World War Il, sociolinguistics
and foreign language teaching research has beereciad with the relationship
between language and culture, and language teaahththe teaching of culture
(Ryan, 1998). Kaplan (1966) attempts to clarify é¢ffects of cultural elements in

Foreign Language Learning (FLL) while practicingeasf the most influential studies
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of intercultural communication in the United Stabé®America. Numerous scholars
have concerned themselves with the significandeetultural aspect in FLL.
Therefore, Hymes (1972) considers approaches ofpoacating culture into language
teaching, stressing that communicative competerelvaffects second language
research and teaching methodologies tremendously.

To investigate the effect of speech modificatiammpknowledge, and listening
proficiency on EFL listening comprehension, Chiamg Dunkel (1992) designed and
implemented the plan. After listening to a lectuhe Chinese EFL students’
comprehension was measured by a multiple-choi¢éhtascontained both
passage-dependent and passage-independent itegasdiRg topic familiarity, the
subjects scored higher on the familiar-topic leetilman on the unfamiliar-topic
lecture.

To help teachers discover effective strategies@pte for ethnic minority
students, another study was conducted by Ervin)l@9see whether listeners better
understand material related to their own culturel whether thematic units
are an effective method for building culturallyateld schemata. Within a pre- and
posttest design, a class of 25 Scottish pupilsaaridss of 21 Texan students (ages 8
to 10 years) listened to a same-culture passagaraswered a 10-item
multiple-choice test. The groups then listenednotlaer-culture passage and
answered a similar test. Students/pupils partieghat a one-week other-culture
thematic unit and took the other-culture test. Stgeshowed no significant difference
between same-culture and other-culture pretesesdor the Texan group, but the
Scottish group scored significantly higher on tame-culture test than the
other-culture test.

Schmidt-Rinehart (1994) conducted a study withrntiaén purpose of
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discovering the effects of topic familiarity on Li&ening comprehension. University
students of Spanish at three different course $eliskened to two familiar

passages, one about a familiar topic and anotloart @novel topic. The passages
represented authentic language because the regemdare from spontaneous speech
of a native speaker. The results indicated thastigects scored considerably higher
on the familiar topic than on the new one.

To investigate how English native-speaking teachessprivate school in
Japan communicated cultural concepts in their Bhghstruction and factors
influencing their culture teaching, Duff and Uchid®97) conduct a study in an EFL
context, finding that two factors influenced Enfglisative-speaking teachers. The first
part includes educational backgrounds, teachingmapces, and inter-cultural
experiences; and the other part is that EnglislvBiapeaking teachers are lack in
knowledge of the local classroom culture and caltuwareness.

Scollon (1999) practices a study at an institutrtorlong Kong where English
native-speaking teachers were teaching a clasgloHéng Kong's students,
analyzing that culture is an essential and critiold which affects the views of the
objects of education in the Eastern and Westessdams, shaping the behaviors of
students and teachers.

To investigate to how students learn English, Q2&01) designed and
implemented a lesson plan for four elementary Hekstooms. Based on the
gualitative and quantitative data, the result reagk&hat culture teaching
tremendously accelerates language learning andttimgguage teaching is extremely
crucial if students would like to improve their tarage proficiency. Furthermore,
having a pertinent guidance makes teachers ineegudture lessons handily (Chau,

2001). Sadighi and Zare (2002), in their study,lexqal the effect of background
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knowledge on listening comprehension. Two TOEFLlppration classes allocated to
EFL students took part in the study. The experialegoup received some treatment
in the form of topic familiarity, and their backgned knowledge was activated. Then
a 50-item TOEFL test of listening comprehension a@sinistered to both
experimental and control groups. A statistical gsial of the results
provides some evidence in support of the effettaakground knowledge on listening
comprehension

According to Lou and Chism (2005), most EFL teasherTaiwan use
textbooks written by Americans or published by Aitan’s companies. Thus,
Taiwanese students might be able to talk Americdtui@ in English, but are unable
to talk about their own culture in English becaitdeas almost never been addressed
in their instruction (Lou & Chism, 2005). Lou anti€m (2005) find that fitting
Taiwanese culture into the EFL teaching makes sitisdenderstand their own culture
and be able to talk about Taiwanese culture iniBhgAs stated at the outset of this
chapter, culture and language are connected ambtha separated. If students lack
in background knowledge of language, their perforoeamight be hinder because
Kramsch (1993) underscores that it is impossibleach or learn English without

teaching or learning culture.
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Table 7

Summary Empirical Studies of Culture Teaching

1. Chiang and Dunkel (1992) designed and implemeftegblian to investigate the effect of
speech madification, prior knowledge, and listerpingficiency on EFL listening
comprehension.

2. Ervin (1992) conducted to see whether listenerebanderstand material related to their
own culture, and whether thematic units are arcéffe method for building culturally
related schemata, helping teachers discover eftestrategies appropriate for ethnic
minority students.

3. Schmidt-Rinehart (1994) carried out a study wit iain purpose of discovering the
effects of topic familiarity on L2 listening comrension.

4. Duff and Uchida (1997) conducted a study in an E&htext to investigate how English
native-speaking teachers at a private school iardJapmmunicated cultural concepts in
their English instruction and factors influencimgitr culture teaching, finding that two
factors influenced English native-speaking teachers

5. Scollon (1999) practiced a study at an institutrorong Kong where English
native-speaking teachers were teaching a clasloHeng Kong'’s students, analyzing
that culture is an essential and critical role wWhaffects the views of the objects of
education in the Eastern and Western classroorapirghthe behaviors of students and
teachers.

6. Chau (2001) designed and implemented a lessorf@dour elementary EFL
classrooms to investigate to how students leartign@nd the result revealed that
culture teaching tremendously accelerates langleagring and target language teaching
is extremely crucial if students would like to iroge their language proficiency.

7. Sadighi and Zare (2002) explored the effect of bemknd knowledge on listening
comprehension. Two TOEFL preparation classes a#dd® EFL students took part in
the study.

8. Lou and Chism (2005) found that fitting Taiwanes#uwre into the EFL teaching makes
students understand their own culture and be alikdk about Taiwanese culture in

English.
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CHAPTER Il

METHODOLOGY

The aim of this chapter is to present the methaglotif the study, including the
setting, research design, participants, data d@lecand data analysis. The first
section addresses the instructional contents atldotie employed by the native
English-speaking teachers in English speaking efass

The second section relates the Taiwanese seniorsklypol students’
perceptions of their native English-speaking teexhreEnglish speaking classes.

The third section deals with the difficulties enntared by the Taiwanese
senior high school students and their native Ehgljgeaking teachers in English
speaking classes. The final section lays out h@nxdiwanese senior high school
students adjust their learning strategies and heiv hative English-speaking
teachers adjust their instruction in English spegkilasses.

Accordingly, the research questions are as follows:

1. What instructional contents and methods are emplbyethe Taiwanese senior
high school students’ native English-speaking teexin English speaking
classes?

2. What do the Taiwanese senior high school studequsct of their native
English-speaking teachers in English speaking etiss

3. What are the difficulties encountered by the Tai@smnsenior high school
students and their native English-speaking teadhdfsglish speaking classes?

4. How do the Taiwanese senior high school studentstatheir learning strategies
and how do their native English-speaking teachéjissatheir approaches in
English speaking classes?

Denzin and Lincoln (2003) argue that the reseatgstions determine what the
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research method adopts. Therefore, in this stuasljtgqtive research design is the
most appropriate to offer data that will explaisgarch questions, which were

introduced in Chapter I.
SETTING

The settings of the study were three different EShgtpeaking classes of six
senior high school students who are in grade téraichung city. It was a required
course in the first and second semesters. The&eas taught once a week on
Monday and Wednesday afternoon from 13:00 to 1080 weeks from September

2010 to June 2011. The course aimed at enhancidgrsls’ speaking abilities.
Research Design

Denzin and Lincoln (1998) mention thataiitative research, a sort of scientific
research, consists of an investigation which redp@mswers to a question, utilizes a
predefined set of procedures to answer the questathodically, collects evidence,
and reveals findings that were not determined wraade.

According to Stake (1995), he emphasizesddse study is a qualitative
approach using one or more bounded cases and imgluddepth data collection.
Consequently, the focus may be either the case msae and it can be explained by
a case or cases. A case is a bounded system watveal, a process, a program, or a
person (Stake, 1995).

The non-participant observation and semi-structuregtview method of this
study commenced in November, 2010 and ended in $tug011. Twelve times of
observation (50 minutes) of the senior high sclstwidlents started at the Nobel Senior
High School in Taichung, Taiwan on November 1, 26848 ended on Jun 15, 2011.

A semi-structured interview method was chosen. ifteviews were

scheduled at individual participants’ convenierarg] were held over a period of
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thirty-eight weeks from November 8, 2010 to Auge6t 2011. Interviews were
limited to about 20 minutes, in consideration @ garticipants’ busy schedules.

Responses were noted on the MP4 and later codesh&bysis.
PARTICIPANTS

Six senior high school students (3 males) andrf&fe), ranging in age from
15 tol7 years (M=16years). Most of them have difficwhile speaking English to
foreigners. Three native English -speaking teacaey42 males / USA) and (1 female
UK), ranging in age from 26 to 32 years. Also, deenographic information of the
participantgs listed.

Student 1 (Mark)

Mark, a fifteen-year-old student of Class A, wasband grew up at an
aboriginal village in Nantou. After graduating frahe elementary, his family moved
to Taichung city to gain better educational envyin@mt. When he was an elementary
school student, he always went to church with &msify on Sunday. So, he had a
chance know foreign fathers. Then, his dad serntBrisney Spears” Album
“Lucky.” he liked it very much because it remindad of his pet dog. Since then, he
has been fond of English songs. In order to listelBnglish songs, he was actively in
learning English. Now, he was glad because hiskspgaeacher is American. He
wishes that he could understand more American r@ulor example, he can talk
about his favorite band “Bon Jovi” in speaking slas
Student 2 (Fan)

Fan, a student of Class A, at the age of sixte@veahto Vancouver, Canada
with her family when she was four years old andedmae back Taiwan as she was in
grade five. Her parents were worried about wheshercould use the correct Chinese

or not; hence, she came back Taiwan. Althoughiskd In Taiwan and Canada, she
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had a strong cultural shock because when she splokese. Now, the speaking class
is a piece of cake for her because she can adaatyitvell.
Student 3 (Mike)

Mike is a student of Class B and he is sixteeng/eltt. He learned English
when he was very young because one of his paeats English teacher at the
elementary school. Mike talked about his experiesfdearning English. Every night
before going to bed, his mother told him some eg#ng stories. Also, he watched a
lot of Disney Cartoons and read some reading nad$dike Time for kids. Thanks to
his mother, he has more background knowledge ofrfuare culture, so he believes
he can catch on the atmosphere in speaking classes.

