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Abstract

The purpose of this qualitative case study was to explore the English language learning
experiences of three international students from China who studied or are currently studying at a
Midwest state institution and have been exposed to GTM in China and BDI in the United States.
This multiple case study was conducted with purposeful and criterion-based sampling. Symbolic
interactionism was the methodological lens I chose for this study. Biography-Driven Instruction
framework was the theoretical lens. The participants’ narratives were organized using a first-
person vignette to interpret their experiences with both GTM and BDI. A first-person view poem
was also constructed to represent the data using the participants’ own words of choice. Then I
presented a detailed cross-case analysis to unpack the poem and gained some analytical insights
by comparing and contrasting the similarities and differences across each participant.

Findings indicate that the three participants had to sacrifice their personal motivations,
interests and needs to align with family, school and societal expectations, and they were forced
to give up individuality to conform to family and school culture. In addition, teachers teaching in
tension were revealed in order to accommodate to the societal needs and parents’ pressure as
well as push the participants through the rigid assessment system within a Chinese education
context. The three participants had to use their sense of self and self-efficacy to navigate these
tensions and struggles when they did not personally feel motivated to learn English.

The outcomes of this research suggest avenues for policy makers, administrators, EFL
teacher educators and professional development organizers to support the integration of BDI
approach into the current GTM-dominated EFL classrooms in China. It is necessary for all the
involved stakeholders to understand the importance of mitigating the tensions and struggles

caused by societal needs, parents’ expectations and academic mandates so they can lead the



change process and leverage formal and informal avenues of integrating BDI approach into
GTM teaching. These avenues will provide possibilities for Chinese EFL learners to approach
new ways of English language learning and fulfill the purpose of real-life communication and
meaningful learning, thus helping them foster stronger intercultural awareness and acquire better

communicative competence.
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Chapter 1 - Introduction

Learning English as a Foreign Language (EFL) is a must in this fast-globalized world
where information and communication technologies are pushing English as the universal
language (Pomavilla, Villavicencio, &Soto, 2015). With this accelerating globalization, China,
as the second largest economy in the world, has experienced rapid economic growth, significant
social and cultural changes, and received a surge of returns. There has been a focused driving
force to expand and improve EFL teaching since the mid-1980s, and this drive is likely to
continue to flourish and thrive. Over the past decade, the world has witnessed China’s increasing
economic and cultural involvement in the global community, and its establishment of an active
influence in the international society (You & Dornyei, 2016). This involvement has exemplified
the significance of knowing English in the country. Therefore, it is not surprising to learn that
China has for the past 30 years enthusiastically prioritized on EFL teaching as it has determined
that knowing English is a powerful resource for China to be able to hold equal power as other
developed countries.

In the era of rapid economic globalization, English proficiency in China has been
considered a definite asset both at an individual and a societal level. Accordingly, English is
taught as a core subject of the national curriculum from primary school until the senior year in
high school. Most colleges offer English classes as electives for students to continue English
language learning. The administrations of Education in some coastal and more developed
provinces have made a commitment to start teaching English in Kindergarten. Continuous efforts
have been made to develop English language teaching and learning in China, including
upgrading the components of EFL teaching, such as curriculum, syllabuses, textbooks, tests,

resources, assessments and EFL teacher development.



The linguistic term communicative competence was coined by sociolinguist Hymes in
1971 and was introduced to language learning and teaching context. Communicative Language
Teaching approach (CLT) has become popular and greatly accepted as the major approach to
improve EFL teaching in the United States, Canada and some European countries. However,
China has not adopted CLT as the major teaching approach to improve students’ communicative
competence. Instead, teaching English grammar to students for passing the written tests is still
the first priority. Although China has made efforts to strengthen the English language teaching at
all levels, not all Chinese students have benefited equally from the invested efforts and resources.
Presently, most urban and suburban public schools in China are still using the Grammar
Translation Methods (GTM) in English classes, while only some international schools in the city
require teachers to use the CLT approach in class with emphasis on students’ interests and needs.

Meanwhile, diversity is increasingly becoming a global trend, and the demand for global
competence with increasing diversity is prevalent throughout the world (Herrera, 2012). China
has 55 ethnic groups and many diverse populations. Being diverse does not necessarily mean
only being of differing ethnicities from other countries or speaking different languages
(Pomavilla, Villavicencio, &Soto, 2015). Diversity can also refer to different learning styles,
preferences, and personalities of students who come from the same place and share the same first
language (L1). Wu (2001) argues that EFL teachers are facing great challenges and are calling
for support to promote EFL teaching in China and to ensure the focus of EFL teaching is placed
on students’ interests and needs. In order to understand students’ interests and needs, learning
styles, preferences and personalities, their diverse backgrounds whether it be sociocultural,

linguistic, cognitive and academic need to be taken into consideration.



When it comes to students’ diverse interests and needs, Biography-Driven Instruction
(BDI) is the teaching approach that clearly addresses culturally and linguistically diverse (CLD)
students’ needs and actively seeks to develop and account for the full potential of these students
(MacDonald, Miller, Murry, Herrera, & Spears, 2013). The use of BDI strategies provides key
evidence that new perspectives on teacher preparation and development for attaining global
competence with diversity are calling for further attention and study (Perez, Holmes, Miller, &
Fanning, 2012).

The BDI method provides educators with the guidance to differentiate their instructions

in ways that help promote the success of all students—especially CLD students—in their

classrooms (Herrera & Murry, 2016). BDI aims to place students at the center of teaching and
learning, to explore the biographies of students, their family and the contexts where they live and
learn, to raise teachers’ awareness of each students’ uniqueness and individuality that can factor
into learning, and eventually to help teachers gain instructional ability to reach every CLD
student in the classroom.

Biography-Driven Instruction has been widely used in many different countries with the
goals (Herrera, 2010) to: (a) take each individual student’s background knowledge into
consideration, (b) create an instructional climate that promotes growth from the known to the
unknown, and (c) provide a “space” for each student to individually demonstrate and celebrate
his or her success at the end of each lesson. The teachers’ successful delivery of BDI strategies to
CLD students is a good indicator of increasing global competence with diversity and such
strategies incorporate what we know about CLD student assets and needs (Herrera, 2012). More
than 20 different BDI strategies (Herrera, 2010; Herrera, Kavimandan, & Holmes, 2011) have

been put into practice to create a low-risk class environment; encourage students’ recurrent use



of their L1 to help understanding; leverage the sociocultural skills and knowledge; promote
interaction for comprehensibility; and integrate different learning strategies into student learning.

There is, however, a gap in the literature about applying BDI into EFL teaching. Under
the unique EFL context in China, limited research has been found on the use of BDI. For the past
few decades, China has been investing efforts in pushing EFL teaching to a higher level, but the
EFL teaching has not demonstrated promising and productive results as expected. Wu (2001)
asserts that EFL teachers in China are appealing for support and efforts to promote English
language teaching and learning in a specific EFL environment. This research will help fill the
gap in the literature of BDI researches in EFL teaching in China through exploring the
experiences of students’ English language learning after both GTM and BDI were introduced to
them. Addressing this gap in the literature, this research will also help practitioners better
understand the essence of BDI and ascertain how BDI could promote second language
acquisition (SLA) under different social-cultural contexts.

Meanwhile, it is necessary to understand the current EFL teaching and learning context in
China through reflective and critical thinking. There are many different types of language
teaching approaches on EFL setting. Two of them are primarily utilized for EFL teaching in
China, the Grammar Translation Method (GTM) and the Communicative Language Teaching
(CLT). GTM is a traditional second language teaching method which mainly requires learners to
translate whole texts word for word from target language into their first language and memorize
enormous vocabulary words, as well as numerous grammatical rules and exceptions (Elmayantie,
2015). While CLT advocates language should be taught in a communicative way in order for
learners to achieve a “communicative competence” (Hymes, 1972). BDI belongs to the same

category as CLT, aiming to promote language learners’ communicative competence.



In China, GTM currently dominates regular EFL classrooms, while CLT is limited to
international EFL classrooms. The teaching outcomes associated with these two teaching
approaches are controversial. Nagaratnam and Al-Mekhlafi (2012) examined pre-service teacher
trainees’ attitudes towards GTM and discovered they had positive attitudes towards GTM and
preferred implicit grammar teaching. On the contrary, Chang (2011) argues that, although the
GTM helps improve students’ mastery of grammatical rules and usages, students cannot flexibly
and appropriately apply these grammatical rules into real-life communication, so GTM actually
prevents students from developing their communicative competence. In other words, mastering
the grammar is one thing but knowing how to communicate with others is another thing.

Grammar does not always contribute to communication, and on most occasions limits the
learners’ thinking to grammatical rules. Natsir and Dedi (2014) also argue that GTM is outdated
and teachers ignore students’ feelings and emotions because the method lacks principles relating
to those students’ feelings and emotions. Elmayantie (2015) identifies a downside of GTM as
being that, “it teaches the students about language but does not really help the students to
communicate effectively with it” (p. 127). This downside indicates GTM only focuses on the
language itself, with no emphasis on using the language in a communicative way. With GTM in
use, teachers are having a difficult time cultivating and developing students’ communicative
competence in contrast with CLT. In a result, the researcher wanted to compare students’
responses on GTM and BDI to address the gap and reveal the possible truths.

Another factor inspiring this research was what motivates students to learn, known as the
Language Learning Motivation Theory (LLM). Motivation is widely acknowledged as a
significant contributor in second language learning (Gardner, 1985; Gardner & Lambert, 1972)

and has been extensively researched in second language/foreign language (SL/FL) learning



(Crookes & Schmidt, 1991; Dornyei, 2005; Liu & Zhang, 2013; Wesely, 2009; Yamashita,
2015). As Dornyei (2005) has emphasized, “without sufficient motivation, even students with the
most remarkable abilities cannot accomplish long-term goals, and neither are appropriate
curricula and good teaching enough to ensure student achievement” (p. 65). In addition to the
appropriate curricula and good teaching, motivation is also closely associated with student
achievement.

Motivation can be classified into two types: intrinsic motivation and extrinsic motivation.
Intrinsic motivation refers to our desire to perform activities to meet our own satisfaction or
pleasure (Brown, 2007). The contributors that can be identified as increasing intrinsic motivation
are: challenge, curiosity, control, cooperation and competition, recognition (Zhao, 2015).
Extrinsic motivation is the opposite of intrinsic motivation. Brown (2007) points out that
extrinsic motivation refers to our desire to perform activities to obtain known and external
rewards, both tangible and intangible in nature. This type of motivation comes from external
sources, such as the motivation to win prizes, receive cash rewards, and/or attract public
attention.

Grammar Translation Method (GTM) is teacher-centered and does not consider students’
motivation as an important element in language learning. With GTM, students are passive
participants. Therefore, GTM weakens students’ motivation through drill practice and rote
memorization. On the contrary, BDI is student-centered and aims at addressing students’ diverse
needs to keep them motivated and engaged throughout the class. When students’ socio-cultural,
linguistic, cognitive, and academic needs are clearly addressed, they are more likely to be
activated early in the learning process. This kind of activation allows students to make positive

connections with their previous knowledge and experience, and eventually enables them to



achieve their learning goals and celebrate their success. What is critical to this activation,
connection and affirmation process lies in our knowledge of each student’s unique biography
(Semrud-Clikeman, 2015). In recognition of what each student has brought to the classroom,
teachers can differentiate the instruction to meet a student’s individual needs. Just as Herrera
(2016) says, “No one can be forced to learn. We can only encourage, support, and thus motivate
students to join the community of learners on their education journey” (p.13). Motivation is the
main driving power for language learning. Without motivation, active learning or successful
learning will rarely happen.

Additionally, the different social cultural contexts in which the English language learners
from China are involved motivated the selection of this research. Socio-cultural theory (SCT),
emerged from the work of the Russian psychologist Vygotsky (1978), Leont’ev (1981), and
Wertsch (1985). SCT literally refers to society and culture, and this theory views language
learning as an ongoing process within certain social and cultural contexts. It is a theory on the
development of psychological practices which consider social interaction as the core of
communication and learning process. Vygotsky’s (1978) theory investigates the social situation
or context where behaviors occur and argues that psychological structures do not automatically
come to the individual’s mind but are formed as a result of interaction with the social context. In
other words, particular attention is given to social interaction due to its close relationship with
the individual’s activities.

Furthermore, from the socio-cultural point of view, ‘learning is also seen as a socially
mediated process. It is dependent on face-to-face interaction and shared processes, such as joint
problem solving and discussion’ (Mitchell & Myles, 2004, p. 195). In this sense, learning is a

shared activity within the social context, and this problem-solving process is accomplished by



collaborative learners who may possess different background knowledge and experiences in a
shared context. In order to reach the goal of successful learning, the process of having supportive
dialogue which directs the attention of the learner to key features of the environment and
prompts them through successive steps of a problem is called scaffolding (Wood et al., 1976).
Through scaffolding, language learners receive support to expand and bridge their Zone of
Proximal Development (ZPD). ZPD is defined by Vygotsky as follows:

The difference between the child’s developmental level as
determined by independent problem solving and the higher level of
potential development as determined through problem solving

under adult guidance or in collaboration with more capable peers.
(Vygotsky, 1978, p. 85)

From the aforementioned definition, ZPD is viewed as an important concept in SCT and
refers to a zone between a learner’s level of current performance and the level of potential
performance. Vygotsky (1978) argues that learning occurs when new information and skills fall
within the zone between what the learner already knows and what he or she can do with
necessary assistance to make them understand the new topic, make new connections, and affirm
their knowledge. To make it simple, when the gap appears between what the learners already
know and what the learners will be able to achieve with assistance, learning will happen.

ZPD has served as a baseline for many researchers. Herrera (2016) mentions Vygotsky’s
ZPD as one of the theoretical foundations of BDI framework. The sociocultural theory is also
fundamental in the development of the CLT Approach through the concept of ZPD (Herrera &
Murry, 2016). BDI serves the same purpose as CLT does in second language learning, viewing
developing language learners’ communicative competence as one of the many goals. Language

learning in different socio-cultural contexts varies; therefore, teachers are encouraged to be



cognizant of the social contexts that surround the learners and motivate students to learn. With
that being said, BDI demonstrates a more sociocultural perspective to increase CLD students’
motivation to learn and reach both linguistic and academic success. Through using BDI,
teachers first learn students’ biographical backgrounds from the perspectives of sociocultural,
linguistic, cognitive and academic dimensions, and then they incorporate differentiated
instructions into the class throughout the three phases: activation, connection and affirmation.

Rationale

Reflecting on the years of the researcher's learning and teaching English in China and her
English language experiences in the United States, the researcher had a strong desire to find out:
(a) what are the experiences of the Chinese students who were exposed to BDI? (b) why do not
all Chinese students have appreciated the way English language was taught previously and is
being taught presently? (c) why did they not gain satisfactory English proficiency as the
curriculum requires? and (d) how do they value the BDI teaching with focus on their needs in
their language learning? The researcher has the intention of conducting this research to explore
the participants’ experiences after their exposure to both GTM and BDI and of determining how
the participants differentiate and make the most sense of their English language learning
experiences about GTM and BDI.

As globalization and diversity brings new challenges to EFL teaching and learning in
China, GTM is no longer the best teaching approach to help improve English language learners’
communicative competence and promote their SLA. BDI encourages teachers to embrace student
diversity and bridge student’s ZPD so that they can help boost student’s learning motivation and
address each student’s individual needs. BDI appears to offer a new path to EFL teaching and

learning in China, and this method will compete to meet the demands of fostering language



learners’ intercultural awareness and promoting their communicative competence, and to
increase students’ motivation to learn within different socio-cultural contexts. In order to narrow
the significant gap between how EFL students currently learn and how EFL students can be
taught in the future to enhance their communicative competence, EFL learners in China need
continuous adaptability and appropriate learning support. Thus, it is necessary to understand an
EFL learner’s perception of English language learning experiences with different teaching
approaches within different socio-cultural contexts. It is also critical to examine BDI’s
pedagogical impact in order to develop effective teaching and learning practices for future EFL
teaching and learning in China.

Research Purpose & Research Questions

Research Purpose
The purpose of this study was to explore the English language learning experiences of
three international students from China who studied or are currently studying at a Midwest state
institution and have been exposed to GTM in China and BDI in the United States.
Research Questions
1. What are the experiences that the Chinese students have had with GTM in China and
with BDI in the United States?
2. In what ways do Chinese students compare and contrast their perspectives on,
experiences with, and/or outcomes arising from, their exposures to GTM in China and

BDI in the United States, provided as paths to their second language acquisition?
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Theoretical Framework

The theoretical frameworks that informed this study will be discussed in details in
Chapter Two, however, now the researcher would like to briefly orient the reader to the primary
theoretical framework for the research topic---- Biography Driven Instruction (BDI).

The theoretical framework, BDI, as a comparison to GTM, is the major driving force that
attracts the researcher’s interest in conducting this research. BDI, first proposed by Herrera, is a
model of culturally-responsive pedagogy that focuses on the efforts of many others who have
contributed their whole careers to promoting our understanding of the circumstances that can
help develop SLL/ SLA and, most importantly, allow students to succeed and flourish (Herrera,
2010). According to Herrera (2010), BDI embraces the student diversity through incorporating
students’ sociocultural, linguistic, cognitive, and academic dimensions of their biographies into
the learning process. Teachers investigate students’ biographies before lesson delivery so that
they can tailor the BDI strategies to maximize students’ learning throughout the three stages:
activation, connection and affirmation.

Biography Driven Instruction (BDI) falls under the big umbrella of CLT, with the focus
on promoting diverse students’ communicative competence in addition to students’ unique needs
and interests, which can add the thriving power to accelerate EFL students’ academic and
linguistic success. In contrast, there have been more negative voices on GTM because it only
focuses on grammatical rules and rote memorization and to a large extent it weakens students’
communicative competence. BDI strategies have been used in ESL settings among many
different countries, and teachers and students in ESL classrooms have given credits to BDI

teaching. However, there are limited researches of using BDI in an EFL setting so far.
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Connecting the current EFL teaching trends in China to BDI teaching, the researcher had
the strong desire to explore the participants’ experiences on English language learning with
different teaching approaches within different social-cultural contexts. Eventually, with the
research findings from this study, the researcher looked forward to making some theoretical
contributions to the future literature review as well as some practical implications to the EFL
teacher educators, stakeholders and curricula and assessment reform regarding the value of using

BDI in an EFL setting.

Methodology

Qualitative research is largely conducted as the overarching methodology in the
education field and aims to answer “the whys and hows of human behavior, opinion, and
experience — information that is difficult to obtain through more quantitatively-orientated
methods of data collection” (Denzin & Lincoln, 2005, p. 1). A qualitative study was mainly
inspired to capture people’s behaviors, opinions and experiences as indicated within their words
and actions, as well as the meanings that lie behind their languages and actions. In order to make
the best possible interpretations on the participants’ lived stories, the participants’ words,
behaviors, interactions, emotions, decisions, and the processes of meaning making need to be
documented and told. The goal of conducting a qualitative case study is to discover the ways that
participants share their stories and understand their lived experiences as they construct their
understanding of their experiences (Kim, 2015).

With this goal in mind, the researcher in this study aimed to explore the ways that the
participants understood their lived English language learning experiences and retold their stories
as they were sharing their understanding of their English language learning experiences on GTM

and BDI. Yin (2009) defines a case study as “an empirical inquiry that investigates a
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contemporary phenomenon within its real-life context, especially when the boundaries between
phenomenon and context are not clearly evident” (p. 13). Merriam (1988) describes a qualitative
case study as “an intensive, holistic description and analysis of a single instance, phenomenon, or
social unit” (p.21). Therefore, the methodological approach that was proposed and best suited
this study was the case study approach and will be explained in detail in Chapter Three.

Methodological Framework

In qualitative research, an appropriate theoretical framework can provide the researcher a
good lens to view and understand the research context where the meaning making process
occurs. In terms of the research purpose and research questions for this study, the epistemology
that guided this study was constructionism, focusing on the basic question “How do we know
what we know?”. Specifically, the methodological framework that this study was grounded in
was symbolic interactionism.

Crotty (1998) defines constructionism as “the view that all knowledge, and therefore all
meaningful reality as such, is contingent upon human practices, be constructed in and out of
interaction between human beings and their world, and developed and transmitted within an
essentially social context” (p. 42). From the perspective of constructionism, the basics of the
meaning making process relies on the interactions between human beings and the environment.
People build relationships with the objects within the environment and through the interactions
with the surroundings people construct meanings for what they see, hear and perform. An object
in the world does not carry meaning itself until people attach meanings to it. In order to interpret
the relationships between ourselves and the objects in the world, we have to in different ways
interact with the objects within certain social contexts. The world is not stable and neither is the

environment; consequently, the interaction between people and the objects is not stable. The
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culture, the identity, the environment, the emotion, the language, the personality can all
contribute to the meaning-making process and the understanding of a certain experience.

Within the epistemology of constructionism, the appropriate theoretical lens chosen for
this study was symbolic interactionism. Symbolic interactionism “has its roots in American
pragmatism” (Schwandt, 2007, p. 283) and many pragmatic philosophers such as Peirce, Dewey,
James, and Mead helped lay the groundwork for the framework of symbolic interactionism
(Crotty, 1998). Blumer, a student of Mead, received the most applauses for the influence Mead’s
thought has had in shaping the framework of symbolic interactionism and developed the Blumer-
Mead version of symbolic interactionism:

First, humans act toward the objects and people in their
environment based on the meanings these objects and people have
for them. Second, these meanings derive from the social
interaction (communication, broadly understood) between and
among individuals. Communication is symbolic because we
communicate through language and other symbols and in
communicating create significant symbols. Third, meanings are
established and modified through an interpretive process

undertaken by the individual actor.
(Schwandt, 2007, pp. 283-284).

From the aforementioned definition, the primary assumption of this symbolic
interactionism framework is, when constructing their social world humans are viewed as active
participants, not passive receivers, to continually adjust their thoughts and behaviors and modify
their understandings based on the interactive process with the things that symbolize meanings in
their life. In essence, the meanings constructed through the interactive process are attached to the
significant symbolic objects, and humans create, construct and interpret meanings of these social

symbols based on what they believe to make the most sense to themselves.
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Symbolic interactionism was believed to be appropriate for this study because it focused
on the participant’s meaning-making of their English language learning experiences as students
when they interacted with the two different teaching approaches. The participants’ subjective
experiences of English language learning with two different teaching approaches served as the
foundation for understanding and studying the English language teaching system in the society.
The student participants interacted with the two teaching approaches within different socio-
cultural contexts and constantly adjusted their behaviors and understandings. Their narratives
and meaning making of the interactions with the symbols, such as the two teaching approaches,
was closely associated with the socially constructed realities of the environment where they
lived. Their understandings of the two teaching approaches as the symbols that they interacted
with shaped the way they socially constructed their own English language learning experiences
and determined the way they engaged themselves in English language learning.

Research Design

This multiple case study was conducted over a period of four months. Case study method
is used in most qualitative research to help find the answer to the ‘how’ or ‘why’ questions of a
contemporary set of events with in-depth inquiries. For the purpose of this study, this multiple
case study was bounded by the English language learners’ experiences in GTM and BDI located
in a midwestern state university. The researcher contacted the relevant administrations and the
potential participants to gain access to conduct the research. After purposeful and criterion
sampling, the case study was investigated through the lens of three Chinese international students
after they were exposed to both BDI and GTM.

The data collection methods for this study included semi-structured interviews,

participant object elicitations, meeting notes, documents, research journals from both participants
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and researcher, member checking, and peer debriefing. With prompts prepared in advance, the
intentional semi-structured interviews served as the primary source of data, but informal and
natural conversations not necessarily followed the prepared probes. Please see more details in
Chapter Three.

The data analysis started with in vivo coding and descriptive coding of the data and
continued with pattern coding and focused coding. After three rounds of coding process, the
researcher was able to categorize and theme the data that related to the research purpose and
questions. Later, guided by research questions, the researcher used a first-person vignette to
summarize the participants’ individual narratives, along with a first-person poem and cross case
comparisons to demonstrate an analytical understanding of the research findings.

Significance of the Research

Through the epistemology of constructionism and the theoretical lens of symbolic
interactionism, it was more likely for the researcher to launch a qualitative case study to observe
what the participants have experienced or have been experiencing with GTM and BDI. Through
conducting interviews with the participants to capture their experiences, the researcher obtained
more detailed information and gained new insights from analyzing the participants’ experiences.

Theoretical Significance

As for the research, the researcher had the ability to interview the participants about their
English learning experiences and find out how they approached the new meaning-making
process in regards to their English learning experiences. When multiple truths about the
participants’ English learning experiences were targeted, this research could provide a good
reference for future research on how to adapt both GTM and BDI into the EFL instructional

practices through different theoretical lenses.
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Practical Significance

Through the data analysis and discussions on the research findings, this study had some

practical purposes of contributing to the existing literature by adding the potential value of BDI

to EFL teaching in China, the pedagogical applications of using BDI into future instructional

practices of EFL teaching in China, as well as the curricular and assessment aspects to be

considered to maximize meaningfulness for students and effectiveness for educators when using

BDI in China. Future studies could focus on the field practice of testing BDI in China.

Definitions of Key Terms

For the purpose of study, the following terms were used:

1.

BDI —Biography-driven instruction. BDI encourages teachers to embrace student
diversity through incorporating students’ sociocultural, linguistic, cognitive, and
academic dimensions of their biographies into the learning process (Herrera, 2010).
GTM— Grammar Translation Method. Natsir & Dedi (2014) summarize five basic
elements about the GTM: (a) Students are taught through mother tongue; (b) the
vocabulary in GTM is memorized by translating it to the native language; (c) in terms
of the grammar, the GTM emphasizes that learners must understand the grammar
before producing the sentence of text.

CLD students—A term used to refer to the students who are culturally and

linguistically diverse.
EFL— English as a Foreign Language. This is a term of choice in countries where
English is not the predominant language, such as China.

SLA— Second Language Acquisition/ Second Language Learning. It will be used

interchangeably throughout the study.
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6. Prism Model—T1t is expanded by Thomas & Collier (1997) and includes four major

dimensions that drive language acquisition for students: linguistic, academic,
cognitive and sociocultural.

7.  SCT— Socio-Cultural Theory. It is also called ‘cultural-historical psychology’. It
refers to society and culture, and views language learning as an ongoing process
within certain social and cultural contexts.

8. LLM—Language Learning Motivation. According to Gardner (1985), motivation
consists of four elements: “a goal, effortful behavior, a desire to attain the goal, and
favorable attitudes toward the activity in question” (p. 50). Most researchers believe
motivation has many different types and plays a critical role in students’ second
language learning.

Chapter Summary

Through this chapter, the readers can capture a holistic view of the research topic from
the following aspects. First, the researcher gave a brief introduction to the background of this
study, an in-depth and clear rationale for the selection of BDI as effective in answering the
research questions, and an outline of the research purpose and research questions that include
appropriate contextual details. Later, the researcher elaborated the appropriateness of choosing
the methodology and the theoretical framework that supported this qualitative case study.
Finally, the researcher had a discussion of the significance that may be associated with this
research, and the operational definitions that were related to the research questions.

The remainder of this study will be presented in next four chapters.
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Chapter 2 - Literature Review

Introduction

Second language learning (SLL) has often been considered a complicated process as the
outcomes of SLL are influenced by a variety of factors such as the motivation of the learner, the
diverse social-cultural backgrounds the learners bring with them and the different social contexts
where learning occurs. In this chapter, I present a holistic review on the theoretical frameworks
which help support the understanding of the research questions. I include a detailed review on
Language Learning Motivation Theory (LLM), Socio-cultural Theory (SCT), the relationship
between LLM and SCT, Grammar Translation Method (GTM), Biography-Driven Instruction

(BDI), and the interactions among LLM, SCT and BDI.

Language Learning Motivation Theory

In the past decades, the trend towards motivational theories related to language learning
has generated much interest in the topic among language teachers and second language (L2)
researchers. Research findings have indicated that motivation plays an important role in language
learner’s achievement and can have both beneficial and detrimental impacts. Although its
importance is widely recognized, the concept of motivation proves its complexity and confusion
based on the research of different types of motivation theories. In general, educational, social and
cognitive psychology, as well as general educational and social theories and sociolinguistic
theories have all contributed to understanding the LLM within a formal school context (Keblawi,
2016). Significant aspects of LLM are presented in this chapter to create a foundational

framework for a deeper understanding of the research topic.
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Definitions

Language learning motivation (LLM) has gone through different stages over the past
decades, and because there are so many aspects and personal learners’ traits to consider in the
process of understanding learners’ motivation towards SLL, it has been challenging for
researchers to agree on one single definition of L2 motivation (Guerrero, 2015). Gardner and
Lambert (1959) are the pioneers of research in the area of motivation. They first proposed two
types of motivational orientation---- integrative and instrumental. The integrative orientation is
about meeting the needs of one’s self, while the instrumental orientation is more for a substantial
benefit. Gardner and his associates’ work has produced far-reaching influence on motivation
research and has inspired numerous studies on motivation in SLL.

According to Gardner’s Socio-educational Model (1985), he depicts motivation as a
combination of effort towards the goal, desire to achieve the goal of language learning, positive
attitudes towards the language learning and satisfaction experienced in target language learning.
Oxford & Shearin (1994) claim motivation is a crucial determinant of the extent to which
learners are actively involved in learning a second or foreign language. A motivated learner is
defined by Masgoret & Gardner (2003) as persistent and attentive to the task at hand, expands
effort, has goals, desires and aspirations, enjoys the activities, makes attributions concerning
success and/or failure, is aroused and makes use of strategies to aid in achieving goals. This
descriptive definition vividly explains what a motivated learner looks like. Later, motivation is
defined through using different models and theories, such as the socio-educational model
(Gardner, 1985; Gardner & Smythe, 1975) and self-determination theory (Deci & Ryan, 1985;

Ryan & Deci, 2000).
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In the socio-educational model (Gardner, 1985; Gardner and Smythe,1975), motivation
for learning another language consists of three major components (Tremblay & Gardner, 1995)
that include: (a) effort to achieve this goal, (b) desire to learn, and (c) attitude toward the task.
Later, Ryan and Deci (2000) define that motivation has been classified as extrinsic motivation
and intrinsic motivation. Throughout the learning process, motivated learners strive for success
in order to realize their goals. Intrinsically motivated learners seek to fulfill their own interest
and needs, joyfulness and satisfaction while extrinsically motivated learners tend to perform for
practical reasons such as passing an exam, winning an award or a prize. Learners make efforts to
achieve the goal with varied motivation as the driving force.

Csizer & Dornyei (2005) conducted an experiential study to evaluate the internal
structure of motivation and examine the interrelationships among seven motivational
components. Based on their findings, they redefined the integrativeness as the “Ideal [Second
Language] Self” (p. 30) and add a new definition of motivation as “the desire to achieve one’s
ideal language self by reducing the discrepancy between one’s actual and ideal selves” (p. 30).
Thus, it creates resonance to connect this integrativeness to one’s intrinsic motivation. There is a
distance between the actual self and the ideal self, and the motivation provides the power for one
to push the self to move from a further distance to a shorter distance until the actual self meets
the ideal self. Guerrero (2015) views motivation being associated with traits of commitment,
enthusiasm, and persistence to achieve goals. In order to reach goals, learners make a
commitment to be passionate and never give up, which later changes into the motivation in their
inner mind so that learners are stimulated to take action and consistently work towards the goal.

In terms of how motivation affected the Chinese English language learners’ decision-

making process when they were exposed to GTM and BDI, and in what ways the Chinese
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English language learners are more motivated to learn, my study operated under the definition of
motivation being a desire, an enthusiasm, or a willingness to exert effort to successfully learn
another language. Furthermore, it is a driving force of a learner’s participation and engagement
in the learning process, and is an incentive to deliver a commitment, passion, and persistence and
gradually push the actual self to be closer to the ideal self in terms of becoming an effective
language learner.

Types of Motivation

Motivation can be classified into intrinsic motivation and extrinsic motivation. Brown
(2007) mentions that intrinsic motivation refers to performing activities for our own satisfaction
or pleasure. It is a force that propels individuals to act in order to achieve personal contentment
or internal satisfaction. According to Coon & Mitterer (2010), intrinsic motivation occurs when
individuals without wanting any obvious external rewards but instead act simply to enjoy an
activity or exercise an opportunity to explore, learn and maximize potentials. People who are
intrinsically motivated are willing to do things to meet their inherent needs and do not act for
external benefits.

The contributors that can be identified as increasing intrinsic motivation are: challenge,
curiosity, control, cooperation and competition, recognition (Zhao, 2015). Intrinsic motivation is
more relevant to what learners really need and can sustain for a longer period. But Extrinsic
motivation is on the opposite side of intrinsic motivation. Brown (2007) points out that extrinsic
motivation refers to our desire to perform certain activities for known and external rewards, both
tangible and intangible in nature. This type of motivation is more associated with temporary
needs and can come from outside, such as the motivation to win prizes, receive cash rewards,

and attract public attention.
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Meanwhile, in order to understand why language learners are motivated to learn the
target language, it is necessary to understand the learners’ immediate or ultimate goal or purpose
for learning the language. Gardner & Lambert (1959, 1972) identify two types of learner
motivations as integrative motivation and instrumental motivation. Learners’ orientations are
predictors of their motivation and its sustainment to learn the target language. According to
Gardner (1985), integrative motivation refers to a learner’s desire to at least communicate or at
the most t integrate (or even assimilate) into the target culture and language, while instrumental
motivation refers to a learner’s desire to achieve more external or pragmatic gains such as
advancing a career, getting a highly-paid job or passing a required examination. Integrative
motivation focuses on learning the target language, increasing the affiliation with the target
community and becoming a valued member of the language community, while in contrast,
instrumental motivation is connected to the desire to learn the language to accomplish external
purposes, such as gaining prestige or power, obtaining practical rewards or getting more
utilitarian benefits.

The relationships between motivation and second language proficiency are considerably
complicated, multifaceted and EFL setting specific. Liu (2016) identifies typical instrumental
motivations for Chinese learners include passing examinations, obtaining certificates or diploma,
bringing honor to their family and/or securing a good job. Under the EFL setting in China, Liu’s
study (2016) suggests that the relationship between motivation and foreign language proficiency
is situation specific and context dependent, and both integrative motivation and instrumental
motivation can become effective contributors to a learner’s EFL proficiency at various stages of

their foreign language learning.
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Both integrative and instrumental motivation can be formulated and boosted at specific
stages of learning and can strongly affect learners” EFL learning process in China. The
motivations that the Chinese English language learners might have when they were exposed to
GTM and BDI depends on what goal they desired to achieve with these two different language
methods and what their main purpose is for learning the English language. A second language
learner can successfully learn the target language with either an integrative motivation or an
instrumental one, or with both. Motivation can also be either intrinsic or extrinsic, or both, for
one type of motivation does not rule out the existence of the presence.

Before the discussion about the applications of motivation in SLA and in EFL setting, a
note on terminology I chose for this research has to be made. In this research, I did not
distinguish between the terms second language acquisition (SLA) and second language learning
(SLL) but interchangeably used them in discussion. SLA and SLL are differentiated according to
Ellis (1985) who asserts acquisition as the natural process of picking up and mastering a second
language through exposure and learning as the conscious process of studying a second language.
I do not keep such a distinction in this research because for the research participants who were
exposed to both the BDI and GTM teaching approaches, English is their SL/ FL. Consequently,
the acquisition process and the learning process for these participants was blended, integrated,
and interdependent so it was impossible to separate them; in a sense, it was not meaningful to
make a distinction between acquisition and learning in a strict way.

Applications in SLA and in EFL Setting

Motivation is widely acknowledged as a significant influence in SLA (Gardner, 1985;

Gardner & Lambert, 1972) and has been extensively researched in second language/foreign

language (SL/FL) setting (Crookes & Schmidt, 1991; Gardner, Smythe, Clement & Gliksman,
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1976; Dornyei, 2005; Liu & Zhang, 2013; Toni & Rostami, 2012; Vandergrift, 2005; Wesely,
2009; Yamashita, 2015; Zhang & Xiao, 2006). Research studies have given a strong emphasis to
the application of motivation in EFL classrooms and has generally determined its presence as
influential for high levels of EFL academic achievement (Bernaus & Gardner, 2009; Damavand,
2012; Dornyei & Ushioda, 2011; Proctor et al., 2014; Toni & Rostami, 2012). Appropriate
curriculum and good teaching are essential elements for effective language learning programs,
but these elements are not enough to ensure students to demonstrate desired outcomes as Dornyei
(2005) asserts, “without sufficient motivation, even students with the most remarkable abilities
cannot accomplish long-term goals, and neither are appropriate curricula and good teaching
enough to ensure student achievement” (p. 65). In other words, besides appropriate curriculum
and good teaching, motivation is another significant factor in stimulating language learners’
desire or ambition to learn an L2 and achieve language learning success.

Researchers in the past few decades have reached a generally accepted conclusion that
motivation does influence the overall acquisition of a target language (Dornyei, 1998; Masgoret
& Gardner, 2003). According to Ushioda & Dornyei (2012), numerous studies have investigated
the impact of motivation on SLA, and have found substantial evidence associating motivation to
overall SL achievement and positive connections between motivation and other language
learning-related variables (Gardner, 2007; Dornyei, 2009; Ushioda & Dornyei, 2012; Liu, 2015).
Additionally, Dornyei (1998) proposes that if students are not motivated to learn, it is less likely
they are willing to adopt language-learning strategies and achieve language learning success.
When students have no motivation to learn, it is unusual for them to engage in any learning

activities. Thus, they will have limited success in acquiring a new language.
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In an EFL setting, motivation also provides the fundamental driving force to start off FL
learning and to maintain the usually tedious FL learning (Dornyei, 2005). Motivation has been
regarded as an important contributor in EFL learning and correlates with EFL proficiency.
Research has targeted more studies on the impact of intrinsic motivation rather than extrinsic
motivation. A significant amount of empirical research in the field of SLA has examined the
relationship between intrinsic motivation and language achievement and has found intrinsic
motivation has a positive effect on SLA. Vallerand (1997) proposes that language learners with
intrinsic motivation are more likely to produce positive learning results, while language learners
with extrinsic motivation are more likely to see negative learning outcomes. From this
standpoint, intrinsically motivated learners tend to maintain the learning passion for a longer
period, and this type of knowledge is self-sustained (Bravo Jorge, et. al., 2017). In contrast,
extrinsically motivated learners are more likely to remain engaged in language learning for just a
short period, and as a result, their retention of knowledge is temporary.

Research has also confirmed that intrinsic motivation is an important indicator of
students’ motivational intensity, persistence, and final grades (Neols, Clement, & Pelletier, 2001;
Pae, 2008). Whether intrinsic motivation has a more positive influence than extrinsic motivation
on SLA remains unclear due to the difficulty in isolating the value of extrinsic motivation
(Zhang, Lin, Zhang, & Choi, 2016). It seems reasonable to validate intrinsic motivation being a
more positive influence in EFL learning since intrinsic motivation has a longer sustaining effect
in language learning. However, extrinsic motivation can be an effective factor to first stimulate
language learning and later boost learners’ subsequent passion for learning as well. Liu & Zhang
(2013) launched a study of FL anxiety and motivation among1697 Chinese university students,

and the study’s results revealed that external motivation, intrinsic motivation, motivation

26



intensity, and academic achievement were all important predictors of students’ performance in
English language learning. Accordingly, it is unreasonable to assume that one type of motivation
outweighs another type of motivation when assessing the effect on language learning.

In comparison to the intrinsic motivation and extrinsic motivation, both integrative and
instrumental motivation are also significant motivators in SLA and hold equal importance in
EFL learning. Engin (2009) conducted a study to examine the relationships among integrative,
instrumental, and work avoidance motivations and students’ successes in SLL, which confirmed
the importance of their roles in SLA. Wesley (2009) completed a mixed method study of young
learners and reported students were both integratively and instrumentally motivated to study the
target language and found that relationships with teachers and peers were influential factors in
shaping students’ motivation. Liu (2012) analyzed 1431 questionnaires and 215 reflective
journals to find out the study’s participants had high integrative and instrumental motivation to
learn English. Liu (2016) investigated the relationships between motivation and EFL proficiency
among 262 Chinese university students and ascertained that both integrative and instrumental
motivation were effective to promote EFL proficiency, though the effect varies at different
learning stages.

Muiioz & Ramirez (2015) claim that the motivation for learning a second language is an
essential factor when “the source of motivation is not intrinsic, but responds more to external
aspects such as graduation, employment opportunities, traveling, and government mandates” (p.
198). These external sources of motivation, including family members, peers, teachers, and
members of the target language community, can help a second language learner transfer from

being an externally motivated student to an intrinsically motivated student. Therefore, it is
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possible for learners who are initially extrinsically motivated to develop intrinsic motivation to
continue to engage and progress in learning another language.

There may be a positive and strong correlations between extrinsic and intrinsic
motivation towards SLL (Gonzales, 2011; Lin, McKeachie, & Kim, 2003; Vandergrift, 2005).
However, according to Lightbown & Spada (2006), research shows that the distinction between
the two types of motivations is not clear because the learning context the language learners are
involved in differs from time to time and from place to place. Saville-Troike, M. (1988) argues
that neither type of motivation is more favorable than the other in terms of language learning.
Mezei (2008) believes that both intrinsic and extrinsic motivation can coexist in an individual.
Therefore, both motivations can have significant influence over SLA and it is not necessary to
distinguish which one works better towards SLA because the influence each exerts varies based
on the learning context.