Student 4 (Lisa)

Lisa is sixteen years old and attends in ClasshB.t#d a terrible experience of
learning English. She does not like speak Enghdioiieign teacher’s class. Because
when she was six years old, her foreign teacheerhadspeak English only. Thus,
she felt uneasy, nervous, and shy during EngliabsclBut, now, she becomes better
because her previous English teacher “Miss Wanlgshiger a lot and she hopes that
she can improve her speaking ability during theseesters
Student 5 (David)

David, a seventeen-year-old boy of Class @ns of sports particularly in the
Major League (MLB) and National Basketball Assocat(NBA), so he tries to learn
English hard. But, it seems that he has insufficoemfidence. Although he likes to
talk about sports, he does not know how to expadg,some easy words. He tries
his best to speak English because he likes badkatiubbaseball.

Student 6 (Annie)

Annie, a sixteen-year-old girl of Class Cjgleés English; hence, she
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speaks English extremely fluently. She makes d Bkieut her experience of learning
English. During her free time, she always listenpdp music, watching the HBO at
home. For example, she is a crazy fan of “Adele’slse spends several hours
mimicking her pronunciation and intonation whileestings. Also, she likes to watch
CSI (Crime Scene Investigation) because of its, plast, and main characters. It’s the
best crime drama television series, so she dissubselot during speaking classes.
Native English-speaking Teacher 1 (Alex)

Not majoring in language or English teaching (magin Business
Administration), Alex is fond of telling his persalnracademic experience on campus
and working experience while living in the US. Be&f@oming to Taiwan, he did not
have any experience of teaching English, but reslik share the things to his
students while teaching in Taiwan.

Native English-speaking teacher 2 (Becky)

The only female teacher, Becky, has totally différdoughts, emphasizing her
attitudes towards teaching English in Taiwan. Stagned why she decided to
become an English teacher. She hails from the Wi€.llRes English because it's her
mother tongue and she obtained a master degrdagniktics. She is interested in
teaching English because she can share the Beilslire and customs with her
students in Taiwan.

In addition, she relishes the Asian cultures (idolg Taiwanese & Japanese) in
particularly. With the motivation, she will be aatiin helping her students in
speaking classes.

Native English-speaking teacher 3 (Chris)
Chris has a different background. He describedifieisn the US and Taiwan.

He was born in Los Angeles and raised in New Ybid.got his master degree in
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computer science. He was a computer engineerico8iValley. He was fired due to
the dot-com bubble the global economy crisis.

But, he was lucky because he knew some of colleafyjam Taiwan. They told
him that he could teach English in Taiwan. He cam&aiwan in 2009 and then
started his teaching career. Although he is quéstf to his work, he will try his best

to teach.
DATA COLLECTION

Semi-structured Interviews

Corbetta (2003) articulates that “semi-structurgdrview is the interviewer
who is free to conduct the conversation as he ghiitkto ask the questions he deems
appropriate in the words he considers best, to gxpdanation and ask for
clarification if the answer is not clear, to prontip¢ respondent to elucidate further if
necessary, and to establish his own style of caat@n” (p.269).

David and Sutton (2004) mention, in qualitativelgsia, semi-structured
interviews are non-standardized and frequently uskd interviewer does not test a
specific hypothesis, having a list of key themssuyes, and questions to be covered.
In addition, Kajornboon (2004) stresses, in theitn@gg of the interview, questions
can be asked or some may be questions that havzeotanticipated. Gray (2004)
also argues that semi-structured interview offieesresearcher opportunities to probe
for views and opinions of the interviewee.

Kajornboon (2004) highlights the strengths of seinictured interviews
because the researcher can prompt and probe detptre given situation.
Moreover, the researcher can explain or rephrasgubstions if respondents are not
articulate about the questions. In order to obtlagnmore precise information, |

utilized the semi-structured interview method. Tesgearch commenced in November,
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2010 and ended in June, 2011. | observed the afaB®vember 8, 2010 and ended
on Jun 3, 2011.
Non-participant Observation

After interviews and transcriptions, it was priraipo inspect whether the
statements between six Taiwanese senior high sehadénts and three native
English-speaking teachers are unity or not. Acecwydio the Dictionary of Sociology
(1998), non-participant observation means a rebdaohnique where researchers
watched the participants, with their knowledge, Without taking any part in the
observation. There is a distance between the paatits and the researcher. The
non-participant observation has drawbacks becaoserang changes with
participants’ behaviors. Without any help at seftithe researcher can directly
observe what the real situation is; accordinglypa-participant observation is the
best method to reach the target.
Role of the Researcher

The responsibility of the researcher is to rectype, and interpret the
participants’ learning and teaching experiencesh&teto build up the knowledge of
the case and give the real description to eacheopéarticipants’ unique cases.
Basically, he collects, analyzes, and interpretsdidta. Merriam (1998) stresses that
having an enormous tolerance of ambiguity is sigaift for an outstanding
gualitative researcher and a communicator anchistel he researcher feels lucky
because his participants shared their own persxpariences with him willingly
while they were studying in Taiwan, the Great Bnjar U.S., and he also pondered

over the words with his personal experiences.
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The Flow Chart of the Study Procedures
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DATA ANALYSIS

Leech and Onwuegbuzie (2008) argue that the aisadgsition of qualitative
research includes the idea because using differalitative data analysis techniques
can increase triangulation; hence, researcherddsbgstematically select multiple
appropriate analysis techniques. In addition, ¢atahe data analysis is made up of
three concurrent activities: data reduction, dadpldy, and conclusion verification
(Miles & Huberman, 1994). Miles and Huberman (198#iculate that data reduction,
the first step, means “selecting, focusing, andoifying” the original data from the
field notes. They also clarify this concept, paigtout that the part of data reduction
does not necessarily mean “quantification.” Fomegke, summary or paraphrase can
reduce and transform qualitative data.

Miles and Huberman (1994) suggest that the seciemd data display,
represents to “assemble organized informationantammediately accessible,
concise form.” With the concise and systematicnmiation, the researcher
understands what is happening.

As the conclusion verification, Miles and Hubern{a894) think it signifies the
step where the researcher formulates and test$usomts, advising researchers to
“maintain openness and skepticism” even at poititsres conclusions seem clearly
approved.

Data analysis is a Herculean task for me in tlingtd numerous transcriptions
from my participants, and noted down every classrobservation at the research
site. | listened to the recordings, read the trapson, and selected my focus by
writing down the narratives. | found it helpful teake tables and figures in my

attempts to organize the data and obtained comncissi
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CHAPTER IV

RESULTS

This chapter yields some results from the intergiewd observations. The
themes generated from the interviews and obsensatice discussed under four
major sections. The first section addresses thaictgonal contents and methods
employed by the three native English-speaking tetacim English speaking classes.

The second section relates the Taiwanese seniorsklypol students’
perceptions of their native English-speaking teexhreEnglish speaking classes.

The third section deals with the difficulties enntared by the Taiwanese
senior high school students and their native Ehgljgeaking teachers in English
speaking classes. The final section lays out h@ntiwanese senior high school
students adjust their learning strategies and heiv hative English-speaking

teachers adjust their instruction in English spegkilasses.

NATIVE ENGLISH-SPEAKING TEACHERS’ INSTRCTIONAL

CONTENTS AND METHODS

This section presents and analyzes the intervieticgents’ opinions
regarding the instructional contents and methodsl@yed by the three native
English-speaking teachers in English speaking efass

In response to the interview questions, five m#jemes emerged:

(1) Taiwan’s senior high school students’ attituttegards learning English,

(2) native English-speaking teachers’ attitudesatals teaching English in

Taiwan,
(3) textbooks and contents,

(4) supplementary materials, and
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(5) teaching approach.

Each class reveals different thoughts and eaclg@gtdas its uniqueness.
Taiwan’s Senior High School Students’ Attitudes towards Learning English

Mark, a fifteen-year-old student of Class A, wasband grew up at an
aboriginal village in Nantou. After graduating frahe elementary, his family moved
to Taichung city to gain better educational envinemt. He started to talk about his
experience of learning English.

When | was an elementary school student, | always w0 church with my family on Sunday.
So, | had a chance know foreign fathers. Then, ey sent me “Britney Spears” Album

“Lucky.” I very like it because it remind me of mpgt dog. Since then, | love English songs. In
order to listen to English songs, | was activelyd@arning English. Now, I'm glad because my
speaking teacher is American. | wish | understamtdenAmerican culture. For example, we can

talk about my favorite band “Bon Jovi” in speakintass. (Mark, November 12, 2010).

Fan, a student of Class A, at the age of sixte@veahto Vancouver, Canada
with her family when she was four years old andedmae back Taiwan as she was in
grade five. Here is her story.

My parents were worried about whether | could use ¢orrect Chinese or not; hence, | came

back Taiwan. Although | have lived in Taiwan andn@da, | have a strong cultural shock

because when | speak Chinese. Now, the speakigg isla piece of cake for me because | can

adapt it very well. (Fan, December 3, 2010).

Mike is a student of Class B and he is sixteens/eltt. He learned English
when he was very young because one of his pareats kEnglish teacher at the

elementary school. Mike talked about his experiesfdearning English. He said...

Every night before going to bed, my mother toldsaorae interesting stories. Also, | watched a
lot of Disney Cartoons and read some reading makeriike Time for kids. Thanks to my
mother, | have more background knowledge of Amerizdture, so | believe | can catch on the

atmosphere in speaking classes. (Mike, Decembez(In).

Lisa is sixteen years old and attends in ClasshB.t#d a terrible experience of
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learning English. She explained why.

| don'’t like speak English in foreign teacher’s da Because when | was six years old, my
foreign teacher made me to speak English only. Thiedt uneasy, nervous, and shy during
English class. But, now, | become better becausemyious English teacher “Miss Wang”
helped me a lot and | hope | can improve my spegkinility during this semester. (Lisa,
December 31, 2010).

David, a seventeen-year-old boy of Class C, is fafrgports particularly in the
Major League Baseball (MLB) and National BasketBalsociation (NBA), so he
tries to learn English hard. But, it seems thalh&g insufficient confidence. He

revealed the following information.

Although I'd talk about sports with him, | don’'tdsw how to express, only some easy words. |
try my best to speak English because | very likekdtoall and baseball. | want to know his
ideas. (David, January, 23, 2011).

Annie, a sixteen-year-old girl of Class C, reliskgmlish; hence, she speaks
English extremely fluently. She makes a brief alimrtexperience of learning

English.

During my free time, | always listen to pop musvatching the HBO at home. For example,
I'm a crazy fan of “Adele”, so | spend several hsumimicking her pronunciation and
intonation while she sings. Also, | like to watcBICCrime Scene Investigation) because of its
plot, cast, and main characters. It's the best e&ridrama television series, so | discuss the plot

during speaking classes. (Annie, January 30, 2011).

After the interviews, table 8 presents the sumnadrtghe six Taiwanese senior

high school students’ demographic information.
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Table 8

Demographic information of the participants (studes)

Name

Mark

Fan

Mike

Lisa

David

Annie

Age Gender Learning Experience Class
15 M Learned English diliggndt the age of ten A
Do not understand the core value of American caltur
16 F Moved to Vancouver atale of four A
Came back Taiwan at the age of ten
16 M Watched numerddsney Cartoons B
Read extra reading materials likeme for kids
16 F A foreign teacher made $peak English only B
Felt uncomfortable and shy
17 M Wanted to chat with hisdign teacher C
Had no confidence
16 F Learned English thromgimicking the pronunciation C

& intonation from pop music and movie

Native English-Speaking Teachers’ Attitudes towardg eaching English in

Taiwan

The three native English-speaking teachers allesgad the positive attitudes

while they were asked about teaching English iw@ai They stressed that it was a

wonderful experience of teaching English in Taivb@cause Taiwan is a very unique

and amicable country which attracts them tremengotlise three native

English-speaking teachers share their backgrouddeademic history respectively.

To start with, Alex revealed the following inforna:

Not majoring in language or English teaching (majgrin Business Administration), I'm fond
of telling my personal academic experience on cargd working experience while living in
the US. Before coming to Taiwan, | didnt have argerience of teaching English, but I'd like

to share the things to my students while teachintpiwan. (Alex, November 8, 2010).

Next, the only female teacher, Becky, has totailtieent thoughts,
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emphasizing her attitudes towards teaching EngliSfaiwan. She explained why she

decided to become an English teacher.

I hail from the UK. I like English because it's mpther tongue and | obtained a master degree
in Linguistics. I'm interested in teaching Engliskcause | can share the British culture and
customs with my students in Taiwan. In additiontelish the Asian cultures (including
Taiwanese & Japanese) in particularly. With the ivation, | will be active in helping my

students in speaking classes. (Becky, Decemb&16)2

Thirdly, compared with Becky, Chris has a differbatkground. He described

his life in the US and Taiwan.

| was born in Los Angeles and raised in New Yodotlmy master degree in computer science.
| was a computer engineer in Silicon Valley. | viissd due to the dot-com bubble the global

economy crisis. But, | was lucky because | knewesoineolleagues from Taiwan. They told me
| could teach English in Taiwan. | came to Taiwar2D09 and then started my teaching career.

Although | am quite fresh to my work, | will try fogst to teach. (Chris, January 10, 2011).

After the interviews, table 9 presents the sumnaéduthre three native
English-speaking teachers’ demographic information.
Table 9

Demographic information of the participants (teachs)

Name / Major (s) Gender Nationality atking Experience Age Class Taught
Alex / M United States years in Taiwan 28 Class A

Business Administration (Master)

Becky / F United Kingdom  @ays in Taiwan 32 Class B
Linguistics (Master) & 4 years in Japan
Chris / M United States years in Taiwan 26 Class C

Computer Science (Master)

Textbooks Contents in Speaking Class
Recently, there is a great body of research shothiaglinguistic competence

alone does not ensure successful communicationr(ah, 1993). In addition,
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Halliday and Hasan (1985) stress that as longastbrmation, emotions, or ideas
are exchanged, the complete range of contextuatalharal factors influences
tremendously on the interpretation of the meanwilgdée communicating. Hence,
textbooks in speaking class play a critical role.

Here are two parts of the interviews. The firstt pgabout the three native
English-speaking teacheend the second part is about six Taiwanese seigbr h
school students.

In the first section, the three English-speakiraxhers employed the designate
textbook “Get Real 2 published by Macmillan Education in 2007 in thestf
semester of 2010, and they employed the other mi#sidoooK Just Listening &
Speaking Pre-IntermediateAmerican Edition published by Marshall Cavendish
Education in 2007 in the second semester of 2010.

In speaking classes, the three native Englishispg teachers described the
topics of the contents according to the textboBks.example, in the designate
textbook ‘Get Real Z2,lesson 1B discusses the festivals around thedyarld lesson
10 A addresses customs, taboos, and rules in@iffeountries.

Here are the explanations of the themes. Initidllgx told the interesting event

while interviewed.

Well, I'm the best person to answer the questiacabse my father is Irish American. You can
tell from my last name. A lot of people underst@&itistmas, Halloween, and Thanksgiving,
but they may never hear “St. Patrick’s Day.” It'elebrated by the Irish in big cities and small
towns alike with parades, or wearing of the gre@ame communities even go so far as to dye
rivers or streams green. St Patrick’s Day is foinking about our Saint as well as a time to
think of loved ones across the water. It's celettiadn March 17 because St. Patrick died. It's

a religious holiday as well, many Irish attend maskere March 17th is the traditional day for
offering prayers for missionaries worldwide befdfge serious celebrating begins. (Alex,
August 15, 2011).

Next, Becky, the only native English-speaking temdlhom the UK, illustrated
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the pictures in the textbook vividly because shadigpt in Asian cultures especially in

Japanese culture and Taiwanese culture.

I have taught English for 4 years in Osaka; thusinterstand Japanese Festival very much.
For example, my Japanese friend, Miss Fukuda, aald/dys visited the Gion Matsuri Festival
in Kyoto. | saw the traditional Japanese clothed garades on the street. Also, | do appreciate
Japanese tea ceremony because it is full “Wa, Kei, and Jaku” which stand for harmony,
respect, purity, and tranquility. Apart from thep2mese festivals, of course, my culture is also
important. Everyone knows Christmas, but he or(slgeiess) doesn’'t know the “Boxing Day.”
It an important holiday after Christmas. Boxing Yaneans the families give money or
presents to their house helpers. The families lpeitntin boxes. That is the reason why we call
the holiday “Boxing Day.” Some house helpers wodkdchat the Christmas party, so they're
day off on the day. (Becky, August 22, 2011).

Finally, thanks to the working experience with Tanese colleagues, Chris told

his students the Chinese festivals in his spealegs. He said...

While being a computer engineer in Silicon Valley Taiwanese colleagues told some
interesting festivals in Taiwan like the Lanterrsfieal and the Chinese New Year. That was the
first | knew the eastern culture. By the way, ét®l Taiwanese people like using firecrackers
during the festivals. They like red color becausstands for good luck. (Chris, August 29,

2011).

In the second section, the following excerpt franteiviews displays what were

the thoughts of the six Taiwanese senior high sicstodents. Mark illustrated:

The two textbooks are different. For me, in the f#snester, the contents are suitable for me.
It's more easy and | can understand the differerituces when my teacher introduce it. But, in
the second semester, | don’t understand becaugepieis hard. (Mark, August 19, 2011).

Fan stressed that she has ever lived in Canadahbutill explained:

The first textbook is better because it's funniexdd have some experience as the book
mentioned when | was in Canada. By the way, thaynroiation of the second textbook is a

little different from my learning in Canada. (Fahugust 19, 2011).

Mike, learning English young, had a strong feelidg.noted:
Both of the textbooks are quite good because hleatot of them. For example, although |
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have read books, | still do not understand soméuoes like the British “Boxing Day” and
Japanese “Gion Matsuri” Festival in Kyoto. With tlexplanations of my teacher, | get more
knowledge. (Mike, August 19, 2011).

The following excerpt from Lisa’s interviews disptawhat she thought:

| like “Get Real 2" better because it teaches meyesentences. And | can understand the short
conversation. But, the second one is hard for noaub&e its content is very chouxiang (abstract)

| don’'t know how to answer. (Lisa, August 26, 2011)

When asked about the textbooks, David commented:

| think the second textbook is harder for me beedufon’t know what they are talking about
although there are color pictures. | like the fitektbook because it has easy grammar. (David,
August 26, 2011).

In expressing her views on the textbooks, Anniedadhe following:

The two textbooks are unique. The first discus#fésreht festivals, foods, and eating habits,
dress, and fashion, housing, transportation, edocatentertainment, and so one. But, the
second is more complicated. For example, | dondesstand what extreme ironing is and what
the joke “May Day” is until my teacher uses the ‘Otabe” film. (Annie, August 26, 2011).

Supplementary Materials

In addition to the textbooks, the three native sigbpeaking teachers also
utilized supplementary material lik&butube’, and videos. The following excerpt
from interviews displays why they employed the ax&gaching materials. Alex said:

Well...I think “Videos” is a great tool to help botbachers and students in class. For example,
| played one of my favorite programs “Friends”, disssing the plots with my students. | even
asked my students to watch them on the Net durgekends. The themes are funny and they
understood a part of American culture like datipgivacy, and sports. They're good helpers
while teaching. (Alex, August 15, 2011).

The interviewee differed in her responses to tipgpkmentary material. She
highlighted:

Talking about the supplementary material, | usesl Met in class. The topic of the content is
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talking about festivals, and | showed my studdms¢lative films on “Youtube.” | used to live
in Japan for 4 years, so | played the Japanese#&amony, and | asked them what is different
between the Japanese tea ceremony and Taiwanesergraony? With the films, students ccan

watch them repeatedly and understand exotic cudteesily. (Becky, August 22, 2011).

The teacher with background of computer sciencilioon Valley also

expressed his thoughts:

| used “Youtube” to introduce the abstract topicxteeme ironing.” Many students didn’t
understand what it was, so “Youtube” became an Mewe assistant for me to solve the
problem. (Chris, August 29, 2011).

Teaching Approach

Upton (1989) proposes that different teaching stgkeapproaches have
become the largest cultural differences; in addjttte mentions that native
English-speaking teachers often employ relaxingiafa¥mal teaching methods
while teaching.

While numerous linguists have discussed Communriedtanguage Teaching
(CLT), few propose the definition of CLT. In CLTariguage teaching focuses on a
view of language as communication, which meansl#mguage is seen as a social
tool as speakers use to make meaning; hence, speakemunicate about something
to someone for some purpose, like speaking orngrigBerns, 1990).

In addition, Berns (1990) stresses that CLT hethgators to think the function
of language because the exchange of meaningkellito social and cultural values.
On account of different cultural backgrounds, peaphy reveal thoughts in
particular methods while communicating in EngliBkentually, the purpose of
communication in English is to exchange understaggiof different thoughts,
attitudes, and cultures.

The following excerpts are from the interviewsliing two parts. The first
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section is about students’ interviews. Here arekdahoughts.

Er... 1 don't the way he use. He told us he had meegnce of teach English before come to
Taiwan. He can't speak Chinese, so sometimes, It dowderstand his meaning. (Mark,
February 21, 2011).