In conclusion, after the literature review on the LLM and its application in SLA and EFL,
I have a clear picture about the role of motivation in affecting learners’ SLL and can now better
understand my participants’ English learning experiences and their exposure to GTM and BDI in
relation to language learning motivation.

Socio-cultural Theory

What is Socio-cultural Theory?

Socio-cultural Theory (SCT), also called ‘cultural-historical psychology’, views language
learning as an ongoing process within certain social and cultural contexts. It is a theory on the
development of psychological practices which consider social interaction as the core of
communication and learning processes. This theory asserts that language learning occurs and

continues when language learners interact with social and cultural contexts.

28



The SCT theory first emerged from the pioneer work of the Russian psychologists
Vygotsky (1978), Leont’ev (1981), and Wertsch (1985). Vygotsky, a well-known theorist of
child development, wrote many works on child development. Since his first translated writing
Thought and Language, appeared in 1962, his views on child development have been
increasingly influential and followed and promoted by many other psychologists and child
development theorists such as Bruner (1985), Wertsch (1985), and Rogoff (1990). Vygotsky’s
views on child development have also been extensively applied in classroom practices by many
educational researchers (Mercer, 2012).

Vygotsky’s original ideas on child development indicate that current socio-cultural theory
is best described as a ‘neo-Vygotskyan’ (Mitchell & Myles, 2004). Since the 1980s, the foremost
figure advocating the relevance of socio-cultural theory to SLL has been Lantolf. In the mid-
1990s, Lantolf edited two collections of papers that illustrate the application of different aspects
of Vygotskyan ideas about SLL (Lantolf, 1994). Lantolf and other scholars followed this
collection up by providing useful updates about theoretical development as well as a summary of
a wider range of empirical socio-cultural research (Dunn and Lantolf, 1998; Lantolf, 2000;
Swain et al., 2002).

As Lantolf (2000a) proposes, the core concept of sociocultural theory resides in the
higher forms of mediated human mental activity. Humans do not act directly on the physical
world but rely on certain tools and human activity, and we, as human beings, also depend on
symbolic tools or signs to mediate and regulate our relationships with others and with ourselves
(Vygotsky, 1986). Vygotsky’s theory investigates the social situation or context where
behaviors occur and argues that psychological structures do not automatically come to the

individual’s mind but are formed as a result of interaction with the social context. When human
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beings interact over time with the physical world, we often create the artifacts that can be seen as
physical and symbolic tools. Lantolf (2000a) also points out that during humans’ interactive
process with the world we constantly modify these symbolic artifacts or physical tools as needed
before passing them on and making them available for future generations. These symbolic tools
are not limited to objects, numbers, signs, graphs, music, art, and language. As we interact with
the surroundings around us, we always use the context- and/or culturally constructed physical
tools or symbolic artifacts to establish an indirect but mediated relationship between ourselves
and the world.

From the previous description of SCT, one of the prominent features of SCT is
considering learning as a social process in nature where humans make meanings of things
through physical and symbolic tools within certain social or cultural contexts. Social interaction
is at the center of individual activities. Humans have to interact with the surroundings to build
social relationships and understand what they are experiencing. From the socio-cultural point of
view, learning is an ongoing social process and is “dependent on face-to-face interaction and
shared processes, such as joint problem solving and discussion” (Mitchell & Myles, 2004, p.
195). Language learning is a type of human activity that can be seen as a socially mediated
process. Throughout the language learning process, language learners go through face-to-face
interactions to communicate in the target language community. Language learners also have to
interact within the social and cultural contexts and understand the language contexts involved in
language learning. This process is not a random one in which language learners automatically

pick up the information and communicate with purpose.
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SCT and Language Learning

There is extensive literature including both theoretical and empirical studies inspired by
SCT perspectives on second language learning (Lantolf, 2000; Lantolf & Appel, 1994; Lantolf &
Thorne, 2005)). According to Mitchell & Miles (2004), SCT emphasizes the integrated nature of
individual (psychological) and social (environmental) elements in the learning process and the
importance of context in language learning. The individual language learners interact with both
individual and social elements within context to comprehend the language learning. With its
emphasis on contextual language learning, SCT has had an immense effect on language learning.

Agreeing that learning is a social activity, many other sociocultural scholars such as Cole
and Engestrom (1993), Van Lier (2000) and Lantolf (2000) shifted their attention from
individual cognition to the mental activity of members within the same social community. The
social community members are involved in provides the context or surrounding for them to
interact with and reach shared understandings. Zhang, Fan & Du (2013) claim learning is the
product of shared activity and believe the traditional teacher-student relationship should be
changed to one that leads to collaborative learning. In this type of relationship, the problem-
solving process is accomplished by collaborative learners who may possess different background
knowledge and experiences in a shared context. The higher-level learners can assist the lower-
level learners. As a result, learning for members of this community is more effective.

From a socio-cultural perspective, Mitchell & Myles (2004) propose that language
learners’ early language learning occurs from a meaning-making process done in collaboration
with other members of a given culture, and from this collaborative activity, language itself
develops as a tool for communication. Similarly, through the collaborative activity with other

members of the target language, the second language learner has an opportunity to create more
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tools for communication and add new ways of meaning-making processes (Mitchell & Myles,
2004). The language learning is a meaning-making process that reflects the given culture, and
language learners interact with the unique type of culture in the society to make sense of what
they are seeing, hearing and doing.

According to Mu (2018), “language is the carrier of culture and the purpose of language
learning is to communicate, but communication is not only a linguistic phenomenon, but also a
cultural, even a cross-cultural phenomenon” (p. 618). Thus, language is an important part of
culture, and language learning can be greatly influenced by its embedded culture and its
corresponding social context. Language learning must be connected to its culture. Researchers
have agreed that the ultimate goal of language teaching is to cultivate learners’ communicative
competence which includes both linguistic competence and cross-culture competence. To be able
to use the target language appropriately and effectively, it is important to understand that
language mirrors culture and culture influences language learning.

Language learning is a gradual process of culture integration. As Kramsch (2000)
highlights, language is the guide to social reality. Language is closely intertwined with society
and culture, and language learning cannot be limited to just mastering linguistic knowledge.
Without understanding the social and cultural contexts where the target language exists, it is less
likely for language learners to master the language and integrate into the target language
community. Language does not exist in a vacuum. Language both reflects culture and is
restricted by culture. Culture helps to shape the language. The intercultural communication has

to gain value and strength in order to promote language learners’ SLA.
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SCT and its Applications in SLA

From the SCT perspective, learners are seen as active participants in the learning process
whose capacities are affected by the culture of the environment where they develop skills
(Anning, Cullen, & Fleer, 2008). In the mid-1980s, Frawley (1997) and Lantolf (2000) began to
explore the relevance and implications of SCT in SLA. Since then, a significant amount of
research directly or indirectly inspired by SCT has been carried out on SLA. Lantolf and Thorne
(2005) completed a book-length study on SCT contributions in SLA. Additionally, general SLA
publications have included significant sessions on SCT research (Ellis, 1997, 2003; Mitchell &
Myles, 1998). Researchers such as Lantolf, Donato, Thorne, Pavlenko, Swain and Lapkin and
others (Lantolf, 2000b) extended Vygotsky’s SCT to SLA and mainly focused on how SLA can
be explained through SCT. This focus is to provide understanding of how the second language
learners acquire the target language when they interact and collaborate with others within the
given context.

SCT supporters agree that learning and cognitive development which also includes
language occurs as a result of social interactions. Lantolf & Thorne (2006a) argue that in order to
reach high order thinking, human cognitive activity has to develop through interaction with
social and material environments. In other words, it is essential to have interactions with people
and a variety of cultural or linguistic artifacts in the development of thinking. As described by
Lightbown and Spada (2006), from the perspective of SCT, speaking and thinking are “tightly
interwoven” (p. 47), and language learners internalize what is being said through the
communicative period and gradually gain control over their mental processes through different

activities. Speaking mediates thinking, and thinking motivates speaking.
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When discussing the applications of SCI in SLA, two central constructs of SCT for
second language (L2) development have to be mentioned: mediation and internalization (Lantolf,
1994). Swain, along with her colleagues and students, has also integrated several of the core
concepts of SCT — particularly the mediational function — into her famous output model of SLA
(Swain, 2000, 2001; Swain & Lapkin, 1998, 2001, 2002). There are many constructs of SCT, but
the concentration in current research is on three areas: L2 mediation, Scaffolding, and Zone of
Proximal Development (ZPD).

Mediation. One of the distinguishing concepts of SCT is that the higher forms of human
mental activity are mediated (Lantolf, 2000). According to Vygotsky (1987), people do not act
on the physical world directly but rely on physical or symbolic tools or human activity to
establish indirect or mediated connections between themselves and the world. Humans also use
these symbolic tools or signs to mediate and regulate relationships with others and with
themselves. Among these symbolic tools, language is the most pervasive and powerful artifact
that functions as an important tool for thought or as a critical means of mediation to help mediate
people’s connection with the world, to each other, and to themselves. Language acts as the
central tool for learning. Mitchell and Myles (2004) also believe that “learning is mediated partly
through the learner’s developing use and control of mental tools” (p. 195). In other words,
humans have the ability to regulate and control their behaviors through tools, signs or artifacts in
their surroundings which make sense to them. These items are socially constructed and closely
associated with the cultures they are a part of.

Within the given social context, Swain (2000) emphasizes that “language use and
language learning can co-occur” (p. 97) and the process of language use and language learning is

both a cognitive activity and a social activity. In accordance with what Swain said, language use
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mediates language learning. Language learning occurs through both self-regulation and other-
regulation. Other-regulation usually happens at the initial phase and is typically mediated
through language. Collaborative activity is the initial means by which language learners can
reach shared understanding until they take over the new knowledge into their own. Once the
learner masters the skills and can carry out tasks or activities on their own, they enter into the
self-regulation phase and will be more capable of autonomous output.

Lantolf (2000) presents three types of mediation: mediation by others, mediation by self,
and mediation by artifacts. During the mediation process, Lantolf (2000b) proposes three types
of artifacts can be utilized as means: physical artifacts (such as pen, pencil, notebook, and cup),
symbolic artifacts (such as language, images, numbers, graphs, signs and pictures) and cultural
artifacts (such as portfolios, tasks, traditions and the computer). Through the use of a variety of
mediational means, human beings effectively interact with themselves and the world, externally
control their behaviors and internally regulate their thoughts (Niu, Lu, & You, 2018). Language
learners can appropriately take advantage of the three meditational means to eventually develop
their self-regulation.

Within the EFL learning context, Gao (2009) reports that the Chinese EFL learners
seldom have real-life opportunities for using and learning English and many of the learners rely
on an English corner which serves as a social community to support their English language
learning. When learning contexts become the constraints, learners will negotiate with their
learning process as Gao (2010) believes that the learning contexts play an essential role in the
language learners’ learning processes in general and their use of strategy in particular. In other
words, EFL learners’ language learning process is mediated and regulated through the use of

tools they believe make the most sense to them in the learning context. They can draw on the

35



similarities and differences between their L1 and L2, and the comparisons with cultural artifacts
such as wearing Halloween costumes to do trick or treat vs. wearing red Chinese New Year
clothing to pay a visit to neighbors for treats and lucky money.

Scaffolding. Mitchell and Myles (2004) point out that “successful learning involves a
shift from collaborative inter-mental activity to autonomous intra-mental activity” (p. 195).
Collaborative inter-mental activity has been through certain procedures until it enters into the
learners’ autonomous functioning phase. These certain procedures during language learning are
the key elements to successful learning. Ellis & Barkhuizen (2005) claim successful learning
involves shifting control within activities from the group to the individual, from the external to
the internal. The shifting of learning does not occur automatically and has to follow certain steps.
In order to attain successful learning, learners have to engage in a process of supportive dialogue
which directs learners’ attention to key features of the environment and prompts learners through
successive steps of a problem, and this process is called scaffolding (Wood et al., 1976).
According to Wood et al. (1976), scaffolding has the following functions: (a)attracting interest in
the task; (b) simplifying the task; (c) keeping pursuit of the goal; (d) revealing critical features
and discrepancies between what has been produced, and the ideal solution; (e) controlling
frustration during problem solving; (f) illustrating an ideal version of the act to be performed.

From the aforementioned functions, it is clear that scaffolding plays an important role in
helping learners understand what is being learned in a more effective way. After the scaffolding
phase, learners can transition their learning status from first dependent other-regulation to
subsequent independent self-regulation. In the process of SLA, scaffolding is a strategy
commonly used by teachers to guide students to understand ongoing tasks or new concepts

through comprehensible input helpful suggestions and leading questions, and to take students
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from where they are to a higher level. Language learners benefit from scaffolding by obtaining a
clearer picture of what is being taught and how they can achieve the goal step by step with
comprehensible input.

Zone of Proximal Development (ZPD). The ZPD has had an increasingly influential
impact in many research areas, such as developmental psychology, education, and applied
linguistics including SLA. Through scaffolding, language learners receive assistance and support
to retrieve, connect, expand and bridge their ZPD. Smidt (2009) discusses ZPD as being one of
Vygotsky’s central contributions to learning and teaching that originates from his focus on the
significance of cultural tools and social meaning. The ZPD is defined by Vygotsky (1978) as,
“the difference between the child’s developmental level as determined by independent problem
solving and the higher level of potential development as determined through problem solving
under adult guidance or in collaboration with more capable peers (p. 85). From this definition,
two developmental levels were established: the actual developmental level which is determined
by a learner’s actual ability without support from others, and the potential level of development
that can be determined about a learner’s ability when assistance is given from others (De
Guerrera & Villamil, 2000). Closing the gap between these two levels means actual learning
occurs. When support from others is offered, learning proceeds. It is likely for learners to
complete more cognitively demanding tasks and reach higher-level thinking if they can receive
the appropriate support from others.

In Vygotsky’ Socio-cultural Theory (SCT) of development, play is considered as a
particularly important activity. Through play, children can create a ZPD when doing
collaborative activities with others, which enables them to perform beyond what they can

currently independently achieve because they have the support of an adult or other more capable
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peers (Vygotsky, 1978). According to Lantolf and Thorne (2005), from Vygotsky’ SCT, ZPD is
forward-looking with an assumption that if a child is able to achieve with the assistance of
others, she or he will be able to achieve better independently in the future. In this sense, ZPD-
guided assessment can provide teachers the thoughts to determine the development achieved
presently and the development to be achieved in the future.

Some research has shown that ZPD is also useful in SLA (Antén, 1999). In regards to the
relationships between ZPD and SLA, Ohta (1995) defines ZPD as “the difference between the
L2 learners’ developmental level as determined by independent language use, and the higher
level of potential development as determined by how language is used in collaboration with a
more capable interlocutor” (p. 96). It is not difficult to infer that collaborative activities with
others function as an important tool to narrow the gap between L2 learners’ actual ability in
target language use and L2 learners’ potential ability in target language use when offered
additional support from others. Zhang, Fan & Du (2013) argue that the concepts of ZPD or
scaffolding are important contributors in SLA because they help teachers comprehend that the
potential development of a learner can be nurtured through using a mediator or some assistance
from others, including teachers and peers. No matter what kind of meditators or assistance are
being used, the goal is to bridge the distance between L2 learners’ actual ability and L2 learners’
potential ability in language use so that L2 learners can more effectively achieve SLA.

According to Vygotsky’s SCT, learning collaboratively with others, and learning through
participation in socio-culturally practices or in an instructional setting, can greatly help shape the
development of language learning. Thus, learning environment (e.g., instructed L2 settings) can
influence learners’ developmental changes of language learning. Lantolf and Thorne (2005)

assert, “the ZPD is not only a model of the developmental process but also a conceptual tool that
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educators can use to understand aspects of students’ emerging capacities that are in early stages
of maturation” (p. 207). In other words, in L2 classrooms, teachers must identify and target this
ZPD area to engage learners in learning and have the potential to use the ZPD as a tool to predict
how language learners can achieve in the future, and teachers can also create conditions and
possibilities for learning that might require specific forms of development with the assistance
from either adults or capable peers. Identifying the ZPD can facilitate teachers to address each
learner’s needs and provide teachers more thoughts regarding the differentiated instructions.

To briefly summarize, the novice EFL learners and the experienced EFL teachers or more
‘capable other’ (Vygotsky, 1978), can communicate and collaborate with each other in the EFL
classroom to help improve L2 learners’ SLA. The ‘capable other’ can refer to the more capable
peers as well. In order to bridge the gap in students’ ZPD, teachers provide students the
scaffolding information to help maximize the need of understanding. One of the methods of
doing so can be pairing less capable learners with more advanced learners. During the
scaffolding phase, in order to help decrease the ZPD distance between the learners’ actual level
and their potential level, both teachers and students are active participants and interact with each
other through the tools of language, symbols and signs in either a classroom setting or a micro-
social community setting. The review of SCT in this section can help me better understand one
of my research questions about how the participants make sense of their English learning
experiences with GTM and BDI under different social cultural contexts.

Language Learning Motivation and Socio-cultural Theory

From the socio-cultural perspective, learning including L2 learning is a mediated process.
Learning, including L2 learning, is also both a cognitive and a social activity. In this sense,

SLL/SLA is viewed as a socially mediated process. According to Kim (2013), in the process of
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mediation, each L2 learner’s previous language learning experience, learning history and culture
play a crucial role. Kim (2013) also ascertains that despite the fact that learners have the same
instructor and are learning the same contents in the same classroom, L2 learners’ learning
outcomes such as the L2 proficiency level show drastic individual differences, due to each
learner’s unique background and culture. Therefore, how to maintain L2 learners’ language
learning motivation in this socially mediated process is challenging for both L2 learners and
teachers. According to Kim and others, L2 learning motivation is generated when an L2 learner
recognizes a gap between his or her current level of L2 proficiency and the desired level (Kim,
2005; 2010a). The gap mentioned here resonates with Vygotsky’s ZPD theory. If a L2 learner
does not recognize the gap or distance between his or her actual development level and the
potential level or does not think learning efforts can make a difference, then his or her learning
motivation does not activate or tends to be low. However, if the learner is likely to think he or
she can narrow the distance between the actual level and the potential level by making conscious
efforts or by believing efforts will be rewarded, he or she is more likely to be motivated. Kim
(2013) proposes “in the mediational process, L2 learning motivation fluctuates” (p. 460); this
fluctuation varies throughout the learning process with the mediated assistance from others.
From a social-cognitive perspective of motivation, Pintrich (2003) proposes an
individual’s learning behavior is an internal process. Three motivational components in the

cognitive model are identified by Pintrich & Schunk (2002) as being: a value component— Why
am I doing this task?, an expectancy/self-efficacy component—Can I do this?, and an affective
component— How do [ feel?. Sociocultural theorists argue that a learner’s cognitive processes

are significantly impacted by social interaction and cultural institution (Hawkins, 1994; Okazaki

& Sue, 1990). Many scholars also agree that a student’s perceptions of value, as well as

40



expectancy and effort toward a task, reflect the influence of psychological processes and social-
cultural mediation in learning (Oldfather & Dahl, 1994; Oldfather, West, White, & Wilmarth,
1999; Rueda & Dembo, 1995; Wertsch, 1991). Within this context, the value, expectancy and
effort respectively refer to “Why am I doing this task?”, “Can I do this?” and “Did I try? or “how
often did I try?”.

The impact of motivational beliefs or cultural differences of learners were examined by
many researchers (Rao & Sachs, 1999; Rueda & Chen, 2005; Watkins & Ismail, 1994) who
claim a leaner’s motivational belief about foreign language learning is impacted by the
individual’s cultural background. Differences in motivational belief can result from family
cultural background values (Uba, 1994), sociocultural adaptations, such as voluntary vs.
involuntary (Ogbu & Simons, 1998), or socioeconomic status and perceptions of and responses
to schooling (Ogbu, 1995a). Rueda & Chen (2005) completed a study utilizing a background
information survey, a motivation information questionnaire and a learning outcome
questionnaire to determine if diverse ethnic groups have differences in the types of motivational

beliefs which may explain their behavior regarding SLA.

Traditional Grammar Translation Method (GTM)

What is GTM?

Grammar is one of the important components of English language learning. Without
grammar, language is chaotic and unintelligible (Brown, 2007). No matter who we are, English
native-speakers or English language learners, basic grammar plays an important role in
communication. According to Brown (2001), a variety of methods can be applied in the language
teaching process, such as Direct Method (DM), Total Physical Response (TPR), Whole Language

Approach (WLA), Communicative Language Teaching (CLT) and Grammar Translation Method
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(GTM). Every teaching method has unique features and focus. Among them, GTM used to be a
popular traditional foreign language teaching method. Natsir & Dedi (2014) summarize five
basic elements about GTM: (a) students are taught through their mother tongue; (b) the
vocabulary in GTM is memorized by translating it to the native language; (c) in terms of the
grammar, the GTM method emphasizes that learners must understand the grammar before
producing sentences; (d) there is no instruction using the authentic material in GTM; (e) the goal
of GTM is to force students to analyze the language grammatically rather than to use the
language for real-context communication.

Additionally, Prator & Murcia (1979) add more definition of the major characteristics of
GTM as follows: (a) classes are taught in the mother language, with little active use of the target
language; (b) most vocabulary is taught in the form of lists of isolated words; (c) long elaborate
explanations of the intricacies of grammar are given; (d) grammar provides the rules for putting
words together and instruction often focuses on the form and inflection of words; (e) reading of
difficult classical texts begins early; (f) little attention is paid to the content of texts, which are
treated as drill practices with grammatical analysis; (g) often the only drills are exercises in
translating disconnected sentences from the target language into the mother tongue; (h) little or
no attention is given to pronunciation; (i) the focus is on accuracy, and not fluency. In this sense,
GTM only emphasizes grammatical usages but places no emphasis on real communication.

From the aforementioned description, GTM mainly requires learners to translate whole
texts word for word from the target language into the mother tongue and then memorize
numerous grammatical rules and exceptions as well as enormous vocabulary lists (Elmayantie,
2015). The fundamental purpose of using GTM to teach the target language is only to make

learners read literature written in the target language but not to improve learners’ communicative
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competence which is what CLT mainly focuses on. The nature of the GTM emphasizes the
written form, paying little attention to the oral from (Mondal, 2012).

There are four fundamental skills in English language learning: listening, speaking,
reading and writing. GTM only focuses on helping students develop reading and writing skills
and promotes mastery of grammatical rules in the target language but ignores students’ listening
and speaking skills. To achieve this goal, learners use textbooks as the basis for the translation of
words, phrases and whole paragraphs or texts from one language to another (Natsir & Sanjaya,
2014). The memorization of grammatical rules and vocabulary is extremely important in this
method. With GTM, the teacher is seen as the center of the class and the class turns their
attention to the teacher (Larsen-Freeman, 2003; Liu & Shi, 2007). Being the focus of the class
requires the teacher to have extensive knowledge of the target language since the teacher is the
main source of information (Matamoros-Gonzalez ef al., 2017). GTM is truly a teacher-centered
teaching method. When using GTM, students are not active participants but passive listeners. In
the class, students’ role is limited to listening to the teacher, taking notes, memorizing
grammatical rules and vocabularies, translating word by word, and completing drill practices.
There are no real-life contexts in the class; rather there is an environment of repeating or
substituting the words or phrases according to the grammatical rule system.

The Advantages and Disadvantages of Using GTM

Regarding the advantages and disadvantages of using GTM to teach English, scholars
have different perspectives. DeKeyser (1995) conducted a study and reported that meaning-based
teaching that provided explicit grammar explanation was preferred. Male (2011) carried out a
mixed study to investigate students’ attitude towards grammar and the teaching of grammar and

concluded the students believed grammar was important in learning English, and they preferred
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explicit grammar teaching. Nagaratnam and Al-Mekhlafi (2012) examined pre-service teachers’
attitudes towards the grammar teaching method and found that they had positive attitudes
towards grammar teaching and preferred implicit grammar teaching.

Although research has shown that many students are in favor of GTM for achieving
academic purposes, little has been mentioned that students embrace GTM because it meets
students’ interests and needs. According to the previously mentioned key components and goals
of GTM, students’ best interest is not targeted. Thus, when teachers use GTM to teach, they have
no intention of thinking about students’ interests and needs but instead just focus on grammatical
instructions. Ebsworth and Schweers’ (1997) study revealed that teachers believed grammar
teaching helped the learners whose aim was to develop good academic and business English and
to achieve higher proficiency in English.

Due to GTM’s limitations on grammar usage, some negative voices were heard in the
field. Thuleen (1996) claim GTM is teacher-centered so the teaching and learning environment is
not conducive for active learning, and the learner has no opportunity to use techniques for their
own language learning. GTM requires mainly rote memorization and drill practice to gain
language fluency, and students cannot apply their own ideas into the drill practice. The only way
to learn English through GTM is to follow the grammatical rules. Passive learning is the main
product in GTM-led classroom. Larsen-Freeman & Anderson (2011) illustrate the pitfalls of
GTM only focusing on grammatical rules, and students only being taught the lexical rather than
focusing on listening and speaking skills. Students who learned English through GTM usually
cannot perform well in listening and speaking as these skills are not a part of GTM teaching.

Kong (2011) argues that, students taught with the grammar-translation method do

demonstrate some problems. These problems include: only focusing on written language, having
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poor speaking ability, suffering from long-term deaf mutism to L2, relying on translating
everything into L1 and demonstrating poor communicative competence. Thus, silent English is
the product of the GTM method. However, the main purpose of learning a language is to use the
target language to communicate. Natsir & Dedi (2014) argue that GTM method is antiquated and
teachers do not care about students’ feelings and emotions because there is no principle related to
handling this area in this method. In GTM, the relationship between teacher and student is not
close, and students normally consider teachers as the authority in the class.

Elmayantie (2015) warns of the danger of GTM by claiming this method only teaches
students about language but does not care about students’ communicative competence. This
warning notifies communicative competence being the key words. Hymes (1972) proposes that
language should be taught in communicative situations in order for learners to achieve
communicative competence. This communicative competence is also the main goal of language
learning. Chang (2011) explains the similar concern about GTM by arguing that although GTM
can help improve students’ mastery of the grammatical rules, students cannot freely use these
grammatical rules to communicate in real life, which results in students’ poor communicative
competence.

To conclude this portion of the discussion, although GTM was popular and preferred for
the sake of teaching students grammatical rules, it has displayed some drawbacks in relation to
language learners’ communicative competence. The importance of learning a L2 reminds us that

students have to demonstrate communicative competence to achieve successful SLA.

Current EFL teaching in China

China has been investing time and effort in pushing EFL teaching to a higher level, and

many EFL teachers have been passionate about their roles. China has placed English language
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learning as a priority; however, students’ English proficiency across the nation remains low
(Education First, 2012). EFL students are not embracing the current EFL teaching in China, and
are reluctant to push themselves to learn English due to the needs of social and economic
development. However, despite teachers’ enthusiasm in teaching, Wu (2001) argues that EFL
teachers are facing challenges and are appealing for increased support and efforts to promote
English language teaching in China and for expounded research in English language learning in a
non-target language environment. Rao (2010) supports Wu’s findings and claims the same rapid
development of English language education has resulted in a number of difficulties and
challenges for EFL teaching in China.
Unique Features of the EFL Context in China

English has been introduced to primary and secondary schools across China for many
years, but the English learning and teaching outcomes is not satisfactory. On average, students
learn English for a total of 10-16 years, starting from first grade to the senior year in the college.
Ideally, most Chinese youth should at least be able to communicate in English without much
difficulty. However, the learners in China are not demonstrating high-level English language
proficiency. Only a small percentage of EFL learners in China are at an advanced level of
proficiency while a much larger percentage of them are at a low level of proficiency. Studies
have found that implementation of CLT in Chinese context is constrained by many factors
(Cheng, 2010; Hu, 2005; Jin & Cortazzi, 2006; Kim, 2008; Rao, 2013).

The dominance of GTM. GTM dominates regular EFL classrooms, and CLT is limited
to international EFL classrooms. The traditional instructional practices still predominate or exist
with some CLT activities in most classrooms (Hu, 2005). In public schools, students are

expected to pass written exams to prove they have reached a certain English proficiency level.
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The passage of exams is impactful as students are more motivated about the learning outcomes
rather than the learning process itself. Most EFL learners in China do not address the needs to
actually speak the target language because speaking is not a required component of the exams
(Zhong, 2012). Students in China will give extra attention to exams when they have the purpose
of learning English for obtaining practical benefits. Ye (2007) argues that most EFL learners
from secondary schools in China are exposed to limited linguistic knowledge but attach more
importance to language grammar so they fail to convey themselves in both verbal and written
communication in EFL classrooms. In this sense, it is understandable that EFL learners do not
intend to develop their communicative competence if, for them, the purpose of learning English
is just to pass a written test.

In fact, in China many large-scale exams are designed to test EFL learners based on
structuralism. The format of exams is predominantly multiple choice, which has been found to
constrain language teaching in a rather negative way. It is the exams that produce a significant
impact on shaping both teachers’ teaching approaches and learners’ learning approaches in China
because scoring higher on the exams is the main driving motivation in the process of their
English learning. Rao (2013) states that the English language teachers in China today still cling
to the traditional teaching methods and techniques. Rao (2002) in his earlier research analyzed
two reasons for why GTM is preferred in China: (a) students do not like to participate in
communicative-type activities and prefer more traditional classroom work; (b) teachers feel
discouraged from continuing with CLT due to students’ negative responses and their lack of
training in how to use CLT in the classroom. Harvey (1985) mentions that both GTM and the
traditional language teaching methods in China share the same goals and components because

both of them encourage rote memorization, recitation and strict adherence to grammar rules. The

47



Chinese EFL teachers’ limited speaking skills, as well as their inadequate methodological
training, have caused them to lose face in front of their students and have resulted in the Chinese
EFL teachers reverting to GTM (Woolsey, 1992). Thus, today traditional, teacher-centered,
textbook-centered, and grammar-based methods are still popular in Chinese EFL classrooms.

EFL learners’ motivation types. Zhong (2012) mentions three main types of students’
motivations in terms of the Confucian tradition: (a) They want to have social mobility and to
bring honor to one’s family; (b) Intrinsically they want to cultivate themselves to become
perfect; (c) They insist that higher achievement on exams leads to better job opportunities and
higher social status. Based on the three motivations, Chinese students put much emphasis on the
importance of effort and self-determination in the learning process, which tells why fun activities
in class are viewed not as important as the drill practice of grammar rules.

EFL learners’ learning strategies. The EFL learners in China placed much emphasis on
rote-memorization and repetition strategies in the process of SLA. As Rao (1996) points out,
teachers devote almost all their class time to teaching a text where they explain and analyze some
language points (e.g. tenses, sentence structures), which is followed by translating the text and
drilling the patterns in the text. After the text explanation, all students are required to memorize
new vocabulary words from the text and recite them. Other studies on Chinese EFL learners have
yielded similar results that Chinese learners have been forced to recite and memorize English
vocabulary words and texts as a daily learning routine (Zhong, 2012). Guan (2013) also argues
that in general the current EFL teachers in China still prefer the teacher-centered and textbook-
centered teaching pattern and the top-down traditional foreign language teaching mode. This also
indicates the same features of GTM through which students in the classroom do not have much

freedom in learning to their best interest but follows the patterns and complete drill practice.
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The shortage of qualified EFL teachers. China has a large EFL student population and
this student population reality requires a big team of EFL teachers. Not surprisingly, the lack of
qualified EFL teachers is the most serious constraint in EFL teaching in China (Rao, 2010;
2016). To compensate for the shortage of English teachers, many Chinese schools have made
efforts to hire more native-English-speaking teachers (NESTs) to fill the EFL teaching vacancies
(Rao, 2016). However, numerous studies have found that the EFL teaching offered by NESTs
was not as satisfactory as expected (Chun, 2014; Jeon & Lee, 2006; Ma, 2012a; Rao, 2010). Rao
(2016) summarizes three types of major problems about the teaching from NESTs in China as
being an insensitivity to students’ linguistic problems, conflicts in teaching and learning styles,
and unfamiliarity with local cultural and educational systems. In order to help develop EFL
teaching in China, more eligible NESTs and local Chinese EFL teachers need to be trained.

Limited cultivation of creativity in the EFL classroom. Due to the implementation of
the new English Curriculum Standards by the Chinese Ministry of Education in 2011, teachers
have placed increasing attention to the development of creative learning opportunities and
creative instructional strategies in the EFL classroom (Cheng, 2011; Li, 2016; Lu, 2014; Wang,
2015; Zhou, 2013). There is an increasing number of EFL teachers who have recognized their
roles in the cultivation of creativity in the education system (Hua, 2012; Li, 2010; Pang, 2012;
Rao, 2014).

However, it has been noted that educational reforms to infuse creativity are not
widespread around China, and there are limited studies on how the EFL teaching and learning
policies have been implemented into teaching practice (Hartley & Plucker, 2014). There are
many reasons to support explaining why EFL teachers are facing challenges in implementing

creative education in EFL classrooms in China.
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China’s unique social culture. One of the typical features of Chinese social culture is
that people do not often value creative thinking as encouraging (Chien & Hui, 2010; Gauntlett &
Thomsen, 2013). Students are educated to value conformity and obedience rather than
individuality due to the rooted influence of Confucian culture (Cheng, 2010; Chien & Hui, 2010;
Niu & Sternberg, 2003). Being creative sometimes may differentiate an individual from others,
so “standing out from the crowd generally is not highly appreciated in Chinese societies” (Niu &
Sternberg, 2003, p. 108). Students in China are expected to perform the same based on the
uniform standards. In a traditional EFL classroom, students are expected to listen to teachers
rather than raise question (Cheng, 2010; Zhao & Wang, 2013).

Large class size. A typical English class in primary and secondary schools has an average
of 50 students. And a college English class for non-English major students has over 100 students.
Large classes make it difficult for instructors to assign pair or small group work, and the number
of students also becomes challenging for teachers to supervise. Due to the large class size, the
traditional classroom seating arrangement in Chinese schools limits the communication among
students and fails to inspire students’ creative engagement (Cheng, 2010; Li, 2016). The students
in the back rows of the classroom receive less attention from the teacher and have fewer
opportunities to respond to questions, and, consequently, their interest and motivation in learning
may decrease (Li, 2016).

Centralized curriculum and limited class teaching time. In China, the Ministry of
Education officially sets the national curriculum which all teachers are pushed to follow because
the national curriculum has the benchmark for the standardized tests. It is unique that only China
has the Gaokao (an annually held national standard test for admission to college) that has

significant impact on students’ future. In order to score high in every subject area during
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Gaokao, students have no choice but to only focus on academic success. Since students have
many core classes to attend, English class is only a small part of their daily schedule. Thus, EFL
teachers have limited class teaching time, and they have to teach to the test first. Neither teachers
nor students in China have a strong need to improve students’ communicative competence.
Looking back on what has been done with EFL teaching in China, it is not difficult to see
that EFL teachers and students in China are facing challenges. It is understandable that the EFL
learners in China prefer GTM in the classroom to meet their high test score needs. Thus, this
section of discussion provided me a context for understanding how my participants may make
sense of their English language learning experiences related to GTM, and, it also enabled me to
comprehend the fluctuation of their motivation under the unique Chinese EFL teaching contexts.

Biography-Driven Instruction

Schools are considered as micro-societies where teachers from the dominant culture often
teach culturally and linguistically diverse (CLD) students with whom they are unlikely to share
the same cultural backgrounds (Gay, 2013). From Gay’s words, it is necessary to transform
teacher preparation for culturally responsive teaching (CRT) in order to help students at all levels
succeed. According to Gay (2010), culturally responsive teaching is defined as “using the
cultural characteristics, experiences, and perspectives of ethnically diverse students as conduits
for teaching them more effectively” (p. 106). In other words, teachers use the cultural identities,
experiences, and perspectives of CLD students as a channel or a means in the classroom to plan
lessons accordingly and teach them in more effective ways. Other educators and researchers have
also emphasized that teachers need to explore, recognize and integrate diverse students’ cultural
identities and experiences, consequently enhancing their learning motivation and performance

(Gay, 2000, 2013; Ginsberg & Wlodkowski, 2000; Siwatu, Chesnut, Alejandro, & Young, 2016).
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Students’ diverse backgrounds are closely related to their learning motivation and
performance. In order to promote Gay’s CRT to a new level, Biography-Driven culturally
responsive teaching was first proposed by Herrera (2010). Herrera (2016) makes a strong
argument that as the diversity of student populations continues to increase in schools across the
nation, the ever-changing demographics of our classrooms have to be acknowledged. It is
unprecedentedly important for current educators and teachers to make efforts to find ways of
providing equal educational opportunities and high-quality education which promotes both their
linguistic and academic achievement. One of the goals in education is to make CLD students the
center of the instruction by identifying the CLD students’ needs and teaching them more
effectively to achieve the curricular goals. In order to reach this goal, biography driven
instruction (BDI) method is proposed to provide teachers with the guiding principles to
differentiate instructional practices in ways that help promote the success of all students both
linguistically and academically in their classrooms (Herrera & Murry, 2016). Since then, BDI
method has been credited with meeting students’ individual needs.

What is BDI?

Biography driven instruction (BDI) is a model of culturally-responsive pedagogy that
provides educational philosophy and instructional strategies for educators and teachers who have
contributed their careers to promote our understanding of the circumstances that can help
develop SLL/SLA ,and most importantly, allow students to succeed and flourish (Herrera, 2010;
Herrera, Kavimandan, & Holmes, 2011). Herrera (2010) mentions that BDI embraces student
diversity through incorporating the sociocultural, linguistic, cognitive, and academic dimensions
of students’ biographies into the learning process. The incursion of students’ biographies into the

learning process is an important component for teachers to use in making decisions to deliver
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lessons. BDI capitalizes on teachers’ careful investigation and use of the sociocultural, linguistic,
cognitive, and academic biographies of the CLD students as a guiding channel to instructional
decision-making, aiming at promoting both their linguistic and academic achievement at all
levels (Perez, Holmes, Miller & Fanning, 2012).

It is worth noting that the term of CLD students has a wide range and is more
representative and inclusive (Herrera, 2016). According to Herrera (2016), CLD serves to
include “not only our nonnative English speakers but also those students whose first language is
English yet who use various dialects and registers that, perhaps, do not adhere to the expectations
of Standard American English (SAE)” (p.6). The teachers in the classroom should be more aware
of the wider implications of the term CLD and develop instructional practices that truly address
students’ diverse backgrounds and needs.

According to Herrera and Murry (2016), BDI is proposed as a research-based
instructional method which highlights the reciprocal facilitation and navigation of the official
classroom space and the unofficial space of students’ lives outside the classroom, and their role
being an asset for the promotion of culturally responsive teaching and learning. In other words,
BDI emphasizes the importance of what diverse students bring with them from both inside the
classroom and outside the classroom. In order for teachers to deliver lessons in a more culturally
responsive wayi, it is important to navigate the information that diverse students have brought to
the classroom. BDI requires teachers to view diverse students as assets in the classroom, and
BDI is seen as an effective model that has been used in practice by many researchers.

Through using BDI in the classroom, teachers can get more information to clearly
address CLD students’ need and actively seek to develop and account for the full potential of

CLD students (MacDonald, Miller, Murry, Herrera, & Spears, 2013). Teachers are encouraged to

53



explore students’ diverse backgrounds so they have the knowledge of how to accommodate
students’ needs appropriately and how to plan accordingly to help students succeed linguistically
and academically. Additionally, the research on BDI has provided key evidence that new
perspectives on teacher preparation and development for attaining global competence with
diversity are calling for further attention and study (Perez, Holmes, Miller, & Fanning, 2012).

To summarize, the goal of BDI (Herrera, 2010) is to (a) take each individual student’s
background knowledge into consideration, (b) create an instructional climate that promotes
growth from the known to the unknown, and (c) provide a “space” for individual students to
demonstrate and celebrate his or her success at the end of each lesson. Underlying the goal of
BDI is the assumption that, teachers first investigate the biographies of all CLD students
(sociocultural, linguistic, cognitive, academic dimension) and value diverse students’ identities
and experiences. Next, teachers utilize students’ assets and resources to make instructional
accommodations so that teachers can provide structured opportunities for students to become
active learners and make connections between what they know and what they do not know. At
the end of the class period, teachers allow students to take ownership of the new knowledge and
celebrate their learning success.

The Three Phases of BDI

When teachers implement lessons in accordance with BDI principles, there are three
distinct and interrelated phases: the Activation Phase (before), the Connection Phase (during),
and the Affirmation Phase(after). At each phase, teachers assume different roles to support
student learning (Herrera, Holmes & Kavimandan, 2012).

During the activation phase, the teacher acts as an observer while students are

documenting their background knowledge and are discussing with peers. According to the words
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of Herrera, Kavinmandan, and Holmes (2011), the goal of the activation phase is to create a low
risk environment for the learners so they can draw from their background knowledge, including
their funds of knowledge (at home), prior knowledge (in the community), and academic
knowledge (at school) to link to the new content learning. All learners can use both linguistic and
non-linguistic forms to associate their understanding, such as their L1, L2, or any symbolic tools
or artifacts such as pictures, formulas, charts, signs, diagrams and stick figures to relate to the
topic learning. The primary goal at this phase is to provide students a safe and comfortable zone
in which we can help students activate their background knowledge and demonstrate to them our
willingness as a teacher to be invited to their lives. In the activation phase, students feel safe to
share and respond to activities and prompts that allow the teacher to investigate and pre-assess
students’ background knowledge. Teachers then observe students’ discussions and record the
insights that might provide useful prompts for the instruction phase by incorporating what
students already know and what content knowledge students are going to learn.