The following excerpt from Fan’s interviews dispdayhat she expressed:

His teaching style is quite the same as my previeasher while | staying in Canada. He uses
his life experience as the example. After comingkb@aiwan, | can't adapt Taiwanese
teachers teaching methods because they always éocaeemplicated grammar and sentence
patterns instead of difficult cultures. (Fan, Mar¢h2011).

Mike, a student with an advanced level of Classlistrated:

Oh, | think she’s very professional because she gjebng academic knowledge, background,
and teaching experience. She always communicatesusiand encourages us. She doesn’t
enforce us on grammar or vocabulary. She asks spéak out loudly, expressing our ideas
in class. If we don’t understand what she says]lghelain the question slowly and clearly. |
like her teaching style very much. (Mike, March 301.1).

Another student of Class B, Lisa said:

| like Taiwanese teachers’ teaching because th@jagxgrammar or words in Chinese if |
don’t know. | think her fayin (pronunciation) isratge and different Taiwanese teachers.
(Lisa, April 27, 2011).

When asked about the teaching approaches, Davitheoted:

His teaching is interesting. But, | don't undersfesometimes because he speaks very quickly.
| use easy words to tell him my ideas. He givesximen (confidence), and he doesn't ma
(scold) me. | like his class. (David, May 20, 2011)

In expressing her views on the textbooks, Annieddhe following:

Actually, | don't think his teaching methods arstsynatic. But, he’s a nice teacher because
he doesn't give us pressure or tests. He likegltaus his working experience in the U.S. By
the way, | enjoy sharing my favorite things witmhiuring speaking class. (Annie, June 3,
2011).
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The interviewee differed in his responses to thehang approach. Alex
highlighted:

Actually, | dont know the professional term abdtnglish teaching approach because my
major isnt “TESOL.” But, during the teaching prog® | try my best to let my students
understand the contents of the textbook. For examijyh the best person to answer the
guestion “St. Patrick's Day” because my father issh American. You can tell from my last
name. | think even though those who are major iESDL” don't understand the history of St.
Patrick's Day. | encourage them to speak out. Irshay learning and working experiences

before coming to Taiwan. (Alex, November 8, 2010).

The following excerpt from interviews displays tieaching method Becky
employed.

Well... you are quite professional, finding the riglgrson. In fact, | use the Communicative
Language Teaching approach to teach my studentausec| ever took some courses of
linguistics while | was a graduate. | think leargitanguages means to understand different
cultures instead of memorizing vocabulary, gramnoartests. Like, I'm from Scotland, so I'm

fond of telling the stories of the kilt. Also, Lght English in Japan for 4 years, so | understand
Japanese culture. During speaking class, my stigdarg active in speaking English, and they

don’t care about their grammar is correct or ndecky, December 6, 2010).

As for the question about the teaching approachis@lesitated and said:

Eh...Excuse me, teaching approach? Frankly speakiftgve no idea about the teaching
approach. But, | have passion while teaching spapkn Taiwan. Though | meet difficulties in
class, | use my previous background to make myestadike computer science. Besides, I'm
good at sports, so | can tell students the exciémgnts of the MLB and NBA of my hometown.
(Chris, January 10, 2010).
Summary of the Native English-Speaking Teachers’ Istructional Contents and
Methods
It is reasonable to argue that the teachers’ atmgaistic knowledge,

including diversified cultures, is extremely caminluring teaching. This study shows

that teacher Alex (Class A) and teacher Chris C@2slacked of diversified cultures;
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namely, they could not deal with the complicatexsstoom situations very often. In
addition, it is arduous for students to receivedbeect information, materials, or
contents from their native-speaking English teasher

Obviously, the findings indicate that the elemeyHawel students were
accustomed to Grammar Translation Method “GTM” lbseathey understood the
context, content, and structure easily, while titermediate-level students prefer the
Communicative Language Teaching (CLT). Hence, hiheet native English-speaking

teachers had difficulties and challenges in thel@mgntation of CLT.

TAIWANESE SENIOR HIGH SCHOOL STUDENTS’

PERCEPTIONS

In analyzing the data from the interviews, threewledge categories emerged:

(1) teacher’s role,

(2) teacher’s competence, and

(3) scarcity of understanding Taiwanese culture.
Teacher’s Role

All participants indicated that teacher’s role eir speaking classes was a
major problem. Interestingly, two of the respondeatknowledged the following
information.

Although Lisa is not adept at in speaking Engligt,she described her ideas.

| think she should tell us how to communicate fatieigners and give us confidence. In other

words, | hope teacher role is a helper to improwespeaking. (Lisa, December 31, 2010).

Annie, who relishes English songs and movies, elgwessed her thoughts.

Teachers’ role should focus on the real life expece of speaking English. For example, how
do | order the meal at the restaurant if | am hungnstead of using the precise the
pronunciation, complicated grammar, or advanced tsece pattern? Sometimes, foreign

teachers can adjust their contents or schedule ¢etnstudents’ needs. I'm glad my teacher
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isn’'t the type. (Annie, January 30, 2011).

Teacher's Competence

Medgyes (1994) stresses that an appropriate natigésh-speaking teacher
must maintain a high degree of proficiency in te@her’ mother language. In
addition, Rampton (1990) suggests that a nativdigingpeaker possesses the
multi-cultural knowledge, professional teachindlskiand abundant teaching
experiences. Two of the participants revealed idpafecance of teacher’s

competence. Mike, learning English young, had engtffeeling. He noted...

Most of the native English-speaking teachers arg kimd and diligent. (I guess), some of them
do not how to teach English. Except the oral skitiey didn’t know their history or culture.
Don't mention the linguistic profession. | am luclgnough to have a great native
English-speaking teacher from the UK. She has cetmpcademic profession and different
teaching experiences in different countries. Shveagé asks us to speak more in class even

when | have grammar questions, she is glad taitelifter school. (Mike, December 17, 2011).

While Lisa is shy and lack of confidence in clag®e is willing to comment.

She said...

| had a bad experience when | was a kid. | didmow how to answer my foreign teacher’'s
guestions, so | spoke Chinese. He was angry amdneaChinese to me. | think he should have
professional ability to teach me slowly. As fostfareign teacher, | think she is nice. She tells
us her life experience in Japan and teaches us.HAu, sometimes, because of her strong

accent, | don’t know what is she talking aboutsé.iDecember 31, 2010).

Scarcity of Understanding Taiwanese Culture

All participants totally agree that the individwsic culture of native
English-speaking teachers has difficulty balangimg in Taiwanese culture.
Moreover, they mention that if native English-spegkeachers do not understand
Mandarin or Taiwanese culture, communicating is€lean be a handicap for the

low-level students. Three of the participants explheir reasons. Mark said...
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If he speaks a little Mandarin or know Taiwanes#ura, | can understand what he wants to
say in class. For example, Unit 1B is about firetmrs during the festivals. (Mark, November

12, 2010).
Mike also illustrated his concepts. He described...

She understands Taiwanese culture, but hardly spéédndarin. | notice that some of my
classmates don’t understand what she means. Faongbea when we talk about Christmas, we
know it. But when she introduces the “Boxing Dayd, one knows it. Most students think it's a
special day for sports “Boxing.” Then, she explaitis an important holiday after Christmas.
Boxing Day means the families give money or presentheir house helpers. The families put
them in boxes. She says it’s like Chinese New Faagnts give children red envelopes. But, we
still don't understand. | think if she can spealsg&andarin, | can understand the holiday.
(Mike, December 17, 2010).

Furthermore, Annie expressed her notion. @itk s

He doesn’t understand Taiwanese culture very muadn ethough he ever worked with

Taiwanese colleagues in the U.S. For example, Tra@s@a stress importance strongly to the
environment souring a message. We may not statesaage very directly. The meaning of the
message is implied, not expressed. In differenasdns, a given statement could have very

different meanings. If he gets Taiwanese cultifeelps him teach. (Annie, January 30, 2011).

Summary of Taiwanese Senior High School Students’¥pectations

The findings of the study show that the intermesdiavel students described
their teachers as amicable, helpful, and encougagimd that they liked their study
very much because their teachers had profound letgel and utilized information,
while those who are elementary-level thought theachers’ competence and
performances did not match their students’ expectat Furthermore, they felt

disappointed because there was a dearth of infaman “Taiwanese Cultures.”

DIFFICULTIES OF TAIWANESE SENIOR HIGH SCHOOL

STUDENTS

Initially, the major problems that the interviewspndents (the six Taiwanese

senior high school students) reported in speakiagses included:
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() low English speaking abilities,

(2) scarcity of understanding cultures, and

(3) speaking anxiety.

Next, the major problems that the interview res@sl (the three native

English-speaking teachers) reported in speakirgserincluded:

(1) students with different levels of speaking cetgmce in English,

(2) large class,

(3) insufficient teaching hours, and

(4) school’s expectations of passing the interntedavel of the GEPT.
Low English Speaking Abilities

The interview respondents stressed that they haeeydimited knowledge of
English. They think that they cannot form an appiaip sentence, and so their

teachers and classmates misunderstand. Lisa said:

Although my guozhong jice (the basic competent®tésnior high school students) was good,
my listening and fayin (pronunciation) are poornsgimes, my teacher she speaks fast and her
kuoyin (accent) is strange, so | don't understared meanings. | can’'t answer her questions.
(Lisa, December 31, 2010).

David, who is a hard student, commented that hesatartalk about his
favorite sports with his classmates and teacher.|Bw deficiency of English limits
his speaking.

| want to talk about the NBA and MLB, but | domiokv how to express because | don’t know
the words like liangci yungiu (double dribble), dmen gieru (pick and roll), and qu qiu
(curve}. So, my classmates help me to tell him. (Davidudan 23, 2011).

Also, classroom observation indicated that Taiwarssnior high school
students’ English speaking competence does nol &gjtlee entrance test of senior

high school. The researcher illustrated his corscét¢ described:
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Almost everyone got full scores when they had thieece test of senior high school. They
read many articles, and know vocabulary and grammntart they do not know how to
pronounce or use them. It is very pity that they nat communicate with their teacher. | think
they depend on too much grammatical translationntiey learn English. (Alex, Classroom

observation, November 1, 2010).

Scarcity of Understanding Cultures

Smith (1976) suggests that English has becometamational language and
supports the inclusion of a cultural componentimteaching of English. To have a
cultural component in language teaching can bupléhternational understanding,
sharpen an understanding of one’s own culture farmish learners with strong
motivation (Adaskou, Britten, and Fahsi 1990). Adhially, Prodromou (1992)
advocates the significance of including culturattemt in language teaching
materials.

Two interviewees totally agree that cultures plagaal roles during the

speaking classes. Mike stressed that:

Having read many novels and books, | still misustierd some cultures. For example, when
she’s introducing the British “Boxing Day,” | thini’'s a holiday about sports, but it is not. And

like the Japanese “Gion Matsuri” Festival in Kyotidye no idea about the festival. Luckily, she
explains, so | understand. (Mike, March 30, 2011).