During the connection phase, the teacher serves as a facilitator assisting students in the
process of meaning-making. In order to help students follow the navigation of content learning,
teachers model for students their own way of approaching a task and unpacking the meaning or
relating it to existing knowledge. As students negotiate their understanding of the new content,
teachers revoice the important connections students have made between their background
knowledge and the content knowledge (Herrera, Kavinmandan, & Holmes, 2011). The modeling
and revoicing from teachers helps to provide students the comprehensive input they need to
achieve learning at the i+1 level, and it also narrows down the ZPD distance. During this phase,
the teacher can incorporate the overall knowledge of students’ biographies, as well as the new

knowledge that he or she recorded from the activation phase into the classroom to purposefully
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guide students’ construction of meaning and knowledge, and provoke connections from what
students already know to what is the unknown knowledge. In this phase, the teacher can also
adapt and tailor teaching strategies as needed to support student learning and ensure all learners
are actively engaged in learning throughout the connection phase. The main purpose of this
phase is to promote students learning and growth from the known to the unknown and to have
students gradually take ownership of the content knowledge.

During the affirmation phase, the teacher acts as an affirmer to help students celebrate
their successful learning. In this phase, the teacher can use authentic assessment to keep track of
student progress and document students’ incremental growth in both content and language, as
well as determine what needs to be revisited (Herrera, Kavinmandan, & Holmes, 2011). In this
phase, teachers tend to place greater emphasis on the learning process than the learning product,
recognizing each student’s starting point at both the linguistic and academic levels and
communicating with students about their gains and understanding of knowledge. It is important
to let the students recognize the value of their incremental gains and their mastery of new
knowledge throughout their learning process. It is also necessary to have students respect what
each individual has brought to the classroom and value their individual contributions to the class.
At the end of the lesson, the teacher allows students to reveal what they have learned, and they
celebrate students’ successes. Additionally, through the affirmation phase, students gain
opportunities to reflect on and discuss what they have learned and what they need to revise and
improve on in order to move towards new learning (Herrera, Holmes & Kavimandan, 2012).
Students realize they have used what they brought to the class as a foundation for building new

skills and knowledge.
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From the discussion of these three interrelated phases of BDI, it is not hard to understand
that it is beneficial for CLD students to perceive what they already know, reflect on what they
are learning and summarize what they have learned in order to build a good foundation for future
learning. Instructions throughout these three phases enable CLD students to view themselves as
valued members and contributors to the learning community (Herrera, Holmes & Kavimandan,
2012). When students are allowed to see their value both in the classroom and in the community,
they are more aware of the importance of their roles in learning and become more confident and
motivated to actively engage in learning.

BDI Strategies

BDI strategies play an important role throughout the full implementation of the lesson
where students’ learning occurs. The teachers’ successful delivery of BDI strategies with CLD
students is a good method for increasing their global competence with diversity and such
strategies incorporate what we know about CLD student assets and needs (Herrera, 2012).
Strategies have been developed and have provided teachers with instructional tips and routines
that facilitate BDI teaching (Herrera, Kavimandan & Holmes, 2011).

BDI includes more than 20 different strategies (Herrera, 2010; Herrera, Kavimandan, &
Holmes, 2011) which can provide guidelines to support classroom teachers as they scaffold
instruction and explicitly utilize students’ biographies to promote both linguistic and academic
learning. BDI strategies are delivered in three phases: Activation, Connection and Affirmation.
Although each strategy supplies a unique structure for the overall learning process, all the
strategies are implemented to guide students in activating their background knowledge, making

connections between what they already know and what they are going to learn, and
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demonstrating and celebrating their language and content success (Perez, Holmes, Miller &
Fanning, 2012).

To recapitulate, BDI strategies are mainly designed to create a risk-free class
environment, to encourage comprehensive input and recurrent use of L1 to help understanding,
to develop retention of students’ motivation and interest, to leverage the sociocultural skills and
knowledge, to promote student interaction for comprehensibility, and to integrate a variety of
learning techniques into student learning. BDI strategies are also implemented to guide teachers
in using purposeful grouping and scaffolding techniques which keep all learners engaged in
learning and have the power to promote learners’ self-confidence among students of all levels of
English proficiency (Herrera, Holmes & Kavimandan, 2012). BDI strategies are implemented in
the three phases: activation, connection and affirmation to ensure learners’ active engagement in
the classroom and to conduct an effective learning.

The Foundations of Biography-Driven Instruction

Herrera (2010) mentions that the foundations of BDI originate from a wild range of
educational research and theory. With the increasingly changing demographics of the student
population in the classroom, as well as the political dynamic on diverse student populations,
many teachers are unprepared to teach them effectively. They are seeking guidance to
accommodate students’ individual needs. Thus, how to address students’ unique needs and how
to best plan to meet these needs becomes more relevant to teachers’ instructional practices. To
find a way to generate a solution to the problem, there should be a shift in mindset from viewing
our students through a deficit perspective to viewing them through an asset perspective (Herrera,

2016). In addition, the existing programs and models of teaching CLD students provide a starting
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point for proposing new and more effective methods for future teaching among diverse student
populations (Herrera, 2010).

Grounded in the communicative and cognitive approaches of teaching and learning, the
BDI method situates teaching and learning in a more comprehensive way. The BDI method has
evolved from the work of many educators and researchers whose findings are important factors
to understanding BDI structure and in providing key components for the design of BDI.

The Prism Model.

Figure 2.1.
The Prism Model
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As illustrated in Figure 2.1., the Prism Model expanded by Thomas & Collier (1997)
includes four major dimensions that drive language acquisition for students: linguistic, academic,
cognitive and sociocultural. These four basic dimensions must be understood so we can provide
learning opportunities to enable students to reach their fullest potential. Thomas and Collier
(1997) mention that no single dimension of CLD student success should be addressed separately.
All these four dimensions are critical for CLD students’ future linguistic and academic success.
They are interrelated and cover developmental processes that occur simultaneously for the CLD
student (Herrera & Murry, 2016). All of these four components—sociocultural, academic,
cognitive, and linguistic—are interdependent and if we focus on one but neglect another, this
may prove detrimental to a student’s overall growth and success (Thomas & Collier, 1997).

As illustrated in Figure 2.1., the social-cultural dimension is at the heart of the prism
model. Thomas and Collier (1997) believe that it is necessary and crucial for educators to
provide a socio-culturally supportive school environment, allowing linguistic, academic, and
cognitive development to naturally flourish in both L1 and L2. This model also resonates with
the previous socio-cultural theory in helping EFL learners understand their English language
learning experiences and acquire their SLA.

Thomas and Collier (1997) point out that student realities influence their SLA processes.
Figure 2.1. displays the student realities as social and cultural processes, academic development
in L1 and L2, cognitive development in .1 and L2, and language development in L1 and L2.
These processes all affect a learner’s capacity to acquire SLA and to succeed both linguistically
and academically. According to Thomas and Collier’s (1997) findings, they strongly recommend
that students with diverse backgrounds benefit enormously in the long-term from L1 cognitive

and academic development. They also claim that L1 schooling is powerful for students who have
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lost their L1, bilingual students, and/or even students who just initiated L2 learning. Their
understanding of students’ realities confirm that L1 age-appropriate schooling is critical for L2
linguistic, cognitive and academic enrichment. L2 must be taught in a socio-culturally supportive
environment while challenging students to succeed at age-appropriate levels through L2.

Funds of knowledge. The funds of knowledge is defined as those historically developed
and accumulated bodies of knowledge that are essential to the function and well-being of a
family (Moll et al., 1992). The idea of funds of knowledge (Moll et al., 1992) highlights the
value of knowledge and resources that students gather from their homes and families. This idea
has been guiding educators’ thoughts and practices for more than a decade. Each student brings a
wealth of historically accumulated and culturally developed sets of knowledge and skills
essential for household or individual well-being. In reality, a students’ primary socialization
occurs within a group of people who interact with them and help shape their language and ways
of thinking about the world. The funds of knowledge that families and students possess are
viewed as students’ home assets, such as family traditions, native language, home literacy
practices, and family dynamics (Herrera, 2016).

Based on the aforementioned definition, students’ funds of knowledge are closely
associated with their understanding of the world, as reflected in their native language, family
traditions, personal actions, individual roles and certain behavior patterns. Since this type of
knowledge is accumulated within a student’s immediate household, it is often seen as hidden
truth or secret truth as it is passed on from generation to generation in daily activities and is
understood through a shared lens within the household. It is a simple truth that you have to live
there to understand the complicated situation. These ways of thinking, doing and being in the

world are unique to the students who are involved in the same family and make automatic sense
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to them, but other people who do not share the same culture and traditions might not think the
same way and might find it difficult to understand. For example, a particular saying, joke, rule or
symbol makes automatic sense to us within the same context of our family, but it makes no sense
to an outsider. We are often asked to explain why things are the way they are, but it is still
difficult for an outsider to truly understand because they do not live in the same culture. Thus,
funds of knowledge is an indispensable component in facilitating students to make connections
to the new concepts and to understand the new learning.

Herrera (2016) argues that, funds of knowledge, especially those that are tied to culture,
are not always captured by teachers in the classroom. Thus, Herrera (2016) adds in order to
understand what our students know and how they communicate with what they already knew, we
must first understand the cultural surroundings that have shaped their thoughts and actions. It is
not an automatic path to understand their hidden culture unless we make a conscious effort to
observe as they go through the meaning-making process of what we teach. Once we recognize
students’ fund of knowledge, we can conceptualize contexts and scaffold information that make
more sense to them and provide them opportunities to become valued members and active
learners in our classroom rather than silent observers or passive participants.

Research into how the brain learns. Current research into how the brain operates
during learning processes sets the stage for teachers to understand what kind of learning contexts
and situations can best enable the brain to perceive, process, and store the information for future
use. According to Sousa (2006), the cognitive belief system guides our thinking process and the
information stored in our brain for a long-term storage drives our view of the world because this
information helps us to make sense of what has happened in our life, to understand how nature

runs, to differ cause and effect, and to help us develop decision-making.
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Other scholars such as psychologists Bjork, Dunlosky & Kornell (2013) hold similar
opinions towards how the brain learns as Sousa asserts, stating that in order to have new
information stored in our brain, it must first have meaning, which is associated with what is
already stored in our memories. They emphasize the relationship between the existing
knowledge in our brain and the new information we need to understand. If there is no association
between what we already knew and what we are learning, the brain is less likely to process and
store the new information. Therefore, teachers will need to create a space where they can help
students connect their prior knowledge to the new concepts so they can support students in
validating the existing knowledge, making sense of the new concepts and effectively storing the
new information.

The Information Processing Model summarizes how the brain makes sense of new
information, highlighting the importance of past experiences and emphasizing both sense and
meaning for long-term storage of information. Brain research reminds us that in order to invite
the brain to learn, the teacher must value what kind of knowledge the students bring to the class
and create a gap to challenge students’ brains to think and connect. Herrea (2016) describes this
process as “getting oxygen to the brain” (p. 12) and encourages teachers to use a variety of
strategies and activities to support students in activating what they know and in making
connections to build better understanding. If we know how the brain processes information, we
can make modifications during our instruction to facilitate students’ learning.

Culturally Responsive Teaching (CRT). Gay’s insights into CRT sets up a strong
foundation on the framework of the BDI method. Gay (2000) defines CRT as a culturally
validating and affirming instruction, aiming at employing the cultural knowledge, prior

experiences, frames of reference, and performance styles of diverse students to make learning
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more relevant and effective for them. Every student brings his or her own “historical self”
(Herrera, 2016, p. 13) to the classroom. This “historical self” can refer to his or her own
language, dialects, culture, traditions, life styles, unique behaviors and life experiences. Creating
a learning environment that is culturally relevant and responsive to CLD students requires
thoughtful planning, continuous learning, and conscious reflection on our deeply rooted beliefs
and assumptions (Herrera, 2016).

Many researchers have written about what it means to teach in culturally responsive ways
(Gay, 2010; Ladson-Billings, 1995; Nieto, 2000; Ogbu & Simons, 1998) and have agreed on the
need for CRT. According to these scholars, CRT is student-centered and takes students’ interests
and needs into consideration before delivering a lesson. It advocates for teachers to teach to and
through the strengths of the CLD students. Gay (2000) strongly affirms that CRT can help
address the cultural diversity of students and alleviate problems caused by cultural conflicts. In
classrooms, the CLD students bring diverse cultures to the classroom and expect the teacher to
deliver lessons that relate to their own cultures. When teachers try to create a classroom where
personally meaningful connections can be made, where individual interests and needs can be
met, and where failure can be seen as just another opportunity to learn, teachers are putting
students at the center of learning. Teachers are showing respect to the uniqueness of every
student and caring for every student.

Krashen’s Input Hypothesis (1984). In regards to how learners develop a second
language, Krashen’ research findings gained credibility for explaining the language input and
guiding teacher practice. Krashen’s Input Hypothesis (1984/2002) suggests that language is
acquired “by understanding input containing i+1; that is, by understanding that language contains

[
1

input including structures that are a bit beyond the acquirer’s current level” (p. 40). The small
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in “i+1” represents a learner’s current language competence. When utilizing comprehensive
input to strengthen learners’ understandings teachers creates an opportunity for learners to stretch
one step beyond the current limit of language level and reach the “i+1” level.

Learners begin language learning and advance through the process step by step in a
method of receiving comprehensible input. Comprehensible input is the type of knowledge
learners are able to understand, despite its unfamiliarity, through making connections between
what they already know and the new information. Thus, associating language and content to
learners’ prior meaningful experiences becomes crucial in the learning process as learners cannot
understand the things they do not have experiences with or prior knowledge to activate and link
new learning to. To activate prior knowledge and create context for understanding, teachers
might use role-playing, field trips, hand-on activities, and experiments to actively engage
students in the learning process.

Based on this input hypothesis, it is also necessary for teachers to design instructions to
take all learners one step beyond their current level of development in classrooms where
diversity is increasingly becoming the norm (Herrera, 2016). For this reason, Herrera (2016)
suggests that teachers keep the biographies of the learners in mind and think about strategies to
connect the learners’ past experiences and existing knowledge to the new concepts to facilitate
the CLD students move one step beyond---- both linguistically and academically.

Vygotsky’s Zone of Proximal Development (1978). Vygotsky’ Zone of proximal
development (ZPD) is an important concept in socio-cultural theory. It proposes the existence of
a zone between a learner’s level of independent performance and the level of performance
possible with assistance. Vygotsky (1978) argues that learning occurs when new information and

skills fall within the zone, or the space between what the learner already knows and what he or
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she can do with necessary assistance, thus learners are able to understand the new topic, to make
new connections and to affirm their previous knowledge. Aljaafresh & Lantolf (1994) describe
the ZPD to be inclusive in all learning settings because it brings together all aspects for earning
to occur---- the teacher, the learner, their social and cultural history, their goals and motives, and
also the resources available to them. The critical issue in the field of practice then becomes how
to take advantage of all pieces of learning setting to bridge the distance between where the
learners are currently standing and where they can potentially stand.

Herrera (2016) mentions that the work of Vygotsky has contributed to our understanding
of how to take students from their current academic levels to the next level. As Vygotsky (1978)
argues, all individuals have the potential to succeed, and learning is highly connected to the
particular context, situation and social interaction where learners can perceive the learning gap
and become successful with the assistance from others. Herrera (2010) insists that we must value
multiple perspectives on what counts as knowledge (including students’ background knowledge,
prior knowledge and academic knowledge) rather than judging our students on their current level
of development from the standardized tests, and we must continually connect students’ past to
their present, and their present to their future through conducting social interaction and providing
supportive assistance to prepare them to move one step beyond their current level of
development.

The Interconnectedness of LLM, SCT and BDI

Herrera (2016) mentions another hallmark of the BDI structure and design is Vygotsky’s
work on the Zone of Proximal Development (ZPD). Vygotsky has proposed that teaching and
learning should be located in the zone between what the learner can do interpedently and what

he/she can do with the assistance or guidance of an adult or a more capable peer. Accordingly,
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teachers who implement BDI primarily act as facilitators of students’ various and situated
learning processes, including, but not limited to: discovery, the construction of meaning, the
categorization of meaning into schemas of prior learning, and the application to a problem or a
new challenge. BDI strategies enable students to have opportunities to learn as much from their
peers as they may from their teachers. This situated learning occurs at various times through
social interaction, dialogic processes, and visual cues. When teachers implement BDI strategies
throughout the activation, connection, and affirmation phases of a lesson, they have a goal of
taking all learners one step beyond their current of development. That goal is equivalent to
Vygotsky’s ZPD.

Motivation is another critical contributor to second language learning and also one of the
key concepts in the BDI structure. BDI is a student-centered method with a primary focus on
addressing students’ diverse needs to keep them engaged and motivated throughout the full
learning process. Herrera (2016) says, “No one can be forced to learn. We can only encourage,
support, and thus motivate students to join the community of learners on their education journey”
(p.13). BDI strategies are designed to stimulate students’ motivation to learn, to maintain the
motivation throughout the lesson, and to retain the motivation to learn in the future. Motivation
fluctuates as the socio-cultural contexts change. Ginsberg & Wlodkowski (2009) suggest that
cultural isolation often causes motivation to deteriorate; the challenge for instructors is to create
a successful learning environment for all learners that respects different cultures and maintains a
common culture that all learners can accept. Thus, when using BDI, teachers are required to be
cognizant of social contexts that surround the learners, and which motivate students to learn. BDI
demonstrates a sociocultural perspective to increase CLD students’ motivation to learn and reach

both linguistic and academic success by first getting to know their biographical backgrounds
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from sociocultural, linguistic, cognitive and academic dimensions and then applying
differentiated instruction through activation, connection and affirmation phases. Therefore,
motivation theory, sociocultural theory and BDI integrate with each other to provide theoretical
perspectives and basis for understanding my participants’ English language learning experiences.

Chapter Summary

In this chapter I began with a literature review of LLM, including the key scholars, main
ideas of the key scholars in regards to the definitions, types of motivation and the applications in
SLL, and then I discussed how motivation can affect learners’ SLL and how motivation can help
me better understand my participants’ English learning experiences about GTM in China and
BDI in the United States that they were exposed to in relation to LLM. Next, I completed a
review on SCT, covering the key scholars and their main ideas, and how SCT allowed me to
understand my participants’ English learning experiences about GTM and BDI under different
social cultural contexts. Along with this review I researched the relationship between LLM and
SCT, and how these two theories worked together to fit my study. Following this discussion, I
collected the reviews on GTM, including the key scholars and their key ideas, and its
applications in China, as well as showing a picture of the current English language teaching and
learning situation in China. The next section was about BDI, including the definitions, key
scholars and their ideas, and the supporting theoretical frameworks. In the final section, I

presented how LLM, SCT and BDI worked together in the process of SLL to fit my research.
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Chapter 3 - Methodology

Recall that the purpose of this study was to explore the English language learning
experiences of three international students from China who studied or are currently studying at a
Midwest state institution and have been exposed to GTM in China and BDI in the United States.
The guiding research questions for this study were:

1. What are the experiences that the Chinese students have had with GTM in China and

with BDI in the United States?

2. In what ways do Chinese students compare and contrast their perspectives on,

experiences with, and/or outcomes arising from, their exposures to GTM in China and
BDI in the United States, provided as paths to their second language acquisition?

Qualitative Research

Qualitative research has a broad terrain and has long been applied in sociology,
anthropology, education, history, and many other disciplines (Aronin & Singleton, 2012).
Qualitative research mainly focuses on interpreting people’s stories and their lived experiences.
In education, qualitative research is predominantly conducted to answer “the whys and hows of

human behavior, opinion, and experience — information that is difficult to obtain through more

quantitatively-oriented methods of data collection” (Denzin & Lincoln, 2005, p. 1). For the
purpose of this study, a qualitative research design was appropriate to investigate and understand
the participants’ English language learning experiences and perspectives on both GTM and BDI
as demonstrated by their words and actions, as well as by the meaning that their language and
behavior carry. Therefore, this study was grounded in qualitative inquiry because of a need to
construct narratives that emerge out of in-depth understanding of the participants’ English

language learning experiences with the two teaching approaches.
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Qualitative research can be conducted for varied purposes. In a broad sense, qualitative
researchers do not emphasize the generalizability of the research findings from their studies but
the comprehensive understanding of the participants’ shared stories. According to Lather (1991),
the three main purposes of qualitative research are to understand, interrogate and deconstruct.
For most qualitative research in education, the goal is to simply explore and understand
someone’s experiences in an in-depth manner (Patton, 2015), but not to generalize or to predict a
trend across a broad population. The uniqueness of individuals’ experiences and their subjective
understandings are the centering point in qualitative research. Therefore, this study was not
designed to obtain generalizable results. Instead, the purpose of this qualitative case study
research was initiated between a need to understand and explore, and a need to question certain
sociocultural contexts that could influence the participants’ English language learning
experiences. Thus, the general purpose of invoking in-depth understanding in qualitative
research aligned well with the purpose of this study.

In addition, qualitative research often employs inductive methods of comparing rich and
descriptive data from various narratives and works with both visual and verbal communication
(Merriam, 2009). Case studies have been extensively used in qualitative research because
qualitative research typically conducts in-depth inquiries and involves a small population who
are situated within their natural setting (Miles, Huberman, & Saldana, 2014). This case study was
conducted to understand: (a) how the interpretation of the three participants’ English language
learning experiences within distinct socio-cultural contexts had influenced their motivation to
engage in second language learning; and (b) how their interactions with the two teaching
approaches had helped them approach English language learning and promote their second

language acquisition. The three participants’ words and meaning-making processes, in addition
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to other sources of information needed to be documented and interpreted, which could be
fulfilled by a qualitative research design. Accordingly, the general guiding principles of
qualitative research aligned with the research questions and the research purpose of this study.

Subjectivity in Qualitative Research

Subjectivities, or “personal stakes of the researcher” (Peshkin, 1988, p. 17) exist in both
qualitative and quantitative research. Bhattacharya (2007) explicitly defines subjectivities as the
researchers’ individual and professional beliefs, assumptions, and values they bring to the
research topic. As a matter of fact, subjectivities cannot be simply disregarded because no one
can hold an absolutely neutral position in the research. As human beings, we possess various
subject positions and are always negotiating our subject positions within different discourses of
what these positions are meant to be. In other words, our positions indicate we encounter
individual beliefs, assumptions and values we have on situations. In the light of our unique
personal backgrounds, the way we perceive the world, understand the surroundings and make
choices of action can be varied. As a researcher, it is not wise to claim value neutrality because
we always hold certain perspectives no matter where we are or what we do. In this world,
probably only robots are absolutely neutral as they are designed to have no biases. Nevertheless,
robots cannot provide us rich and detailed data like human beings with subjectivities can.

Qualitative research requires rich and detailed data gathered from the researched subjects,
and the research results primarily rely on how the researcher understands and interprets the
collected data. Bhattacharya (2015) asserts, “how well a qualitative researcher can achieve depth
of understanding is contingent on the relationship the researcher makes with the participants, the
quality of data collection, and the researcher’s analytical skills, informed by his or her

positionality” (p. 36). From this assertion, the understanding is that subjectivity plays an
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important role in how well a qualitative researcher can conceptualize the collected data and
interpret the lived experiences of the research subjects. Subjectivities, no matter if they are
acknowledged or unacknowledged, can influence one’s study, particularly if it is a human-
subject related research, just as Davies (1999) views subjectivity as the way in which the
research products are affected by the individuals and the processes of doing research. On this
account, it is necessary for the researcher to make an evident subjectivity statement before
conducting qualitative research.

In this section, I provide a brief orientation to the importance of identifying subjectivity
through personal reflections and convey a subjectivity statement in order to lay the foundations
for my own experiences that helped shape the lens through which I approached this study.
However, declaring my subjectivities does not affect my methodological processes to be
innocent. More importantly, the disclosure of my subjectivities reflects my critical thinking
process and intellectual honesty and adds more academic rigor and trustworthiness to this study.
On the completion of this qualitative research, I anticipated to find multiple realities and
possibilities as the potential answers to the research questions on how the Chinese students
compared and contrasted their English language learning experiences on both BDI and GTM,
and how they valued these experiences as pathways to SLA. Throughout this study, I retained
my critical awareness and reflected on my personal experiences and narratives that could inform
this study and influence my understandings and interpretations of the research results.

Personal reflection, as Hertz (1997) proposes, has a similar essence as the epistemology
that informs and guides the research, and focuses on the basic questions of “What do I know?”
and “How do I know what I know?”. According to Hertz (1997), personal reflection also

involves an ongoing conversation about the lived experience while living in it at the same time.
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Our personal negotiation with the lived experience mirrors and strengthens our understanding.
The emphasis on a personal understanding of why things happen the way they do necessitates the
researcher to employ critical consciousness on how one’s personal experiences and interests
could influence one’s meaning-making process throughout all phases of the research (Callaway,
1992). During the research, researchers have to interact with the research participants while
particularly situating themselves well to understand the participants’ viewpoints so they were
able to obtain the best possible truths. According to Hertz (1997), reflexivity in the research
informs the researcher of constantly questioning his or her own interpretations on the lived
experiences, with the goal of producing better, more reliable research results. In other words,
researchers should reflect on and question themselves on how the data results can be interpreted
and why the data results should be interpreted in that way in order to, if needed, modify their
interpretations to discover more possible truths.

Effective qualitative researchers should always be cognizant of the importance of
acknowledging and identifying their subjectivity throughout the course of the research (Peshkin,
1988). Although it is not possible to attain pure objectivity in research, it is fairly achievable for
researchers to collect and present research findings in as objective a manner as possible. In order
to better react to their subjectivities, the researchers need to be more reflexive and more attentive
about the roles they play in the process of research design, data collection, data analysis and data
representation (Pillow, 2003). Furthermore, the process or practice of acknowledging one’s
subjectivities necessitates the research and adds trustworthiness and accuracy to the study
through ongoing critical thinking and self-reflection. By acknowledging my subjectivities in this

study, I was more well-informed that the beliefs and assumptions I held were playing important
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roles in helping me construct with authenticity a shared understanding of the participants’
experiences and my interpretations on their experiences.
Subjectivity Statement- Beliefs and Assumptions

I am a 33-year old, female international student from China. I grew up in China and spent
my first 24 years in China. Before I moved to the United States, I received both my Bachelor’s
and Masters’ degree in China with a focus on ESL studies. I am currently a full-time teacher at a
local public school, teaching Chinese language and culture to students at secondary level, as well
as teaching an ESL class to students at high school level. At the same time, I am attending a
Midwest state university as a part-time doctoral student in the department of Curriculum and
Instruction, with a focus on ESL Studies.

I graduated with a Bachelor’s degree in 2006 and started teaching English at a vocational
college in China. I taught EFL classes at that college for six years. I have always wanted to
discover better ways to help students from China improve their English language proficiency. I
mainly received my English language learning education from GTM approach within the
Chinese social-cultural context. I often received decent scores on English written tests, but I
mostly struggled with reading and speaking English. To be precise, I learned Silent English, and
so do other students in my generation or in other younger generations. When I was teaching
English in China, I witnessed that so many students lacked an interest and motivation to speak
English, and they typically struggled with listening and speaking English. I truly understood their
sufferings as they reminded me of the pain I had when I was a student trying to learn English
with GTM.

It occurred to me that learning English could be so much fun if students’ interests and

needs are satisfied during the learning process. In the 2016 Spring semester it was my first time
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attending an ESL method class in the US. It was such an inspiring and exciting class that I
always looked forward to attending each week. From that class, I learned that English could be
taught in a totally different way with BDI. I had a strong feeling I was in love with BDI as it is a
teaching approach which meets students’ interests and needs as well as values students’ learning
from four different dimensions: cognitive, sociocultural, linguistic and academic. This BDI
approach brought my attention to the new ways of learning English and helped broadened my
horizons to acquiring SLA. I reflected on my previous English teaching experiences and strongly
recommended that students in China should be provided this new avenue to learn the English
language in a more effective way.

After I was exposed to the BDI teaching and discovered how fascinating this approach is,
I have been utilizing some BDI strategies in both my Chinese language classes and ESL class in
order to examine the effectiveness of BDI. In the meanwhile, I have taken more coursework on
BDI to enrich my knowledge on how to adapt BDI to my teaching and how to assess students
with BDI. I have also attended some professional workshops related to ESL teaching and some
trainings on Kagan Cooperative Learning Structures. I am hoping I can gain as much theoretical
knowledge on BDI and collect as much practical experience on using BDI strategies in the
classroom to build more support for future research.

Reflecting on my years of teaching English in China, I personally did not like the way
English was previously taught and is currently taught in China, and I truly wish to seek a more
effective way of teaching and learning English for the EFL learners in China. As an international
student from China, while I was studying at a Midwest state institution, I especially enjoyed the
BDI teaching that benefited my SLA. It was that awareness and amazement that inspired me to

initiate a research on BDI and EFL teaching. My initial interest was to explore the experiences of
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international students from China who were exposed to both GTM and BDI. After taking more
ESL and qualitative research courses, I became especially interested in the international students
from China who have their focus on ESL studies at the department of Curriculum and Instruction
at a Midwest state institution because it was more likely that they could better understand and
articulate their English learning experiences about GTM and BDI.

In general, both my personal experiences of learning English in China and the US and my
identity as an international student, a foreign language teacher, a mom, a wife, and an immigrant
have shaped who I am today as a person, a teacher, and an academic. Additionally, my
experiences and my identity have inspired me to conduct this research and have influenced my
beliefs, assumptions and values in this study. Even though I personally appreciated BDI as a new
way of teaching and learning English, I understood that not all other people would share the
same perspectives as I did because we approached the world and constructed the understanding
of our lived experiences differently. Some people might agree with my viewpoints on BDI while
some might still favor what GTM has advocated. Moreover, I understood that I could not put
myself in a fully neutral position while I was conducting this research. As a human being in this
dynamic world, I would always carry my own personal assumptions and beliefs throughout the
phases of the research just as Peshkin (1988) argues that one’s subjectivity cannot be removed no
matter what the stance of one’s persuasion is at a given point.

Additionally, my subjectivity intertwined with me as a person and a researcher, as well as
my interpretations of the participants’ stories. My strategy to position myself well in this study
was to keep a greater awareness of who I am and what I should perform as both an insider and an
outsider to avoid as many biases as I could throughout the process of the meaning-making,

critical thinking and of acting myself in the other’s role. My goal was not to investigate which
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teaching approach is better, but it was to explore what the English language experiences of my
participants were, how they unpacked their English learning experiences within different social
cultural contexts, and how they interacted with the two teaching approaches to promote their
SLA, in the hope that some pedagogical applications from this research could be discovered and

valued for future EFL teaching in China.

Methodological Framework

In this section, I started with introducing constructionism as the epistemology that
informed the theoretical perspective for this study. Then, I discussed symbolic interactionism as
the specific theoretical lens that guided the methodological approach in this study to address the
research questions.

Constructionism

In qualitative research, a good methodological and theoretical framework provides the
appropriate lens for the research study and helps understand the context in which the research is
situated. According to Crotty (1998), the selection of a suitable theoretical perspective provides a
context for the process involved and necessitates its criteria for a logical and organized study.
For this study, the epistemology I chose was constructionism, which focuses on how we know
what we know. Crotty (1998) defines Constructionism as “the view that all knowledge, and
therefore all meaningful reality as such, is contingent upon human practices, constructed in and
out of interaction between human beings and their world, and developed and transmitted within
an essentially social context” (p. 42). In terms of this definition, human practices, interaction,
and social context are the principal words in constructionism. Within a social context, human
beings interact with the world and themselves to construct the meaning of what they perceive,

hear, think and do. The world and objects in the world may entail no meanings in themselves, yet

77



they need to be taken seriously because human beings interact with them to construct meanings
(Crotty, 1998). Bhattacharya (2017) holds the similar opinion that people construct their own
meanings based on their interactions with the reality to understand the meaning-making process
in qualitative inquiry.

Constructionism, one type of epistemologies that informs most qualitative research,
centers on the interactions between human beings and their surroundings. Human practices are
the basics of meaning-making process. Human beings are always involved in various activities
which connect an understanding of the relationships between them and the objects in their world.
If people do not interact with the world, the world itself is meaningless. The interaction between
human beings and their world is important to help people construct meanings of what they
perceive in the world. Likewise, human beings differently construct meanings at varied times, in
distinct ways, and within particular social contexts. According to Crotty (1998), “We don’t
create meaning. We construct meaning. We have something to work with. What we have to work
with is the world and objects in the world...... ” (p. 44). In other words, an object does not carry
any meaning itself until we ascribe a meaning to it. For example, money is money no matter
where it is. If we give it a name ‘money’, then it is money. However, when we view money from
a different point of view, money could have other meanings. There is a shared understanding that
money can be used for different purposes. Money can be used to solve some social conflicts
while people are fighting for money. Money can help people purchase food. Money stability is
able to maintain social order. Correspondingly, the understanding of money depends on what
functions money has served for people in the society.

From the constructivists’ viewpoints, the truth of reality is not stable and multiple truths

exist. The interpretations can serve a variety of purposes and will bring multiple truths to the
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forefront. Most researchers are supporters of constructionism as a result of its multiple
possibilities on findings. According to Fish (1980), “The conclusion, therefore, is that all objects
are made and not found and that they are made by the interpretive strategies we set in motion”
(p. 191). This quote indicates that how we interact with world can affect the way we interpret the
meanings of objects. In order to attach a meaning to that object or interpret the interaction
between us and the objects, people have to interact with the objects in the world through many
diverse ways and experience them within different socio-cultural contexts. Similarly speaking,
we cannot simply ignore the existence of the actual objects, but we have to be involved in the
context to navigate through the meaning-making process. Our consciousness and understanding
moves towards the objects, and the meanings of the objects are shaped by our constructing.

The world is already there no matter what happens. The objects are already there prior to
our experience with them. We want to understand our relationship with them and understand
them through active interaction with them. A meaning-making process relies on how people
construct the meaning of the object. How we interpret the world and the objects in the world is
closely associated with our subjectivity and intentionality. What we are, who we are and what we
want jointly drives us to construct divergent meanings of what people have experienced, as well
as helps us interpret the meaning making process of what we see, what we hear and how we feel.
The constructivists believe that “different people may construct meaning in different ways, even
in relation to the same phenomenon” (Crotty, 1998, p. 9). Diverse people have mixed
perspectives and understandings on the same object because they interact with the same object in
a distinct way within a particular social context. That variety is why we as researchers need to

take both our objectivity and subjectivity into account during the meaning-making process.
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In addition, many ingredients such as cultures, class, race, gender, environment, emotion
and personality can impact one's knowledge and one’s understanding of a certain phenomenon,
even in the same circumstances. The meaning making is a dynamic process with human beings
as the active participants. The culture that we live in shapes the way in which we perceive things
or feel things and offers us a view of the world so that we can interpret the world where we are
living in a more meaningful way. In education, students have to interact with their learning
environment, peers, teachers, languages, textbooks, teaching resources, teaching approaches and
learning strategies in order to make the most sense of what they experienced or what they are
experiencing. As the constructionism theorists advocate, researchers construct their own
understanding based on their interaction with the participants and various data sources. For this
study, through building rapport with the three research participants, I wanted to investigate their
experiences of English language learning and interpret their stories based on their lived
experiences or ongoing experiences with the exposure to both GTM and BDI.

Symbolic Interactionism

With the epistemology of constructionism in mind, the theoretical lens I chose to guide
the methodological approach and the research design for this study was symbolic interactionism.
Symbolic interactionism supporters hold a positive attitude towards culture as our inherited
meaning system. Crotty (1998) proposes that symbolic interactionism aims to extensively
explore the understandings in culture as the principles that guide our lives in a meaningful way.
Thus, culture and social context are crucial to symbolic interactionism.

According to Schwandt (2007), symbolic interactionism, a social psychological and
sociological theory, is rooted in American pragmatism. Symbolic Interactionism has its origins

from the thought of many pragmatist philosophers such as George Herbert Mead, Charles

80



Sanders Peirce, William James, and John Dewey who laid the groundwork for the later
framework of symbolic interactionism (Crotty, 1998). Symbolic interactionism is a diversified
matrix and is mainly divided into two streams: the lowa School and the Chicago School (Blumer,
1986; Kuhn, 1972; Crotty, 1998). The lowa School, guided by Kuhn, possesses a much more
empirical and quantitative orientation, with the goal of developing standard measures to identify
and quantify the meaning people ascribe to the world (Kuhn, 1972). On the contrary, the Chicago
School, guided by Blumer, puts the emphasis on “the origin and development of meaning”
(Crotty, 1998, p. 78) and believes that people living in the world are continually evolving,
modifying and developing themselves. The Chicago school members insist that the evolving self
is never fully developed and the meaning people attach to the world cannot be truly finalized,
standardized and quantified because the self is always changing as it actively interacts with the
world in distinct ways.

Herbert Blumer, a student of George Herbert Mead, was given primary credit for the
influence Mead’s thought has had in the realm of sociology. Blumer was also recognized as the
pioneer doing the work about symbolic interactionism. He was mainly influenced by Mead’s
earlier contributions on constructionism and later formulated the most prominent version of the
symbolic interactionism theory. Blumer’s symbolic interactionism refers to three basic
interactionist assumptions:

First, human beings act toward things on the basis of the meanings
that these things have for them; Second, the meaning of such
things is derived from, and arises out of, the social interaction that
one has with one’s fellows; Third, these meanings are handled in,
and modified through, an interpretive process used by the person in

dealing with the things he encounters.

(Blumer, 1998, p. 2)
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From the aforementioned three assumptions, Blumer asserts that human beings frequently attach
meanings to objects based on their own understanding of the objects and their behaviors towards
objects, things, and events. The relationships between them and the objects are informed by the
meaning they construct when they interact with the surroundings. Social interactions play an
essential role when people attempt to organize and interpret the world. Blumer emphasized that
social interactions indicate choices human beings make when they try to make meaning of their
world, events, objects, and surroundings. Blumer also believed the meaning making is an
interpretive process in which individuals constantly adjust their thoughts and modify their
understandings depending on their interactions with the objects which symbolize meanings in
their life.

Symbolic interactionism concentrates on the meanings that people connect to their social
interactions and the world they live in (Taylor & Bogdan, 1984). In social interactions, we all use
objects to understand our world. When interpreting an object, people apply meaning to it based
on their previous knowledge and experience in relation to that object. Blumer (1969) argues that
the social construction of meaning depends on the individuals’ interactions with the environment
and with symbols. The symbols we use to understand the world could be “anything that can be
indicated, anything that is pointed to or referred to” (Blumer, 1998, p. 10). The symbols may
include physical objects, social objects, and abstract objects. The symbolic aspect of symbolic
interactionism is mainly contingent on what people deem to be symbolic, tangible or intangible.
Although objects themselves possess no intrinsic meanings, people place meanings on the
objects based on their interactions with the world.

Individuals are the actors in the process of interpretation because symbolic interactionism

views human beings as active participants who construct their social world but not as passive
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recipients who conform to objects of the world (Blumer, 1986). In education, students are
viewed as active participants in the classroom when using learning strategies. If students do not
interact and participate with the learning activities in the classroom, students will not be able to
understand how learning strategies can facilitate their learning and increase their motivation and
engagement. If this is the case, the learning strategies bear no meaning for effective learning by
students. For teachers or educators, they are acting as facilitators in classrooms, and they have to
interact with their students and teaching tools to reflect on the teaching approach they are using.

The teaching reality is constructed by the teacher or the educator through the phases of
observing, interpreting the surroundings, assessing students’ performance, interacting with
students, and designing activities that provide students access to learn effectively. Teachers
adjust and modify their instructional practices based on their interactions with students to ensure
successful lesson delivery. Through the interaction with students, teachers obtain the knowledge
of students’ individual needs. The key point is on the teachers’ making meaning of their personal
experiences as educators. Similarly, in a broad sense, when a new concept in a social science
area is introduced, individuals from the educational field might not be able to understand the
concept until they connect it with their prior knowledge and interact with the new ideas. In order
to understand the new knowledge, the individuals will have to interact with objects that relate to
the new concept.

Meanwhile, it is important to understand the focus of symbolic interactionism so that the
researcher can better understand the collected data through this theoretical lens. Crotty (1998)
points out the central notion of symbolic interactionism is putting oneself in the place of the
other. In other words, a researcher in the study is playing the role of an actor who is trying to

interact with the research participants and see the world from the perspectives of others. In
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symbolic interactionism, the researcher’s subjective view of actions, objects, events, and society
is important to consider because this subjectivity will affect the researcher’s interpretations on
how the participants construct meaning, how they present and interpret their meaning making
process and how they define the situation to make choices of action. In order to analyze a
person’s choices, one has to observe their involvement in the social processes, by which meaning
is constructed (Blumer, 1986). Correspondingly, through adopting the viewpoint of the research
participants, as a researcher, [ can gain a better understanding of the social reality experienced by
the research participants while they make meaning of their interactions with the world.

Within the framework of Blumer’s theory of symbolic interaction, this study aimed to
understand the subjective experiences of the participants and the meanings they ascribed to the
two teaching approaches, and how they interacted with two teaching approaches in their lived
experiences. Each participant attaches meanings to his or her English language learning
experiences based on interactions with the socially constructed realities of environment and the
two English language teaching approaches. Therefore, symbolic interactionism was appropriate
for this study and could provide a suitable theoretical lens to analyze the English language
learners’ choice of actions on English language learning as they interact with the two teaching
approaches and continually adjust their English learning behaviors, beliefs and practices.

Research Design

In this section, case study was the specific methodological approach that I chose for this
inquiry to govern my own choice and use of methods. Following this methodology, a detailed
research design was mapped out with some specific methods I proposed to use: open-ended and

semi-structured interviews, participant object elicitations, notes and research journals.
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Case Study

Within the methodological framework of constructionism and symbolic interactionism, a
multiple case study was conducted to gain an in-depth and holistic understanding of the English
language learning experiences of the participants after their exposure to both GTM and BDI. My
research design featured a qualitative perspective because my research questions were open-
ended, with the focus on exploring the English language learning experiences of the Chinese
students who were exposed to both GTM and BDI. My research design also aimed to explore the
ways that the Chinese students compared and contrasted their perspectives on English language
learning experiences with, and/or the outcomes arising from, their exposures to GTM and BDI,
provided as paths to their SLA. This kind of case is not critical, extreme or unique, representative
or typical, revelatory or longitudinal. In addition, a case study version of qualitative inquiry is
appropriate when the focus is a bounded system. In this study, my focus of research was bounded
in one single Midwest state institute. Each Chinese student was one case. The unit of analysis
was their English learning experiences associated with GTM and BDI. Finally, symbolic
interactionism served as a theoretical lens for me to analyze the data collected through
interviews, participant object elicitations, notes and research journals.

Case study research is closely linked to the contexts where the case activities happen.
According to Stake (2006), a qualitative case study requires “experiencing the activity of the
case as it occurs in its contexts and in its particular situation” (p.2). The case study approach
situates itself to gathering data from various resources needed to develop a detailed and
comprehensive understanding of both the choice of actions for the participants and the social
context with which they are intertwined. Hays (2004) argues that case studies aim to investigate

contemporary cases in order to seek illumination and understanding, unlike biographies and
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other historical research approaches. English language learning is considered as a common
contemporary activity. Also, Creswell (2007) defines case study research as a “study of an issue
explored through one or more cases within a bounded system” (p. 73). A bounded system is
needed to define a case. The underlying criteria for selecting a case with rich data is that it must
be one from which others can learn a great deal about how much the research topic matters and
therefore its worth as an in-depth study (Patton, 2001). For the sake of this study, the bounded
system was a student’s English learning experiences with GTM and BDI.

A case study is about answering the ‘how’ or ‘why’ questions of a contemporary set of
events over which the researcher has little or no control (Yin, 2009). In reviewing the research
questions, my focus on this study was a contemporary event within a real-life context. Moreover,
I had little control over these events. Yin (2009) mentions that a case study is commonly used in
qualitative research to answer focused ‘How’ or “Why’ questions with in-depth inquiries; it can
be done for a relatively short time period ranging from a few weeks or months to a whole year.
Some case study research can even last for a couple of years. In education, case study research is
relatively more operable. In terms of my study, case study was indeed a more feasible approach
by which to conduct in-depth inquires and collect rich data. I conducted this study for a total of
four months, hoping to produce some in-depth descriptions and interpretations on the
participants’ English language experiences after their exposure to GTM and BDI. In case studies,
issues are investigated through in-depth data collection procedures involving multiple sources of
information such as observations, interviews, audiovisual material, documents, and reports
(Creswell, 2007). For this study, I relied primarily on the data collection of in-depth semi-

structured interviews, participant photo elicitations, notes and research journals.
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Definitions of case study. There are multiple definitions of case study in qualitative
research. “Case studies are reports of alternative paradigm inquiries” (Lincoln & Guba, 2002, p.
213), yet the case study “does not implicate any particular approach” (Wolcott, 1992, p. 36). Yin
(2009) defines case study in detail:

First, a case study is an empirical inquiry that investigates a
contemporary phenomenon in depth and within its real-life
context, especially when the boundaries between the phenomenon
and context are not clearly evident. Second, the case study inquiry
copes with the technically distinctive situation in which there will
be many more variables of interest than data points, and as one
result relies on multiple sources of evidence, with data needing to
converge in a triangulating fashion, and as another result benefits
from the prior development of theoretical propositions to guide

data collection and analysis” (p. 18).

This twofold definition of case study provides a way to distinguish case studies from alternative
research approaches, and indicates some key elements and variables included in case study.

While Wolcott (1992) defines case study as an end product of research, Merriam (1998)
proposes that a qualitative case study involves an intensive, holistic description and also an in-
depth analysis of a single instance, phenomenon, or social unit. Later Merriam (1998) adds to her
understanding of case studies that a case study has the most defining characteristic of setting a
boundary of the case. She agrees that a researcher needs to set a boundary or identification of the
scope of a study but acknowledges there is negotiating room in what might be defined as a case
(Bhattacharya, 2005). A case may refer to studying a single person, program, policy, or any other
specific contemporary phenomenon bounded by the interest of the investigator (Merriam, 1998).
Case study research can involve the close examination of people, topics, issues, or programs

(Hays, 2004). Both Hays (2004) and Yin (2009) mention that the case can be an individual, a
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group of people, a school, a school district, decisions, some event or entity, programs, an
implementation process, an organizational change, or other issues. Thus, it is not difficult to
understand a case study research has its flexibility in the definitions of cases.

Rationale for case study. Case study is a commonly used methodology among
qualitative researchers (Merriam, 1998; Stake, 1995). A case study can provide readers a vivid
and real-life experience within a certain context. In qualitative case study, the uniqueness of each
individual case and each context is important for qualitative researchers to approach the best
possible understanding (Stake, 1995). Case study is rather complex and “the case study
researchers considers many features of the case” (Stake, 2006, p.3). In case study, not only the
readers but also the participants, the researcher and the gatekeepers play active roles in
understanding the case.

However, Bhattacharya (2005) argues that it is difficult to understand how a case study
can be holistic or panoramic because the experiences of the participants can never be fully
captured or clearly placed in categories, regardless of the amount of time spent in the research
field. In other words, the participants’ lived experiences are fluid and changing over time and
space. Bhattacharya (2005) also suggests that a researcher can only be able to capture a freeze
frame of a participant’s life, and a pattern of negotiations, experiences and understandings during
the course of the study. Accordingly, the researcher has the freedom to ask questions not
previously asked and can focus on specific understandings to generate a variety of knowledge.
For this study, the ultimate goal of making inquiries was to discover the pattern of the
participants’ lived experiences and to interpret their stories with more authenticity and accuracy.

Furthermore, case studies are responsible for inductively rather than deductively

discovering “new relationships, concepts, and understandings” (Merriam, 1998, p. 13). This type
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of discovery exemplified my understanding of the reflexibilities and possibilities of conducting a
case study research. New understandings and new possibilities in case study research was the
most refreshing and amazing part, adding confidence and excitement to my research study. Yin
(2012) argues that a multiple-case study requires a large amount of resources and time beyond
the single means of an individual student or an independent research investigator. However, the
evidence from multiple cases is often regarded as more compelling and more robust to the whole
study (Herriott & Firestone, 1983). The data obtained across multiple sources would provide the
researcher with more profound and situated knowledge and allow data triangulation among each
data source which would in turn contribute to the trustworthiness and academic rigor of this
study. Conducting a multiple case study for this research mainly enabled me to construct a better
understanding of each participant’s interactive relationships with the two teaching approaches.
Nevertheless, it will still be a reader’s decision to define what is new, known or unknown.

As a novice qualitative researcher, I had a strong desire to embrace the diversity and the
flexibility of a case study research design that other qualitative approaches could not offer.
Therefore, I was particularly drawn to this methodological approach which was designed with
the broad implications of case study as a method of inquiry, and also provided a holistic view of
deep insights into the individually constructed realities perceived by the Chinese English
language learners. Additionally, the justification of this case study design helped inform and
reinforce the interpretative process, as well as support the constructionism epistemology and
theoretical lens of symbolic interactionism that guided this study. I did my best to convey the
messiness and ambiguities, state the limits and possibilities of the research, clarify what I was

able to investigate out of this research, and communicate any claims, questions and concerns
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during the research period. Thus, this case study became an active interaction between the
participant and the researcher, and also the process and the product.
Research Site and Gaining Access

Based on the pilot study I conducted earlier, I thoughtfully reflected on the whole process
and followed a ‘replication’ design but decided to make some extensions and modifications for
this multiple-case study. I chose the same research site, the Department of Curriculum and
Instruction, School of Education at a Midwest state institution. At this institution, an ESL
methods class with the focus on BDI approach was offered to students in the department of
Curriculum and Instruction. Also, some international students from China were enrolled in this
ESL methods class. I lived only one-hour away from the research site, so it was advantageous for
me to commute to the research site, build a closer relationship with the participants, conduct face
to face interviews and address any follow-up questions to the participants. However, due to the
Covid-19 pandemic, I followed the mitigation protocols and completed the majority of the
interviews via Zoom, Google Meet or WeChat.

In order to conduct this research, I first needed to gain access to the potential participants.
Gaining access involves acquiring permission to go to any places and observe the participants or
the events whenever you want, request and read whatever documents you desire, and do all of
this for as much time as needed (Glesne, 2011). The first thing I did was to contact the ESL
methods course instructor to request information on how many international students from China
were enrolled in this class in the past 5 years, how many of them are taking this class currently,
and, if possible, contact information for these students. After contacting the instructor, I sent out
an email to the Dean of the Department of Curriculum and Instruction, seeking permission to

conduct my research in the building of School of Education if needed. Next, I proceeded with
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contacting the potential students via emails or through other means of contact information such
as WeChat, cell phone number or QQ Messenger and ask them for their consent to participate in
this research. Once I received responses from the potential students, I was able to select the
eligible participants with purposeful, criteria-based sampling.
Participant Selection

In this study, my focus was to explore the English language learning experiences of three
international students from China. It is essential that I select the participants I can gain access to,
are willing to participate in this study and share information, and are eager to shed light on
specific issues under the study (Creswell, 2007). The participants needed to meet some criteria
because criterion sampling is one key process that can affect the selection of the participant.

Based on the pilot study, I made some minor changes to the criterion for this study so I
was able to recruit more eligible participants. The first criterion for the pilot study was, the
participant needed to be a Chinese graduate student who had completed his or her undergraduate
program in China with a focus on ESL studies and was enrolled in or is currently enrolled in
either a master’s program or a doctoral program with a focus on ESL studies. The participant
also needed to have the living experience in the US for over a year. I contacted the Department
of Curriculum and Instruction to inquire about an estimate of possible graduate students who
could meet this criterion, but I ended up with few possible participants. Consequently, I had to
expand the research scope and did not limit potential participants to graduate students currently
in the institution, but would include both graduate students and undergraduate students who
could have graduated and have lived in the US for at least a year. Fortunately, I was finally able

to identify more eligible participants for my study.
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If the participants received English education in China, they have been exposed to GTM
which is the dominant teaching approach in China. For the participants who just arrived in the
US, they were more likely to experience a significant culture shock and were still getting
adjusted to new life here. After one year living in the US, they would become more acclimated to
the new life and feel more comfortable communicating with native-speakers. Accordingly, they
could more effectively describe their experiences of learning a second language.

The second criterion was that the Chinese students had the access to take an on-campus
ESL methods class with a specific focus on BDI, or they are taking the ESL methods class
during my research period. The third criterion was a willingness of all participants to engage in
this research. If they were not willing to discuss and share their experiences, it would be unlikely
that I could have gathered the valid data to unveil the best truths.

After the criterion sampling, [ walked through the procedure of recruiting some eligible
participants for this study. I reached out to the Department of Curriculum and Instruction at a
Midwest state institution to find out the number of enrolled Chinese international students who
previously had taken the course of ESL methods with a focus on BDI or who are presently
experiencing BDI teaching. I then reached out to the potential participants through email or other
contact information to ask for their consent to participate in this study. Three participants
responded to me with their consent to participate in my study. In the email to the potential
participants, I outlined the purpose of the study, the objectives of the study, and the length/time

of commitment which would be required of them if they were selected to participate.

Data Collection Methods

In order to collect rich data, the researcher had to access different types of resources and

not just from one single resource. Case study evidence may derive from six sources: documents,
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archival records, interviews, direct observation, participant-observation, and physical artifacts
(Yin, 2009) and “good case studies benefit from having multiple sources of evidence” (Yin,
2006, p. 115). In this study utilizing multiple sources of evidence enabled me to discover more
truths about the participants’ lived experiences during the data collection phase. Specifically, the
data collection methods for this study included open-ended and semi-structured interviews,
participant photo/artifacts elicitations, research journals from both the researcher and the
participants, and notes from email correspondence, WeChat messenger correspondence, and
meetings. As informed by an earlier pilot study which I conducted, the interviews served as the
primary source of evidence while the rest served as supplementary data sources for me to gain
more insightful understandings of the participants’ experiences on English language learning.

Based on my experiences from the pilot study, I expressed my expectations to gather
some photos or some physical artifacts from the participants’ previous digital documents and
assignments from the ESL methods course; however, there was a possibility that some
participants might not be able to provide their previous documents. Their lacking of providing
previous documents did not cause any undue hardship between them and me. Furthermore, data
were purposefully gathered at various times as spacing out the data collection can contribute to
the trustworthiness and authenticity of the study (Glesne, 2011). For this study, I conducted the
interviews with the participants every two to three weeks. This spacing gave the participants a
break in order to not impose stress or cause any discomfort as it would if data collection was too
intensive.

The data were collected through open-ended interviews, participant photo/object
elicitations, research journals from both the researcher and the participants, documents such as

email correspondence, WeChat messenger correspondence, meeting notes, and member checking
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notes. The below data inventory in Table 3.1. contains the number of pages which was generated

as raw data during the case study research. The total number of pages became finalized once the

actual data was collected.

Table 3.1.
Data Inventory

Source of data Number of estimated pages Number of
total pages

3 one-hour interviews 35-50 pages per one hour of 416 pages

with each participant transcription

1 one-hour

photo/object elicited 8-10 pages per one hour of 26 pages

interview with each transcription

participant

Journal reflections 2-3 pages every two to three 19 pages

16 weeks weeks

Communication 1-2 pages per interaction 10 pages

(email, informal 3-6 interactions

conversation)

Documents & 1-2 pages per meeting 6 pages

Meeting notes 3-5 meetings

Member check for 2-3 pages per member checks, 8 pages

each Interview (~30 3 member checks

minutes)

Total Pages 485 pages
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Interviews

Interviews are a common research method in qualitative inquiries. Interviews refer to an
interactive process of human conversation in which stories, ideas, anxiety, excitement, concerns
and information can be articulated and shared. According to Yin (2009), most case studies are
about human affairs or behavioral events in society, so interviews become the indispensable
source of case study evidence. If the interviewees are well-informed, they can provide the
researcher important insights into such affairs or events. Kvale (1996) also claims that through
interactive dialogues we gain the access to know other people, learn about their experiences,
feelings, and hopes and the world they live in. Because of the conversation between the
researcher and the participants, the shared understanding becomes more accessible.

An interview is a process in which both the researcher and the participant engage in a
conversation that focuses on questions related to a research study (deMarrais, 2004). Likewise,
interviews are conversations that help the researcher know the participants better and can provide
a lengthy and detailed description as well as serve as valuable sources of information for the
researcher. In this specific study, interviews were the principal source of information from which
I was able to find answers to the research questions. My goal was to investigate the participants’
experiences of learning English and explore their feelings, judgements and understandings of the
two language teaching approaches within different social cultural contexts.

Conversations occur informally or formally as a common social activity. However, for
the sake of data collection in qualitative research, interviewing through conversations should be
viewed as a structured process (Merriam, 2009). For the purpose of this study, a total of three
semi-structured, open-ended interviews were conducted with each interview lasting for about 60

minutes. Since I did the majority of the interviews via Zoom, sometimes the interviews lasted
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longer than the proposed time period either because the participants were highly involved or
because the internet connection was not good. The first interview focused on the participants’
experiences with GTM. The second interview focused on their BDI experiences. The third
interview was a follow-up interview with a focus on how the participants compared and
contrasted their experiences with and/or outcomes arising from their exposure to GTM and BDI
as paths to English language acquisition.

In order to make the interviews more organized, some question prompts shown in
Appendix E were prepared before the interviews. The research purpose and research questions of
this study served as the guidelines to prepare the question prompts throughout the interviews, but
the participants’ responses guided the direction of the subsequent interviews and prompted the
development of additional questions. During the interviews, it was important for me as a
researcher to observe the reaction of the participants and adjust accordingly the ways of making
inquiries and adding more questions as needed in order to dig deeper about and gain the best
possible truths. Although the flow of the qualitative interviews can be adjusted as needed, many
studies can benefit from an interview guide which serves as the basis for the conversation
(deMarrais, 2004). In other words, it is always wise for the researcher to have an interview guide
in hand just in case there is an unexpected pause or awkwardness during the interview. With the
interview guide, the researcher can make the interview flow go smoothly as planned and keep the
interview under control. In addition, I tried to keep all the question prompts simple and easy so
the participants would not get confused.

Reflecting from the English question prompts as a limitation in the pilot study, I made
some changes in this study in order to receive better answers to the questions because the

participants could use their first language to articulate their experiences in a more efficient and
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comfortable way. Accordingly, the prompt questions were addressed in both English and the

participants’ first language. The prompt questions on Appendix E were prepared to guide the
interviews. All interviews were conducted in accordance with the participants’ preference for the
specific techniques, ways and the location. I completely respected their time, schedule and
whatever conditions made them feel more comfortable to be involved in the interviews.
Participant Object Elicitation

Object elicitation is about asking the participant to pre-select and bring an object into a
research interview (Harper, 2002). Photo and artifact elicitations are forms of participant-driven
data collection methods in which the participants select photos (take pictures) or bring objects
that can help them understand their lived experiences in a meaningful way. Using objects in
interviews can have the same power as using language in the interviews because both of them are
forms of symbolic representation.

In human society, people often interact with the objects surrounding them and ascribe
meaning to certain objects and then use the objects to represent their thoughts, experiences,
beliefs and values. There is an active relationship between people and the objects as they attempt
to construct meaning from what they see, what they hear, why they take action and how they can
achieve the goal. The object elicitation can provide different lenses and insights into the
relationship among people, objects, emotions, attitudes, values, beliefs and assumptions.
Accordingly, the selection of object elicitation fit well within this study’s theoretical framework
of symbolic interactionism because it provided evidence and insight into the meanings that were
attached to the participants’ interactions with the two English language teaching approaches and

their different English learning environments in both China and the United States.
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When I was doing the pilot study, I discovered the participant actually liked to use the
object elicitation to explain to me the attached meanings. Thus, in this study, I encouraged the
participants to share any related documents which could help them explain the meaning making
process of language learning and to collect the artifacts from the participants after the interview.
Those documents could include any of their homework assignments, projects, reflections or
notes after the exposure to BDI. Lander (2017) supports the ideas of using object elicitation as
this form of data collection allows the researcher insight into the participants’ experiences that
cannot be disclosed from interviews directed by the researcher. For the elicitation with
documents or objects, I offered the participants the following prompt:

Please bring any objects, documents, assignments, journals or
whatever else you think can demonstrate your understanding of

your English language learning experiences.
When the participants brought the photos or objects to the interview, I provided the
following line of inquiry to guide our elicited conversations:
1. Please briefly describe this photo/object and tell me why you chose it.
2. Please tell me about the connection between this photo/object and your experiences as
an EFL learner in China or an ESL learner in the US.
3. Please tell me about your unique experiences that are connected to this photo/object.
4. Please share with me how you view this photo/object in your English language
learning.
5. Do you have anything else you would like to share about this photo/object?
After each photo/object elicited interview, I transcribed the data during the week it was
completed for the purpose of keeping the freshness of the information the participants shared

with me. Soon after the transcription, I also performed member checking with the participants to
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ensure the accuracy of information. I then did a preliminary data analysis on the combined the
data so I could become more prepared for the subsequent interviews with some follow-up
questions in plan. Figure 3.1. and Figure 3.2. are two samples of participants’ photo elicitations.

Figure 3.1.
Ava's DOT Chart Activity
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Figure 3.2.
Ava's Biography Card Activity

99



Research Journal

A reflexive approach to the research process is widely accepted in many qualitative
research studies (Ortlipp, 2008). Within this reflexive approach, researchers urge themselves to
reflect on themselves, “their presuppositions, choices, experiences, and actions during the
research process” (Mruck & Breuer, 2003, p. 3). A research journal reflects the researcher’s
personal perspective on what happened and why it happened the way it did. On most occasions,
the researcher adds their individual judgement to the event and explains the reasons that they
decide on in relation to their own experiences, beliefs and assumptions.

In this particular study, I maintained a regular research journal and also took notes from
the participant’s responses during the interviews and after the member checks with them. After
each interview, I wrote some reflections as research journals to enrich the data. In Appendix F, I
attached a sample of my research journal pages. These research journals captured my
instantaneous reflections, and also included my own feelings, doubts, anxieties, assumptions, and
expectations during the research process. From the pilot study, the reflective journal served as a
valuable tool for me to go through critical thinking process and put my thoughts in an organized
format so that I was able to triangle the data in a more complete manner. Moreover, I used
member checking as a means to clarify any questions and concerns during the transcription or
coding phase. In addition to the regular research journals, I also took notes to record some of my
instantaneous thoughts. Figure 3.3. is a sample of my notes after meeting with one of the

participants.
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Figure 3.3.
Meeting Notes

May 16%, 2020 9pm CST, 1lam Beijing Time
Mecting notes and follow-up questions for Nancy
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Together with the interviews, participants photo-elicitations, informal conversations,
meeting notes, correspondence notes, and research journals, all these types of data collection
methods guided me through a data triangulation process and offered me different insights into
the participant’s experiences.

Membership Role

It is unlikely that a qualitative researcher can adopt a completely neutral role in the
research while interacting with the participants (Flick, 2009). As a qualitative researcher, it is
impossible to avoid the subjectivity influence and situate ourselves with no bias because we
come to know this world based on what we knew, experienced and assumed. Our roles in the
research will decide on how much information we can obtain from the participants. With that
being said, researchers have to assume their roles within the context of their research and
position themselves well to conduct the research. Adler and Adler (1987) presented three

membership roles in which a researcher can be assigned:
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Peripheral member - involves daily or near-daily contact,
interactions with members varies from acquaintanceship to close
friendship with key informants. This is the most marginal role and

least committed to the context.

Active member - Researcher assumes a more central place in the
setting that involves a functional role in addition to an
observational role. This facilitates trust and acceptance of the
researcher but increases the identification of the researcher with
members of the setting. Self-reflexivity, role awareness and
periodic withdrawal from the setting are needed to maintaining the

research role.

Complete member - fully immersed in the research setting. One
may study a setting in which he or she is already actively a

member or "become the phenomenon" of interest. (p.33)
From the aforementioned three membership roles, it is clear that every membership role comes
with varying degrees of both benefits and drawbacks, and each has a unique function to gain
access to information from the participants. In regards to this study, I considered myself as a
similar participant of the group that I intended to study because I myself met the sampling
criterion and have been involved in English language learning for years. Accordingly, I
positioned myself as a complete member and an insider researcher. There are both advantages
and disadvantages being in the role of a complete member during this qualitative research.

As for the benefits, the most exciting one is that [ have a better knowledge of the culture
and language experiences being studied, which saved me time and energy becoming familiar
with the research topic. Another possible benefit is that my previous experiences on English
language learning and teaching helped me explain the research topic in a more efficient way and

established rapport more quickly with the participants as we had a sense of shared understanding

102



on the topic. Just as Bonner (2002) argues, “the shared understanding between the researcher and
the participants helps promote both the telling and the judging of truth” (p. 9). I believed that my
personal experiences of learning English language from both GTM and BDI, in addition to my
years of life experience in the US has given me more credibility and has created more affinity
with my participants, which could help build stronger trust and rapport in an easier and faster
way than if [ were an outsider to the research field. The last possible benefit is that I also speak
the same first language as the participants, which facilitated our verbal communication because I
truly understood their concerns and the embarrassment of learning a second language. Whenever
the target language became a barrier in understanding some concepts or terms, we used our first
language which narrowed the gap of understanding. I believed the use of our first language while
communicating may strengthened the relationships between the participants and me.

However, I am not saying that being in the role of an insider researcher while researching
has all benefits but no downsides. It is likely that insider researchers will also face challenges
due to the familiarities and closeness with the research topic. Furthermore, as an insider, I have
my own experiences, beliefs and assumptions which can affect the future interpretation of the
participants’ stories. In another sense, I was also like an outsider because I was not any of my
participants and could not fully represent my participants. Therefore, I paid careful attention to
my subjectivities and preconceptions during the research in order to interpret the participants’
stories as authentically as possible. Meanwhile, I had to be more aware of delivering messages to
the participants without giving them an impression that I was more an advocate on the research
topic rather than a researcher. Once again, [ have my own subjectivities but I tried my best to

avoid prejudices.
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Data Management

Besides the methodological framework and the specific data collection methods, a
qualitative case study research design also includes gathering, managing, and analyzing data
from divergent sources. As illustrated in the data inventory, the data that were collected, used,
organized, managed, and handled during this study included audio recordings of interviews,
transcripts of the interview recordings, participants’ object elicitations, meeting notes,
correspondence notes, the research journals from both the participant and the researcher, and
member checks.

After I gained verbal consent from the participants, I recorded all the interviews with an

electronic recording device —a password-protected iPhone through an app called Voice

Recorder, and then transcribe the interviews. If needed, I also translated part of the interviews
from Chinese to English. All transcribed and translated data were stored in my personal
password-protected computer and the unsecured originals were deleted from the recorder. After
each transcription the texts were transferred to a word document which I sent to the participants
for member checks. According to Kvale (1996), member checks allow a researcher to get
feedback on findings, as well as to verify that the information gathered gives an accurate
description of what the participant intends to convey. By doing so, the participants could validate
the information from the interviews and confirm for accuracy to add new insights to the data file.
I then carefully coded, highlighted, labeled, dated, categorized, organized and saved
every piece of data in a secure file for future use. All research data were stored both
electronically and physically. Meanwhile, I avoided using the participants’ real names in the

transcribed data in order to maintain confidentiality. Instead, I used pseudonyms for all
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participants. I followed the same routine regarding their personal information such as home,

school names, teachers’ names and so forth.
Data Analysis

To begin with, I used In Vivo coding and descriptive coding for the interview
transcriptions, collected documents and research journals. In Vivo’s root meaning is “in that
which is alive,” and a code refers to a word or short phrase from the actual language found in the
qualitative data record, “the terms used by [participants] themselves” (Strauss, 1987, p. 33).
Saldafia (2009) insists that In Vivo coding is especially appropriate for naive qualitative
researchers when they learn how to code data, and it is also good for studies that prioritize and
respect the participant’s voice. In Vivo Codes are recommended ways to analyze in case studies
(Merriam, 1998; Stake, 1995) which is perfectly applicable in this case study. As a beginning
researcher, for the first round of data coding, I read all interview transcriptions, highlighted all
the keywords, phrases or sentences that relate to my research questions. For the second round, I
used in Vivo coding to code all data that helped me answer the research questions. Saldana
(2009) also agrees “in Vivo codes can help provide imagery, symbols and metaphors for rich
category, theme and concept development” (p. 76). Thus, when I read through in Vivo coding
the second time, I tried to sort out some categories and themes. In Appendix G, I attached a
sample of the in Vivo coding for this study.

After the second round of In Vivo coding, I was able to recognize some patterns in the
paragraphs told by the participant. Accordingly, for the third round of data coding, I mainly used
descriptive coding, pattern coding and/or focused coding (Saldafia, 2013) to code the data. These
types of coding aligned well with my study because it facilitated the process of theming the data

and attaching significant meanings of the data to the research questions. Saldana (2009) defines
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descriptive coding as summarizing in a word or short phrase—most often as a noun—the basic
topic of a paragraph of qualitative data. Saldafia (2013) interprets “pattern codes not only
organize the corpus but attempt to attribute meaning to that organization” (p. 209) and “focused
coding searches for the most frequent or significant codes” (p. 213). Both pattern coding and
focused coding were used to help me make sense of the in Vivo codes. The pattern coding and
focused coding also enabled me to discover and develop the most recurrent and relevant
categories from the data set to address the research purpose and research questions.

However, it is important to notice that these codes are identification of the topic and not
just abbreviations of the content (Tesch,1990). The topic refers to the theme, or what is talked or
written about, while the content is the substantive information of the paragraph. This was a
process through which the researcher was able to develop the key vocabularies of the data into a
category or a theme for further analysis. Saldafia (2009) argues that descriptive coding primarily
guides the researcher to a categorized inventory, tables, graphs, summary, or index of the data’s
contents. In this study, in addition to in Vivo coding and descriptive coding, pattern coding and
focused coding assisted me in summarizing the transcribed paragraphs and identifying the
categories and themes more easily. For some of the descriptive coding and pattern coding, I used
my first language to take notes whenever [ was inspired by anything during the research period.
In Appendix H, I attached a sample of the descriptive coding. Appendix I was the samples of
pattern coding and focused coding for this study.

When I reviewed the highlighted parts of the description notes, I first thought about how
to categorize them and name them, and later I used post-it notes of different colors to label the
codes. Next, I put all the sticky notes on the wall in order to see a clear picture of the topic. I also

sorted out the in Vivo codes, descriptive codes, pattern codes and focused codes in my computer
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and was able to identify different categories under different themes. In Appendix J, I attached a
sample of theming the data process. By doing so, all my transcribed data were turned into a clear
picture of the participant’s English language learning experiences with all themes along with
different supporting codes. After sorting out the themes, I was able to correlate all these themes
and codes to my research questions and find answers to these questions.

The transformation of the data was a complicated process in this study because this
process occurred throughout the course of the pilot study. Thematic analysis is recommended to
analyze both In Vivo Codes and Descriptive Codes (Auerbach & Silversten, 2003; Boyatzis,
1998). After I completed the work in the coding phases, I moved towards data analysis with
question-by-research-question for each theme using an inductive analysis method. In addition to
a within case synthesis, I also used thematic case descriptions and a cross-case synthesis at the
phase of data representation. Figure 3.4. summarizes an overview of data analysis process.

Figure 3.4.
A Visual Representation of Data Analysis Cycle

) 4
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Data Representation

After reviewing all the themes and supporting codes, I was able to see a holistic picture
of how the themes shaped the participants’ understanding of their English language learning
experiences after the exposure to both GTM and BDI. During the within case analysis phase, |
first wrote thematically organized case study narratives for each participant from the first-person
view. In order to support the narratives that I presented and maintain the power of language in
the narratives, I integrated excerpts in the participants’ first language along with English
translations from the interviews and other data sources as evidence of the findings. During the
cross-case analysis phase, I constructed a first-person view poem to be able to interpret the
participants’ stories. I chose to use the first-person view because it allows me to stay closer to the
participants’ voices and better portray the participants’ experiences as they negotiated their
interactions with the two teaching approaches under different socio-cultural contexts. Next, I
presented a cross-case analysis to unpack the poem and compared and contrasted these narratives
by discussing the similarities and differences across each participant. From both the within case
analysis and the cross-case analysis, I was able to fulfill the research purpose and discover the
multiple truths as the potential answers to the research questions under the theoretical
frameworks of BDI and symbolic interactionism.

Assurances of Confidentiality and Ethical Issues

The considerations of confidentiality and ethics were essential in qualitative research
since I conducted a research on human subjects. I constantly kept in mind an awareness of the
need for the confidentiality and ethical behaviors. In my pilot study, I explained the consent

forms and contact information to the participant and I used a pseudonym for her to ensure
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anonymity and protect her identity, and the identity of other names or institutes she mentioned
during the interviews. I continued to do so in this study.

The participants reserved the right to withdraw at any time during the study. The
participants could also ask me questions about anything that concerned them. Throughout the
study, I respected the participants’ lived experiences and honored their voices by not judging
them. Reciprocity is the “giving back to the participant for their time and efforts” (Creswell,
2007, p. 44). I showed my appreciation and respect to the participants for sharing their English
language experience and expressed my gratitude for their time and engagement in this study. As
for the ethical issues, I discussed with my participants various ways to pay attention to their
health, wellbeing, concerns, intercultural sensitivity, ups and downs and provided the appropriate
student life resources on campus if needed. Additionally, I was prepared to provide the
participants any mentorship or guidance throughout their study life in the US based on my

understanding and experiences.

Academic Rigor and Trustworthiness

Qualitative research has been historically questioned about lacking academic rigor and
trustworthiness (Creswell, 2007). In qualitative research, establishing academic rigor adds
credibility to the study, with the goal of demonstrating the value of the study to the academic
field. Trustworthiness is key in qualitative research which can help establish credibility,
rationalization and legitimization. Qualitative excellence illustrates the complexity of qualitative
inquiry and challenges novice researchers to demonstrate academic rigor and trustworthiness. As
a novice researcher, I admitted that not every reader would find the same value or rigor in my
study that I intended to present. However, I did my best to engage in due diligence throughout

this study and be prepared to accept different interpretations of said due diligence.
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Although there are no universally accepted standards by which qualitative research is to
be judged (Tracy, 2010), there are many different established criteria for qualitative research of
good quality (Lincoln & Guba, 1985). In an effort to establish academic rigor and
trustworthiness, Tracy’s (2010) presents the “Big-Tent” Criteria for Excellent Qualitative
Research: worthy topic, rich rigor, sincerity, credibility, resonance, significant contribution,
ethics and meaningful coherence. With the goal of conducting a high-quality study, I carefully
followed Tracy’s eight criteria throughout the study, each of which will be addressed in the
paragraphs below.

After searching the existing literature, I recognized that there was limited or no research
specific to Chinese EFL learners who were exposed to both GTM and BDI. This limitation made
my current research topic worthy of pursuing in the education field as this topic is relevant,
timely, significant, interesting, or evocative (Tracy, 2010).

Rich rigor can be established when the qualitative researcher engages in the study for an
extended period and collects “sufficient, abundant, appropriate and complex” (Tracy, 2010, p.
840) data using favorable theoretical constructs and existing research-based literature that is
essential for the data analysis process. Thus, a rigorous qualitative study not only theoretically
and practically requires a thoughtful, transparent and methodical research design from the
researcher, but also requires a large amount of time and a significant commitment to the whole
research process both from the researcher and the participants. To this end, Tracy (2010)
recommends that researchers provide evidence of their due diligence, appropriate time spent,
effort, care, transparency and thoroughness. These evidences will reinforce the academic rigor

during the data collection and analysis process. In this regard, I presented the reader a detailed
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explanation of the research process — how the raw data were collected, coded, labeled,

categorized, organized, transformed and interpreted into the final case study research report.

At the same time, [ used researcher’s reflective journal before, during and after the study
as journaling is significantly important for establishing trustworthiness and rigor (Bhattacharya,
2007). Having reflexivity was important for effective qualitative research as I went through the
thinking process on the participants’ shared experiences. I understood that I could not completely
avoid my personal bias and assumptions in the study, but I constantly reminded myself to be
aware of my own subjectivity and positionality. Reflexivity refers to the process of continuously
using critical thinking and reflection on the self as a researcher (Lincoln & Guba, 2000). A
research journal in this study reflected my personal perspectives on what happened and why it
happened the way it did. On many occasions, I also added my individual judgement to the event
and explained the reasons I decided on with regards to my own presuppositions, choices,
experiences, beliefs and assumptions. I expected this journaling process to challenge me to
expand the ways I conceptualized and interpreted my understanding of the data, which was
another means to ensure credibility and academic rigor.

Sincerity refers to “the honesty and transparency about the researchers’ partiality, goals,
and foibles as well as about how these played a role in the methods, joys, and mistakes of the
research” (Tracy, 2010, p. 841). In other works, how much sincerity the researcher has
demonstrated is relevant to how well the researcher has dealt with their subjectivity, goals and
preconceptions, emotions, and mistakes throughout the research. According to Tracy (2010),
sincerity can be achieved through self-reflexivity and transparency. Self-reflexivity reminds
researchers to be mindful of their strengths, weakness, beliefs and assumptions, while

transparency refers to how honest researchers are about the research process (Tracy, 2010). Thus,

111



in this study I strived to achieve a level of sincerity through continuously being aware of my
subjectivities towards the topic and include as much transparent and elaborate documentation as
possible regarding how I claimed to know what I know.

Credibility is associated with how trustworthy and how plausible the research findings
are (Tracy, 2010). Lincoln and Guba (1985) argue that a study must be dependable to claim its
trustworthiness. In an effort to strengthen this type of credibility, trustworthiness and
dependability, I first made sure I gave the opportunity to each potential participant to decline
participation. Then, I provided the justification of doing this research and clearly elaborated the
research purpose and research questions that guided the study, and I also documented features of
the constructive case study in a way that aligned with its purpose to ensure believability. Next, I
collected data from multiple sources, spaced out the data collection, used peer debriefing and
member checks as well as data triangulation as the techniques to support building credibility.

Peer debriefing is another means in this study to help increase rigor and credibility. I
asked for peers to review and discuss the research process and research findings so I could gain a
broader perspective on the interpretations and narratives. Peer debriefing is a process by which
one can expose oneself to a peer who is familiar with qualitative research methods and the
research topic. The peer debriefers reviewed the data I collected, the way I organized and
analyzed my data and the interpretations I have made. The peer debriefers then identified any
parts of the study that seemed awkward or incoherent, lacked logical flow, indicated perspectives
or narratives that needed more investigation, or demonstrated inconsistences that needed further
clarification. By incorporating peer debriefing, I can explore “some other aspects of the inquiry
that might otherwise remain only implicit” (Lincoln & Guba, 1985, p. 308) in my mind and

increase more perspectives to the study for enhanced trustworthiness.
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Lincoln and Guba (1985) argue that “the member checking technique is the most critical
technique for establishing credibility” (p. 314). This assertation of its essential role was why I
used member checking to ensure the participants can verify the accuracy of the information I
collected during the interviews as well as the accuracy of the interpretations during data analysis
and the research findings discussions. I then used data triangulation to increase trustworthiness in
the data analysis because data triangulation is a way of assuring the validity and reliability of
research. Through data triangulation, I was able to conduct through different methods a careful
reviewing of the data and determine the patterns of all data to achieve a more accurate and valid
estimate of qualitative results.

When it came to the research findings, I wrote with rich descriptive and analytical details
by comparing and contrasting the narratives so that the interpretations could be transferable,
consistent, accurate, dependable and trustworthy (Tracy, 2010). Furthermore, I also used the
researcher journal to record my intuitional reflections or spontaneous inspiration towards the
topic because journaling is a continuous process throughout the course of the research to help
increase trustworthiness and rigor (Piercy & Benson, 2005).

Resonance refers to how the study is able to affect a reader in a meaningful way (Tracy,
2010). Transferability is one of the ways to achieve resonance. Transferability can be
accomplished when readers feel as if the story of the research is similar to their own life
experience in some way (Lincoln & Guba, 1985). In order to obtain resonance in this study, |
presented the narratives which authentically described the thoughts the participants had
experienced, with the intent that the readers would be able to reflect on their own English
learning experiences. By conducting this study, I provided a significant contribution to the

limited literature on this research topic within the field of education and encouraged more future

113



researchers to dig deeper on the value of using BDI in China. This study also offered a reference
for the future practitioners to test the validity of using BDI in China.

Ethics are not only a means to help establish trustworthiness and rigor, but also
“constitute a universal end goal of qualitative quality itself” (Tracy, 2010, p. 846). When the
research shows evidence of consideration of the different aspects of ethics, such as procedural
ethics, situational and culturally specific ethics, relational ethics, and existing ethics (Tracy,
2010), a study meets the ethical requirements. I already discussed the ethical issues in the earlier
section on assurances of confidentiality and ethical Issues. To abide by the last criteria that Tracy

(2010) advocated— meaningful coherence, I addressed the research purpose I stated for my

study and ensured every part of the research aligned well with every other part so that the
research questions, theoretical and methodological framework, research design, data collection,
data analysis, data representations, research findings and the conclusions and implications were
all meaningfully interconnected.

Although there are no commonly accepted criteria used to assess qualitative research, I
carefully followed Tracy’ s (2000) eight guidelines for considering qualitative excellence and
briefly outlined the strategies that I used to establish the academic rigor and trustworthiness by
providing specific examples of how the study worked with each individual component.
Consequently, incorporating the eight characteristics of conducting a good qualitative research
into my own study assisted me to make powerful arguments for establishing academic rigor and
trustworthiness.

Chapter Summary

In this chapter, I firstly recalled the research purpose and the research questions, provided

justification of a qualitative inquiry, and examined my role as a qualitative researcher by
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situating myself well, along with a personal subjectivity statement. Next, I presented the
methodological frameworks which guided me through this study and discussed how the
frameworks can provide the theoretical lens to examine the research findings. I then moved on to
a thorough research design for this investigative case study by introducing the procedures of data
collection, data management, data analysis and data representation. In closing the chapter, I did a
recursive reflection on this research design and addressed the issues of confidentiality, ethics,

academic rigor and trustworthiness in regards to credibility and authenticity in research.
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Chapter 4 - Research Findings and Discussion

This multiple case study was conducted to explore the participants’ English language
learning experiences after their exposure to both GTM and BDI. The premise of this study was
that all participants could offer valuable and insightful understanding regarding GTM and BDI,
as they were the primary recipients of the two teaching approaches. This familiarity made them
the foremost authorities of their own English language learning experiences. The participants
were able to articulate their past and present English language learning experiences in a
descriptive and cohesive manner. This chapter presents the research findings and thematic
analysis based on the interviews, the participants photo elicitations, notes and research journals.