Annie, another interviewee, also mentioned that:

Cultural contents of the textbooks are importanme@hing that | still remember is nobody
understands what my teacher is talking about elieratlvanced-level student. It' is more
complicated. Like, | don’t understand what extréroaing is and what the joke “May Day” is
until he uses the “Youtube” film to explain. (Annjeine 3, 2011).

Additionally, classroom observation indicated thatwanese senior high
school students are lack for understanding cultiaglish learning or teaching

should not merely focus on grammar, vocabulargkdls. The teacher must have
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abundant knowledge of culture, integrating culiate classes. Hence, students not
only speak English but understand different tradgiand customs in the world
because English has become a global language. gihtbis approach, students can
realize multi-cultures and express their own cel$uo the world. The researcher

illustrated his concepts and that the results @fclassroom observations were:

During speaking class, | notice both students dralteacher misunderstand even though they
know the phrase or words. For example, when they tatking about the Taiwanese and
American marriage customs, they don't understareltdrm “bride price” spoken by a male
student. They just feel strange why he talks atimide price.” In fact, the term describes the
dowry a man pays to a woman when getting marri€ghri, Classroom observation,
December 22, 2010).

Students understand Christmas, Halloween, and ®wawvikg, but they may never hear “St.
Patrick’s Day.” So, after the teacher tells therstathey realize that it's celebrated by the Irish
in big cities and small towns alike with parades,wearing of the green. (Alex, Classroom

observation, November 1, 2010).

Apart from the American and British festivals, feenale teacher introduces Japanese culture
like the “Gion Matsuri” festival in Kyoto. No onenderstands because it's too hard to realize.

(Becky, Classroom observation, December 1, 2010).

Speaking Anxiety

Numerous experts suggest that speaking anxiegnsmon between both
students and the general population. Krannich (R@@htions that the fear of
delivering a speech or a presentation ranks asiuther one fear among students as
well as adults from diverse backgrounds.

In expressing her views on the major problem atskliisa noted the

following:

I don't like speak English. Because when | waysass old, my foreign teacher in the
youzhiyuan (kindergarten) made me speak English ofélt nervous, and shy during English

class, so sometimes, | don't speak in class. (lAgail 27, 2011).
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Summary of Difficulties of Taiwanese Senior High Swol Students

Students’ low English speaking abilitie®re regarded as a critical challenge
in the literature. Hiep (2007) advocates that sttgleave strong grammar
background, they are able to develop their spokegli€h for communicative
purposes.

Also, scarcity of understanding cultures factor that students faced in the
study. Smith (1976) suggests that English has beaminternational language and
supports the inclusion of a cultural componentimteaching of English. To have a
cultural component in language teaching can bulchternational understanding,
sharpen an understanding of one’s own culture faamish learners with strong
motivation (Adaskou, Britten, and Fahsi 1990). Aurtdially, Prodromou (1992)
advocates the significance of including culturattemt in language teaching
materials.

Lastly, speaking anxiety emerged when studentsifaaéive English-speaking
teachers. Numerous experts suggest that speakxngfyais common between both
students and the general population. Krannich (R@@htions that the fear of
delivering a speech or a presentation ranks astuther one fear among students as
well as adults from diverse backgrounds.

Students with Different Levels of Speaking Competase in English (Teachers’
view)

Three participants stressed that if students hdfereht levels of speaking
competence in English, it becomes more difficufttfeem to teach speaking
efficiently. Also, they mentioned that differentdikgrounds influence their learning

tremendously. As three native English-speakingheescdescribed:

| can’t believe in my class three girls’ competenoéspeaking English are fluent. As for

other students, they know vocabulary and grammath®y don’t know how to pronounce.
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Besides, they feel embarrassed when making mistakiegy speaking to their classmates or

me. Sometimes, the atmosphere becomes quiet. Naeember 8, 2010).

Despite the fact that Becky has abundant teachipgreences and skills, she
couldn’t stop complaining:

Ridiculous! Several students told me they havenkhEnglish since preschool, and they ever
lived in the US or Canada for 2~3 years. That's wigir pronunciation and accent are great.
But, other students have poor speaking competeacauise this is their first time to meet me.
Although | had some teaching experiences in Japaayer meet this situation. | try to mix the
advanced and fundamental levels together (somestsdisk me), but you know, just like chaos,
so | decide to make every student express thdinde® the issues without any partner. (Becky,
December 6, 2010).

Chris ever worked with Taiwanese colleagues irc&iliVValley before teaching

English in Taiwan. He said:

In my class about one-third students learned Ehgtlaring the kindergarten period. But, it
seems that their speaking ability isn’'t equal teithlearning experience. They even can't
introduce themselves well. By the way, they danehany confidence while speaking English.

Only few students answer my questions or the thei@kss, January 10, 2011).

Large Class

The three teachers confessed that large classesithdifficult for them to
teach effectively. Owing to 40~42 students in &sJdé was a Herculean task to ask
individual to pay attention to each classmate.arrhore, they complained much
about the classroom management problems that weuéted from over-crowded

classrooms. For example, one interviewee remarked:

I've never taught speaking in such a large clags. tough because classroom management
becomes a challenge for me. Sometimes, my clégh & chaos. One thing | cant get it why

they’re also chatting and sniggering while I'm talg about the contents of the textbooks. If |
ask them to express their ideas, they become djtiftk if the class is made of 15~20 students,

it's easier for me to communicate with them. (AMaych 21, 2011).
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The only femaleespondent indicated that having high numbers afestts in her

classes was a major problem.

| can’t believe there are 42 students in my cl&sankly speaking, it's hard for me to teach and
control them well. | think the school should divithem into two classes depending on their
levels. During my class, students with good speghimilities like to talk about their ideas or
thoughts while those who are lack of speaking @dslialways keep their mouths shut. It's
really a pity! (Becky, April 11, 2011).

In addition, the following comment can help enlgus on this.

Although | didn’t have any teaching experiencendierstand students can't practice speaking a
lot in this large class because time is limitedm®@ostudents without confidence aren’t willing
to speak out because of their classmates’ laugheryene is individual, so they shouldn’t be

arranged in the same level. (Chris, May 9, 2011).

Insufficient Teaching Hours
All the teachers, when asked for their opinionsutittioe insufficient teaching
ours, expressed their disapproval for the schedAlesne participant

complained:

It's impossible for all students to practice spemkiEnglish during 50 minutes. The school
should think twice. (Alex, March 21, 2011).

Becky, with abundant teaching experiences from.th€ indicated that:

It was a Herculean task to teach students effigfedtiring a 50-minute class per week. No
matter what levels they have, they don't have ehdimge to share the topic or theme each
other. (Becky, April 11, 2011).

In expressing his views on the major problem abetHChris noted the

following:

The school must add at least one class, or it cadrdw its features. (Chris, May 9, 2011).
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School's Expectations of Passing the Intermediatedvel of the GEPT
When asked about the school's expectations of pgsise intermediate level of
the GEPT, three teachers agreed but it seemed thas difficult to reach the

school’s expectation. Alex explained:

I'm going crazy because it's mission impossibleh# school changed the policy, | think they
might pass the test. (Alex, March 21, 2011).

In expressing her views on the School’'s expectatairpassing the

intermediate level of the GEPT, Becky noted théfeing:

Despite the fact that | agree to have a certificgtees students more encouragement and
confidence, for students, it is a great challenBecause without complete speaking practice,

it's hard to pass the intermediate level of the GERBN't? (Becky, April 11, 2011).

Chris also illustrated his concepts. He described...

For students, it seemed that they focus on thexroér tests of the college. From their speaking
drills, I can tell they have low motivation duririis class. | feel frustrated. (Chris, May 9,
2011).

Summary of Difficulties of Three Native English-spaking Teachers

Large classes and insufficient teaching hours aj@mdifficulty discussed in
this study. Some experts, Burnaby and Sun (198§hJighted that if teachers want to
teach English effectively, small classes and sefficteaching hours are keys.

The three native English-speaking teachers allesgad that a large class
(40~42 students) with limited class time (50 misyiteinders them from their
attempts to teach English effectively.

Additionally, they mentioned that students withfeliént levels of English
proficiency place a heavy burden on them, restngitihem from effective teaching.

Consequently, it is an arduous task to pass tkeenm@diate level of the GEPT.
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LEARNING ADJUSTMENT OF TAIWANESE SENIOR HIGH

SCHOOL STUDENTS

After talking about difficulties, all participansiresses that it was extremely
cardinal for them to adjust their learning stragésgand teaching approaches in order
that they could adapt to the classroom environmidm. first section is about the six
senior high school students’ learning strategiektha interview respondents reported
in speaking classes included:

(1) preview and record,

(2) ask parents,

(3) take notes,

(4) change seats, and

(5) ask the lesson plan.

The second section concentrates on the three ratigksh-speaking teachers’
teaching approaches. The results emerged:

(1) discuss with the Taiwanese English teacheml|€ainese, and understand

local culture,

(2) write autobiography, and

(3) prepare more useful teaching materials.

Preview and Record

As asked about how to adjust his learning strasediark hesitated, then

saying:

Preview is important and | must be active in spegkand try to understand my teacher’s
lecture. If | don’t know what is he talking aboll, ask him say that again. Also, I'll use my

cell phone to record the conversation. (Mark, Febgu27, 2011).

The other participant of Class A made the followoognments:
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| used to live in Canada for several years, so i eaapt his teaching style even though he
doesn’t have any professional teaching approacheamkly speaking, Canada is influenced by
USA deeply, and Canadians’ culture is quite the es@® Americans’, so | won't change my

learning strategies. | just speak what | want iasd. (Fan, March 7, 2011).

Ask Parents
The interviewees differed in their responses toginestion regarding adjusting

their learning strategies. Mike expressed:

I'lllask my mother if | don't get it before the sk because she’'s an English teacher, too.
Although | have read many novels and books, sorestimstill can't answer my foreign
teacher’s questions precisely because of her stRawgtish accent. But, I'll try my best because
she has abundant knowledge of different cultutdike, March 30, 2011).

Note Down
Lisa felt hard when asked about how to adjust &é@mling strategies. She

stressed:

| had a bad learning experience when | was a kid, was afraid of speak English especially in
foreign teacher's class. Taiwan’s teacher is betike Miss Wang because she explain in
Chinese. For me, it's hard to adjust my learningtggies because my fayin (pronunciation) is
not good and | feel shy and diulian (embarrassetn | don’t understand foreign teacher’s accent.
But, I'll take notes if | don’t understand. (Lisapril 27, 2011).