The collected data was analyzed through the lens of the BDI theoretical framework with
regards to the research purpose and questions. Moreover, I examined the data through an
additional lens----the methodological framework of symbolic interactionism, which grounded my
analysis as I investigated the following inquiries: (a) how the participants constructed their
understanding of GTM and BDI; (b) how they created meanings about English language learning
experiences, and (c¢) how they presented and defined their interactions with GTM and BDI within
different socio-cultural contexts.

To begin with, I provided a descriptive illustration of each participant during the phase of
within case analysis. I wrote stories in a first-person vignette for each participant’s narrative
because this enabled me to stay close to the data, honor their narratives, value their stories and
represent their English language learning experiences using verbatim excerpts from the
interviews. In addition, I chose to directly cite their first language for some of the verbatim
excerpts in order to maintain the power of the language from the participants. During the pilot

study, the participant preferred to share her story in English but indicated that sometimes she was
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not able to precisely articulate her thoughts due to the language and cross-culture barrier. I was
cognizant of the loss of language power which was identified as one of the limitations from the
pilot study. Moreover, when the Chinese transcripts from the interviews were translated into
English, the same issue occurred. As a result, I decided to cite the participants’ first language to
avoid the loss of language power in this study.

Following by the first-person vignette stories, I constructed a first-person view poem to
represent the data using the participants’ own words of choice. Later in this chapter, I presented a
descriptive and analytical illustration to unpack the poem, and compared and contrasted each
participant’s narrative stories to gain analytical insights through the lens of BDI and a symbolic
interactionism perspective. Additionally, the descriptive details and analytical thoughts allowed

me to establish strong arguments on its pedagogical implications for future studies.

Participants’ Journeys

Sophia’ Profile
Sophia is a confident and passionate EFL teacher in China in her late-thirties, holding a

doctorate degree in curriculum and instruction with a focus on ESL studies. She originally
attended college in China and obtained an undergraduate degree in English in 2005. After
graduation from college, she started a teaching career in China for a short period of time and then
changed her focus. She decided to obtain a master degree in Communication from an American
institute in 2009. After earning her master’s degree, she maintained her EFL teaching career in
China for a couple of years before she decided to again further her education. In 2018 she
achieved a doctorate degree from an American institute and worked at a local college for one

semester. In the fall of 2019, she returned to China to teach college English at an elite university.
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She is a high-achiever and has complete confidence in her own ability to succeed. Following is
Sophia’s description of her journey to both GTM and BDI.
Sophia’s Own Story

I was born in the early 80s, and I considered myself as part of the older generation
compared to the 90s and 00s generation. 1 started my English language learning when I was a 7%
grader, which I believe was the norm for the 80s generation. For the younger generation, they
started English language learning at an earlier stage, such as from kindergarten or at an
elementary level. At that time, we didn’t have options to attend some after-school English
programs or some intro-class to English because at that time learning English was not popular,
and we simply started to learn English as a required class just like math, Chinese and science.

I have very supportive parents. Unlike many other parents in China, my parents did not
push me hard in my academic performance. Instead, they trusted me and my capability to learn
and granted me enough freedom and flexibility to study at my own pace. I don’t have a tiger
mom who yells at me all the time and forces me to study hard; instead, I have a super caring
mom to always encourage me to try my best without focusing much on the results. [ know I am
both a good daughter and a good student to my parents. My outstanding academic performances

did make them proud of me, but they also accepted my failure on tests. My mom always told me,
“NERERRNT, Bh7T, 2TERNES5IR, RHTE EAE L 0 R AR T
UL IREE J1AFE A | T4k 22%% J1. 7 (As long as you make your efforts, try your best,
you don’t have to worry about the results. You need to learn to calmly accept whatever comes
out of your efforts. Just go with the flow! If you don’t excel, that just means you did not work
hard enough. Then you will just need to continue your efforts.) Over the years, I have learned a

lot from my mom’s positive attitude—"*Just go with the flow’.
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I remember when I started my middle school, I had to ride my bike back and forth
between my home and school because my family lived in the city and it was just a short distance
from my home to school. At the beginning, I really loved riding my bike. However, later I felt
somewhat disgusted riding my bike every day. I had to repeat this routine for six years until I
graduated from high school. The daily routine never changed. I rode my bike to school in the
early morning, rode it back home for lunch, and then rode it to school in the afternoon. I rode it

back home for dinner and rode it back again for B | >J (night time seminar class). After that, I

rode it back home. All my classmates lived in the city, so we all did the same thing every day.
At school, every student received the same daily schedule, a completely full schedule. I
didn’t even have extra time to think about other things in life. Although many of my classmates
complained about the tight schedule, I never complained because I knew “7EiXiX N, BT
NHFERRER), VREBCA T AR T, ARME—RER A B % . (At that time,
when everybody is doing the same thing, you are not the exception. The only thing you can do is
probably self-adjustment or self-adaptation.) I learned how to adjust myself to the tight schedule

and tried to find the joy of learning from doing other things in life. I believe that ‘{55 211
2, PRE EEATHML, (You have to make efforts to gain whatever you want.) For example,

since my elementary school years, I always had to sit in the back rows of the classroom because I
was tall. It was always the last three back rows. I was tall, and I had no choice. I was told if I sat
in the front row, I would have blocked other students’ view. I hated sitting in the back because it
was so far away from the teacher and chalkboard. Until the time I attended high school, I was so
happy that classroom seating rules changed. Students with highest test scores had the priority to
choose where to sit in the classroom. Since then, I was always the first one to choose the seat. I

felt so accomplished and satisfied as I got to pick wherever I wanted to sit. Also, when it came to
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the monthly test or final exam, students from the whole school were placed into different testing
classrooms based on their last testing scores. If you had a good standing among all your peers,

you could choose where to sit in the testing rooms. I was always one of the first few students to
be called to enter the testing room. ¥ 5153 H CUARERIA BOHUES, FARATHE T 8t 26 Bl
WH! (1 had a great sense of pride and achievement because my efforts paid off.)

I don’t really have a quite clear memory of how I learned English since it has been over
20 years; however, one of the most impressive things I could remember about learning English
was testing. To be honest, I didn’t learn English for the purpose of communication. We were not
taught to communicate. Instead, the main purpose of learning English was to pass the test and
obtain high test scores on all kinds of tests. One of the other impressive things I could recall was
reading aloud, repeating after the teacher and reciting all vocabulary words, paragraphs and
whole texts. The teachers neither focused on the pronunciations of words nor the contexts when
or how the words would be used, but simply requested all students use rote memorization for
vocabulary words and grammar drill. All they taught us was to perform on the weekly quizzes,
monthly tests, quarterly and semesterly standardized testing. The norm for English proficiency at
that time was to obtain high test scores and to be able to accurately and quickly recite the words
and paragraphs. As long as we followed the teachers’ directions to memorize the required words
and phrases and master the grammatical rules, we were told a satisfactory test result which would
make teachers, parents and administrators happy would be secured. The test results, however,
were not always satisfactory. Many of my peers struggled with rote memorization. For me, it was
not a big deal as I believed that I mastered everything the teachers required. I never disappoint

myself, my teachers or my parents whenever it came to testing.
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I hated doing all kinds of test booklets. I bet no students liked doing them. It was just a
time-consuming and tedious process; therefore, I didn’t really practice much on grammar. I did
not think it would help me improve my English language proficiency, at least speaking. I had no
doubt that the grammar drill practice would help with my tests as those were required by the
teachers and the teachers’ teaching focus was on grammar and tests. I don’t want to deny that

there were some benefits of reciting paragraphs and whole texts. I think reciting somewhat set up

a good foundation for my English learning. “I5 5, £ —NURATEZ IR, AKX
BRI ERRIES, —ENE=E, AW ES . SEhR B AS wRik pa AE ER
MR RGE—MEH. IAELE D EIX RSB T, — i AR tHER

X, XM, XAaEth, HEEREMREHCOEIRI MR EMYE, KEME, KERH

N, XFEEARERIL. 7 (It is my opinion that, within an immersion English teaching context,
the teachers constantly speak to you in the target language with the help of body language. They
repeat once, twice and more. Actually, this is somewhat the same process as our reciting the
paragraphs and texts. Within a EFL context in China where English is not the first language of
learners, we can only rely on massive reciting input to facilitate the English learning.)

At school, I was an excellent student, a role model for other peers in my teachers’ eyes. |
was obedient, clever and organized. I don’t like the traditional grammar teaching, but I couldn’t

change it. I always believed in myself using the “ /& ” (the language intuitive feeling) to

succeed in any kind of standard testing. I bought a great variety of grammar books, but I barely
read any of them. I don’t think I ever spent extra time working on grammar rules drill practice as
I really hated grammar teaching. From my middle school to high school years and up until I

graduated from college and became an English language teacher, I have always trusted my “i#

J&> (language intuitive feeling) which proved to be beneficial on standard tests because I
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performed well on all kinds of tests without grammar drill practice. Even throughout my

teaching years at the college, I have rarely taught my students grammar. My opinion is, “ F5
1A SNEEBRA KR E, KR — MR Hi ] RIRHE, HERATE. K
SEERIER], ARSI, SRR, RIEAETT LI s L 25 X RSN I
TWk! 7 (Idon’t think learning grammar is quite necessary. Grammar is only a small part in

language learning. Maybe it is very necessary for standard testing, but I don’t need it. It is proved
to be right I can still obtain high test scores without learning grammar, but relying on my

language intuitive feeling. All my high scores are the best proof. )

I have to admit that my middle school and high school teachers taught me English in an
old traditional grammar way. The teaching focus was primarily vocabulary words and grammar
rules. At the very beginning of the class, all students would be asked to read the new vocabulary
words from the text aloud, then repeat the words after the teachers. After the reading, the teacher
would explain each word’s meaning in Chinese and what kind of grammar rules the verbs may
have regarding the tenses. Then, students would be directed to go back to the reading text and
find all the new vocabulary words and highlight them. Teachers would then explain the meaning
of each sentence in Chinese or ask students to do word-to-word translations. Following that,
teachers would write down all the language points on the blackboard and have students take
notes, telling them that these language points were very important because they were often the
focus of standard testing. Whenever the teacher mentioned the testing points, as students we
were extra cautious because we didn’t want to miss these so-called important grammar points,
and we didn’t want to be blamed for or regret making stupid grammar mistakes after the actual
tests. We were expected to master all the grammar rules and use them to score high on tests. My

secondary teachers rarely focused on teaching listening and speaking skills as those two parts
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were not at the core of testing. My teachers were strict with students, setting up high expectations
for them, especially for the ‘good’ students, urging them to study hard. Under the teacher’s
supervision, we were persuaded to believe that we would succeed if we worked hard.

I did want to mention one thing about my teacher’s influence on my motivation to learn
as | believe that good student-teacher relationships will impact students’ learning. I built good
relationships with most of my secondary school teachers, and I truly appreciated their support
and confidence in me to become successful in the future. They cared for me and provided me
useful advice whenever I needed help. However, I didn’t have a pleasant experience with one of
my science teachers in high school. That science teacher didn’t like me and I didn’t like him
either. Due to this discomfort, I was so reluctant to attend his class and, on most occasions, I
chose to skip his class. I held a negative attitude toward his class and lost my interest and
motivation in learning science. I was begging for a change because we didn’t get along with each
other. Fortunately, a new science teacher came when the new school year started. I immediately
liked the new science teacher and really loved his teaching. I started to catch up with learning
science and did an awesome job in science class. This new science teacher made me believe that
I was valuable in the class and I could learn science well.

In a learning environment like China, the majority of students, teachers and parents are
stressed out due to the pressure of social competition. Especially during high school years, all
students are driven to study hard, and I think we all are brainwashed to believe that the annual
Gaokao (an admission test to college) is the only path to change our destiny. Students just could

not ignore Gaokao. In reality, “FA1E R — V) IMEH L JAMF . “(In Chinese culture,

Gaokao 1s regarded as a single-plank bridge which connects good life on the other side.

Therefore, all students had to make every effort to successfully squeeze over the single-plank
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bridge.) When I felt too stressed, I sometimes yelled out loud or went out to run for a while to get

a little relieved. Then I had to face the reality and get well prepared for the first and foremost test
of our lives. R AF I, 74 RS BIREZERENE, BOVIRG R IRES 1 —AMIEW]
W, fERRFARFE 2R TS, AREIEMAREARA TR, R A FES G5, XM
—/730. (The only way to obtain the life that you dream of is through the paper-pencil test

because the test is the best proof of how hard you have been working. Among the peers, if you
want to prove that you are better than others, the only way to prove it is the test scores.)
Everybody in the school knows that we had to follow this type of irrational competition model.
As a student, I didn’t want to just complain about the unfair education system but to do
my best to adjust to the life. I clearly knew that if I wanted to learn successfully, I would need to

find an effective way to learn instead of doing “#HifF % K> (endless testing booklets). I didn’t
like the way my teachers taught. I hated writing down all grammar rules and completing the “—
PR — HEAR A1 V81 (multiple-choice grammar questions on the whole blackboard). I know

grammar is important to understand sentences, but I was resistant to the way my teachers taught
grammar. However, I chose to hide my real emotions about the grammar teaching in front of my
teachers as we knew that going against the teachers would ruin our student-teacher relationships.
I still did what the teachers expected me to do. After class, I would always find my own fun
ways of learning English. I liked reading authentic English materials and watching original
English movies and TV shows during my spare time. I bought the original English magazines on
a regular basis and enjoyed reading the authentic writings. I believed all this after-class reading
actually helped improve my sense of language intuition, enlarged my vocabulary size and
accelerated my reading comprehension. Until now, I have still maintained this reading habit and

have appreciated the way I approached and learned English outside the classroom.
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Many teachers praised me for having a good mastery of the English language knowledge

and many peers admired me for learning English so well. However, “5% T 3eiB22 ], B
BRI A SR, (BB BERENE 5 R A, XME S HERARITE T
— I, AT RAEARRE JECR S, R SR R KRR, AT PAZE IRAI N AR 22 1Y
FpLey, ARG HL s ReE B E 1) 2548, W LAEARIEVY i@ 7 S8 (= O E B E S
S, ATRLERE EEE 2 RREF N, XL NATRER B A ERE R, WA ECH
RAN—FE, AWAEERERRIEN . Preldnts, RERESRIE TR Z

(About English language learning, I really don’t have a very proud moment. But I have lots of
moments that I appreciate about English language learning. It is my own opinion that English
language learning opens a new door for you, allowing you to read authentic English books and
appreciating the joy of reading, providing you new opportunities such as the opportunities to
travel outside your country and study abroad, in turn making you more confident communicating
with others when you travel abroad, and giving you the possibility to meet lots of nice people
who come from different cultures but treat you like a family member, and who may change your
destiny. All in all, I sincerely consider myself a beneficiary of English language learning.)

I haven’t felt so appreciative of English language learning until I travelled outside China
and studied abroad. Each time when my small family traveled to other countries, I was confident
to communicate with other foreigners as I knew how to use English to fulfill all kinds of needs.
Some people say they don’t want to travel abroad because they don’t understand what people
from other countries say and they feel uncomfortable asking for help when needed due to the
language barrier. Being able to communicate in English opened a new path for me to learn about

people from other countries and cultures which is so rewarding to me.
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When I first started my academic journey in the US, I did experience a painful beginning
in being able to understand what the professors were saying. They talked so fast and some with
such a heavy English accent that I could not understand the lectures and was unable to follow up
with the class conversations, which disappointed me to a great extent. You know in China we
didn’t really have any opportunities to practice the target language and barely had conversations
with native English speakers. We were used to the slow English that our traditional classroom
English teacher has taught. Moreover, our English teachers speak much more Chinese than
English in the classroom. I even had to drop one of my courses because it was too intense for me

to understand the professor. That experience was like a nightmare because I couldn’t figure out
the right direction to go. “FKICAFHALHS ik EIR—F B2k — 28, 6 WARKIYEE
LB, ERFUERE R, )50 BRDTE, B EAEYT, e A At vl AR U
AfE. 7 (I remember at that time when I saw the professor in the class, my brain went blank. I

could only see his mouth moving, but I couldn’t understand him at all. Then I became resistant to
that class. I didn’t even want to listen to the professor because I couldn’t understand him.) I was
frustrated, but I didn’t give up. I held high expectations for my academic performance and didn’t

want to fail any of the classes, therefore, I kept telling myself that, “¥% < %, NITF4a—E# 2

XAE, T EMNET T . (No worries! It must be common for every international student

at the beginning. Once I pass the transition period, everything will be fine.) I always maintained
a positive attitude among challenging times. I am so grateful for my mom’s words for me ----
“Just work hard and don’t struggle too much with the results. Be calm and keep going!”

I am ready for what lies ahead of me. I understand that living in a new country poses

challenges for me. I believe I can conquer the obstacles ahead. I had the patience and encouraged

myself to accept the challenge. “ZKMWL, #&ik £, 1254w ! “(Hang in there! It will
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slowly get better!) After the first couple months of struggles, I became more adapted to the new
environment in the US and began to understand the professors more and more. However, during
teamwork with my American classmates, language and culture barriers hindered our smooth
communication. I was reluctant to present my real thoughts in front of native speakers because I
was afraid of not expressing myself accurately and appropriately. Sometimes I had cool thoughts
to share, but I couldn’t address myself adequately. If I could use my first language, I would have
illustrated in a much better sense. I understood that we all came from different cultures, and of
course we held different social belief systems and culture value standards.

I also have a funny story to share. The first time I went to a local Burger King restaurant
to order a hamburger and some French fries, I had a hard time making myself understood. I was
very confident that I knew how to place an order, so, I talked to the waiter and said, “I want to
order a hamburger and some chips.” The waiter turned to me, very confused, “Oh, I am sorry.
We don’t have chips here.” I was confused too because I was quite sure that chips was the word
that I learned from my textbook when I was in China for what I was wanting to order. I thought
it was just a simple word. “How couldn’t you have chips here? I saw them on the menu picture.”
I pointed to the menu. Almost immediately, the waiter laughed, “Oh, I see what you mean. You
want some fries.” I was embarrassed as I didn’t even know how to order fries in an appropriate
way. I seriously questioned myself, “How can I not know this? All my English teachers from

China taught me the same regarding how to say “*& F/2 %> (chips). I just didn’t believe the

native speakers could not understand me. Chips are chips, fries are fries, and they are different
here. Then, I realized that my English teachers from China only taught me the text book English

language but didn’t teach me how to use it in a real-life situation in an appropriate way.
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Another funny story occurred when [ was invited to watch a football game for the first
time. I never watched a football game when I was in China because we don’t have this type of
sport. My friends told me that we were going to have a tailgating potluck before the game. I
didn’t understand what a potluck or tailgating was because we also didn’t have this in Chinese
culture. You had to experience it to understand, so, I was trying to confirm my understanding
with my friends based on my limited prior knowledge of potlucks and tailgating. I explained to
my friends, “So, are we going to have a trunk party?”” My friends all laughed out, “No, no, no, in
our culture, trunk party means something really different. Somewhat inappropriate, like stripper
party. Tailgating is a party that we set up near the entrance of the stadium a couple of hours
before the game. We bring all kinds of food and drinks to share. We also do BBQ and fun
games.” I felt so embarrassed that I self-created the words that I had never known. It was such a
joke. Anyway, as days went by, I learned so many things that were different from the textbook
English I learned in China. Thus, I understand that language communication is not solely about
language itself. Language communication is closely intertwined with socio-cultural context.
Language communication exempt from real-life contexts is plain and meaningless.

During my study in the US, my family had offered me as much support as they could to
help me get through the difficult times. My aged parents took turns to travel long-distance to the
States to help me take good care of my son which made it possible for me to gain enough time
and energy to work through my PhD journey. Their unconditional love to me and my small
family gave me the strength to overcome the obstacles ahead of me. To be honest, my academic
journey in the US wouldn’t even be possible or successful without their support. Along the way,
my parents hadn’t pushed me hard to simply complete the journey; instead, they had encouraged

me to work at my own pace, “as long as you work hard towards it, you will make it through.” I
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am so thankful that I have such caring parents to have my back. In the meantime, I am fortunate
to have met some very nice people in the US and they have treated me just like their own family
member, which has meant a lot to me and has really touched my heart.

Throughout my PhD course, I have had the opportunity to take the ESL methods class
and have been exposed to BDI teaching. Before the class, I expected to learn some new teaching
methods that I could use for my future employment as a teacher. However, to be honest, for most
of the class periods I felt quite disconnected and struggled because “HS [ ] & i il B R AT 17E
[l Z M ERR, MERA S 2RISR S SRR 2 P, BB Wi, A=l
o, BAUE, RERALR, FreU IR A SRR A . A NSRRI
B2 RKBER, A AIRFERER R, XSHERUIERA K. 7 (For that class, students were
requested to explore among classmates. But I didn’t have any prior knowledge or similar
experience over the learning content. I have never seen this before. I have never tried this before.
I have never heard about this before. I couldn’t imagine any of the related items. So, I had very
little resonation in the class. I personally thought I didn’t learn a lot from that class, but it was a
waste of time instead.) For me, “BDI B2 RN FAEFN NE 5, SN 2AEFIT A
SR TR, AFERSCHl, gt A, REERAN A b, R S S STy
s FRIETE SRS RERTE S W A 2T, XK — A AR AN # . 7 (BDLs an
individualized teaching. Based on each individual student’s background, teachers will need to
have a full picture of the individual student such as the student’s culture and what he learned
before. Then, according to his personal learning preferences, teachers will design all kinds of
activities to meet his needs and facilitate his learning.) [ have to admit that the most impressive

thing I remember about BDI is the hands-on activities or the BDI strategies. These strategies can

help motivate students to learn and keep them engaged in learning.
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I especially liked one of the BDI strategies

extension wheel, shown in Figure 4.1..
CHRIBGEERAE R RRIRRHESE Ll , SRR R BIEREAM R, FAE T HaE KL
N30 REPR EFURIEATTR A — BRI 8iE R — I RKp— T, — BN R —1NE
#H, AAERERMERGR T8, eSS ah e — k8. miags
BE, WA PG e R A R S, BREOC R . P AR XA, 7 (T feel
this is like the big frame, from which we go down step by step by finding out the relative strings.
And each string has a couple of different threads. This is very much like the big tree or the big
umbrella we usually say in our Chinese culture. Under the big tree, there are different branches.
Extension wheel is just a form of BDI strategies. But they all imply the same learning logic.
Even if you are learning a foreign language, you can still find out the logics and relationships
among words. That is why I like this strategy.)

Figure 4.1.
Sophia's Extension Wheel

130



When thinking about my future target student population, I don’t think all BDI strategies
will best fit for them. I plan to teach college students in the future, and I don’t think they will
have much interest in the BDI activities because the majority of BDI activities are designed for
K-12 students. For example, one of the BDI strategies is called foldable book, shown in Figure
4.2.. 1 think for adult learners it is a waste of classroom time. It is one way of note-taking, and
adult learners won’t need to design the foldable book to write down all the notes. Instead, they
can simply use their computer or a hard copy notebook to complete the note-taking. But for little
kids, it may be a good fit as these BDI strategies are at their cognitive levels, and kids truly need
hands-on activities to keep themselves busy and engaged. Kids will also love the hand-craft
designing process of making a foldable book, and they won’t need to master a whole bunch of
knowledge at one time but can focus on a little bit each time.

Figure 4.2.
Sophia's Foldable Book

APPROACH -
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I am not saying all BDI strategies are not appropriate for adult learners. For some of the
BDI strategies, I plan to modify them a little bit and apply to my future classroom, such as mind
map and extension wheel. I like these types of BDI strategies because they are more suitable for
my target student population. In addition, I have to consider the teaching reality within a Chinese
EFL context. We all know that the class size is big and the class teaching time is limited based
on the EFL curriculum. I probably will adopt the flipped classroom model by assigning students
some homework for preparation and asking them to present their work through BDI strategies. In
that case, I don’t have to worry much about the limited class teaching time and will still be able
to take full advantage of instruction time to teach the required content while giving students
opportunities to present what they have learned in a creative way.

The other thing I want to mention about BDI teaching is the assessment. I like all kinds of
formative assessments that BDI teaching advocates because it can greatly help reduce students’
anxiety level and allow students more flexibility and creativity on answers. I believe that most
young EFL teachers in China are aware of the necessity of decreasing students’ stress levels and
encouraging students’ novel creativity. Many of the EFL teachers from universities have studied
EFL teaching abroad and have been exposed to the student-centered communicative teaching
methods. However, within the Chinese EFL context, the majority of EFL teachers don’t have the
initiative to take risks and become the agent of change due to some constraints which refers to
big class sizes, limited teaching time, lack of administrative support in using time-consuming
activities in classrooms, strict performance appraisal and pressure from students’ parents.

In the Chinese education system, standardized testing has had a significant impact on
students’ promotion to advanced grades or colleges. I normally do not complain because I know

complaining is of no use. The competition among students, parents, teachers, and schools is all
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about students’ testing scores. £ ' ERXFEHIEE T, IRAZE—DDEL IREAGFAEMK
K—AAAR? XA, Rk N AR BT, REPAEEE, AR BR € 14
AN AR T B — A BERAE N R InRAR G — D B, ks AT
DL B ORI RUURA TREE, IR TIRRMEEE, ARG THaremRtE? 1
PSR, A A —EEED, IR —E WD &2 RH#tE? R&EILZ
TEEIN, BARZEAERMF KA —LFE /K. (Under the Chinese culture context, if you do

not have a specific testing score, how do you explain to students and parents? For students, they
need an actual score to be promoted to the middle schools, high schools, colleges and even
graduate schools. Every institute has its own enrollment requirements and they all need to draw a
dividing line. Imagine that you give students a test that will be graded based on their subjective
answers. You as a teacher tell them that “You have made some progress. You have made great
progress.” but how much progress have you made for real? Both student A and student B have
made some progress, but how much is the progress? The assessment needs to be quantified,
otherwise both students and parents will be confused.) In China, students understand that high
testing scores are the quickest path to success. Parents compare their kids’ scores to strengthen
their family pride. Teachers compare their students’ scores to gain popularity, substantial
rewards and promotion. Schools compare their students’ scores to obtain a better reputation and
increase enrollment. Therefore, if these obstacles cannot be wiped off the slate, it will be always
a challenge to use BDI assessments in China.

However, as a college teacher, I do think it is possible and feasible to apply some of the
BDI teaching into my own classroom. Although many EFL teachers in China lack the awareness
of fostering students’ cross-cultural communicative competence, we can still find some ways to

combine BDI teaching with GTM teaching through getting to know the students’ interests and
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needs, preparing more informative resources for students to explore, allowing students more
freedom to present individual opinions, adopting more flexible assessments, using flipped
classroom model and designing more activities to engage students’ learning.

Ava’s Profile

Ava is an “SEU ) ZRI6 % £%” (honest, sincere and straightforward girl from Northeast

China) in her late twenties. I had the privilege to know her closely because we took some classes
together and later we became friends. When I first met her, she wore a pair of big glasses,

looking quite fashionable like a “3LZ/NEHT” (quiet, elegant, simple and refreshing person).

She always had a big, sweet smile on her face and showed her modesty and politeness
throughout our conversations. She didn’t immediately go into the workforce after graduation
from college in China but chose to continue her education in the US in order to obtain a Master’s
in ESL and a Doctorate in Curriculum and Instruction with a focus on ESL studies. She hasn’t
really been employed in the education field but has maintained a full-time student status. She
told me that during her years in her doctorate program, she was fortunate to have the opportunity
to do some part-time jobs both on and off campus, as well as work as a research assistant and
teaching assistant for her advisor. Following is Ava’s narrative of her journey to GTM and BDI.
Ava’s Own Story

I am the only child born in a typical teacher family in the northeast of China. My mom is
a college professor and has had huge impact on me throughout developing years. When I was a

little child, my mom had readied a full plan for me. I was advised to take as many >4 ¥t (all

kinds of after-school programs that introduce students to various fields, such as English, music,
piano, story-telling, theatre, singing and drawing and so on.) After-school programs cost extra

money, but my mom had saved money for this investment and insisted that I needed to start all
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kinds of programs in order to discover what I really liked and what I would love to learn. She
wanted me to start learning English early because she had a unique professor perspective and
believed that learning English was important for the future. I simply followed her advice and
started learning English before I enrolled in kindergarten. Luckily, I didn’t hate to learn English
from the beginning but loved it because of my amazing first English teacher. My first English
teacher taught me English with lots of hands-on activities in a fun and easy way. I always looked
forward to attending the English classes outside school. I earned countless prizes from that
English class. I continued my after-school English class until the end of my primary school year.
That was a really joyful English learning experience with no stress but fun activities and prizes.
My mom was very happy with my strong interest in English and satisfied with the
preliminary results of English learning. My interest and desire to continue English confirmed her
initial decision to have me start English at an early age with the hope that I could study abroad in
the future. After I entered into my middle school and high school years, things changed. With the
crazy school schedule, I didn’t have extra time to continue my outside English classes. Every
student complained about a tight schedule and a ton of homework. In order to get high testing
scores on real tests, doing practice tests was highly recommended and was required by most of
our teachers. Therefore, our after-school time was filled up with piles of testing booklets. To be
honest, I hated doing all kinds of English grammar questions practice. I didn’t really follow the
teacher’s homework instructions to complete them. My mom spent tons of money buying me
different kinds of grammar testing booklets, but I don’t think I ever finished one of them. I felt
guilty for all the money spent on the booklets but gained just a little self-comfort for purchasing

the booklets because it seemed like I would get a good grade for just getting them.
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Throughout my middle school and high school years, neither was I one of the best
students with excellent academic records, nor was I one of the worst students with weak
academic performance. I was in the middle rank of my class, and I was totally fine with that. I
was simply happy with whatever rank I maintained at that point. One thing that did make me
happy and stress-free was that my mom did not drive me too hard to study and didn’t ever blame
me for average grades like what most parents usually do in China. Traditionally, parents in China
set high expectations for their kids, are strict with them and push them extremely hard. My mom
always encouraged me to try my best and work harder as she believed that I had plenty of room
to grow better. She did everything she could to support me in every possible way. She hired a
tutor to help me improve my English, specifically for the English tests. Unfortunately, after the
annual admission exam Gaokao, I didn’t obtain a score high enough to be able to attend one of
my favorite colleges. I was very disappointed at my horrible performance because I wasn’t able
to choose my favorite major due to my comparatively low comprehensive score. I wanted to
major in English because I loved English, but I couldn’t. Eventually, I had to accept the reality
that a high testing score was the only path to a well-known college and a competitive major.

Life is not easy and things won’t always move forward as planned. After Gaokao, my
mom had to run around tirelessly and consult her friends in order to find me a relatively
renowned university to attend. I hit my luck because my mom helped me secure an admission to
a well-known provincial Normal University, but I had to major in general education. The normal
acceptance into the English major was extremely competitive in good colleges and I didn’t reach
their minimum admission score. My mom didn’t give up on me though, and she kept telling me
that, “ffje LA . WAAIMEWRIE T REERX—T, BlEAMEATLL! "(Youarea

girl. I think it is a good career for a girl to become a teacher in the future. You need to try before
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you say no.) I wasn’t willing to accept it but I didn’t want to disappoint my mom. In addition, to
be realistic, it is better to have a college to attend than nowhere to go. Therefore, I ended up
going to a college with a major that I knew nothing about.

Throughout my college years, my mom has been extremely supportive of me financially,
mentally and physically. I have to admit that I am not an outgoing girl. I never expected myself
to participate in any type of on-campus pre-service teacher skills competitions. However, since I
chose teaching as my future career, I had to step out of my comfort zone and involve in some
competitions to gain some learning experience. My mom was the first one to support me to
accept the challenge. I prepared for the on-campus pre-service teacher skills competition,
practiced again and again, but I still felt too nervous to present the lesson. The night before the
competition, I couldn’t fall asleep at all. I called my mom and told her “Mom, tomorrow I am
going to the real competition stage.” I was so nervous. I did a rehearsal about the whole lesson to
my mom on the phone. I was able to calmed down a bit. My mom knew me so well and could
probably see through me. After I finished my rehearsal, she didn’t speak one single word for at

least 20 seconds. Then, she told me earnestly, 22 JLW, ISR KRERZ— NN > My

dear daughter, I just feel like you were born to be a teacher!) Those were the most beautiful
words that I had ever heard in my life! My mom had never praised me like this. I know she
always told her friends about how proud she was of me and how awesome her daughter had been
doing in school, but that night was just different. She used so many nice words to compliment
me and cheer me up, with an extremely sincere heart. Her words wiped away all my concerns,
and I quickly became confident. My hard work paid off, and I was awarded the first prize in the

competition. I was so happy that I didn’t disappoint my mom. And I know my mom was happy
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as well. Even now, I still appreciate how much my mom’s encouraging words meant to me, and I
even made a wish that in the future I will treat my own kids the same way as my mom did to me.

College years went fast, and I enjoyed most parts of my college life through doing some
fun and engaging things I personally like. I secured my GPA at a relatively good spot. However,
during my senior year in college, I was in a dilemma searching for a decent career. I didn’t like
my major, so I didn’t want to continue the education with the same major in a graduate school in
China. I wanted to become a teacher, but my major would only allow me to be certified in

becoming a general elementary or secondary “ E{75 & i (a teacher who specially teaches

government, politics and moral cultivation). I didn’t want to become this type of teacher. Due to
the limited career possibilities of my major, I had no better choice but to seriously think about
my mom’s recommendation since I started my English learning to have me study abroad.

It was like an overnight decision. I took up the courage to tell my mom, “I want to study
abroad. This is my last best option.” To my surprise, my mom didn’t even question the reason
why I decided to take this new path. Instead, she said firmly, “Go for it! I have already saved all
the money for you.” This is my mom. She didn’t hesitate to support me to find a new world that
has all the possibilities ahead of me. What shocked me even more is my grandparents gifted me
all the savings of their retirement pensions and told me not to worry about any financial burden. I
couldn’t be more thankful to my family. Without my family, I wouldn’t be who I am today.

After I made the decision to study abroad, I started to prepare for TOEFL (The Test of
English as a Foreign Language) ---- a language proficiency test that measures the ability of non-
native speakers of English to use and understand English, a test that is required for every
international student who wants to study in the US. The TOEFL test is not the same as the

standardized tests I had taken in the past years at all. It included the testing of all four basic skills
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of language learning: listening, speaking, reading and writing. I had a frustrating time getting
high enough scores on the listening and speaking parts just because these two parts are not the
focus of the EFL teaching and learning I had while learning English in China.

All'T can remember about my English language learning since my 7th grade year are
grammar rules, language points and rote memorization of vocabulary words and text paragraphs.
I didn’t think the English teaching from my middle school years to high school years was of any
difference. The school schedule was super tight, filled with all kinds of core classes. In high
school, we sometimes had some seminar classes for students to catch up with homework or
revisions of learning contents. However, it happened a lot that some of the core class teachers
appeared to rob us of that valuable seminar time and taught more testing points. A regular
English lesson I experienced would include introducing new vocabulary words, translating these
new words into Chinese, analyzing each word’s grammatical use in the sentences, going back to
the reading texts, finding out where these new words are, highlighting the new words and taking
notes of grammar points, translating the whole text into Chinese, completing the reading
comprehension questions, reciting the text paragraph, and preparing for the weekly quizzes. My
English teachers primarily Chinese while teaching English grammar points and rarely focused on
English listening and speaking. Throughout my middle school and high school years, I used

many notebooks to write down grammar rules and language points as shown in Figure 4. 3..
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Figure 4.3.

Ava's Grammar Notes

(1) AE Ak T s B2 INEHa 1
VKR
Ph  tele~phore T ‘telifaun] B4
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() W~ NERETE e RA B TR
A, BINHEETEUNEDEET.
peo—ple U'Pispl] A4 ‘
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re Y.
dis - like [dis 1K1 FESH
o) A8 mpfRe AR M E L AR5
painter ~ paint - €r L'PEIMtA] By i

I was somewhat jealous of one of my favorite English teachers from high school because

I thought she was a genius with a powerful memory. She never brought any teaching plans to the

class. {h— ¥R, —#E], WUERAFE K, RRERENSREZLA, A4, A5

SR AR A, MR SRS Bk, a0 — A, sRARAE A AN T B, IO R

WES, rafRmE2eEESH, RAIOAREZEATER, s REA I

TS LR AR B, T BRAT I AR YD, IR AT ERRIE X L AR VAR A e T

(Once class begins, she enters the classroom, smiles at us and tells us what we are going to learn

today and what we are going to summarize today then she turns to the blackboard and starts to

write on the board from the left end to the right end, from the top edge to the bottom. She fills up

the board pretty quickly. She doesn’t have anything in her hands to copy and write. She simply
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exports all language points from her brain. We are not sure how she successfully memorizes
everything. We just feel like she probably already memorized a whole English-Chinese
dictionary. We just need to follow her and copy all the notes from the board to our notebooks
because all these notes will be examined in Gaokao.) There was little interaction between the
teacher and us throughout the class period. There was no so-called comprehensible input for us
to understand the new content. There was no feedback from the teacher regarding our mastery of
grammar learning. My English teacher was just busy feeding us everything within the limited
teaching period. She even told us that if we admired her excellent English, we would need to
follow her teaching method and memorize as much as possible as this was the same way that she
was taught by her English teachers.

Every student like me in China learned English with the extremely boring grammar
teaching. We had to memorize all necessary vocabulary words and phrases as well as grammar
rules to pass the written tests. The listening parts on the tests were easy and the speaking was not
even included in the testing. Teachers stressed that we only needed to try our luck for listening as
it was not a significant portion of the test. Our major focus was the reading and writing, with no

real-life context learning. For example, “ZMik2=4 & —ANA) 1, gt R S A A) 7

MEARTBOX )L, ARG FRIZAN AT SESCE AR ? SR A2 AR, A0SR IR R 1% AR
=

=

ROAZE A, RS BEERE RN 2B A H o T T RZHOAAE R, AT A SEE
S Y IR AT AT A/, OB B SR, g SCBE — R, ¢
EARRANMBEGEERE, MNICERAEEER, MEEEE. 7 (When a teacher
asks a student to make a sentence, the teacher will just give you a Chinese sentence and then ask

you how do you say this sentence in English. The teacher won’t ask you, “how would you use

this sentence under this context or how would you use this sentence under that context?”” For the
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majority of students in China, we learn English not to be able to really communicate with native
English speakers. It is what the national education system requires, just like Chinese and math
classes. It is not because we are interested in it or we have to use it so we want to learn English.
The reason we need to learn English is just because we need to pass the required English test.)
Thus, teachers distributed their teaching time based on the proportion of content on the testing
and told us that a good mastery of grammar rules was the key to the success on the tests.

A big class size plus limited teaching time is the biggest issue in my English class. My
class normally has a total of around 50 students and each English teacher has to teach five to six
different classes daily. Every class period is around 45 minutes. Teachers are pushed to teach to
the test while students are pushed to learn for the test. If we do something in the class that is not
about the testing, it is considered as a waste of valuable class time. Thus, it is almost impossible
for the classroom teachers in China to reach out to every student and learn about them. Many
parents invest money in the after-school program with the hope to see their money quickly get
rewarded with their children’s good test results. Similarly, the students want to prove that they
are not wasting their parents’ money in the after-school programs, and they also want to bring
pride to their family by getting a high score which will make their parents happy and satisfied.

Within a traditional Confucius culture, teachers’ authority is best demonstrated in China.
Teaching is considered as a decent profession in China and teachers receive significant respect
from students, parents and the whole society. Throughout K-12 education, no matter what
teachers teach in the class regarding what the curriculum requires, they are considered always be
right and have the correct answers. Students will not risk challenging their teachers. I remember,

FUARTAS R Z M 150, BEEAERUE R, A A#BUEL BEEARBA A RURAT A4,

BAZUA. ERFEURRELE, ZMaeEeAfEiie 5%, HEREERAZZE
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NS PRI Z T . (Prior to the college, the teachers have the final say. The head teacher is

considered as the God of our class and is more authoritative than anything. No students will say
no. After going to the college, it becomes better as teachers respect students’ opinions more.
However, students will still not purposely embarrass or challenge teachers.) Teachers sometimes
can be biased because they like obedient and well-behaved students, especially those students
with excellent academic records. When I was in high school, it was a tradition that at the
beginning of each semester the whole class would need to select some representatives to help the
head teacher manage the class. It was rather ironic that you wouldn’t get elected by how popular
you were but by how extraordinary your academic scores were. My head teacher made it a rule
that all candidates receive their ranks based on their comprehensive testing scores from their last
semester and whoever ranked in the top would get elected. That was why I always got elected as
the English class representative because I always got the highest testing score.

I enjoyed the pride that I felt by getting high testing scores in English. I also appreciated
my English teacher’s trust in my ability to learn English well. I am especially thankful for my
first English teacher who guided me to learn English in a fun way from the start. I believe
learning a new language at the beginning is difficult for every language learner, but if you were
enlightened in an easy and relaxing way, you felt in love with learning English in a flash, and it

built a good foundation for future learning. I believe that interest is the best first teacher and “ 1
RN THIRVRRS 22 S SRR O HR, SR LSy, IBRE S 7 B4, oA 3
I, PUNEF AR5 2R, A R, R N5 IR, AR5 IRl B4R
2, RREE AN REMIEIA. 7 (If you are interested in learning English, and understand it

well, then it is more likely that you will want to learn more because as an outstanding student in

learning English, your teacher will praise you, your classmates will envy you, and other people
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will compliment you. Thus, you feel more motivated to learn more and more. This is called a
virtuous learning circle.)

During my senior year in college, my mom had me attend some intensive classes at the
New Oriental Education learning center in order to perform well on the TOEFL test. Before I
went to the learning center, I was confident in myself as I believed I built a good foundation of
English language knowledge. Attending these classes was one of my most frustrating moments
in learning English. The TOEFL test preparation was exhausting due to the large amount of time
being spent on mastering so many skills and memorizing so many things in a short time period.

The teachers there were more compelled to teach us every test skill all at one time. However, |
didn’t easily give up but chose to fight for it. I knew, “Fe& A EIFHIERE, FARESINE
o MRTHREMAR, RERAMHL BT AESE 5! 7 (1don’t have a better
option. I have to pass the test. I know as long as I work hard, I will get a high score.)

The techniques I learned from the teachers at the training center were helpful because I
preferred to understand the meaning of the words first and then use it correctly. It helped me save
time and make learning more effective. With the good techniques in hand, I greatly improved my
reading and writing, but speaking was still my weakness. I felt embarrassed to speak English in
front of another Chinese person because I was afraid of people’ judgement on my accent. On
most occasions, [ would rather be quiet than be judged. I wanted to avoid that discomfort.

Many Chinese students have the fear of being judged about speaking English in China,
which also affect their performance in studying abroad. I am one of these many students. My
first couple of months studying in the US was quite challenging because I was busy battling with
understanding others’ English and making other native speakers understand me. When I had the

opportunity to study in New York, I got a part-time job and was pushed to speak English. Day by
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day, I made exciting progress by combining body language with poor English in order to talk to
my American colleagues. Thankfully, they didn’t judge my broken English but encouraged me to
speak as much as I could. They confirmed they could understand me. It was such a natural
process that [ was getting used to the life of speaking and understanding more and more daily
English with no fear of being judged but gaining more openness and confidence to speak up.
There is an interesting fact I wanted to share about learning English in China. “U1 %K1
Jei [ 0 e 56 [ I AC ), I8 A Rl b A5 Ul S TEARAT T A B e SR, A BRI fg sl B AR P e
TABATTU ) — )T 2 R B AN ], AR RIS R KRB B AR R B R, XA R
HRERTE S AR KRR &R, R e ta 2 AT b B 915 B8 REEAR I LB FRATH)
IR E BN SEEY, B TE S NHES Y. 7 (If you are surrounded by
some American friends, you will have to speak English to make yourself understood. However,
sometimes you can understand each single word they are saying, but you might still not be able
to follow the whole conversation. This frustration is closely associated with the real-life socio-
cultural context, which is missing in our Chinese EFL education. In our EFL context, grammar
teaching is the focus while real-life context teaching is neglected.) Many Chinese students are
good at English grammar, but it is time for them to speak English, most likely they will get stuck
with stumbling like “oh.... ah....eh....” They just don’t feel comfortable and confident to speak
English. This is our culture. “ZEFMTRISCIGE, 2#AEMRAA0ES, BRI IIZRH B
SR, JEERAOURN, BAMED ERZZ R AR R L. 7 (In
our culture, students are afraid to make mistakes because we have been trained this way since we
were little. Making mistakes is embarrassing and we should avoid it. In China, what we accepted
from education is, “if you give him a fish, you feed him for a day.” but not, “if you teach him to

fish, you feed him for life.”) We were taught to take the shortcut to reach the destination and not
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to focus on the process. “ZE TR [ St 2 Janfl £ M, PEAZWAIEIREH, Wi
WRZIEEAM, REACESS], 2N ERAZRNE G T, REREALEFH
XL RniR s BIAE T, AR E OB SR 2 S 1B s RO A R ES, B
CXAREIGEFZF AR, UEMATE T, ZIRUBEREZ T EAOE, B4R
B FZKHA BEIVE SN HBE SR 1, T AFRATTHI D38 7 ST XA N — T da i 17 7
(Regarding how to use English in real life, in China you can still choose to speak English after
the class. But you will have to practice speaking English on your own. The English teachers are
just responsible for teaching you how to score higher. Then how you connect the language points
you learned from class to your real life is your own business after school. However, after you go
home, you can’t find any reasons to practice English within a real-life situation, and you are not
living in an English-speaking culture, so it becomes unnecessary to speak English. It is evident
that most parents in China won’t have the ability to speak English with their kids. Neither have
many parents the ability to hire a native-speaker to practice English with their kids. Thus, I want
to say learning English in China has probably gone the wrong direction from the beginning.)
Another interesting fact is, many native English speakers took the English tests in China
but couldn’t score high. Why? The testing is specially designed for students in China based on
the national curriculum which indicates that grammar rules is the testing focus. Teachers spend
hours and hours explaining the grammar rules and requiring students to complete incalculable
grammar practices. While native English speakers are fluent in speaking English, they probably
do not focus on small grammar mistakes. They know how to speak English but do not certainly
know how the sentence structures work separately. Moreover, they were not trained to take this

type of tests in China. I believe many questions on the test won’t even make sense to them.
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I learned silent English in China, but when I was studying in the US, I had to speak
English to survive. I was so happy that people around me didn’t care about my heavy English
accent. As far as I could make myself understood, the communication would be effective and
successful. Gradually, I was gaining confidence talking to other native speakers. I appreciated
their patience and thoughtfulness whenever I couldn’t address myself appropriately. The real-life
communication became a necessity here. Learning English wasn’t just about passing the tests,
but became so meaningful. I shared with my mom about my initial struggles talking to native
speakers but I eventually overcame all the obstacles and found it so practical and meaningful to
learn English. My mom was proud of me and assured me I would enjoy the study and life in the
US. Her initiative to support me learning English from an early age was the best decision ever.

Although I personally dislike grammar translation teaching, I have to admit that I have
somewhat benefited from grammar learning. At least I built a solid language structure foundation
from grammar learning. Due to the accumulation of vocabulary words and grammar rules, I was
able to conduct relatively proficient academic writing in the US. When I was studying in the US,
I noticed that teachers here also teach grammar in the class but in a fun way. I also learned that
English can be taught in a different way after I had the opportunity to learn BDI teaching and use
some of BDI strategies in my field teaching.

Before I came to pursue my degree in America, I held my personal teaching goal of how I
could facilitate my future students to learn English in a risk-free and relaxing way. In terms of
my learning experience in China, I considered English learning disgusting and dull, something
just to complete a required task. I have been dreaming of one teaching method that can help
students learn English in an easy, fun and engaging way, as well as guarantee students’ learning

with little to no stress. In the first class I was introduced to BDI, I fell in love with the BDI
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teaching philosophy immediately because it resonated with my personal belief, and it broadened
my horizons that learning English can be so much more than grammar learning.

It was such a refreshing testimony to see how my BDI professor used the pre-assessment
to learn about our individual backgrounds. I never expected my professor to ask me about where
I came from, what my primary language was, what I like to do, and what kind of learner I am
and so on. I thought this personal information could provide no valuable tips for her instruction. I
thought it was such a waste of class time. I thought I was not going to like her way of teaching. I
thought I would not be able to learn useful teaching strategies from her; however, I was proved
to be totally wrong. My professor collected the information from each individual student and
adjusted her teaching as needed to meet our needs. One day she asked me if I understood the new
concepts in my first language. She also invited me to compare the differences between my own
culture and American culture and share with the whole class. I felt much motivated to learn as I
comprehended the concepts in Chinese but I struggled with processing them in English as well as
elaborating it clearly in English. She praised me and told me that it was totally understandable
that I couldn’t be able to demonstrate it in English for now, but it was fantastic that I was able to
understand the concepts in my primary language. She appreciated me sharing my native culture

with the class because that was also a valuable learning experience for them. B FHEAN N —
DTS 1, OSBRI IR B A s B ST RIF AR — TR, R A Bk
o —geRprh, AR AR BIEEE S, AR AT B EE ], A AR T,

PR S BB [A] 4 25 1! (I immediately felt my whole self was activated because I found that

I came to this classroom to learn, and I added some value to the classroom. So much information

I brought to the classroom can help my learning. This piece of information about myself can help
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me learn and that piece of information about myself can help me learn. Then, it was amazing to
see that my confidence came back and my stress level was gone.)

Contrastingly, I have never had the same good experience in China because my teachers
would never ask about my personal information. My personal background was not important for
improving my testing scores. My English teachers preferred to know how many grammar rules I
had mastered so they would know which grammar structure they needed to stress more about and
which ones they would need to teach less. Teachers rarely asked us what we were interested in,
what our strengths and weakness were, or what our preferred learning style was. I recalled my
secondary school teachers used to do this daily. “_F 2R FTE i 2 Il 500X 4 A) F-1F XX A48 3R
BT, R XX FEZERERR T, POt EZMMEU, R4S, g
Hh— R — T o IR, TR MR, ACEXMEACAER . AR RNk
RAH AR T 2IMFRE SR REE OIS, AERFRMIERR NS RN, b
FRARASERN, WAL D ARAHET, AWK ERMMIT ! 7 (n the
class, when a teacher asks student A to translate a Chinese sentence into English, student A got
stuck and couldn’t answer it at that moment. Then, the teacher will quickly move to next student
and ask student B to help student A translate. Whoever the teacher is, the teaching routine
remains unchanged. The biggest issue about using this teaching method is that the teacher
doesn’t give students opportunities to express themselves. Maybe student A knows the answer,
but he just doesn’t know how to translate the Chinese sentence into English yet. The teacher
doesn’t give him another try. Then student A simply gives up.)

Through my professor’s BDI preassessment, for the first time in my life, I had an aha
moment that I learned who I was for real, what kind of learner I was, what language learning

stage I was at, in addition to recognizing what my strengths and weaknesses was. My professor
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valued whatever I brought to the classroom. Yes, I was new to this country, to this campus and to
this classroom, but I was not worthless. I was affirmed that my previous experience had great
value in my present learning and in the classroom as other classmates could also learn from me.
My professor respected my existence and reassured me that [ was important in the classroom and
I could help make great contributions to the class. I learned so much from her class with little to
no anxiety. I never worried about memorizing grammar rules for tests. Neither did I fear being
judged by the teacher or my peers. The BDI learning environment is so welcoming that I almost
forgot I was a student. I learned everything in such a natural way. I have dreamed of this type of
learning for a long time. Compared with GTM, I really like how BDI teachers consider students’
backgrounds and how they plan the lesson and tailor the strategies to engage students’ learning
and help each student succeed based on those students’ individual interests and needs.

I wish I could have had the opportunity to be taught with BDI methods when I was a little
child. There are lots of hands on activities in a BDI-led class. fE A/NZ T, FIX4/N, k2
EA N KRR S P PRSI, PSRN RIKT e A 18 2 s B B
B A Z BB SEPERT DRSS ) — LSS . BT, Bl EXRiRmm, 3,
W E, FaticAmE, BN T TESNC T RIATE A ZREZN. (As alittle child,
I need someone to scaffold the information and guide me to complete the task step by step as |
haven’t reached the adults’ cognitive level and I wouldn’t be able to finish a project easily and
independently. I am a child, and I just like random drawing. The more I draw, the more I can
remember. Through doing all kinds of crafts, I can remember things much easier and that is the
most important part of learning.) When I was little, my teachers in China didn’t teach me to learn
through all kinds of hands-on activities. Instead, they taught me the same way they taught adults.

They assigned me tons of homework to finish at home where I couldn’t get the assistance that I
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could get from classroom teachers. They required me to memorize every piece of information,
but I didn’t really understand the information because it didn’t make any sense to me.

Another amazing part of BDI teaching that I admire is the authentic assessment. From my
years of learning English in China, I surmised that every grammar question had a right answer
and all students were expected to demonstrate solutions to the problems in exactly same way.
Multiple choice or cloze were the major types of questions on the testing paper while open-ended
questions only make up a small proportion. After my exposure to the BDI approach, I especially
like the authentic assessments. I never anticipated that I would love mid-term and final exams
from my BDI class so much. I was asked to review the notes from this semester and comprehend
them from my own perspective through making connections with real-life situations. As shown
in Figure 4.4., one of the most impressive parts about the final exam was to use what we learned
from this class to summarize our teaching belief and write a job application letter which we
could use for job searching when we graduate. The rubric is about how well we can apply the
theories into practice. This assessment was so practical, purposeful and meaningful to me so I
had the strong desire to spend many hours reviewing and processing the learning concepts as
well as reflecting on the past teaching and learning experiences. I took this assessment seriously

because I knew [ would benefit from it.
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Figure 4.4.

Ava's Final Exam Project

T T

Part One: Interview Request Letter

Directions:
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reflection in the

While I was in China, I treated every assessment as a burden and couldn’t think of any
meaningful purposes for taking the assessments because I would not be able to make meaningful
connections to the assessment. I wasn’t able to predict the value of learning English in China.
How could I be motivated to learn when I couldn’t even foresee the potential benefits of learning
English? What was the real purpose of taking the grammar tests? Am I going to correct grammar
mistakes all the time in real life communication? No, I am not going to. Therefore, this type of
assessment is of no significance to my future life. However, I understand that it is challenging to
conduct authentic assessment under the Chinese EFL context due to the shortage of eligible EFL

professional teachers. Switching to a completely new assessment system won’t happen overnight
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but needs all EFL educators, administrators as well as students to push it through. Otherwise, we
will still be overshadowed by grammar translation teaching.

Nowadays, the great news is that many elementary schools in China are recommended to
reduce homework and to maximize students’ learning in the classroom. The elementary school
teachers in China also shoulder relatively less pressure over students’ testing scores. Therefore, I
personally think it is time to change and now introduce BDI teaching to elementary EFL teachers
in China to help boost students’ English learning motivation and improve their communicative
competence from the start. The EFL Teachers in China will have to be creative in merging BDI
into different age groups within consideration of the present curriculum. In the future, I plan to
teach adult students in college. I am not sure if I am going to completely switch to BDI teaching
because it truly depends on how big the class size will be, how many teaching hours I will have,
and how I will be expected by the administration to teach the curriculum. Although there are
some challenges of using BDI in China, I am positive and confident that BDI teaching is like a
flashlight on the way to learn English and will be a wise addition to facilitate students’ English
language learning under the Chinese EFL context since so many students are looking forward to
the change and are eager to improve their communicative competence as a global citizen. I will
try my best to make BDI teaching more feasible in the adult classrooms by making necessary
modifications to meet adult students’ needs.

Nancy’ Profile
Nancy is in her early 30°s and is currently a PhD student in Curriculum and Instruction.

She is a typical “ Pidb 4% (Northwest girl) from China, simple and honest. Her broad smile,

playful laugh, as well as her optimistic and positive attitude towards life is very contagious. I

loved all our casual conversations during the study. She is quite humble to share her story. She is
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strong-willed, clearly knows what she wants and works extremely hard towards her goals. She
studies with a sense of pride, a sense of effort, a sense of purpose and a sense of seriousness. She
attended three years of college in China and made an important decision to study in the US as a
foreign exchange student during her senior year. After she earned her B.S. in the US, she strived
for a M.S. by switching major from Accounting to Education, followed by pursuing a Doctorate
in Education which is what she is truly passionate about. During her academic journey, she had
the exposure to BDI teaching and was able to apply BDI into classrooms. Following is Nancy’s
depiction of her journey to both GTM and BDI.
Nancy’s Own Story

I was raised in a small family with both my parents being employees of a state-owned
enterprise. I grew up with other children whose parents were also the employees of the same
enterprise. We lived in the same neighborhood, a pretty isolated community. I didn’t really have
the opportunity to know the world beyond our small community until I completed my elementary
school education, and my family decided to move to another city. Since our parents worked for
the state-owned enterprise in northwest China, they had the responsibility to work at the frontline
such as the desert area. When our parents are out for work for months, we will be taken care of
by the teachers at school and by grandparents at home. Our teachers are responsible not only for
our academic learning but also for our daily life. Our parents greatly appreciate the teachers, “F&
I T Z BT LARES EOKE, Z BT LARERNT), TR EIMABAT U, HR 222 M it 25 K
SR, A R 8 T 21—Vt AT % T 105 — ARk 7
(How can our kids gain the opportunity to attend colleges? How can they succeed? That is

because all their teachers were highly responsible for both their learning and life, and worked

hard to push them into college. They are the students’ second parents.)
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Since I entered kindergarten, my parents educated me that whatever the teachers say is
always right and I need to show my full respect to all my teachers. They also fully respected my
teachers and were willing to ask for any suggestions from my teachers. Similarly, our school
teachers taught us that we needed to respect our parents and appreciate how much they sacrificed
to raise us in a better way. This is the norm in the context of traditional Chinese culture, like no
big deal. My parents showed me their unconditional love and offered me the best they could to
help me grow mentally, physically, emotionally, academically and professionally. They did not
set high expectations on me but always encouraged me that “UI R LI NL H iz, A4
WA XS ILSE, HE D)2, BRI . ~ (If] want to change my destiny,
I will have to face the reality and word harder. There is no shortcut to success.”) I appreciate my
parents inserting their own life experience throughout their parenting to naturally impact me.

My parents are old-school and believe that being able to survive in society is the first life
skill that I need to master. They insisted that English was just a tool for communication, and
there was no need to major in English, although they noticed that I showed a strong interest in
learning English. They preferred for me to learn a practical skill. They simply put me in school
and believed whatever the teachers taught was important to learn. From their perspective,

personal interest was less important than survival skills. They also held a firm belief “$ % %%

HoRIA f& FIE . ”(Good testing score speaks the loudest. Good testing result is the most

important, the most authoritative and the most useful for everything else.)

After Gaokao, I didn’t obtain a satisfactory score to make me qualified for a renowned
college or a major that I preferred. The truth is it was the Gaokao test result that decided my
interest, rather than my interest leading to the college or the major that I favored. My parents

insisted that an accounting major was a better pathway to a future career for a girl like me. They
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were traditional and stubborn, not willing to risk sending me to major in something that they
wouldn’t be able to see ahead to the possibilities. Overall, I was a well-behaved and obedient
daughter. I understood the hard work that my parents had been through, so I didn’t go against
them about the major they picked for me. I always listened to my parents because I didn’t want
to disappoint them. I followed their advice and strived for what they expected me to achieve.
Until then, a happen ending was achieved. I was happy because my parents were happy.

With my parents being the employees of the state-owned enterprise, the enterprise was
responsible for hiring all eligible teachers and providing all technology support. It was nice to
see the enterprise decide to hire an English teacher for the school when I was a 4" grader. 1 really
liked my first English teacher because she praised me a lot. In the beginning I didn’t know what
it meant to learn English, but thought it was fun to follow the teacher and read the English words
aloud. I looked forward to attending her class every day. She showed us English videos and short
English movies with no Chinese translations. I didn’t understand the words, but the pictures,
audios and videos attracted my attention. I felt so involved in it and truly enjoyed the scenes by
guessing the meaning of the English conversations. There was no testing in English and the
teacher never talked about English grammar rules. It was all about having fun learning. Since
then, I have had a special feeling about English learning. Interest is the best first teacher, and my
first English teacher captured my interest. Her praise and recognition meant so much to me.

I maintained my keen interest in English learning until I transferred to a new city middle
school and met a new English teacher. Before that move, I received all my education in a remote
northwest area enterprise-sponsored school, which society considered as a lower quality school
compared to the city schools. I was aware of the discrepancies created between remote schools

and city schools in the beginning. The discrimination between city school students and remote
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school students made me uncomfortable. The city school students felt superior to the remote
school students as they had the easy access to the best quality education. They laughed at my
heavy accent, old-fashioned dressing style and even outdated thinking. Things became worse
after the first mid-term exam. I received a 110 out of 120 in English, but my English teacher
doubted. My parents were called to the parent-teacher conference and were told that * 311 i
FENIMAMBEE 2 R, B LR GEAF AR A R A A KT dhiX AR IE S . (This
is not her real score. She just hit it by luck. She doesn’t have the capacity to score this high as I
know she just transferred from a remote school to our school.”) I overheard their conversation
and I suddenly felt something hit my head hard and it hurt so much. I was mad, speechless and
disappointed as I couldn’t believe that my English teacher was so biased against me, and she
never trusted my ability to achieve success. I hated her so much.

Since then, I just couldn’t find a reason to motivate myself to learn English from her. I
never actively raised my hand or answered questions in her class. I chose to hide myself behind
the pile of books and purposely avoid eye contact with her. Her disgusting words hurt my pride
so much and always lingered in my heart. I tried my best to forget and forgive it, but I just
couldn’t. I worked so hard to obtain a teacher’s recognition but was hurt so badly at the end. I
gradually lost my love and passion for English learning but was pushed to learn it just for
passing tests. I knew the reason, and I thoroughly blamed that English teacher for my loss of
enthusiasm in English as she cruelly killed my interest in English learning. However, I had to
learn to comfort myself “It is okay. It will be fine. This teacher won’t teach me forever.”

All my memory about English learning throughout my secondary school years is the rote
memorization of vocabularies, practice test booklets and grammar rules as shown in Figure 4.5.,

Figure 4.6. and Figure 4. 7..
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Figure 4.5.
Nancy's Vocabulary Bank Book
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Figure 4.6.
Nancy's Test Booklet
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Figure 4.7.

Nancy's Comprehensive Grammar Book
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Every time when we had English class, the first thing we did is to dictate the vocabulary
words. If we misspelled one word, we would be punished to write that word for 20 times or more
until we could memorize it. Our teacher indoctrinated us “H.ia & —V], R H B RE T T
K, PREGBEBEEL LR T, REEESRE X T RRIEAL, IRIEEAS, RIEES
1B, BBEAAHERI! 7 (Vocabulary words are all. If you can memorize the vocabulary words,
your reading and writing will be improved. If you don’t know the words, you will know nothing,
not to mention writing. That is impossible!) We were to memorize all the vocabulary words

because these words would be in the unit quiz. If we couldn’t score high on the unit quiz, the

teacher would tell us it was because we couldn’t remember the vocabulary words.
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After learning about the vocabulary words from that unit, the teacher would move to the
dialogue and reading the text. As for the dialogue and text, we simply read it once and then the
teacher would explain the grammar usages and ask us to translate each sentence into Chinese.
The grammar rules and translation were so boring. One of the most memorable grammar rules
from my teacher was that,*“— /N f & — €A 0] AR AEE AN 301 IR FE R ! (Two action
words can never co-exist in one sentence with their original forms.) We spent most of the class
time on grammar rules and translation but speaking and listening were rarely mentioned. Our
teacher always instilled this belief, “Our class teaching time is valuable and we need to focus on
testing points, so we don’t have enough time to practice listening and speaking. If you want to
improve listening and speaking, go ahead and do it after class.” Ironically, very few of us had
taken the initiative to practice listening and speaking beyond class time.

I cannot remember how many booklets I bought and how many I had to practice. I hated
doing all these booklets. So did many other peers. I was sometimes doing my test booklets with
grammar questions in my dreams. How crazy! The test booklets were mainly about vocabulary
words and grammar rules. Our teachers usually asked us to skip the listening and speaking
practice as it was only a small portion of the test score. Therefore, I carried a misconception that
learning English in China was just about vocabulary words and grammar rules. If I mastered the
vocabulary words and grammar rules, I would be able to nail the standard English test.

My misconception about English learning lasted until I made a decision to study abroad
as a foreign exchange student. I struggled much with listening and speaking when I started my
student life in the US. I had a painful time making myself understood and understanding others. I
failed to adapt myself well to the new life because of the language and culture barrier. Before I

could register for core classes, I had to take an ELP class (English Language Program) for the
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first semester to improve my English language proficiency. It was not quite a pleasant experience
taking the ELP classes at first because of the strange looks at me from other Chinese students. I
knew they were judging my poor English. I was scared to interact with them because I didn’t
want to embarrass myself when their English was all better than mine.

I went back to my dorm and swore to make every effort to change. I was so fortunate to

have another foreign exchange student from China as my roommate. She is a “ 2% ;> (Straight A

student) and has many amazing ways of learning English. In order to improve our speaking, we
tried to communicate in English as much as we could. Gradually, I became more confident and
comfortable speaking English to others. Our relationship best explains the Chinese saying “JT &
F IR 853 B> (Basically, this says people will be easily influenced by their surroundings and
the companions they hang out with.) I appreciated her companionship when I was stressed. I
hated this kind of culture that Chinese like to crowd out others who are better or worse than
them. So many academically excellent students in China preferred to hide their efforts because
they either wanted to show off that they didn’t work hard but they are smart enough to maintain
good academic records or they were frightened that even though they spent much effort learning
they still couldn’t succeed. I do not like this culture, but it is too bad I was raised in this culture.
My undergraduate study was not an easy journey because I was so busy catching up with
all the missing credits. [ had to spend another two and a half years completing the undergraduate
program in the US. The classes were not easy and I failed some core accounting classes and had
to retake them, which greatly accelerated my anxiety level. I kept telling myself that I couldn’t
waste more time doing things other than obtaining all the credits for my program because I was
just so concerned about being compared with my Chinese peers. As for the communication with

my American classmates, [ was aware that they were disappointed when we did the group work.
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I was the one who always kept silent and couldn’t offer any insights due to my fear of not being
able to express myself in correct English. I felt so left out from the group work.

There is a Chinese saying “ A\ 534 R &1 . (It is important to know one’s

limitations.) I am glad I know my own limit and where my weaknesses lie. I notice that I haven’t
improved much on both my academic and conversational English. I am struggling with exploring
good methods to improve, but I never give up. I am not a good risk-taker, but [ am determined to
overcome the obstacles and change. I need more self-confidence and self-care before I can move
forward. I used to care too much about others’ opinions and judgements of me, and I still do.
However, I have learned that sometimes I have to lower my self-expectation and be patient with
myself while making efforts to change. Before each presentation in class, I was well-prepared
and determined, “Don’t be nervous. You are prepared. You will be fine. Just go for it!”

I’ve got to share a story here. I remember one of my professors from business school had
some bias towards international students from China who were more likely to take the shortcut to
pass the test by using hard memorization on the answers. In order to attract his attention and
remove his prejudice on Chinese students, [ was super active participating in the class discussion,
carefully taking notes, and writing down the specific solutions to each question. Whenever he
quizzed us, I wrote down the detailed problem-solving steps along with each question on the
paper just to let him know that I was not one of those students who he thought simply memorized
the answers to the questions. I wanted to prove that I listened to him, I took the notes, I reflected,
I made connections, and I understood the concepts. Hard work paid off. When he looked at my
quiz paper, he gave me a firmly positive look and nodded his head with a smile. I was so excited
that I almost burst into a scream “YES! I did it!” Later, the professor even wrote me an email and

praised me on how awesome I did on the quiz and admitted that he hadn’t seen an amazing
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student like me for a long time. He affirmed to me that he knew I worked hard and he believed
that I have a bright future ahead because of my academic rigor and due diligence. I couldn’t tell
him how flattered and joyful I was but I was so motivated to be a better student in the future.

Each time when I obtained recognition from my professor and my classmates, I felt so
pumped and satisfied. Most of my professors and my American classmates didn’t judge my
heavy accent but appreciated me sharing in class. From my standpoint, my teacher is always the
No. 1 person to give me the feedback because my teacher is the one who can verify the value of
my learning. I never wanted to disappoint any of my teachers. I am not the smartest student, but I
promise I will be the responsible and diligent one who is humble to learn from others and will
work hard to reach the goal. I wanted my teachers to value my efforts, trust my ability, recognize
my progress and respect my personality. Each time I earned my teachers’ recognition, I gained
more confidence and increased my motivation to learn even better the next time. That was such a
rewarding journey. In addition, my parents’ traditional educational belief about teachers largely
impacted me because “ BEfF 2 ZIHHIAT], R ZARBHR—1hHEE. WRBERSER 172
JEAT], B AWEAR 2 T RG] T AR o XL T X AT LR 1L 22 A AL
BEERW & .~ (It is such a glory thing to get teachers’ recognition in any way. If I obtained
teachers’ recognition in one way, at the meantime I also acquired my parents’ recognition in
another way. This is a win-win case. I can please both my teachers and my parents.) That was
why I always worked hard to get recognized by teachers.

This rewarding journey got even better when I was exposed to BDI teaching. Before I
took the BDI class, I had the expectation of learning something new to teach English in the
future as I was stuck with GTM for such a long a time and I hadn’t made myself love it. Many of

my classmates, especially the boys in my class who liked math and science more than language,
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were quite resistant to learn English. I am always dreaming of one teaching approach that “IX i
PR INEN] LR AR E IR B — FOGER, TSR S A S TR, e i R
SRHE S, AR IGE M — M 7ifH. 7 (From this teaching approach, students would

rather treat the class as a fun learning class, use English only as a language tool, can simply learn
in an easy and happy way, than consider English learning as a burden.)

The first BDI class was introduced to me through a biography card activity. Honestly, I
never expected my professor to learn about me in such a detailed way as all the teachers I had in
China wouldn’t have done that due to the large class size and different focuses of teaching. In
China, teachers normally don’t spend much time getting to know every single student in their
classes. They prefer to spend more time delivering more test-related information to students as
they consider it a much better and fairer way to teach on average. Basically, teachers teach every
student the same way no matter how different each student is. When they notice the individual
differences among students, they just tell students to work harder and catch up after class through
seeking extra help from tutors or attending classes offered by learning centers outside school.

I was amazed at the quantity of information listed on the biography card from the
professor. It was the first time I was offered this opportunity to share my own origin. In the
beginning I doubted whether this information would even add some value to my learning. I was
told to tell as much as I could and I could even use my first language to provide any information.
How cool is that!!! How dare the professor ask me to use my first language to answer questions?

Can she even understand it? Anyway, I felt really engaged in the class and revealed many things

about myself that I never imagined doing in America. FAEPHILK K, HERNIEKX S, FKZW
K2, WA E CREICRIR L, Feiuns s ERA RN T . (1 grew up

in northwest of China. I love my hometown, and I love to speak my home dialect. I don’t think I
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am old-fashioned, poor and behind just because I come from the northwest. Whatever I have in
me, you don’t have it. And I am proud of who I am.) I had so much pride in sharing my personal
background. I wanted others to know about me. I felt a very special bond between me and the
BDI class, and I so enjoyed the biography card activity.

To my amazement, the better part of BDI class came after the biography card activity.
For the rest of the semester, I was aware of how much my professor had used the information I

offered on the biography card to facilitate my learning. It was such a “¥&# ER1 1171 #27(She

exerted a subtle influence on me gradually and accumulatively without announcing my name,
mentioning my weakness or embarrassing me in any way.) M35 A MR ILRE HRIXEN T
iERA PR EA VO, i R IRE S A RMENTES), bR EAG RIS 5D,
WAEMOIE B Z AT A B B2 IRy T3, AR AEMOIE S 2 P RAREK G, HE, XA
AL, A8FRESE LT ! (She didn’t purposely design the activities just for me to
improve. She inserted the activities in every class and had students participate without noticing
that. Before the activity, I didn’t know this activity was specifically adjusted for me. During the
activity, I suddenly realized that “Wow, this is exactly what I need. And I feel so good!”’) More
to the point, I sometimes didn’t even notice how she approached my learning struggle but just
naturally diminished my fear through all kinds of hands-on activities. She definitely brought joy
and excitement to my learning through this particular BDI teaching method. I loved the approach
so much and became more engaged in each of her classes.

I cannot describe enough how terrified I felt each time my English teachers from China
called my name to answer questions. I often avoided the eye contact with the teacher in order not
to be called on. I hated how embarrassed I was each time I failed to give the correct answer and

then my teacher would start to criticize me “How could you get this wrong? You should have
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known the right answers if you reviewed and memorized what I asked you to do.” Sometimes I
couldn’t even sleep well the night before the teachers checked our mastery of the required
memorization. I would be praying that “Please don’t pick me! Please don’t!”. The next morning,
in spite of the fatigue from the lack of sleep, I was still more afraid of being judged instead of
being cared for. I wish my teachers would have said “I appreciated your effort on this. I know
you have tried, but I believe you could do better next time.” I understand that teachers in China
shoulder much pressure pressing students to attain average high scores from the standard testing
as people in society have a mindset that high scores are due to good teachers. Accordingly, both
teachers and students in China have unavoidably faced the overwhelming anxiety straight from
society. It is the students’ daily obligation to study hard and pass tests with high scores, and it is
the teachers’ daily commitment to teach to the test.

Another great point I like about BDI teaching is how it encourages students to connect

the new concepts to what they already knew. During the BDI class, I particularly feel terrific
about “fEIXH IR b, WEREALH A AR LR A IR R R, WA 1CR 005
2, M HARK BN AT AW, MRBEA RS 5K LR RN TR,
H AN AU, Wl 3Ratsh, A RS IR A e, XANREIERA CEEN, ik
A H O 3% 2 31 (In the class, as long as I can relate the new learning content to my

previous experience, | was able to remember it solidly and sustain the memory for a long time.
However, if [ was not able to make any connections with what I knew before, instead of just
listening to others, I easily forgot what I just heard from others. Sometimes part of me was still
listening to them, but part of me was already absent-minded, which really freaked me out

because I was so concerned that I didn’t learn anything new.)
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My BDI professor spent a majority of class time encouraging us to make connections
through all approachable ways such as native language, prior experience, drawing pictures, math
symbols, tables and signs. Once the connection makes sense to us, it is considered acceptable and
worth exploring. In her class, time flies so fast. Sometimes I was deeply involved and did not
even want the class to end so soon. On the contrary, my English learning in China was separated
from real-life contexts. The struggle was that [ was always complaining why only 10 minutes

had passed and we still had to endure another 35 minutes. It was really more of a torture to be in
the class. Every time I think about “TEFRAT T E il T, FATTp B AR B st R X Fh 5
LSEIR RERIEE 77, FATEE IR 2 EGE LT AT, BN, mRwHE,
LB BEAEAE, A ABUN N L REE AR B, O &S e R e, E—
() H 2 ik A 2 i 5%, 7 (In the Chinese education system, most students lack the

ability to make connections. Our education is mostly teacher-centered with one-way input
teaching. I also believe that, as long as we have Gaokao, it will be extremely difficult to change
the teacher-centered education system because Gaokao is the only baton with the sole purpose of
pushing students to test for high scores.) I felt so disappointed and frustrated that we were the
generation to be sacrificed to meet the social development.

The last reason I am the biggest fan of BDI is the authentic assessment. I thought I would
be scared to death to take the test like what I normally felt in China. To my astonishment, when
the professor administered the mid-term or final test, I wasn’t fearful at all because she already
notified us what we would be tested over and what kind of preparation we should do, and what
kind of materials or notes we could bring with us. Wasn’t that so awesome?! I never imagined I

could bring notes with me to an actual test, which greatly eased my anxiety. In China, I was only
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allowed to bring myself, my pen, a timer and a bottle of water with me. In addition, the test site
looks like a court, so serious and scary.

When the professor mentioned we could have notes for references during the test, I felt
much relieved and had the excitement that I started to like testing for the first time ever. She did
not expect a standard answer from us but would embrace all possible answers to the questions.
She emphasized that we should make connections through utilizing all the theoretical content
into future teaching and considering our target student population in addition to our previous
student teaching experiences. There were no right or wrong answers but all attainable solutions. I
reflected on my learning experience in China and incorporated my thoughts into the real teaching
through a critical thinking process. My professor gave me a thumb-up, indicating that she surely
liked my answers. That was the first time ever in my student life that I felt so respected, valued
and proud. I even made a commitment to myself that I would teach my future students in this
way so they will truly feel learning is not a burden but a joy.

Frankly speaking, when I was in China, I hated all the standard tests because * & % #31X
NERFRRART T, JFEH BRI R 2, POYREAE — & &A% 1
Ao ” (This type of test is so not fair. It doesn’t test where my strengths lie at all. I am just not
the person who fits the test.) I remembered each time I complained, my dad tried to persuade me
earnestly, “IXFP 5| FEAR R BOE SR, IRRBUFEF#], RARESRIR. 7 (You
cannot change the testing system. The only thing you can do is to study harder and then you
might be able to change your destiny.) Standardized testing is not designed as an individualized
assessment, but for making factory manufacture standard-based products out of all students.

Thus, the testing cannot authentically measure each student’s capability. Believe it or not, I

survived all these standard tests like many others in China.
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However, many students were not that fortunate to compete to the last moment. Some of
them simply gave up half way through, while some failed so many times that they lost the only
opportunity to attend colleges. Sadly, for those students who gave up early or didn’t pass the
annual Gaokao to gain the access to colleges, they had to go into the workforce and earn a living
with much lower pay. A college diploma is the golden key to open the door to a relatively
decent-paid job. This is the social reality in China. Due to the large population, it is more and
more competitive each year to see college graduates hunt for jobs, not to mention how
challenging it can be for those early drop-outs. What makes it worse, the unique standard tests in
China already cut off a quick path for some students to be able to live a better life before they
were even aware of the uncertainties about their futures.

CETENRAI IR, ENRAI AT, EIRAIR SR, IEENE A 5 4k 4k . (Learning
starts from doing an activity, proceeds through doing a different activity, ends by engaging in
another activity, and continues to happen after the activities.) This is the best conclusion I can
come up with to describe the BDI approach I was exposed to. Learning through BDI strategies

doesn’t even allow me time to be distracted but instead keeps me fully engaged. ik A& H

&, ES 5% iEh, REBRRA M, FOVRIRZ IHEERIRA 2 AR, "Il
FEIXA> BDI VR b, JRF ML, Agupsl, Koy—BEEINE, AR RARA
FRAS_FIXANEBNIY 122 T o (Thankfully, during the learning of BDI, I haven’t been distracted

the whole time. In many instances, I am an easily distracted learner. But in the class of BDI
learning, I am afraid of being distracted and never dare to be distracted because I found that once
I become absent-minded for a short while, I wouldn’t be able to completely follow the activities.)
All the activities from the BDI approach first provided me the visual stimulation, then kept me

busy through both individual work and group work, and always helped me stay focused with
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prompts and goals from beginning to end. What is more important is that teachers using the BDI
approach didn’t judge students through just one final assessment but consider every aspect in
students’ lives and document their incremental progress throughout the learning process, which
may affect their linguistic and academic learning. .2, BDIJF &I, MAELER. (Inone
word, the focus of BDI is the process, not the result.)

On the contrary, in China, the focus is the result, not the process. 7E2%>] BDI fid 2
dr, REENEAGAEE ST, FAHREA . IRERITE, AORBA S TEOA R I, R
MR EAN S SRR 2 e T, PN B R RS VRS SR, AR AR IE N —
e A, RN S RCR S U7 % . (Throughout the BDI class, I had no stress at

all but learned with much ease. You know, when you are relaxed and stress-free, your motivation
and participation in learning will also increase. In addition to the flexibility of assessments, your
overall learning efficiency will be much higher. It will never be like the “one test says all” model
in China.) I am grateful for the opportunity to learn through BDI strategies which have changed
my views of English language learning and have set a good foundation for my future teaching.

After I learned about the BDI approach and strategies, I had the pleasure to apply some of
the strategies to an ESL class during my student teaching at a local high school. I was so glad
that I got the opportunity to test some of the BDI strategies in a real classroom and was able to
make more connections between theory and practice. The ESL class was quite small so I was
able to easily know about the students and tailor the BDI strategies to help meet their individual
needs. [ wasn’t surprised to see those children so engaged in class just like how involved I was
when my professor taught me with the BDI approach. One of the ESL students even shared with
me that she really appreciated me taking care of her special needs, her preferences and tastes

through the uniquely engaging activities. As a student teacher, I felt so fulfilled at that moment.
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The strong motivation and participation of the ESL students I student-taught reinforced to
me that the BDI approach could make a difference to facilitate students’ learning in an effective
way. After my graduation from the US institution, I returned to China and had the opportunity to
use BDI in some small sized classes at a training center. Students from the center expressed their
interest in some BDI strategies and commented that the activities were refreshing and engaging,
different from the ones in their regular English class. Furthermore, they felt the class was caring,
fun and dynamic and time went so fast that they still wanted to learn more. However, those
students also conveyed their concerns that their regular class teachers would not waste so much
time doing all kinds of activities to engage their learning because they have to prepare for the
standard testing by mastering all test-related language points and grammar rules.

Those students’ concerns are also the challenges faced by the EFL teachers in China if
they apply BDI teaching into the regular classroom. The major argument is, BDI teaching will
offer a risk-free and fun learning environment to students, but not align with the Chinese testing
system. How ironic this is!!We learned English to just pass the required tests, with the results of
students complaining about their language incompetence when it occurs to them that language
communication becomes the barrier to solve real-life problems. I agree we need an EFL
revolution in China. Maybe changes will be slow, but we s need it. Globalization has created a
massive demand for the younger generations to be equipped with communicative competence.