Change Seats
David, in expressing his views of adjusting leiarning strategies, highlighted
an interesting point. He described:

I'll change my seat and sit with better level classes. After school, I'll listen to the

conversation again and again so that | can talkless. (David, May 20, 2011).

Ask the Lesson Plan
Nevertheless, Annie reported that she woukdchas foreign teacher what he is

going to teach next time. She commented:

The only learning strategy that I'll change is kasy teacher’s lesson plan and | can prepare
what I'm going to discuss next time because I'veendaced a foreign teacher speaking fast
like him and can’t get the meaning from the contéxhe textbook like “extreme ironing” and
“May Day.” (Annie, June 3, 2010).

65



Summary of Taiwanese Senior High School Students’darning Adjustment

All participants stated that it was very significdor them to adjust their
learning strategies so that they could adapt teldsroom environment.

The indigenous student, Mark (class A) mentioned ki would preview and
record. The male student, Mike (class B) wouldlaskparents because one of them is
an English teacher, too, while the female studasg (class B) decided to take notes
during class. As for David (class C), he would likechange his seats and sit with
better level classmates. The last student Annas$cC) would ask her teacher’s

lesson plan in advance.

NATIVE ENGLISH-SPEAKING TEACHERS’ ADJUSTMENT OF

TEACHING

As for the three native English—speaking teactlibes; also explained their
feelings about the speaking class. Alex felt tleah&d to develop extra materials

and design his own activities in order to commutai¢a his classroom. Alex said:

First, I'll try to discuss the contents with Taiwese English teachers in advance because they
may know what Taiwanese students don't get it. IREcbthink I'll start to learn a little
Chinese. If | can speak easy Chinese, studentaunderstand what | mean if the topics or
issues are more difficult. Third, | must understainel local cultures or students’ needs. If |

know more, communication will become easier. (Aléagch 21, 2011).

Write Autobiography
The only native English-speaking teacher fi®ecotland, Becky, stressed that

teaching English in Taiwan is interesting. She femrout:

Individual is unique, having different backgroundsmust to ask them to write down their
autobiography in the first clas® that | caralter my teaching method depend on their learning
experiences. | understand some Taiwan’s culturestilllinsufficient, hoping get something or

share from my students. (Becky, April 11, 2011).

Prepare More Useful Teaching Materials
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Compared with Alex and Becky, it seemed that Chaid different thoughts. He
described:

I'll ask my students to tell me what they wantatia ibout before the end of the speaking class,
and | can prepare for something interesting or maseful instead of the boring issues or
topics. By the way, I'll speak slowly when teachii@hris, May 5, 2011).

Summary of Adjustment of Native English-speaking Tachers’ Teaching
Approaches

All participants agreed that in order to make stug@inderstand what they
teach in class, they would adjust their teachinyagaches. Initially, they mentioned
that he would like to discuss with Taiwanese Einglesachers, learn Chinese, and
understand local culture. Next, the only teachemfthe UK would ask her students
write down their autobiography in the first clagdditionally, they would prepare
more useful teaching materials. Based on the iessabove, tables of summary are
listed as follows:
Table 10

Summary of the Interview with Taiwanese Senior Hi@thool Students (Class A)

No. ltems Mark Fan
1. Students’learning attitudes are active in class. \2 \

2. The f'textbook is proper for students. \% Vv

3. The 2 textbook is proper for students. \%

4. Students like their NEST’s teaching style. \%

5. Students expect of their NSET’s (scarcity of \

understanding Taiwanese culture).

6. Students adjust learning strategies (preview &neco \%
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Table 11

Summary of the Interview with Taiwanese Senior Hi@cthool Students (Class B)

No. [tems Mike Lisa
1. Students’learning attitudes are optimistic in slas \Y
2. The textbook is proper for students. \ \%

3. The 2 textbook is proper for students.

4. Students like their NEST's teaching style. \%

5. Students expect of NEST'’s (teacher’s role \%

6. Students expect of NEST's (teacher’s \2 \
competence).

7. Students expect of NEST'’s (scarcity of \%

understanding Taiwanese culture).

8. Students’ English speaking abilities are low. \2
9. Students lack for understanding culture. \%
10. Students have anxiety of speaking English \%
11. Students adjust learning strategies (ask parent \2
12. Students adjust learning strategies (take hotes \
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Table 12

Summary of the Interview with Taiwanese Senior Hi@cthool Students (Class C)

No. [tems David Annie
1. Students’ learning attitudes are active in class. \% \Y;
2. The textbook is proper for students. \ \%

3. The 2*textbook is proper for students.
4. Students like their foreign teacher’s teaclstyde
(systematic).
5. Students expect of NEST's (teacher’s role). \%

6. Students expect of NEST’s (scarcity of \%

understanding Taiwanese culture).

7. Students’ English speaking abilities are low. \2
8. Students lack for understanding culture. \%
9. Students adjust learning strategies (changs)sea \%
10. Students adjust learning strategies (ask gsteplan). \2
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Table 13

Summary of the Interview with three Native Englisbpeaking Teachers

No. ltems Alex Bgc Chris
1. Teachers’teaching attitudes are active. \% \ Vv
2. Teachers understand contents of \%

textbooks (cultures) well.

3. Teachers use supplementary materials \% \% \Y;
(Youtubé.
4. Teachers use CLT (Communicative \Y

Language Teaching) approach.

5. Teachers encounter difficulties

(students with different levels of speaking \ \ \Y
competence).
6. Teachers encounter difficulties \% \ Vv

(large class).

7. Teachers encounter difficulties \% \Y; \Y

(insufficient teaching hours).

8. Teachers encounter difficulties \Y; V \

(school’s expectation of passing the
intermediate level of the GEPT).

9. Teachers adjust their teaching approach \%

(discussing with Taiwanese teachers, learning
Chinese, and understanding local culture).

10. Teachers adjust their teaching approach \2
(asking students to write autobiography).

11. Teachers adjust their teaching approach Y

(preparing more useful teaching materials).
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CHAPTER V

DISCUSSION AND CONCLUSION

This chapter is composed of five sections, inclgdiiscussions about research
findings, conclusion, instructional implicationsnitations of the study and
suggestions for future studies. The first sectiddrasses discussions of research
findings. Next, the conclusion of this study wié bffered. Then, the pedagogical
implications and the limitations of the study aeall with. Lastly, suggestions for

future research are presented.

NATIVE ENGLISH-SPEAKING TEACHERS’ INSTRCTIONAL

CONTENTS AND METHODS

Kramsch (1993) stresses that with a view to udieganguage in real-life
situations, it is significant that students mustienstand the connection between
language, context, and culture. A great body cfaesh highlights that linguistic
competence alone does not ensure successful comeationi (Kramsch, 1993).

Moreover, Halliday and Hasan (1985) stress th&brasg as the information,
emotions, or ideas are exchanged, the complete @ingpntextual and cultural
factors influences tremendously on the interpretatif the meanings while
communicating.

In the first semester of 2010, the three nativeliBhgpeaking teachers
described the topics of the contents accordinedextbooks. For example, in the
designate textbookGet Real 2,lesson 1B discusses the festivals around thedyorl
and lesson 10 A addresses customs, taboos, asdmudéferent countries.

First of all, the designate textbodkét Real 2 published by Macmillan

Education in 2007 in the first semester of 201@ulses the common items
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associated with festivals. Teacher Alex (Class¥pl&ned the St. Patrick’s Day
very well because his father is Irish America@t.“Patrick’s Day is celebrated by the
Irish in big cities and small towns alike with pdes, or wearing of the green. Some
communities even go so far as to dye rivers oastgegreen.

“St Patrick’s Day” is for thinking about the Saint as well as a timéhink of
loved ones across the water. It is celebrated orcV&?" because St. Patrick died. It
is a religious holiday as well, many Irish attendss, where March 17th is the
traditional day for offering prayers for missioremiworldwide before the serious
celebrating begins. Although haescription was wonderful, students could not
understand well. Moreover, he utilizeddutubé to share one of his favorite
programs Friends” Through the program, students could understaneécan
culture like dating, privacy, and sports.

Next, the only female teacher “Becky” (ClagshBs abundant linguistic
knowledge, understanding Asian cultures and felstiizespite the fact that she
introduced the Gion Matsuri Festival in Kyoto, students barely knew what she
mentioned. Hence, when she illustrated the contewitdly by “Youtubé especially
in introducing Asian cultures, students understood.

In addition, she does appreciate Japanese tea @eydracause it is fullWa,
Kei, Sei, and JaKuvhich stand for “harmony”, “respect”, “purity”,ral “tranquility.”
However, students could not understand becausevéry abstract.

Thirdly, she stressed the culture of her countrgshpeople know Christmas,
but they do not know what th&bxing Day is. It is an important holiday after
Christmas. TheBoxing Day means the families give money or presents ta thei
house helpers. The families put them in boxes. iBdite reason that the British call

the holiday Boxing Day’ Some house helpers work hard at the Christmey, [z
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they are day off on the day.

Last but not least, the previous computer engif€bris” (Class C) in Silicon
Valley, told some Taiwanese festivals, but it segmhmat students did not understand
what he was talking about even though he stresséds ever worked with his
Taiwanese colleagues.

In the second year of 2010, the designate booK'duest Listening & Speaking
Pre-Intermediate”American Edition published by Marshall Cavendistu€&ation.
This designated book is more difficult thaBét Real 2because the topics focus on
abstract jokes (Unit 2) and “extreme ironing” (UA)t

For example, students mistooklay Day for the Taiwanese popular band
because teacher Alex (Class A) was hardly ablegptag the correct meaning. The
correct meaning ofMay Day is a term for pilots of aircrafts when the engoaches
fire. Besides, teacher Chris (Class C) faced timdai task because he did not
understand the issuexXtreme ironingthat the textbook discusses. Thus, he could not
solve students’ problem, either.

Upton (1989) proposes that different teaching stgleapproaches have
become the largest cultural differences; in addjtiee mentions that native
English-speaking teachers often employ relaxingiafa¥mal teaching methods
while teaching.

While numerous linguists have discussed Commumeadianguage Teaching
(CLT), few propose the definition of CLT. In CLTariguage teaching focuses on a
view of language as communication, which meansl#mgiuage is seen as a social
tool as speakers use to make meaning; hence, speakemunicate about something
to someone for some purpose, like speaking orngrigBerns, 1990). In addition,

Berns (1990) stresses that CLT helps educatotsrik the function of language
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because the exchange of meanings is linked tolsmmilecultural values. On account
of different cultural backgrounds, people may réwieaughts in particular methods
while communicating in English. Eventually, the pose of communication in
English is to exchange understandings of diffetleotights, attitudes, and cultures.

Celce-Murcia (1991) stresses that Grammar Traosldfiethod (GTM) is a
classical method first used in the teaching ofdlassical languages, Latin and Greek.
Its functions including helping students read appraciating foreign language
literature as well as speaking and writing better.