From my standpoint, BDI teaching has a big selling point in China under the current
global trend. I founded my own studying abroad consulting company not a long time ago and
have worked with so many parents and students who desire to pursue their dreams of studying
abroad. I learned that those parents held their children to a high standard and would invest

whatever they could to help pave the road for their kids’ future. Many parents in China have
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perceived the need to improve their kids’ communicative competence. That is why nowadays so
many parents chose to send their kids to bilingual kindergartens, pushing their kids to English
training centers to learn spoken English, and hire native-speakers as tutors to practice authentic
English. They know their kids’ regular class teachers will help them with the standard testing but
ignore the speaking practice in the classroom. In this information age, they also recognize the
importance of communication as they expect their kids to be able to survive and thrive in a
foreign country in the future. Thus, I see a great hope of being able to boost BDI teaching in the
private English training centers in China, as well as the elementary classrooms in public schools.
For many private English training centers, they make efforts to boost the sale of their
programs by telling parents and students that they aim to cultivate students’ learning interest,
increase students’ motivations to learn English, focus on students’ communicative competence
and promote students’ academic competence. More importantly, what they are trying to teach
can compensate for the traditional classroom teaching so students can eventually reach both
academic and linguistic competence. For the elementary students, it is even more possible to
incorporate BDI teaching into their English classes as teachers neither have to shoulder the

pressure of standard testing nor have to take the risk of being judged by administrators or lose
any benefits. X T/NIA KL, KON/NMETHER BN, AT ERGE, A
Fhf AR . AR, AREASIEERE AR R — NSRS, ik raiiEk, %1 — B3k
Kfit— AN, MAREZEM, BN, N — BRI AL 7RIS S AR 5 i 4
ff). (For little kids, due to their young age, they tend to like moving around more in the

classroom instead of quietly sitting there for the whole class period. Therefore, as teachers, we
will need to turn our classroom into a dynamic learning space to allow kids to engage in all kinds

of hands-on activities. Once the kids are involved in activities, they will less likely get distracted
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by other things. But if we require the kids to sit in their own spots for the whole time, it is not
possible to keep them engaged. The kids will easily get annoyed.) For the sake of children’s
learning, BDI teaching will truly offer a new path to fulfill the purpose of increasing the young

Chinese English language learners’ motivation and improving their communicative competence.

Discussion: Cross-Case Comparison

A First-Person Poem: Journey to the West
I am lucky,
I am different,
I had a struggling journey
From the east to the west.
I thanked my parents,

In big and small ways.

I grew up not to disappoint them,

I argued, resisted and complained,

But I respected, listened and obeyed,
Just to bring them joy, pride and glory.
I appreciated my teachers,

With my respect and fear.

I never went against them,

I always followed their rules,

Not to annoy them but please them.

I hated others’ words on me,

I doubted what I was learning,
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I questioned what I learned,
I threw my sweat and pain in.

Did it even matter?

This was the bubble [ was born in.

For me, life is like a running race,
For me, class is like a factory,
For me, test is like a fierce fight,
Between me and my peers.

Race is a race,

Fair or not fair?

That is not our problem.

We’ve just got to be good enough.

I knew my teachers’ pain.
I knew they were pressed,
I knew they were pushed,

I knew they were restricted,

I knew they compromised as well.

This was the bubble we lived in.

What is the best out of the new light?

Does it apply to all?
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It is not simply a yes or no answer.

It really depends on,

What you want to apply,

Where you apply it,

Whom you apply it to,

Who has the power of what you apply?

And in what ways you apply it.

East or West,

To be able to say it is the best.

The journey from the east to the west,

Never ends,

Good or not?

Only life and practice can tell.

In this section, I compared and contrasted the English language learning experiences that
Sophia, Ava and Nancy shared about their journey interacting with both GTM and BDI, and
composed a poem to portray a vivid picture of their lived experiences in order to stay close to the
authentic data and best interpret the participants’ stories. The journey of their English language
learning started from the East, which symbolizes China and continued to the West, which
symbolizes America. Recall that this multiple case study was bounded in one single Midwest
state institute and each participant was one case. The units of analysis were each participant’
English learning experiences associated with GTM and BDI.

All three participants were purposely chosen for this study to share insights about their

understanding and choices of action regarding their interaction with both BDI and GTM under
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different socio-cultural contexts. I decided to study their experiences because I believed that the
dynamic socio-cultural environment they lived in could result in explicitly dissimilar perceptions
of their reality of BDI and GTM as well as affect their motivations to learn English, which would
create large space for discussion. Through the data analysis process, [ was able to discover that
their choices of emphasis under different socio-cultural settings, personal needs and professional
development, perspectives of home, school and society, as well as general concerns and
expectations from home, school and society throughout the journey were remarkably similar.
According to their narratives, so many similar factors drove them to who they are today as they
lived under the same big socio-cultural atmosphere. However, I am not saying they were all
identical in each direction. The exceptions were their choices of action, self-efficacy and
ambitions relating to the level of ability and comfort regarding English language learning with
BDI and GTM and how to integrate BDI into GTM in future teaching practices.

Based on the information the participants provided in their narratives, as well as the data I
gathered through my journal reflections and notes, I was able to discover two broad recurrent
themes: That Was Cruel: The Blatant Disclosure of Sacrifice; That Was Real: Teachers Teaching
in Tension. I present the following analytical discussions based on these two themes.

That Was Cruel: The Blatant Disclosure of Sacrifice

The three participants’ narratives demonstrated a cruel reality that Sophia, Ava and
Nancy had to confront throughout their journey to GTM and BDI. When they did not feel
personally motivated to learn English, the participants, in varying degrees, sacrificed their
individual interests and needs to align with family and school expectations as well as societal
needs. In addition, they were forced to give up individuality to conform to family and school

culture. With no better options in consideration, they had to go with the flow and used their sense
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of self and self-efficacy to navigate the conflicts and make accommodations to continue English
learning.

Making family happy and proud. In China, it is a traditional cultural belief that
children represent the family and are expected to bring their family pride and glory by obtaining
good test scores and being a good student in school. All three participants concluded that this
type of Chinese cultural belief had played an influential role in their student life. There was a
direct connection between being an A plus student and making their parents proud. They heavily
valued the importance of winning glory and dignity for their family and desired to fight hard for
it through demonstrating active engagement in class, keeping a positive attitude towards
learning, showing respect for their teachers, and obtaining high test scores.

All three participants indicated that having an outstanding performance in school helped

parents earn their [f] ¥ (mian zi, it literally means one’s face, but here it refers to earning respect

or reputation in front of other parents as a result of one’s good ways of raising outstanding
children.) and created a good public image. Accordingly, parents who were given the face in
grace by the public would feel conceded. Other parents would cast an envious look at them,
praise them and desire to learn from their great parenting style. This type of jealousy would in
one way make parents feel their effort to raise extraordinary children paid off and, in another
way, make them believe their children are superior to others’ children. More importantly, having
an excellent academic record prompted parents to believe that their children must have dedicated
enough time and effort in learning and have properly followed teachers’ instructions. Moreover,
parents were convinced that their children must have mastered sufficient use of appropriate
learning strategies and have developed stronger competitiveness over other peers. In different

socio-cultural settings both in China and in the US, Sophia, Ava and Nancy worked hard to earn
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their family a good name. Whenever they achieved a success in big or small ways, their family
felt joyful and proud of them, which also made their learning experience a rewarding and
pleasurable one. They never wanted to disappoint their parents and bring shamefulness to their
family. Thus, bringing their family happiness and pride has been a good motivator for them to
continue their learning in English and strive for a good learning outcome.

Respecting parents & following their advice. Three participants highlighted that they
grew up in a culture of Confucianism from which filial piety was considered as a basic social
rule that all Chinese were taught to follow. Filial piety has been one of the most important moral
tenets that Chinese people show strict adherence to for thousands of years. In general, filial piety
requires children to offer unconditional love, respect, support, loyalty and deference to their
parents because their parents give life to them and support them throughout their developing
years. One of the fundamental acts of filial piety is to obey one’s parents’ wishes and respect
them all the time. Thus, the three participants showed strong loyalty and respect to their parents
because they believed that no parent would expect their children to be bad.

The three participants also mentioned that whenever they had to decide on things when
they were young, they always tended to ask for their parents’ opinions first and then followed
their suggestions. In particular, they talked about their crucial decisions on what type of college
to attend and what type of major to choose after the annual Gaokao. Their parents played
irreplaceable roles in their decision-making regarding the options of colleges and majors. Even
though they indicated their personal preferences, that was not the focus of the family discussion.
After all, they knew little about the potential of the major options as they spent the majority of
their school time targeted on the annual Gaokao. They believed their parents would know more

than them because they had been exploring the society for years. In addition, their parents shared
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their life experiences with them, asked for advice from their teachers, consulted professional
enrollment officers, and searched for answers from their friends in order to help them make a
wise decision. For all these reasons, they chose to respect their parents and followed their
parents’ advice to attend a college which they personally might not like but their parents believed
to be good for them and their future career.

The three participants did not regret following their parents’ advice because the annual
Gaokao score was the deciding factor for them to be able to choose their college and major.
Their parents were just more realistic than them, reminding them of the possibilities, potentials
and risks. They appreciated and respected their parents’ efforts to help them move forward. They
also pointed out that their motivation to continue English learning was not significantly
influenced in a way that their parents recommended. Instead, they tried to adjust themselves and
accept the reality so their parents were satisfied with the results of sending them to school.

Family environments & family expectations. Although each of the three participants
was the only child in the family, each of them grew up in quite different family environments
which afforded them varying freedom and flexibility with respect to their English language
learning. Under the cultural umbrella of the Chinese education system, many students in the
beginning choose to approach English language learning based on academic mandates and
family impositions. Many Chinese parents force their children to learn English because it is
school-required, society-required and job-required. For Sophia, Ava, and Nancy, the freedom
and flexibility offered from their respective parents differentially influenced their motivations to
start English as well as their choice of action on continuing English language learning.

Sophia was an autonomous student who didn’t require much of her parents’ attention to

her academic learning both in and out of school. She was appreciative of the openness, tolerance
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and trust from her parents from the very beginning to allow her sufficient autonomy in learning.
She was motivated by the autonomy, freedom and flexibility to learn and became very self-
directed about her learning. Ava was raised in a teacher’s family. Since her childhood, her
mother had imposed a strong influence on her learning preferences. Her mother had everything
planned out for her before she even noticed. Ava was grateful for her mom’s overall plan to pave
the road for her. Her mom’s initial decision to have Ava learn English before formal schooling
offered her an opportunity to have an advantage over other peers. Along with her mom’s
persistence in pushing her to continue English language learning, she admitted that the gifted
English class was the only one that she especially wanted to keep on attending even though at
some point she did not have the strong motivation and enthusiasm for English learning.

In contrast, Nancy grew up in a family where her parents had to leave her for months due
to their job requirements. Correspondingly, Nancy received much freedom from her parents
when being taken care of by her grandparents. Her parents told Nancy to respect her teachers and
follow her teachers’ words all the time as they did not have time to stay with her and supervise
her study. Nancy’s parents did not push her to learn English until her family moved to the city
area where she had to deal with so much uncertainty and unfairness. Nancy was sensible enough
to wholeheartedly understand her father’s hardship and decided to study harder with more sweats
and pains so she would not disappoint her parents. Only by performing well in school to meet the
expectations would her parents feel proud of her and be able to avoid having stress after a long
exhausting day of work.

Respect teacher’s authority. There is an ancient saying in Chinese, “— H Nifi, £ &
A% ”(One who is your teacher for a day is your father for the rest of your life.) For over two

thousand years, there has been a significant influence of Confucianism on the lives of Chinese.
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Chinese people are educated to encourage the practice of Confucian values and instill his values
in their offspring. All three participants shared the same perspectives in response to teacher
respect and teacher authority which is in accordance with the traditional ethics practiced by
Chinese students that they should respect their teachers deeply, treat their teachers like their
fathers, value the virtues embodied by their teachers, and not challenge their teachers.

The three participants reported that, in order to maintain respect for their teachers and
their good virtues, they not only had to show complete respect and courtesy from their hearts but
also faithfully follow the teachings imparted to them. Even when they did not like the teachers or
their “boring” teaching styles, they had to hide their true feelings in order not to irritate their
teachers or make things difficult for teachers. Otherwise, it was more likely that they had to pay
the price for the unwise decisions because teachers had power and control over their academic
results. Their teachers might conference with their parents and express concerns on their poor
performances in school, which would make their parents distressed and apologetic. Thus, they all
chose to fully respect teachers’ authority and please teachers by adjusting their thoughts of
thinking and actions in the classroom. They all indicated that their motivation to learn English
was somewhat decreased owing to this forced respect for teachers.

Similarly, when the three of them were studying in the US, they continued to follow the
admonitions of Confucianism on teacher respect. They held full respect for their professors in
their hearts, loyally obeyed the professors’ words, and carefully followed instructions in
preparation for leaving a good impression on the professors. They observed students in the US
were encouraged to challenge teachers, which in one way strongly impacted their traditional
cultural consciousness and, in another way, helped broaden their horizons on their

understandings of student-teacher relationship. This new understanding of teacher authority
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suggested that the student-teacher relationship had evolved to something more than just respect
for the teachers. Thus, the three participants became more motivated to learn English because
they also wanted to join the line to challenge their professors and become more accomplished.
Striving for good student-teacher relationships. All three participants made a
particular point that a harmonious student-teacher relationship functioned as a catalyst in
fostering their motivations to learn and succeed in the process of second language acquisition.
The powerful influence that student-teacher relationships had on the three participants fluctuated:
(1) their willingness to explore and engage; (2) their self-control over academic struggles; (3)
their resilience to adapt to new surroundings; (4) their freedom and confidence to learn at their
own pace, and (5) their determination to reach goals. Participants confirmed that teachers’ trust,
encouragement and acknowledgement considerably boosted their confidence in English language
learning and ultimately promoted their engagement in learning and contributed to their success.
Sophia highlighted that she always attempted to build a good relationship with her
teachers and performed well on every test so her teachers would speak highly of her and give her
recognition and support throughout her English learning. She pointed out that whenever she
happened to have a dull teacher who only focused on the textbook or on grammar, she never
really crossed the line to upset the teacher. Instead, she chose to attend the class as required but
work on her own after class while many other peers might complain a lot and purposely skip that
class. Ava revealed that she was an in-between student who clearly understood the importance of
building rapport with teachers. She explained that she did not want to destroy the relationship
with her teachers even though she did not like them because she knew that her teachers had the
most power over her overall performance. In addition, if she irritated her teachers, she would be

categorized as a bad student and her parents would be mad at her.
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Nancy admitted that she was not a smart student and she did not have confidence
becoming an outstanding student in the class. However, she never wanted her teachers to be
disappointed with her. She especially desired to gain teachers’ recognition of her efforts and
attempts even if she did not achieve the best results. Unfortunately, Nancy experienced a
distressful time building a smooth student-teacher relationship with one of her English teachers
from middle school. She recalled from the very beginning that English teacher held a negative
and judgmental attitude toward her by criticizing and comparing her with other peers in public.
That English teacher also showed no trust in her academic ability just because she transferred
from a poor and remote school district. The criticism and distrust awfully ruined Nancy’s self-
image, self-worth and dignity, and made her feel humiliated and embarrassed. Thus, she found it
difficult to reflect on her problem or take responsibility. She also did not feel the classroom a
safe place to learn and gradually lost her enthusiasm and confidence in English learning. That
teacher’s humiliating words were constantly hovering in her mind which caused her to have
trouble concentrating and learning. In turn, Nancy presented a negative learning attitude in
English class and intentionally avoid eye contact with that English teacher.

Peer pressure. The three participants reached a consensus that peer pressure in China
was a common phenomenon owing to the competitive social reality, and on most occasions, peer
pressure was the driving force that drove them to study hard so they did not fall behind. Sophia
honestly stated that she did not have many concerns over the peer pressure as she belonged to the
best student category---- academically successful. Other peers were jealous of her and strived to
chase her. Ava declared that she did not care much for the peer pressure because she identified
herself as an in-between student, and she was totally fine with her academic standing in the class.

She knew she had not worked hard to achieve a good test result so she did not envy others. She
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sensed that other classmates, especially the top ranked ones, always competed to achieve a better
position among the class or the grade so they could obtain a temporary relief from pressure to
perform on tests. Nevertheless, Ava maintained a good self-concept which may be defined as
self-comfort and purposely avoided the peer comparison so her confidence and motivation to
learn English was not negatively affected.

The exception was Nancy’s case. She frankly admitted that peer pressure was quite a
burden on her academic life no matter where she was. She was extremely afraid of other peers’
judgmental opinions of her because she felt others were better than her. As a result of the unique
environment where she grew up, Nancy humbly put herself in an inferior position where she
frequently admired other’s extraordinary performances and cheered for them. She demonstrated
her ambition to exceed others and her desire to maintain her individuality but at the same time
she struggled with peer pressure that hindered her trust in her own abilities. She also honestly
acknowledged that the less she cared about peer pressure, the better she would perform.

Academic struggle: why not make learning meaningful? The same complaint and
struggle came from all three participants: Why do we learn what we learn? When they learned
English in China, it was all about grammar tests, drill and practice and rote memorization. Their
teachers rarely paid any attention to English listening and speaking skills practice during their
elementary and secondary years because the state or national standardized testing did not require
students to master English listening and speaking. Accordingly, their teachers used a teaching

strategy called /@i AR (Test Banks) and assigned them a massive amount of test booklets

for daily practice to analyze the grammatical rules in each sentence. All participants clearly knew
that the ultimate goal for learning English is to be able to communicate. Nevertheless, like most

other students in China, after they remembered all the grammar rules, they were still not able to
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speak English fluently. Therefore, they experienced a painful struggle to connect these grammar
rules to real-life communication and found no practical value in the way they were demanded to
approach English for written tests.

In marked contrast with GTM, three participants uttered a similar statement that BDI
created a more risk-free and meaningful learning environment where students went through the
following three stages: (a) students retrieve their prior knowledge through teachers’ purposed
prompts; (b) students make connections between what they know and what they will learn with
teachers’ scaffolding support and necessary assistance; and (c) students celebrate their learning
success with teachers by reaching out to the community or applying what they’ve learned to real-
life situations. They were aware that the meaningful learning from BDI approach kept them on
task and enhanced their motivation in learning throughout different instructional stages.

Research in learning motivation suggests that when students are able to perceive that a
lesson connects to their personal life or has personal value or relevance, they tend to engage
more in class, make more efforts, and achieve better results (Miller & Brickman, 2004;
Vansteen-kiste, Simons, Lens, Soenens, & Matos, 2005). On the contrary, when students do not
understand why the teacher is teaching the content, “they often view the request as arbitrary,
imposed or simply meaningless busywork™ (Reeve & Su, 2014, p.355). Three participants
affirmed that their English learning in China was not a meaningful experience and believed that
learning should be associated with their real life so they would be able to establish connections
between what they learned in the classroom and the applicability of using this learning to fulfil
their personal needs in the real world. They also acknowledged that only by making learning

meaningful can their motivation and desire for English learning increase.
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Whose needs should be fulfilled first? The three participants expounded that individual
students’ needs were not first considered in the Chinese EFL classrooms due to some socio-
cultural factors. These factors included Chinese social collectivism, a strong Confucianism
legacy, and social competition. First of all, Chinese people value the culture of social
collectivism, not social individualism. Chinese people tend to prioritize collective interests and
place family and work group goals above individual needs or desires. They believe that it is an
honor for individuals to make personal sacrifice to meet social needs. In addition, teachers in
China were pressured to teach their students to perform at an average level on tests. As a result,
the three participants stated they understood why their personal needs were not first cared for in
the classrooms. Second, the influence of Confucianism instilled for a long time promoted serving
family and society first with the goal of becoming a good student in order to give back to family
and society. The three participants described that many students in China were forced to learn
and perform well on tests in order to please their family and meet the expectations of society but
had to put aside their individual needs. Finally, the three participants mentioned a social reality
that social competition in China is extremely fierce due to the large population and limited social
resources. Therefore, students had to learn what the society needs most at certain times in order
to survive; whereas these occupations might not fit their personal needs and interests at all.

Challenged and empowered after the struggles. Sophia, Ava and Nancy went through
insurmountable struggles and challenges when they learned English with GTM in China.
However, those setbacks did not discourage them in their English learning journey. After they
were exposed to BDI approach, they wished their teachers could have taught them this way so
they would have endured less stress and anxiety to learn English. Instead, they would have

enjoyed the fun process of English learning. All three participants wanted to promote a profound
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change in the EFL teachers’ pedagogical beliefs and instructional practices within the Chinese
educational context. They expressed their sincere hope that the next generation of EFL learners
in China would not suffer from lacking communicative competence but could benefit from the
new teaching approach of BDI instead. They proposed that at the beginning the change should
first be implemented in collegiate level classrooms, and then slowly transitioned into private
English training institutions, followed by the shift to elementary schools and eventually enforced
in secondary schools. Moreover, they clarified that the first-stage transformation didn’t have to
be a complete change from GTM to BDI, but a combination of BDI into GTM. All of them three
believed this shift in the Chinese EFL classrooms will certainly take time and effort, but they
hold a positive attitude towards this change as fast developing globalization requires people to
possess a fluency of communicative competence. They indicated they were the ‘sacrificed
generation’ from GTM but they hope the next generation will not have to sacrifice and suffer.
That Was Real: Teachers Teaching in Tension

It was not until Sophia, Ava and Nancy began their academic career in the US that they
found a sense of autonomy, freedom and flexibility in English language learning. All three
discovered that the risk-free and self-paced environment their BDI professors created was
conducive to their individual learning goals and learning styles, compared with the overly
inflexible Chinese education system they had gone through. Due to the constraints from the
Chinese society, teachers teaching is in tension and students had to give up their individuality to
navigate this tension.

Large-scale and non-personalized factory training model. The three participants
agreed upon the fact that the current Chinese education system is trying to produce talents in a

large-scale factory training model. The Chinese national curriculum covers fewer topics with
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every student taking the same classes before they attend college. Most English classes are
teacher-centered and function in a similar way with the foci on drills, memorization, practice and
repetition. Students in China have limited options for personal preferences in learning, and suffer
from the same pressure coming from massive memorization, endless homework, excessive
quizzes and tests, little creativity, not much learners’ autonomy, strict obedience and harsh
disciplines. In distinct contrast, students’ readiness for critical thinking, teamwork and
collaboration, self-management, creativity and innovation, and cross-culture communication,
remains to be addressed in the Chinese national curriculum. The three participants were
cognizant that the entire society has witnessed the mass production and universalization of
talents without their own characteristics, which has led to weak global competitiveness.

Rigid and challenging Gaokao assessment system. Similar to other Chinese students,
the three participants were driven to pass the annual entrance examination Gaokao in order to

attend a college and attain a potentially bright future as “/5 7% ¥ /& 5 4% #% > (The annual college

entrance examination Gaokao is the baton.) According to the participants’ illustrations, the test
results of Gaokao to a large extent determines students’ future because it affects not only which
college students might go to and which major they could choose, but also their prospects for
future employment, base salary, marriage options as well as social status. As a result of this rigid
assessment system, the three participants and other students in China had to bear tremendous
pressure to perform on Gaokao. Although few students in China favor this overwhelming
assessment system, they had no better options but to go with the flow. On top of that pressure,
the participants also noticed that Gaokao was the only path for students from the poorer areas to
be able to change their fate, improve their lives and rise above poverty. For the students who do

not have strong and decent family backgrounds, attending colleges is the only way to change
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their destiny. Only if a student passes the Gaokao test, he or she may gain the opportunity to
attend a college. In other words, Gaokao is the external force to drive students to learn for the
test, prompt teachers to teach to the test, and pull parents to join their children to fight.

Transparency in teaching, learning & recruiting. Another common issue that all three
participants brought up is the transparency in teaching which largely affected their motivation in
learning. Regarding the transparency in teaching, participants described with particular emphasis
on the questions of “Why do we learn what we learn?” and “How do we learn what we learn?”
They recounted that all they knew about the rationale for the content was the sole purpose of
passing the tests and getting high grades. Their teachers did not explain to them why they were
required to complete particular activities or assignments. As an alternative way, their teachers
simply told them to follow the instructions and finish the work so that they would eventually
benefit from obtaining good grades. Students had no idea why the assignments were specifically
chosen for them and how the work they had to complete on time was relevant to their life.
Accordingly, three participants discovered that the lack of transparency in teaching and learning
had made them less motivated to engage and learn. Instead, they felt reluctant and only do
minimum work necessary just to make their teachers and parents content.

In addition to the lack of transparency in teaching, participants also agreed that the
numeric grades they received from each test only meant they mastered the required language
points or grammar rules for the units during a certain period. The numeric grades were proof of
the sweat and pain they invested in learning and a representation of their academic excellence
compared with other classmates. These grades were also recognized as a satisfactory answer to
their parents and a reward for teachers’ hard work. Nevertheless, the numeric grades did not

indicate any descriptive feedback of good quality from their teachers, so students were not able
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to identify their strengths and weaknesses and navigate ways to improve. In the meanwhile, three
participants expressed their concerns that Chinese parents were so used to the numeric grades
from which they could capture a clear picture of where their children stood and how far their
children were away from the top students. Thus, the three participants alluded to the fact that the
descriptive feedback from teachers with respect to students’ incremental progress might not be
the best report presented to parents.

Following the discussion of numeric grades, the three participants simultaneously
reported that when it was time for them to step into the workforce, nearly all of the recruiting
organizations asked them for their general grade ranking and various exam certificates, such as
College English Test Level-4 (CET-4), Level 6 (CET-6), Test for English Majors Level-4 (TEM-
4), and Level-8 (TEM-8). In comparison, the valuable skills such as critical thinking, teamwork,
creativity, self-management played less important roles in job searching. Therefore, students
made every effort to learn in order to receive the test certificates and gain a better chance of
obtaining an interview opportunity. However, students found the test of no value in real life,
even if they worked so hard to pass it because they could barely apply anything they learned
from the textbooks or their teachers to their new job. Consequently, their motivation to learn
could not last long because it was test-driven, not performance-based.

Restrictions from large class size vs flexibilities from small class size. In terms of
class size, three participants expressed the same concerns about how the large class size in China
confined their communicative learning, increased the time their teachers had to spend on
classroom management, and challenged their teachers to be able to take care of each student’s
individual needs within a limited teaching period. Due to these limitations, the most commonly

adopted class activity participants were involved in was whole class work. Group work and role
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play were poorly employed while individual presentation was more of a show from the most
outstanding students in the class. A big class size considerably limited their physical movements
so fun-movement related class activities were always an extravagant wish because they were
required to sit in the assigned seats and do piles of paper work on grammar rules or rote
memorization. Under these circumstances, participants’ motivation in learning English was
greatly constricted as they could not find any enjoyment in the rigid classroom activities.

In a sharp contrast with the large class size in China, all three participants especially
admired the small class size in the US. They wished they could have had the opportunity to learn
English in such a small class size in China so teachers could be more available to them and meet
each individual student’s needs to the best potential. In addition, they would have enjoyed more
fun and dynamic class activities to engage in English learning, such as using target language to
practice real-life conversations, group collaboration and presentation, and mini movie talk etc.
They all pointed out that it was more likely that students’ personal needs could get well taken
care of by teachers within a small class size. In addition, when teachers could address their
personal needs, they felt more respected and valued in the class and more comfortable to try.

Professional collaboration & in-service training. The three participants held different
perspectives regarding professional collaboration and in-service training because of their varied
teaching experience at different grade levels in different institutions. Sophia was a relatively
experienced teacher working at the collegiate level. She stated that most of her colleagues had
travelled outside China, studied abroad as a visiting scholar for a certain period of time or even
obtained a diploma from an English-speaking country. Thus, they were familiar with the popular
communicative teaching method and favored raising the awareness of English language learners’

cross-cultural communication in order to promote English language learners’ communicative
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competence. Nevertheless, due to the restrictions from the national college English curriculum in
China and the constraints from a large student population and teaching allocation time, they
showed no willingness to take risks to be the agent of change but chose to be fixated on
conservative teaching instead.

Both Ava and Nancy had limited teaching experience as young graduates. After they
were exposed to both GTM and BDI, they were able to apply BDI in classroom-based teaching,
either as a student teacher or as a graduate teaching assistant. Reflecting on their short-term
teaching and making connections with their previous English learning in China, both of them
believed that it was necessary to carry out professional collaboration and in-service training
about BDI approach so Chinese EFL teachers in public schools could be better prepared and feel
more comfortable using the BDI approach in class. Nancy worked at a private English training
center in China and founded her own studying abroad consulting company. Hence, she provided
another different perspective that using BDI to teach in private English training centers would be
promising and feasible as those training centers aimed to promote learners’ communicative
competence as well as students’ critical thinking skills, which many parents would have hoped
for. Thus, she insisted that BDI training workshops be offered among pre-service teachers and
in-service teachers to secure a smooth transition from GTM to BDI.

Self-efficacy: resilience & persistence. In a culture that family and society hold high
expectations on the young generation, the three participants reached a consensus on the belief
that their self-efficacy significantly contributed to where they are today and helped them shape
their perceptions and choices regarding English language learning. Regardless of their similar
beliefs on self-efficacy, they demonstrated a different endurance and resilience towards their

levels of stress, depression, and anxiety as they navigate the tension from teachers’ teaching.
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From Sophia’s description of her good self-management skills of school and life, she
demonstrated a remarkably high self-efficacy, believing in her abilities and competencies to
organize her life, perform required decision-making and succeed in managing both expected and
unexpected situations. According to Roman, Cuestas, & Fenollar (2008), students with a positive
self-concept tend to have more confidence in themselves, be more willing to take risks, have
more tolerance for frustration, and are more likely to succeed in general. Sophia calmly treated
emotional stress and anxiety as a normal procedure in her life and managed the physical burden
in a relaxing way. The more she believed in her capabilities to persist and succeed, the better she
performed tasks, and the more confidence and trust she gained for herself to do better.

Different from Sophia’s excellent self-efficacy, Ava presented a moderate self-efficacy in
response to stress and anxiety from school, family, and society. Since she was little, her mom
had everything planned for her and perfectly paved the way for her. Accordingly, she did not
have much concerns about her directions and how she should deal with failures and struggles.
The stress she held throughout her academic life was that when she did not perform well, she
thought about her parents’ wholehearted investment in her and felt guilty for: (a) not putting
enough effort and dedicated time into learning; or (b) not mastering the sufficient use of
appropriate learning strategies. She demonstrated a remarkable self-awareness and knew how to
protect her self-worth, self-image and dignity. She tried to avoid embarrassment over social
comparison and peer comparison that could cause more anxiety and distress. Fortunately, her
parents did not compare her with her classmates, which evidently helped her feel relieved. She
was good at self-comforting, self-regulating, and self-encouraging to absorb positive energy and
gain support. Overall, she maintained good self-control dealing with failure and changeable

factors.
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In distinct contrast with Sophia and Ava, Nancy developed a relatively low self-efficacy
in English language learning. She started learning English with great passion and enthusiasm. It
was not until her new middle school English teacher’s insulting and embarrassing remarks hurt
her self-image in public that she felt humiliated and disrespected, causing her to form a negative
attitude and an even lower self-efficacy toward English learning.

Nancy recalled that was the worst memory of her English learning experience because
she had never expected a teacher to treat her in such a mean way, which negatively impacted her
confidence, her motivation, her task choice and her level of effort and persistence in learning.
Subsequently, she was not able to hold a good self-regulation. Instead, she constantly
underestimated her ability to grow, undervalued her tendency to succeed, and performed poorly
in English classes. She experienced a hard time concentrating on her teachers’ instructions. That
particular teacher’s negative comments made her stressed out and unmotivated to continue
English learning. Accordingly, Nancy’s self-esteem and self-respect decreased even more
because of her inability to concentrate and orient her goals of success, poor time management
skills, a fear of failure, and struggle to persist. Thus, Nancy believed that having strong self-
efficacy beliefs could help students who struggle in English learning stick to their goals and
become more successful.

Administrative support. The three participants conveyed different concerns on
administrative support that was considered as being essential to teachers’ willingness and efforts
to effectively integrate BDI into EFL classrooms in China. Sophia commented that receiving
administrative support to apply BDI into her classrooms in her department should not be a
problem because the EFL teachers at the collegiate level had their own autonomy for teaching.

Moreover, college students shouldered less pressure in learning English compared to the students
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who had to pass the annual exam Gaokao, and were able to enjoy more autonomy of learning.
College teachers were encouraged to design various activities to increase students’ engagement
in learning and promote their communicative competence. Given more freedom to course
delivery, Sophia implied that she would most likely have the courage to push the boundaries of
her classroom instructions and make an attempt to investigate the new teaching approach of BDI
and help her students promote their intercultural communication.

Contrastingly, both Ava and Nancy expressed their concerns on obtaining administrative
support if they ended up teaching secondary students in public schools in China because Gaokao
was still the one and only standardized assessment for college admission in the Chinese
education system. As long as Gaokao exists, the administration won’t take risks to support BDI
teaching as they expect to see the average testing results within a short period, while BDI
teaching requires a large amount of teaching time and involves significant efforts in planning. In
China, English teachers in public schools are given limited teaching time to instruct a wild range
of content from the curriculum to a large size class; this will not allow them much freedom to
design interactive activities to engage students in communicative learning. Furthermore, English
teachers in China are being primarily evaluated by the administration based on students’ test
scores, which will inevitably lead to pressure.

Possibilities for impossibilities: concerns and hopes about change. In terms of
integrating BDI approach into EFL classrooms in China, one aspect of concern the three
participants shared was the administrative support that was discussed earlier. The other aspect of
concern they conveyed was the EFL teachers’ willingness, courage, and dedication to change. In
view of the restrictions from the Chinese national EFL curriculum and the teaching reality of

large class sizes, limited teaching time, a wide range of teaching content, and a required
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standardized test, many EFL teachers in China would not be overly eager and courageous to
become the agent of change. Despite that EFL teachers in China realized how urgent and
indispensable it was to teach students cross-cultural communication skills to help promote their
communicative competence, many of them would still hesitate to take the first step forward
because they might risk not being able to keep their jobs. They would be blamed for being
excessively radical, going too wild and stiffing the relationships with the administration. They
might also not be able to maintain their reputation for teaching students to achieve the best
academic scores, thus becoming ineligible for receiving monetary rewards, prizes, funding, and
stipends. All of these obstacles would create challenges for the EFL teachers in China to
transform the current teaching mode.

In addition to the challenges and concerns from administrative support and EFL teachers
themselves, the three participants voiced another concern from students’ parents who could
impose pressure on teachers for not teaching students required skills to pass the tests in a certain
period. It was not uncommon that most Chinese parents merely cared about their children’s
academic results at the end of the school year without knowing how much their children actually
learned from school. For parents, the numeric grades are the straightforward proof to tell how
well their children learned, how well their children’s’ teachers taught, and how good the
particular school’s reputation was. Parents wouldn’t be able to tell how many extremely valuable
skills their children mastered because they lived in a culture that fostered social comparisons,
peer comparisons, and parent comparisons.

With a BDI approach in use, it will take time and effort to make students transform. All
three participants referred to an interesting fact that the native English speakers did not perform

well on the English language test that was specifically designed for Chinese EFL leaners.
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Likewise, there would be a chance that the Chinese EFL students might not be able to perform
well on the unique standardized test after the BDI approach was integrated. Even so, parents in
China believed that teachers’ top priority is to teach students to the test. Once the parents were
notified the testing results and realized that their children failed to earn high grades, they would
cast doubt on teachers and blame teachers for not doing the right job.

Although challenge exists with any change, the three participants hold different hope for
the possibilities of applying BDI into EFL classrooms. Sophia was hoping to integrate some of
the BDI strategies into her college English classes to facilitate students’ learning. She described
in details that she would not completely change to BDI teaching because she believed it would
be exceptionally challenging for her to manage a big class of over 100 students with BDI
strategies. More than likely, she would consider a flipped model to enhance students’ learning by
assigning students prep work to complete outside the classroom and preparing to present in the
classroom through BDI activities. Ava expressed her interest in combining BDI approach with
GTM approach no matter where she will teach in the future. She was in favor of using some BDI
strategies to learn more about her students, to differentiate instructions based on students’
interests and needs, as well as to carry out authentic assessment to boost students’ confidence
and motivation in English learning. Nancy was also a firm supporter of BDI teaching.
Considering the challenge of applying BDI into the EFL classrooms in public schools, she
insisted that BDI teaching could be feasible in private English training centers where: (1) class
size is small; (2) students come with a goal of improving their communicative competence; and
(3) parents expect their children to study abroad in future. She believed that the BDI approach

would be the best fit to address those students’ needs.
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Chapter Summary

I began this chapter with the narrative stories of each participant to provide context and
understanding of their English language learning experiences as English learners from China
after their exposure to both GTM and BDI. Each narrative is a direct first-person retelling of
their stories as I have tried my best to interpret them and then verify them with each participant.
Through navigating the experiences of each participant, I composed a first-person poem to
summarize the participants’ experiences and make the data representation richer and deeper.
Along with the data triangulation, I conducted the discussion by comparing and contrasting the
three narratives across two broad recurrent themes, which were: That Was Cruel: The Blatant
Disclosure of Sacrifice; That Was Real: Teachers Teaching in Tension. In the next chapter, I will

offer the conclusion, implications, and limitations of this study and future research directions.
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Chapter S - Conclusions and Implications

As both an EFL learner in China for nearly 13 years and an EFL teacher in China for 6
years, as well as my experience being an international student in the US for nearly 5 years, I have
become exceedingly aware that many EFL/ESL students from China who were exposed to GTM
teaching have struggled extensively with their low English proficiency and poor communicative
competence. This struggle has remarkably impacted their motivation, confidence and enthusiasm
for English language learning. In the beginning, it was this awareness that guided me into an
inquiry to investigate how BDI could function as an alternative approach or an additional
approach to the current EFL teaching in China so it can help provide Chinese EFL learners a new
pathway to their second language acquisition.

In Chapter 4, I presented the three participants’ narrative stories and a descriptive and
analytical discussion on the researching findings. Recall the purpose of this case study was to
explore the English language learning experiences of three international students from China
who studied or are currently studying at a Midwest state institution and have been exposed to
GTM in China and BDI in the United States. The epistemology guiding this study was
Constructionism. The theoretical lens for this study was The BDI framework. Grounded in the
methodological framework of Symbolic Interactionism, this qualitative study addressed the
following two research questions:

1. What are the experiences that the Chinese students have had with GTM in China and

with BDI in the United States?

2. In what ways do Chinese students compare and contrast their perspectives on,

experiences with, and/or outcomes arising from, their exposures to GTM in China and

BDI in the United States, provided as paths to their second language acquisition?
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In this chapter, I aim to unpack the research questions in a scholarly voice in alignment
with the BDI theoretical framework and Symbolic Interactionism methodological framework as
well as the existing literature. In addition to addressing the research purpose and answering the
research questions, I conclude both the theoretical and practical implications of the research and
discuss the limitations of this study. I also provide some recommendations for potential future
studies that could be conducted as a continuation of this work.

Research Questions Unpacked

As discussed from the previous chapter, the major findings of this study revealed that the
three participants shared similarities on understanding their English language experiences with
GTM and BDI through two broad recurrent themes: That Was Cruel: The Blatant Disclosure of
Sacrifice; That Was Real: Teachers Teaching in Tension. The findings also indicated some
differences illustrated by the three participants which contributed to the interpretation of their
interaction with the two teaching approaches.

In this section, I intend to answer the research questions in a collective way instead of in
an individual way as the answer to one question is often overlapped with the answer to another
question in qualitative research. In qualitative research multiple truths are often discovered as
answers to the initial research questions. As a result of the rich and entangled data collected, my
detailed analysis and interpretation of the participants’ experiences informed some deeply
interwoven complexities in which the participants live and make the most sense of their world
under different socio-cultural contexts. As such, providing easy, simple and linear responses to
each research question individually would blur multiple truths where a qualitative researcher
strives to disclose and destroy the complexity where the beauty of a qualitative research lies.

Thus, I provide interpretations of findings to examine the two research questions collectively
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from the following perspectives: conclusions from participants’ narratives, GTM responses, and
BDI responses.
Conclusions from Participants’ Narratives

Both positive and negative experience play a role in understanding how and why people
perceive things in a certain way. On their journeys to GTM and BDI, the three participants were
forced to give up their individualities and sacrifice their personal interests and needs to conform
to family, school and social culture as well as accommodate to family and school expectations
even when they were not personally motivated to learn English. In addition, they had to use their
sense of self and self-efficacy to navigate the tension from teachers teaching and self-motivate to
continue English learning due to competing societal values and needs, family imposings and
academic mandates. After examining the detailed analyzed data in a rigorous and thorough
manner, | identified the following assertions to address the two research questions:

a. Students desire a supportive and risk-free growing and learning culture where
teachers and parents can see them as a whole person to meet their individual interests
and needs.

b. The blending of comprehensible input and meaningful learning as well as student-
centered pedagogical practices work together to enhance students’ motivation to and
engagement with English language learning.

c. Fostering cross-cultural awareness is beneficial to students for improving their
intercultural competence and communicative competence in real-life situations.

d. Educational system reform aligning with both societal needs and individual needs
could support integrating BDI approach into the predominant GTM teaching and aid

in helping Chinese EFL learners succeed.
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e. Holding a strong sense of self-efficacy is essential for Chinese EFL learners to
intensify their motivation and maintain their passion for English language learning.
Sophia, Ava and Nancy identified that one key ingredient to their perseverance in English
language learning was the gracious support they received along the way from their family. In the
traditional Chinese culture, families often force their children to study and impose high family
expectations on them. Participants admitted that when family imposing on their learning became
an issue, they felt reluctant to learn. Luckily, all participants received parental support from
many layers, which allowed them diverging levels of autonomy, freedom and flexibility to work
toward their goals at different stages of their academic careers. Moreover, the participants agreed
the rigid academic mandates greatly pressured them and decreased their motivation to learn.
Another point that all participants echoed was the exaggerated teachers’ authority which
was regarded as a culturally-embedded notion that significantly impacted students’ motivations
to learn. Chinese culture attaches much importance to maintaining harmonious interpersonal
relationships and demonstrating appropriate manner that matches one’s position in a hierarchical
social system (Dong, 2009). Students in China were not supposed to voice their discontent or
disagreement against teachers because teachers held strong power and strict governance over
students in school. Any academic disagreement would be considered as unacceptable disruptive
behaviors which could pose a threat to the teacher’s authority in that culture and cause damage to
a teacher’s reputation. Thus, students were forced to maintain cultural expectations for respect.
Legitimate teacher authority and class discipline are essential to build student-teacher
relationships and to generate overall teaching effectiveness (Haley & Ferro, 2011). All three
participants highlighted the importance and effectiveness of a teacher’s authority in managing

students’ behaviors and improving students’ learning outcomes but believed that the over-
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exaggerated teacher authority in the classroom had alienated the relationships between students
and teachers. Due to the power disparity, it became less likely that an authoritarian teacher could
be like a friend to guide students to engage and learn. There was always a clear dividing line
between teachers and students, and this line established less student-teacher communication, less
respect for teacher authority and less motivation and willingness to explore new learning.