Obviously, the findings indicate that the elemeydawel students were
accustomed to Grammar Translation Method “GTM” lbseathey understood the
context, content, and structure easily, while titermediate-level students prefer the
Communicative Language Teaching (CLT). Hence, lihect native English-speaking
teachers had difficulties and challenges in thel@mgntation of CLT.

As for the native English-speaking teachers’ ingtanal methods, the six
Taiwanese senior high school students agreedrired hative English—speaking
teachers’ teaching style was different from TaivenEnglish teachers.

First of all, for example, three native English-algag teachers did not focus
on complicated grammar and sentence patternsABate (Class C) thought that her
foreign teacher was not systematic.

Secondly, the three native English-speaking teaokgpressed their teaching
approach. Teacher Alex (Class A) stressed thanhjer was notTESOL”, not
understanding professional teaching methods. Heqgliswed his own mind,
encouraging his students to speak English. AdditlgnTeacher Becky (Class B)
utilized the ‘Communicative Language Teachingecause she thought that the

purpose of communication in English is to exchamggerstandings of different
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thoughts, attitudes, and cultures. Finally, Tea@las (Class C) mentioned that he
did not understand teaching methods, either. Ingekthat he was chatting with his

students.

TAIWANESE SENIOR HIGH SCHOOL STUDENTS’
PERCEPTIONS OF THEIR NATIVE EBGLISH-SPEAKING

TEACHERS

Medgyes (1994) stresses that an appropriate natigésh-speaking teacher
must maintain a high degree of proficiency in te&her mother language. In
addition, Rampton (1990) suggests that a nativdigingpeaker possesses the
multi-cultural knowledge, professional teachingdlskiand abundant teaching
experiences.

First and foremost, Lisa (Class B) described thegmy ‘teacher’s rolé€,
thinking that the teacher’s role is a helper, whitenie (Class C) stressed that her
teacher shared the real life experience insteadiaf) the precise pronunciation,
complicated grammar, or advanced sentence patt®essndly, while talking about
“teacher’'s competencdylike (Class B) was satisfied, saying that hisctesr has
complete academic profession and abundant culhoe/ledge.

Thirdly, Mark (Class A) said that if his te&achunderstoodTaiwanese culture
more, for example, speaking a littlslandarin”, he could know the content Unit 1B
about firecrackers during the festivals. Fourthliyike (Class B) also mentioned that if
she spoke Chinese when the theme or contents \&edt@¢do understand. For
example, most of Mike’s classmates regard@axing Day as a holiday of sports.

Lastly, Annie (Class C) stressed that her teacttenaot understand that
Taiwanese send a message according to the envinbimséead of expressing

directly.
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DIFFICULTIES OF NATIVE ENGLISH-SPEAKING TEACHERS

IN SPEAKING CLASSES

First and foremost, all participants agreed theirtstudents speaking
competence were very different. For example, Teaslex (Class A) said that his
students with sufficient vocabulary and grammay tthel not how to pronounce,
feeling embarrassed when making mistakes.

Secondly, Teacher Becky (Class B) described thaessiudents have ever
lived in the U.S or Canada, while others told hevas their first time with a foreign
teacher. Thus, it was hard for her to teach witfedint levels.

Thirdly, Teacher Chris (Class C) mentioned that-thmel of his students
learned English under age five, but it did not mieay could express themselves.

Fourthly, the three native English teachemessed that large classes were a
barrier for them to ask students practice speakimgjish. Teacher Alex (Class A)
and Teacher Becky (Class B) consider that largeselashould be 15~20 students or
be divided into two groups.

Furthermore, three participants advocated that oné/class during a week was
not enough and the school should add at leastlass. ¢=inally, despite the fact that
the school asked students to pass the intermddiatkof the GEPT, it seemed ironic
because Teacher Alex (Class A) complained if thnaree more time to practice,
students were willing to participate. Teacher Be@lss B) also had the same
answer. Teacher Chris (Class C) had a differerat iause his students had low

motivation, always focusing on the entrance tekthecollege.
DIFFICULTIES OF TAIWANESE SENIOR HIGH SCHOOL
STUDENTS IN SPEAKING CLASSES

The first difficulty thatstudents facedas“low English speaking ability. Lisa
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(Class B) stressed that her pronunciation was gondrshe could not understand
Becky’s accent (British) although her grades weredgin junior high school. In
addition, David (Class C) had a very limited knoage of English. He thought that
they could not make an appropriate sentence beacdlseking vocabulary.

The second difficulty that students encountered tas“scarcity of
understanding cultures.” Two of the participant&®{Class B) and Annie (Class C)
agreed that cultures play critical roles in cl&3®. example, even though Mike’s
English competence was excellent, he still mistinekmeaning ofBoxing Day
and Japanesé&sion Matsurf Festival in Kyoto. As for Annie, she did not
understand whatExtreme Ironing was and what the jokévtay Day was until her
teacher used thér'dutubé film to explain.

The last difficulty that students had w&ptaking AnxietyLisa (Class B)
has ever encountered a terrible experience ofilgginglish because she felt shy,
nervous, and stressed. Not understanding her téacheaning, she lost her face or

felt embarrassed.

ADJUSTMENT OF TAIWANESE SENIOR HIGH SCHOOL

STUDENTS’ LEARNING STRATEGIES

All participants stated that it was very significdor them to adjust their
learning strategies so that they could adapt teldesroom environment.

The indigenous student, Mark (class A) mentioned tie would preview and
record. The male student, Mike (class B) wouldlaskparents because one of them is
an English teacher, too, while the female studasg (class B) decided to take notes
during class. As for David (class C), he would likechange his seat and sit with
better level classmates. The last student Annas$cC) would ask her teacher’s

lesson plan in advance.
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ADJUSTMENT OF NATIVE ENGLISH-SPEAKING TEACHERS'

TEACHING APPROACHES

All participants agreed that in order to make shig@inderstand what they
teach in class, they would adjust their teachinyagqches. Initially, they mentioned
that he would like to discuss with Taiwanese Einglesachers, learn Chinese, and
understand local culture. Next, the only teachemfthe UK would ask her students
write down their autobiography in the first cla&dditionally, they would prepare
more useful teaching materials. According to tteedssions above, the tables of
summary are listed as follows:

Table 14

Summary of Findings Similar to other Studies’

No. Items

1. Taiwanese senior high school students predispdserignglish-speaking teachers to
speak a little Chinese.

2. Taiwanese senior high school students prefer grdivahéeaching method.

3. Taiwanese senior high school students tend to parsth feel embarrassed when not
understanding questions.

4. Taiwanese senior high school students regard eslas critical parts when learning
English.

5. Native English-speaking teachers can not gratifwaaese senior high school students’

expectation.
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CONCLUSION

This research studied Taiwanese senior high s@todénts’ perceptions
towards their three native English-speaking teachreschool. The findings revealed
that some Taiwanese senior high students’ answens mot affirmative.

To begin with, teachers’ teaching contents, teaghiethods, and teaching
competence did not satisfy students. Next, studdsgsribed that teachers’ scarcity of
understanding Taiwanese culture. Furthermore stioidy showed three native
English-speaking teachers’ hardness when dealitigthe large-class management,
insufficient teaching hours, and different leveldsnts in class.

Finally, Wu and Ke (2009) mentioned that languagening and teaching are
tied up with instructors and students; hence, #euld be suggested to adjust their
teaching approaches and learning strategies ierdiit environment. Every individual
has weakness, so only by this way can studentseaictiers benefit from learning and
teaching.

IMPLICATION OF THE STUDY

Based on the findings, here are suggestions:

(1) Native English-speaking teachers have to psssagl linguistic knowledge
and approaches, understanding different culturetsa do Taiwanese
senior high school students.

(2) Native English—speaking teachers should ad@iv@nese Senior school
students’ expectations while teaching.

(3) The school should augment speaking classesnigimmg the large class.

(4) Native English-speaking teachers must adjuest teaching methods and
Taiwanese senior high school students should thiéar learning strategies

and attitudes.
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LIMITATION OF THE STUDY

Due to limited participants, this study is a snsathle. While it has tendered a
precise impression of what the authentic situatvas in class on campus and
participants were conceivably subjective, echolmgggegmental reality of the English
teaching practice in Taiwan, yet their descriptioasld not represent other senior

high school students and native English-speakiaghters in Taiwan.
SUGGESTIONS FOR FUTURE RESEARCH

This current study explored three native Englisbadng teachers’ (two male
Americans / one female British) instructional conige methods, and difficulties, and
six Taiwanese Grade Ten students’ (three boysétgirls) different perceptions,
difficulties, learning strategies, and adjustmena iprivate senior high school.

Hence, more attention should be paid to researcthwitimarily addresses the
special features of English speaking and nativdigimgpeaking teachers in EFL
situations.

It is obvious there were some relevant questioasabuld not be replied, and it
might become potential serve as research quedbomnslated studies. Some of these
guestions are listed below as suggestions fordurisearch:

1. What authentic teaching materials are mppropriate for Taiwanese
students? By designated textbooks or prepared toyertanglish-speaking
teachers in EFL classrooms?

2. What teaching facilities or alternativessabools furnish with in EFL
classrooms in addition to the Internet and E-whdards?

3. What are students’ perceptions @fdmmar Translation Methodand
“Communicative Language Teachingiid in EFL classrooms in Taiwan?

4. What difficulties will native English-speakingachers encounter if the
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students are from Asia and the school settinggafestralia, Canada, New
Zealand, or South Africa?

. What difficulties will native English-speakingéachers encounter if the
learning environment is bilingual?

. How do the administrators of the academic atfammunicate with native
English-speaking teachers regarding teaching hemascontents in EFL
classrooms?

. Except cultures, how do the variables like yedigarning experience,
learning environment (public or private), or schsetting (metropolitan or
rustic) influence students’ perceptions and prastgpeaking English in their
EFL classrooms in Taiwan?

. Except their teaching on campus, how do nativgliEh-speaking teachers

adjust their real life in Taiwan?
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Appendix A

Informed Consent Form

You are invited to participate in this study conguacby Hsien-chung Liao. We
hope to understand English as Foreign Language)(EFRss between teaching
practice and cultural difference. You are seleetea possible participant in this study
because you conform to my demand.

Your participation in this study is voluntary. Yave free to decide not to
participate in this study or to withdraw at anyeinif you choose to participate, you
may withdraw at any time by notifying or me. Upaosuy request to withdraw, all
information pertaining to you will be destroyedytiu choose to participate, all
information will be held in strict confidence.

If you are willing to participate in this study,galse sign the statement below.
Researcher Hsien-chung Liaograduate Institute of Educati@f Tung Hai University.

Address 123, Xitun RD. Sec 3. Taichung, 40765, Taiwan

E-mail: erlerntdeutsch@hotmail.com

Cell phone:0921-003557
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Appendix B

Informed Consent Form (Volunteer Consent Form)

| have read and understand the information ondha &ind | consent to
volunteer to be a subject in this study. | undexdtinat my responses are completely
confidential and that | have the right to withdratvany time. | have received an
unsigned copy of this informed Consent Form to keapy possession.

Name:

Signature:

Date:

Phone number or location where you can be reached

Best days and times to reach you

| certify that | have explained to the above indival the nature and purpose,

the potential benefits, and possible risks assediafth participating in this research

study, have answered any questions that have bessty and have witnessed the

above signature.

Date: Investigator’s Signature:

96



Appendix C

.4

o) o
KE 4

~ERTVFLTRLGEPHEFRLE
HHIET |

mBEF s Ee R

FER X o U T E R enp hE BRSPS o o b
REPF R AT R, SR

L N e
AP GTILAAFRTFLMRLGY 2L,y 2 F R
Bt Bp ol ERMBEF AR IEL KEFREY VLR
P BT IR A R E R P UL BRI
PR A o TR A RFREAREEAE 0 BT
oo BRI RNFLNE L

w5201 304

%
Flrgpme s b g A fER
RS PRt pog o
Lo e L2 5% (8722 F 588 ) §7F FRILEFE I EE
EFRHF LA F G ER A TR UM AL T AR RHE £
AR R B
AARLUEZPNG > P LS
. F%.;}kﬁ
@ % T3

woFe

K~ BRTFLTHRLFE

g+ 4% )1 0921-003557

,;:, °
TAFEL
e-mail: erlerntdeutsch@hotmail.com
MEFHE L
PoER R ;




Appendix D

Interview Questions (Students)

1. Would you please tell me about your background?

2. What are your attitudes toward learning English?

3. What bothers you the most when you are withvadiinglish-speaking teacher in
English speaking classes?

4. What are the different teaching approaches letwative English-speaking
teachers and Taiwanese English teachers?

5. What are your expectations about studying irvaedEnglish-speaking teachers’

classes?
6. Do native English-speaking teachers’ teaching@gches influence you?
7. How do you adjust your learning strategies?

8. What suggestions would you give to native Emgipeaking teachers in Taiwan?
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Appendix E

Interview Questions (Teachers)

. Would you please tell me about your background?

. What kinds of textbooks do you take and what kiofdieaching approaches do
you take?

. What are the learning attitudes of Taiwan’s sehigh school students during
your classes?

. What are your expectations about Taiwan’s senigin school students’ learning?
. What are the most frequent communication obstattiegg your classes?

. What are the drawbacks and benefits of Taiwan'sosémgh school students?

. Which part of English speaking class is the haftiéghy?

. In what kinds of situations have you most expemehgroblems related to cultural

adjustment?
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Appendix F

The Content of Speaking Textbook (I Semester)

Word watch

Try it out

1 Write the correct number next to each picture.

1 a parade 4 fireworks
2 cards 5 afloat
3 presents 6 lanterns

2 Check (v) the verb that goes with each word.

presents

decorations
firecrackers
traditional clothes

candles
(106 % sons ek

e
Mu Listen to the conversation. Practice with a partner.

A: What do people do at Christmastime?
B: They put up decorations and exchange presents.

Now make more conversations about other holidays you know.
Use the words above.
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Appendix G

The Content of Speaking Textbook (I Semester)

(A Listen to Satoshi talk about the Gion Matsuri festival in
Japan. Complete the information and check (v) the words you hear.

Listen in

PIACE: -5 oo somenon sosesmmpnnssons s vt isminni
DYALEE .. oo mams i onis e s g s B e

How people celebrate: (v)
a parade D
firecrackers D
floats D
presents D
decorations []
candles ]

[]

traditional clothes

[]

lanterns

Your turn  Think of a holiday. How are you going to celebrate it this year? Write
. your answers.

@ (R R

IR e e mme s e s s B s,
What are you going to eat and drink 2

SPEAKING o
ACTIVITY 1 &
go to page 78 f‘xi}' n [faljfb
X e
Ao [ New

4" Year

x =

Now interview your partner.
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Appendix H

The Content of Speaking Textbook (I Semester)

10A  You can’t smoke in the street.

Tune in Listen to three people talk about customs and rules in their
country. Write the correct number next to each one.

1 Singapore 2 Japan 3 Thailand
[a| | Youshouldn't step on a coin or bill.

[b| | You have to wash before you get into a bath.
[ ¢| | You can't drop litter in the street.

i .g 7
Speak up €57 Listen to the conversation. Then practice with a partner.

A: Are you from ' the Philippines?

B: Yes, I am.

A: Is it true that you 2 should arrive late when you visit people there?
B: Yes, it is.

A: And do you have to 3 leave some food on your plate?

B: Well, yes, it’s polite.

Now use the words below to make three more conversations.

1 2 3
1 Thailand 1 Britain ' Japan
2 shouldn’t touch people’s 2 can eat or drink 2 have to take off your
heads on the subway shoes inside
3 eat with your right hand 3 close your mouth 2 bow when you meet
when you eat people
GRAMMAR HELP
You can eat or drink on the subway. GRAMMAR ==~
=i CHECK 10
You shouldn’t touch people’s heads. o Study box
You have to take off your shoes inside. o Exrclses
go to page 75
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Appendix |

The Content of Speaking Textbook (I Semester)

Can we have a
picnic here?

Sorry. You have to
keep off the grass.

Focus on
Phrasal Verbs
Listenin EZMEH Listen to Nadia talk about Russian customs. Check (v) the
things you shouldn’t do in Russia.
You shouldn’t ...
wear your coat in a public building. D
say “I have to go to the bathroom.” L]
eat your lunch on the grass in a park. []
eat in the street. []
put your hands in your pockets. D
drink alcohol. []
Your turn

With a partner, read the quiz and check (v) your answers. Then make a
list of three customs in your country.

True False

[

1 In China, you shouldn’t give a clock as a gift.

2 In Korea, you should call everyone you meet by B
his or her given name. . -

3 |n England, you shouldn’t put lemon In t.ea.

4 In Singapore, you have to ask a doctor if you want to 0]
buy chewing gum. i

5 In Kenya, you shouldn’t take flowers when you visit .

meone’s home.

6 ls: Ireland, you have to wear green on St. Patrick’s Da‘y. L]

7 In India, you should point with your thumb, not your finger.

8 In France, you can say “Bon appetit” before a meal.

EAEE N Em
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Appendix J

The Content of Speaking Textbook (Z' Semester)

»e A Listening

About countries /
u. .(244,0433&!( a)

7 Look at this map. What do the 2 Irish Republic
countries in red have in common? (70i250 stk

Which “red” country is the odd
one out? Check your answer at the
bottom of the page.

2 Look at the picture. Where are the

Indi
(3,287,590 sq km)

people from?

(10,891 sq km)

Ne?v Zealand
(268,046 sq km)

Sandy : Wilson

nr)"? Listen to Track 1 to check your answer.

-n)f’? = Read the sentences. Then listen to Track 1 again. Who is each sentence about?
The first one is done for you.

a He is from an island in the Caribbean. o nlilS00
b People in her country speak French or English, or both. ...

¢ Her city is bigger than the capital of her cOUntry. .....mcrscrsse

d One in three families in his country speak English and another language. ...

e Reggae comes from his country. ...

f Eighty per cent of the people in his country live on the COAST. ..o

g Her country is in Great Britain but she is not English. ..

h His country is famous for its beaches and its MOUNLAINS. w.ocvvvivvmrivrciriris

-anguoy 1aypow e Jou Inq a8enSue| [eronyyo ue st ysySuy ‘erpuy uf
“erpuy 3dooxa ‘SaTUNOD [[e Ut anguos Idow € se udxjods st ysidug
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Appendix K

The Content of Speaking Textbook (¥' Semester)

Listening

1) @ Listen to Track 1 again and answer the questions.

a How do Australians say “Good morning”?
Gaod.. day
-

b What is another way of saying “one in three”?

¢ Name two open air activities Australians enjoy.

d What three countries make up Great Britain?

e What language do some people speak in Scotland?

f What's the capital of Scotland?

g Name two of Canada’s natural features.

h What are the most popular sports in Canada?

i What is the capital of Jamaica?

j What two things make Jamaica popular with tourists?

/ & Read the text and listen to Track 2. 7 . .
Circle the word yod hear for aach Hi! I'm Tessa, from Montreal, in Quebec. Quebec is in the

letter. The first one is done for (a) €ash/ west /south of Canada. Most (b) people / Americans /
you. Canadians speak the two official languages, French and English.
Canada is a (c) big / huge / large country, the second largest in the
world actually. In Canada you can find (d) everything / anything /
nothing. Do you like big (e) places / cities / countries? We have really
exciting ones, like Montreal and Toronto. Do you like mountains?
We have (f) two / lots / some too. (g) Water / Winter sports are very
popular. It is very cold in winter, but | like summer better. It's warm
and we go and swim in the lakes.

N f’ € Listen to Track 3 and complete

the chart. Then guess the Where it is: Pacific Ocaan
name of the country. Capital:
Languages:

Most popular sports:
Interesting information:
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Appendix L

The Content of Speaking Textbook (¥' Semester)

se A Listening

Radio phone-in

1 Look at the photos. Guess what the radio phone-in will be about.

F % /> extreme ironing

u)”? Now listen to Track 22 and see if you were right.

Z Answer these questions.

a How many people call the radio program? ...

b What activities are mentioned in the radio program?

'l)@ = Listen to Track 22 again and answer the questions.

a What is Keith’s hobby? ... oxctremne ironing

b What is the basic equipment for extreme ironing?

¢ What was Phil doing when he invented extreme ironing?

d What was Phil’s favorite sport before extreme ironing?

e What kind of people do extreme ironing?
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Appendix M

The Content of Speaking Textbook (Z' Semester)

IN Listening

") 4 Listen to Track 22 again. Complete the advertisement using
information from the program.

What is extreme ironing?

It’s (a) ...SporY. Susingraniording rya(b) EEEERSRE——
and (c) but instead of doing it in your family room
or kitchen, you do it in (d) places! For example, at
the top (e) ,upa (f) or at

the bottom of the (g) !

Who does it?

People from different (h) —but you have to be a
little bit (i) !

Interested? Here’s how to find out more about this fascinating sport!
Phone the (j)

Ve Complete the chart

i Tt ? Extreme My favorite
m; r;%;r':ﬁggg_if;o; d ironing leisure activity
personal information. (a)

Listen to Track 22 anywhere
- Where )

again, if you need to.

can you

practice it?

(b)

What do

you heed?

(©

What kinds

of people

do it?
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