The three participants shared surprisingly similar needs and desires for support from
parents and teachers. On one hand, they wanted their parents to respect them, understand their
struggles, and allow them more freedom so they would be able to maintain their enthusiasm and
willingness to continue English language learning. On the other hand, they expressed their hope
that their teachers wouldn’t label, clarify and judge them by a one-time test score but could see
them as a whole person, such as where they are from, where they were at previously, where they
are at presently, where they are headed in the future, and how they view themselves. When they
were seen, heard, respected as valued members in the classroom, they felt more encouraged and
stimulated to take risks and stick with their goals without fear.

From the three participants’ narratives, comprehensible input and meaningful learning
should be established as the basic expectations for learning. When they were studying in China,
teachers were expected to teach to the test while as students they were forced to learn for the test
because the whole education system was test-driven not performance-driven. Whoever acquired
the highest scores would receive the top priority to enjoy many things other students were
jealous about, such as enjoying a better relationship with teachers and administrators, receiving
awards and scholarships that could better prepare them for future study programs, bringing pride
and joy to their family, getting a better chance to attend a well-known college, choosing their

favorite seating locations in the classroom and showing off among classmates. Although these
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benefits they obtained from getting high scores were considered as external motivations to
promote their learning, they had to admit that was the prevailing culture they grew up in and
everybody else competed for these privileges.

In Chinese EFL classrooms, teachers were expected to teach to the test required by the
curriculum. Instead, comprehensible input and meaningful learning were ignored. The model of

“IAMYC# %% (Teaching students the same way as Cramming the ducks’ belly with food) or
“—7JJY)” (One size fits all) was the major strategy that the whole society adopted to differ

academically superior students from academically inferior ones. The acceptance of receptive
learning in this culture put students in a position where they couldn’t find the value of learning.
The only connection they had made with the learning content was to excel on weekly quizzes,
monthly and quarterly exams, final exams for the semester and eventually the annual Gaokao.
All participants conveyed that the comprehensible input and meaningful learning from the BDI
approach filled a significant gap for them between what they used to study for and what they are
supposed to study for.

Additionally, one frustration shared by all three participants was that in China student-
centered, two-way teaching was more of a superficial talk on the social media but rarely used in
the teaching practicum, especially after students entered secondary schools. After all, the norm
for measuring success in this society was students’ test scores. Participants could hardly deny the
fact that EFL teaching and learning in China was test-driven, textbook-oriented, teacher-centered
and a one-way model. The overall perception of students’ struggle in English language learning
from the society was mainly deficit-based---- the lack of efforts, not enough time devoted,
insufficient learning strategies or incapability to understand. Under this circumstance, it is not

difficult to understand why students felt so reluctant to engage in English language learning.
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Correspondingly, participants expressed their wish that EFL teachers would consider putting
students at the core of teaching and devote more time and effort to integrate comprehensible
input and meaningful learning into current GTM-led teaching to facilitate students’ learning.

The next similar frustration the participants expressed over their limited fluency in
English was the lack of cross-cultural awareness. They felt at a loss and experienced more
urgency to enhance their cross-cultural awareness when they were involved in interactions with
native English speakers. The current Chinese EFL classrooms were dominated by traditional
GTM with an overemphasis on language structure itself but gave little attention to the real-life
cultural interaction. As such, when a real communication occurred, students were not able to
compare their native culture with the target language culture to address themselves in a proper
way but rather had to simply respond with the fixed sentence structures and express their
thoughts in a way more suitable to a Chinese context. In other words, their capacity for cultural
interaction was not good enough to secure a smooth conversation.

Language learning was closely associated with its culture. From an observed EFL class,
He & Yang (2018) argue that the lack of fostering students’ cross-cultural awareness in the EFL
classroom causes students’ communicative competence to be far from satisfactory, and
contrastingly, learning a language based on a deep understanding of its culture enables students
to yield twice the result with half the effort. The three participants resonated with this argument
and believed that when they had a strong sense of cross-cultural differences, they became more
likely to speak the target language in an appropriate way and lead the real-life conversation,
which in turn made them feel more competent. They also expressed their interest and eagerness
to learn about culture differences in class which could enhance both their language competence

and cross-cultural communication competence.
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In terms of transitioning from GTM to BDI in EFL classrooms in China, the participants
expressed their concerns that if the current Chinese education systems does not change to align
with students’ individual needs, it will be difficult to see the actual change from the new teaching
approach. As a result of the rigid education system in China, both teachers and students would
not risk making the change immediately but would rather wait and see what direction the
national English curriculum will go. As many scholars (Anderson, 1993; Burnaby & Sun, 1989;
Cortazzi & Jin, 1996a, 1996b; Hu, 2002b; Rao, 1996) have pointed out, some contextual
constraints on the adoption of communicative language teaching exist in Chinese EFL
classrooms. The participants reiterated these constraints in their narratives which corresponded
with the existing literature. These constraints included teachers’ lack of professional knowledge
of communicative language teaching, lack of administrative support, large class sizes, limited
instructional time, outdated, uneven and scarce teaching resources, and emphasis on high-stakes
tests, all of which created a conflict for shifting completely from GTM to BDI.

After the participants’ exposure to BDI teaching, they found that BDI approach requires a
significant amount of time-consuming hands-on or interactive activities to attract students’
attention and engage them in learning which traditional EFL teachers would not emphasize.
Furthermore, EFL teachers in a traditional EFL classroom rarely considered students’ individual
needs first when designing the class because they had so many students to take care of at the
same time, and they must first consider the collective needs which were required by the school
administration and society. Thus, it was not surprising to hear the participants’ voices of concern
about the challenge they would face if they choose to apply BDI into GTM. Only if the
educational system reforms align well with the social needs and individual needs would the

integration of BDI into GTM become more operable to help EFL learners in China succeed.
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Last but not least, holding a strong sense of self-efficacy is one of the many important
components that can impact Chinese EFL learners’ motivation and passion to English language
learning. From the participants’ narratives, they demonstrated divergent levels of self-efficacy
regarding English language learning, which has differentially affected their confidence in their
ability to accomplish a task, their trust in their skills to perform a task, their efforts to expand on
a task, their desire to participate in activities and their enthusiasm and commitment to their
individual academic goals. Furthermore, the levels of self-efficacy influenced their resilience
with failures and struggles, their perseverance in the face of difficulties and challenges, their
tolerance of stress and anxiety, their willingness to embark on new exploration, and their
determination to their choice of action.

These findings with respect to the functions of self-efficacy in the participants’ English
language learning were generally compatible with the previous literature about the roles of self-
efficacy in one’s life. Numerous studies show that self-efficacy has been largely proven to be a
significant predictor of one’s physical and psychological behavior, effort, resilience, choice of
actions, persistence, academic performance as well as learning outcomes (Bandura,1997; Gist &
Mitchell, 1992; Graham & Weiner, 1996; Marie, 2006; Lent et al., 1987; Fenollar et al., 2007;
Schunk, 1995; Wang et al., 2008). Self-efficacy is not simply about how capable one is, but
about how much one believes in oneself to be able to perform a task well. The findings from this
study revealed that Sophia held the highest level of self-efficacy which offered her more
confidence and trust for the continuation of learning English and her motivation to English
language learning remained high and stable. Ava and Nancy demonstrated relatively low levels
of self-efficacy, and their motivation for English language learning fluctuated based on how

capable they believed themselves to be.
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Based on the participants’ demonstration of self-efficacy and their responding behaviors,
it is safe to assert that self-efficacy is closely associated with one’s motivation to engage and
learn. Belief in self provides a dynamic atmosphere for one to think, decide and take actions. The
stronger one can perceive self-efficacy, the higher one will set their goals and be firm in their
commitment to the goals (Bandura, 1986). To unpack this assertion, the higher level of self-
efficacy one holds, the better one can manage one’s distress and anxiety, and the more effective
one’s trust will be in self to perform a said task. The stronger the sense of self-efficacy one can
maintain, the more effort one will be willing to invest in one’s learning. The more self-efficacy
beliefs one can foster, the higher one’s motivation to engage in learning will be, thus there will
be a better chance one will have a positive learning outcome.

GTM Responses

Grammar Translation Method (GTM) is a teaching approach that the vast majority of
students in China are familiar with and have experienced for years since their formal education.
Today, GTM is still the predominant method for leading students to learn English in Chinese
EFL classrooms. GTM, mainly taught in a learner’s native language, is a solely teacher-centered
method of teaching with an emphasis on a teacher’s authority of grammatical knowledge. GTM
does not focus on enhancing language learners’ basic language fluency of listening, speaking,
reading and writing in order to communicate smoothly, let alone pay any attention to learner-
learner interactions, learner-teacher interactions, interpersonal communication skills or
intercultural communication skills. Contrastingly, GTM mainly aims to foster learners’ abilities
to attain a high proficiency of word-to-word or sentence-to-sentence translation with grammar
accuracy. Due to the lack of attention to the learners’ communicative competence, GTM has

received extensive criticism in second language learning field and has been rejected by many
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scholars as it is considered a tedious and ineffective teaching approach to help learners acquire
second language competence.

According to the participants’ narratives, many Chinese students who learned English
with GTM have displayed some common problems and struggles, which are in alignment with
what existing literature has identified as the disadvantages of GTM. Dong (2016) points out the
phenomenon of “M [ 9¢ 15 (suffering from dumb English) and “/5 73K HE” (obtaining high
scores on standardized English tests but having low communicative competence) extensively
exists among high school students in Chinese EFL classrooms. The three participants indicated
the following struggles demonstrated by the Chinese EFL students: (1) relying too much on
word-to-word or text-to-text translation to comprehend English reading texts; (2) developing a
habit of Chinglish thinking; (3) losing confidence and enthusiasm to explore English language
learning; (4) lacking the appropriate cross-cultural communicative skills; and (5) experiencing
frustration to maintain their motivation and passion in English language learning. In other words,
GTM failed to prepare the Chinese EFL learners with the readiness to communicate in real-life
situations, thus causing learners’ inability to make meaningful connection with their life and
decreasing the learners’ participation and motivation in English language learning.

Although GTM has shown so many drawbacks, an interesting finding was revealed from
the participants’ responses to GTM, which was different from the previously discussed literature
on the disadvantages of GTM. The appealing finding also inconsistent with my expectations, was
that all participants felt they actually benefited from GTM teaching although they didn’t like it.
My initial assumption was that the participants would blame their struggles on GTM and suggest
a significant change of teaching approach, yet they all agreed that GTM laid a good foundation

for their English language learning although they mainly learned about grammar rules which
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were not considered good for language fluency. They stressed the importance of their mastery of
grammar knowledge which enabled them to use correct grammar in their academic writing. They
believed that GTM proved to be an effective approach for them to perform well on all the tests in
a Chinese EFL context. As a matter of fact, learning English in China is quite a utilitarian
experience. As long as students can get high scores on tests, they are going to value the teaching
approach that helps them achieve the goal in the easiest and quickest manner.

Therefore, standing in the position of the participants, it is not difficult to understand that
if a person grows up in a culture where English learning is not performance-based but test-
driven, and that person is not given the option to choose his or her learning subjects in his or her
preferred way, he or she will have to learn how to adapt to the reality and appreciate and grow
with what is offered. This understanding of one’s social interaction with his or her cultural
environments also resonates well with the tenets of Mead’s Symbolic Interactionism
(Bhattacharya, 2015) from which many dynamics including culture, family, school, society and
self can impact one’s understandings of the symbols in their life and one’s choice of action.

BDI Responses

Biography-Driven Instruction (BDI) is a student-centered teaching approach that falls
under the umbrella of Communicative Language Teaching (CLT) proposed by Hymes (1972),
which highlights the importance of addressing each student’s individual needs by getting to
know each student’s unique biographies and using differentiated instructional practices to
facilitate each student’s academic and linguistic success. The BDI approach also stresses that
each student is unique and can bring different assets to the classroom. BDI requires teachers to
use differentiated instructional methods and strategies to create a risk-free and welcoming

educational environment where each student can be seen, heard, respected and valued. When
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teachers can best accommodate students’ individual needs, they are more likely to engage
students in English learning, help accelerate students’ English language acquisition and promote
both their academic and linguistic achievement.

After the three participants’ exposure to BDI teaching, they expressed their gratitude that
how their personal interests and needs were addressed in the classroom. The participants were
surprised and excited when their professors used differentiated instructions to accommodate their
needs based on the biographies they provided. Dissimilar to teachers of GTM, the BDI teachers
didn’t intentionally announce whom certain activities were designed to help. By contrast, the
BDI teachers preferred a natural way to guide students’ learning without embarrassing anyone
who may lack the required skills to complete a task. The participants felt safe and comfortable
attending the class and interacting with peers who come from different cultures. When students
feel the classroom is a safe place to stay, they tend to become more motivated to take risks, make
increased efforts and actively engage in learning.

In addition, the participants especially liked the following principles of the BDI
approach: scaffolding, comprehensible input, making meaningful connection and authentic
assessment. All these principles they learned about BDI are in a sharp contrast with GTM which
only emphasizes language accuracy not language fluency. When scaffolding was used to help the
participants unpack the meaning of new concepts with comprehensible input, they could easily
make connections with their prior knowledge and their personal life experience, thus making
them perceive the practical value of learning. When they could make the most sense of the new
learning content, they would not struggle or want to quit; but instead, they desired to discover
more. Furthermore, the BDI authentic assessment truly touched the heart of each participant

because they were tired of standardized tests and they wanted a change. BDI authentic
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assessment offered them a new pleasant experience because they were able to connect the
assessment to their real lives and find the significance of doing an assessment.

Although BDI provided the participants a new perspective of English language learning,
they were still conservative about introducing BDI to Chinese EFL classrooms. Sophia has been
teaching at the collegiate level for many years and demonstrated no desire to change her target
student population. Ava and Nancy have never had actual teaching experiences in a Chinese EFL
classroom but expressed their ambition to teach future EFL learners also at the collegiate level.
Therefore, the participants held more concerns about using the BDI approach to teach college
students because they agreed BDI is more suitable for teaching a younger student population.

According to the participants’ descriptions of their experiences with the BDI approach, it
requires lots of time-consuming hands-on activities and classroom interactions to attract learners’
attention and keep them engaged. For college students, their cognitive level is already past the
age of performing easy time-consuming hands-on activities; instead, they prefer more higher-
level thinking and critical thinking activities after a brief introduction to the learning content.
Students in China were deeply influenced by the concept of not wasting limited class time on the
minor things but rather the concept of putting straight emphasis on the learning goal. Thus, all
three participants didn’t have much confidence of applying most of the BDI strategies into an
adult EFL classroom. However, Sophia pointed out that she will combine BDI teaching into her
traditional EFL classes through a flipped model. She acknowledged that BDI strategies could
effectively activate students’ prior knowledge, closely connect students’ learning from known to
unknown, and actively affirm students’ mastery of new content and celebrate students’ success,
which in one way helped maintain students’ interest in the topic, and in another way fostered

their enthusiasm and motivation to inquire more.
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The three participants shared surprisingly similar perspectives on the application of the
BDI approach into EFL classrooms at the secondary level due to the many constraints of the
Chinese EFL teaching reality discussed earlier. They reaffirmed that although BDI is a good
teaching method of CLT, it doesn’t align well with the secondary curriculum and syllabus due to
the aforementioned many restrictions. The conditions the BDI approach requires to secure an
effective and successful learning cannot be easily satisfied in the Chinese secondary EFL
context. First of all, the BDI approach requires massive amount of interactive activities used to
keep students on task, and it would be easier for teachers to be able to take care of each student’s
needs in a smaller sized class. On the contrary, there is no way to shrink the current student size
in a Chinese EFL classroom as China has a large student population and lacks eligible EFL
teachers. Secondly, the BDI approach requires plenty of time spent on practicing the target
language so students get more exposure to it. In contrast, students in China normally have a very
tight daily school schedule already filled with many subjects to learn so they are only assigned a
short class period for each subject every day. Lastly, the BDI approach embraces authentic
assessment to make language learning more meaningful and valuable and because Chinese EFL
learners have to first worry about the standardized test. They do not have extra time to worry if
what they are learning is meaningful or not as they are busy preparing for the required tests.

In addition to those restrictions in Chinese EFL classrooms, students’ parents will doubt
the effectiveness of the teachers’ teaching if their children do not attain high scores on tests.
Parents will most likely push the teachers to teach to the test first and then consider the needs of
communicative skills. After all, if their children cannot get high enough scores to acquire access
to a good college, the parents will become disappointed at their investment in education.

Furthermore, school administration will be pushed by parents and society to require teachers to
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focus more on students’ testing scores than on their communicative competence. When the
average performance on the standardized tests is good, the school’s reputation will be enhanced
thus giving the school an advantage for increasing student enrollment, gaining more resourceful
and financial support from local government and various sponsors, as well as receiving more
support from students’ parents. Likewise, teachers will lose many benefits if their students
cannot obtain satisfactory test scores, such as losing their reputation for being a popular teacher,
reduced annual income, fewer bonuses, and less respect of their professionalism from students.

The last response from the three participants regarding BDI application in Chinese EFL
classrooms is that the BDI approach will be a good fit for students at elementary levels and those
at private English training centers. Students at elementary levels in China generally carry less
academic stress and anxiety with them, and elementary teachers have more autonomy to teach
EFL classes in a way that help foster students’ learning interests and boost their motivation to
learn English. Therefore, participants agreed there would be a better chance to merge BDI into
the elementary classrooms, which would provide an inclusive and risk-free learning environment
where students are willing to inquire, explore and involve. Similarly, BDI will be a wise addition
to teaching students at private training centers where students often strive for improving their
communicative competence through taking extra hours of classes outside of school, in addition
to maintaining their good performance on tests. Those students and their parents will be more
likely to embrace the BDI approach which can help foster students’ cross-cultural awareness,
cultivate their critical thinking skills, and enhance their communicative competence.

Theoretical Implications of the Research

From the aforementioned interpretations of the researching findings, no single element in

the participants’ shared experiences functions as the most decisive factor for leading them to
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where they are today, instead varying contributors in their life such as home, school, society and
self, have shaped their perceptions of realities. Those contributors are not independent but
intertwined in a form expected or unexpected to impact the participants’ interaction with their
surroundings. The revelation of multiple possibilities is the goal of conducting a successful
qualitative case study. In this changing and complex world, so many things are intertwined to
help form the participants’ perspectives of how they perceived English language learning with
both GTM and BDI approaches, how they constructed their unique understandings of English
language learning in different socio-cultural contexts, as well as how they made their own
choices of action in their social interactions with the two different teaching approaches.
Likewise, the research findings from this study are highly consistent with the BDI
framework in terms of the participants’ motivations to learn English language under different
socio-cultural contexts. Based on the previous data analysis and discussions on the research
findings, the researcher concluded that many components can influence an EFL learner’s
experience, such as the learner’s primary language, home culture, family background, and
previous experience. Moreover, family expectations, student-teacher relationships, peer pressure,
academic mandates, family impositions, job requirements, social competition and surviving
needs can significantly contribute to an EFL learner’s motivation to engage in learning. Under
the theoretical framework of BDI, every EFL learners’ biographies need to be taken into serious
consideration before any decisions about teaching strategies are made so that adjustments of
instructional teaching practices are made to meet each individual student’s interests and needs.
Once students’ uniqueness is learned, can differentiated instructions, along with the process of
scaffolding and comprehensible input, be used to maximized their understanding of English

language learning as well as guarantee the effectiveness of EFL teaching and learning.
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This good alignment between the research findings and the theoretical frameworks
affirmed that the research purpose of this qualitative study was framed in a way that invited
multiple possibilities instead of just one possible truth as a potential answer to the research
questions. This kind of framing informed an in-depth inquiry for the researcher to be able to
explore new dimensions to construct the understanding of the participants’ experiences, look for
possibilities of commonalities of the participants’ experiences as well as compare and contrast
the differences of their experiences. In other words, these multiple responses to the research
questions in one way provided the current researcher different angles to enhance the
understanding of the research, and in another way offered future researchers a good reference
point on how to integrate BDI into Chinese EFL classrooms through different theoretical lenses.

Practical Implications of the Research

Given the data analysis and the research findings discussed in the previous chapter, the
researcher was able to identify some contributions to the existing literature by discussing the
value of BDI to EFL learners, which comprises the pedagogical implications of using BDI into
Chinese EFL classrooms and implications on the policy, the curricular and the assessment.

The Value of BDI to EFL Learners

BDI invites teachers to place students at the center of teaching and embrace the diversity
by integrating students’ sociocultural, linguistic, cognitive and academic dimensions of their
biographies into the learning process (Herrera, 2010). Tola (2015) conducted a research to verify
to what extent BDI lesson planning can affect students’ performance in a typical EFL classroom
and affirmed that BDI lesson planning had a positive impact on the performance of EFL learners
in Ecuador. Since the foundations of BDI come from universal teaching principles and BDI can

make significant contributions to all learners in the classroom, in addition to the findings of this
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study, it is reasonable to claim that BDI can be beneficial to EFL learners pertaining to their
anxiety and persistence, motivation and engagement, communicative competence and academic
performance. By understanding EFL learners’ individual biographies from their sociocultural,
linguistic, cognitive and academic dimensions, teachers can modify instructional practices as
needed to increase the likelihood of the efficacy of BDI strategies.

Implications for EFL teacher educators. The first pedagogical implication of using
BDI in Chinese EFL classrooms is to encourage EFL teacher educators to learn their students
and build positive student-teacher relationships in order to address each student’s individual
interests and needs. Herrera (2010) mentions that biography cards allow EFL teachers to get a
holistic picture of information on students’ sociocultural, linguistic, cognitive and academic
dimensions. The participants from this study indicated that they felt more motivated to risk,
engage and learn when their individual interest and needs were addressed in the classroom. Thus,
EFL teachers in China can use biography cards, interviews, questionnaires, online surveys, or
even home visits to obtain students’ background information, and then use this data as a starting
point to plan accordingly and to guide their instructional practices for a successful lesson
delivery. Teachers may make accommodations and adaptations as needed to implement their
lessons in order to reach every student in the EFL classroom.

In addition, building rapport with students in EFL classrooms can motivate students to
learn, investigate and voice their concerns without fear. The three participants acknowledged that
teacher’s authority largely reduced their willingness to communicate with teachers. A positive
student-teacher relationship helps protect students’ self-concept, self-image and self-dignity and
helps them foster more confidence, more frustration tolerance and more persistence in learning;

whereas a negative student-teacher relationship hurts students’ feelings and decreases their
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motivation to continue learning. Thus, EFL teachers in China can try to establish a harmonious
student-teacher relationship through (a) using biography cards to remember students’ names; (b)
knowing about their lives outside school and knowing their strengths and weaknesses; (c) using
hands-on activities to communicate with students in an open, respectful, honest and caring
manner; (d) using authentic assessment to acknowledge their incremental progress instead of
demonstrating a harsh and judgmental attitude toward them, and (e) using group collaboration to
show the trust in students and hold them accountable for what they do.

The second pedagogical implication of blending BDI into Chinese EFL classrooms is to
encourage EFL educators to use differentiated instructions and tailor different BDI strategies to
address students’ needs, offer them autonomy of learning, reduce their anxiety levels, increase
their persistence, and enhance their engagement. With the “one size fits all” mode that the three
participants mentioned in Chinese current EFL classrooms, most students have to sacrifice their
own interests and needs to accommodate to societal needs and family and school expectations,
thus causing their motivation to learn English to significantly decrease. Through understanding
EFL learners’ biographies, as well as using appropriate BDI strategies, teachers can deliver an
effective lesson and “help promote students’ motivation, lower their affective filters, increase
engagement and thus strengthen learning” (Herrera & Murry, 2016, p. 4).

For EFL learners, EFL classrooms are probably the only English-speaking environment
they have access to so learning English will become more manageable if their teachers are aware
of and incorporate the elements of students’ biographies that bring them life, laughter, and love.
Often EFL learners come to the regular English classroom with excitement and willingness as
well as anxiety and concern to start learning a new language. They lack self-confidence in

learning the new language which can cause them to raise their affective filters. When learners’
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anxiety levels are high, they are less likely to persist in learning. When learners’ anxiety levels
are low, they are more likely to be involved and keep learning. Herrera (2016) argues that when
classrooms become places where failure is treated as just another opportunity to learn, students
are more willing to risk learning without fear. Thus, BDI strategies can act as a beneficial and
caring support in EFL classrooms to promote more autonomous learning, help reduce students’
anxiety levels, encourage their persistence, increase their motivation and active engagement and
eventually, accelerate their SLA. Omaggio-Hadley (2001) suggests that language educators
should take a flexible approach to teach and design activities responsive to learners’ needs and
preferences. Differentiated instructions and activities can facilitate each student gaining an equal
access to connect what they knew to what they learn.

The third pedagogical implication of introducing BDI into Chinese EFL classrooms is for
EFL teachers to foster EFL learners’ cross-cultural awareness and improve their communicative
competence and academic performance. Herrera & Murry (2015) mention that many EFL/ ESL
programs are grounded in the traditional grammatical approach. Many countries such as China,
Japan, and Korea still have a preference for the GTM in their EFL classrooms. In traditional EFL
classes, students’ communicative competence is not the focus of the teaching and learning, but
rather the focus is on the grammar rules, vocabularies and written product. In China, most EFL
teachers regard having students fully participate in classroom activities and use the target
language with correct grammar as the most important components in language learning, but they
ignore students’ individual learning needs and their cultural backgrounds (Lin, 2009). Rao
(2013) argues that the English language teachers in China today still cling to the traditional
teaching methods and techniques. The instructional delivery for EFL teachers in China is only

about the drill and kill and teach to the test model and this model needs a change.
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Researchers, however, have witnessed a recent move to approach language learning from
a constructivist/communicative approach (Herrera & Murry, 2015; Perez, Holmes, Miller &
Fanning, 2012). Globally speaking, CLT is the new trend for EFL learners. According to Herrera
and Murry (2015), students in EFL classrooms have a good mastery of grammatical knowledge
through traditional practice of drills and repetition, but this mastery does not truly bring the EFL
learners to a full comprehension of language. Language is a basic tool for communication so
communicative competence should be the goal of language teaching and learning.

On another note, it is crucial to understand that systematic and strategic use of students’
L1 is significant to understanding the target language. Herrera & Murry (2015) state that,
“learning the English language can be more meaningful and engaging when students’ native
language is used as a bridge for second language learning” (p. 108). Students’ native language
and culture should not be marginalized because recognizing their origins can help them develop
more pride in their personal identities, which in turn makes them feel they are valued members
and can make contributions to the class. EFL teachers should not ignore the cultural conflicts
occurring in the class; but instead, they need to consider creating a strong connection, rather than
a tension, between EFL learners’ native language culture and the target language culture in order
to foster more cross-cultural awareness for students. Many researchers (Gay, 2000; Ladson-
Billings, 1994) argue that culturally responsive teaching can help address the cultural diversity of
learners and mitigate the tensions caused by cultural conflict. BDI is an approach that adopts the
philosophy of culturally responsive teaching, and embraces and values learners’ native culture.
Having a strong cross-cultural awareness can help EFL learners interact with native English

speakers in a more appropriate manner and avoid misunderstandings throughout communication.
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The fourth pedagogical implication of using BDI into Chinese EFL classrooms is for EFL
teacher educators to integrate comprehensible input and meaningful learning in order to increase
student engagement and improve their communicative competence. Communicative competence
can only be achieved if students are effectively engaged in something they value (Gay, 2013). In
other words, meaningful learning is important and necessary in order to promote and maintain
EFL students’ motivation and passion for English learning. Meaningful learning won’t occur
until comprehensible input is used to scaffold information for students to be able to comprehend
the new concepts and make connections. If students do not understand the new concepts or do
not value what they are learning, it is unlikely they will stay focused and involved in English
language learning, let alone enhance their communicative competence.

In order to make learning more meaningful, one of the most effective ways of helping
EFL learners engage and learn is to make them see and believe that their lives matter beyond the
four walls of their classroom. Students need the proper context that relates to their life and stay in
a classroom where they feel safe, comfortable, and validated to share their personal experiences
while at the same time having a willingness to make connections and hold respectful discussions
with their peers. Only by doing so can the EFL learners have a much stronger motivation to try
and practice more often in an effort to enhance their communicative skills. Accordingly, EFL
learners will foster a higher level of self-efficacy in a positive learning atmosphere, which can
help push their limits and achieve their initial goal or even strive for a higher goal. BDI addresses
these needs and aims to create a low-risk learning environment where the learners clearly
understand that the knowledge, experiences and skills they bring to the class will be maximized

throughout the learning process (Perez, Holmes, Miller & Fanning, 2012).
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Implications for the stakeholders. Research has shown that the BDI approach is proven
to be effective in many ESL classrooms. However, one approach may be appropriate in one
cultural context, but may not be the best fit in a different cultural context. Based on the findings
of this study, it is apparent that EFL teachers and students in China will likely face significant
challenges in the transition from predominantly GTM-led classrooms to BDI-led classrooms.
The constraints existing in the current Chinese EFL education system will limit the efficacy of
BDI teaching unless some administrative support, along with curricular reforms, can be offered
to support using BDI in EFL classrooms. The administrative support should at least include the
following: providing both in-service and pre-service teachers more funds and opportunities to
attend BDI-related professional workshops, allowing teachers more autonomy using instructional
strategies in the classrooms, allocating smaller sized classrooms plus reducing the teaching load
so teachers can have more time to focus on individual students, eliminating the connection
between teaching outcomes and teachers’ income, and encouraging and embracing students’
academic performance with incremental progress instead of simply standardized test scores. The
professional workshop organizers could also provide more opportunities for the in-service and
pre-service teachers to learn about BDI teaching and how to incorporate it into EFL classrooms
to facilitate students’ English language learning and enhance their linguistic competence.

In addition to the administrative support, curricular reform with a focus on the format of
assessment is also needed to support the application of BDI in Chinese EFL classrooms. It is not
realistic to abandon the rigid Gaokao assessment system at this time, but some efforts should be
made to focus on testing students’ communicative competence. If the assessment is only about
high-stakes tests, both EFL teachers and students will have limited options to teach and learn in

the way they prefer. EFL teachers will not be able to take care of individual students’ interests
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and needs. Only if the assessment change can align well with the goal of enhancing students’
communicative competence and cross-cultural skills, will BDI-based teaching bring a significant
transformation to the EFL teaching in China.

Limitations of the Research

In the previous section, the researcher discussed the contributions that this study has
made to the existing literature on the potential of integrating BDI into Chinese EFL classrooms
to help address EFL students’ needs, foster their cross-cultural awareness and enhance their
communicative competence. Despite the researcher’s due diligence, academic rigor, and/or
strong theoretical frameworks for this study, it is important to point out that this study is not
without limitations. In the following section, the researcher presents the limitations of the study.

The first limitation of this study is the researcher’ novice research skills. I had to admit
that, although I have: (a) taken many qualitative research classes; (b) conducted a pilot study; (c)
acquired some knowledge of how to investigate in-depth inquiry through appropriate theoretical
and methodological lenses; (d) learned how to map out a qualitative study design with data
collection, data analysis and representation, I am still a novice researcher and lack extensive
experience in qualitative research. Furthermore, I consider myself as a researcher to be both an
insider and outsider in this study. As an insider, I hold my own beliefs, assumptions and values
which will unavoidably impact my understanding of the participants’ experiences; as an outsider,
I cannot completely represent the participants’ voices in regards to their interaction with GTM
and BDI. To be a responsible and reliable qualitative researcher, I am acutely aware of these
limitations in this study and have made every attempt to situate myself in the best position to
interpret the participants’ stories through data triangulation, member checking, peer debriefing

and reflective journals with critical thinking.
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Second, the findings from this study were primarily drawn from the three Chinese EFL
learners’ beliefs, assumptions, and values, which means the EFL teacher educators’ and the
policymakers’ perspectives and understandings of the BDI approach remain to be explored.
Different perceptions from a variety of participants in future study could help create different
perspectives which allows the researcher to be able to look at the divergent perspectives more
convergently and reveal more truths and possibilities to the research questions. The lack of EFL
instructors’ and policymakers’ voices on BDI approach limits this study but provides a reference
for future study.

Third, the tenure of this research may be interpreted as a potential limitation. Due to my
busy schedule and the Covid-19 pandemic, I was only able to spend four months collecting data
for this qualitative study which was bounded in a single institution with three participants as the
units of analysis. Within these four months of data collection, as a result of the time zone
differences, I had to limit the length and frequency of interviews and correspondence with the
participants because two of them had returned to China and the third one was not returning to
campus but staying at her apartment. If I could spend more time on this research through
building rapport with them and getting to communicate with them face to face, I believe I could
know them better and gain a more in-depth understanding of their shared stories and provide a
better interpretation of their English language experiences.

Last, the loss of language power may be explained as a limitation. While I was translating
the participants’ words from their first language into English, I had a strong sense of the
language power loss which could weaken the understanding of future readers. That was the

reason I chose to cite their participants’ original words in their narratives in order to maintain the
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language power so the future inside readers can obtain a better understanding of their interactions
with the two teaching approaches.

Future Studies

The findings from this study provided a rich and contextualized understanding of how
EFL learners from China compared and contrasted their experiences and/or the outcomes arising
from their exposure to both GTM and BDI. These findings suggest options for future research. I
will highlight a few of these options in this section.

To begin with, it is worth noting the participants’ perceptions of these two teaching
approaches indicated the struggles and problems that exist in the Chinese EFL education system.
The participants also expressed their hope to see a transformation of teaching approaches to help
address the needs of all Chinese EFL learners. However, the BDI approach has not yet been used
in a Chinese EFL setting, in the future it will be necessary to apply the BDI approach into the
teaching practicum to further prove its efficacy in helping foster the Chinese EFL learners’ cross-
cultural awareness and enhancing their communicative competence.

As discussed in the previous section, this qualitative study was limited to a single
institution with three participants as units of analysis. Although small sample size is not
necessarily a limitation for a qualitative study, a larger sample size treated with academic rigor
and thoughtfulness of resources can make the data set richer. Therefore, future studies with more
participants across various institutions could provide a richer data set and allow the researchers
the room to conduct a more in-depth and more detailed cross-case analysis if the researchers can
handle the data resources with thoughtful consideration.

Another opportunity for future studies would be to expand the scope of the research to

include EFL teacher educators’ voices as well as the policymakers’ voices. In the future, before
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integrating the BDI approach into the Chinese EFL classrooms, studies can focus on gaining
EFL teachers’ perceptions of BDI approach after their exposure to the BDI through a BDI
training workshop. Meanwhile, the building and district administrators’ perspectives are worth
exploring as they are the policy executors in charge of both teachers’ teaching outcomes and
students’ learning outcomes. The convergence of data yielded from teachers, students and
administrators across different schools or school systems would lead to additional points of view
which can provide the researchers a better avenue to carry on data triangulation thus creating
enhanced opportunities to find multiple realities for future research.

Other possible areas for future studies would be to conduct both qualitative studies and
quantitative studies to explore and examine the relationships between student engagement,
anxiety level, self-efficacy, student-teacher relationships and the BDI approach in a Chinese EFL
context. Furthermore, future studies can be designed to test which BDI strategies are the most
engaging and effective for improving EFL students’ involvement in learning and which ones can
help them yield better academic results through pedagogical practices at different levels such as
elementary levels, secondary levels and collegiate levels and at different places such as public
schools, private schools, and private training centers. If students at various learning levels and
from different institutions could share their experiences and insights, this could offer more
possibilities for future researchers to make inquiries and investigate how the BDI approach could
function as an effective teaching approach in Chinese EFL classrooms.

Chapter Summary

In this chapter, I first restated my position in this study and reminded the reader about the
research purpose and research questions. Then, I elaborated on how the research questions are

unpacked through an interpretation of the research findings from the following aspects:
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conclusions from participants’ narratives, GTM responses and BDI responses. Next, I offered the
ways in which I connected the BDI framework and Symbolic Interactionism framework with the
findings of the study and discussed the theoretical contributions to the research. Additionally, I
provided a detailed illustration on how the research findings contributed to the existing literature
in regard to the pedagogical implications of introducing the BDI approach into Chinese EFL
classrooms. Furthermore, I reflected on the research findings and gave concluding thoughts on
recommendations about administrative support and curricular reform. Lastly, I discussed the

limitations of the study and offered suggestions for future directions of studies.
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Appendix A - Direct Participant Email Recruitment

Direct Participant Email Recruitment

Biography Driven Instruction for English Language Learners from China: A Qualitative Case
Study
Dear student colleague,

My name is Jinhua Wang. I am currently a doctoral student at Kansas State University
and I am contacting you to sincerely ask for help as I am doing my study for my final
dissertation. I am interested in exploring the English language learning experiences of English
language learners from China.

This study is important because the participants could benefit from engagement in this
study by exploring their own experiences of learning English through self-reflection. And other
international students from China or other countries who are currently taking ESL methods class
or who are wanting to take the course of ESL methods in the future could benefit from the
information gained in this study. In addition, this study could provide some suggestions for the
future English language teaching reform in China. If you agree to participate in this study, you
will be asked to engage in 3 interviews. Over the course of the study, I will interview you for
approximately an hour on each interview and follow up with you later. I will also ask you to
share any other relevant documents with me such as notes or artifacts pertaining to this study.

There is no risk expected in this study; however, if you experience discomfort or stress
during our conversations, you may choose to discontinue your participation in the study without
any penalty or loss of benefits. If you are interested in being a participant in this study, please
contact me via the information provided below. I look forward to hearing from you. Thank you

for your consideration.

Sincerely,
Jinhua Wang
Doctoral Student

Kansas State University

jwang@usd345.com or 785-383-6695
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Appendix B - Institutional Review Board (IRB) Approval Letter

KANSAS STATE |

UNIVERSITY

University Research Compliance Office

TO:  Dr. Socorro Herrera Proposal Number: 10105
Curriculum and Instruction
221 Bluemont Hall -

-
FROM: Rick Scheidt, Chaif S
Committee on Research Involving Human Subjects

DATE: 03/17/2020

RE: Proposal Entitled, “Biography-Driven Instruction for English Language Learners from China: A
Qualitative Case Study”

The Committee on Research Involving Human Subjects / Institutional Review Board (IRB) for Kansas State
University has reviewed the proposal identified above and has determined that it is EXEMPT from further
IRB review. This exemption applies only to the proposal - as written — and currently on file with the IRB.
Any change potentially affecting human subjects must be approved by the IRB prior to implementation and
may disqualify the proposal from exemption.

Based upon information provided to the IRB, this activity is exempt under the criteria set forth in the
Federal Policy for the Protection of Human Subjects, 45 CFR §46.101, paragraph b, category: 2,
subsection: ii.

Certain research is exempt from the requirements of HHS/OHRP regulations. A determination that
research is exempt does not imply that investigators have no ethical responsibilities to subjects in such
research; it means only that the regulatory requirements related to IRB review, informed consent, and
assurance of compliance do not apply to the research.

Any unanticipated problems involving risk to subjects or to others must be reported immediately to the

Chair of the Committee on Research Involving Human Subjects, the University Research Compliance
Office, and if the subjects are KSU students, to the Director of the Student Health Center.

203 Fairchild Hall, Lower Mezzanine, 1601 Vattier St., Manhattan, KS 66506-1103 | 785-532-3224 | fax: 785-532-3278
comply@k-state.edu | k-state.edu/comply
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Appendix C - Participant Consent Form

PARTICIPANT CONSENT FORM
Biography Driven Instruction for English Language Learners from China: A Qualitative Case
Study

Introduction

The purpose of this form is to provide you information that may affect your decision as to
whether or not to participate in this research study. If you decide to participate in this study, this
form will also be used to record your consent.

You have been asked to participate in a research project studying how the English language
learners from China understand their English language experiences after their exposure to both
Grammar Translation Method and Biography Driven Instruction. The purpose of this study is to
explore the English language learning experiences of three international graduate students from
China, who studied or are currently studying at a Midwest university and have been exposed
to/or are experiencing BDI, compared with their previous English language learning experiences
of GTM. You were selected to be a possible participant because of your experiences of English
language learning in China and US.

What will | be asked to do?

If you agree to participate in this study, you will be asked to be interviewed and to review
analyses of the data gathered during the interviews. This study will take approximately 16 weeks
during which you will be interviewed 3 times via Zoom or face to face interview, and each
interview may last 45-60 minutes. The interviews will be audio recorded.

What are the risks involved in this study?
There are no risks involved in this study.

What are the possible benefits of this study?

The possible benefits of participation are benefits associated with reflections on prior
experiences. Participation in this study is totally voluntary. There are no compensations for this
study.

Do | have to participate?

No. Your participation is completely voluntary. Your refusal to participate will involve no
penalty or loss of benefits, so you may discontinue participation at any time without penalty or
loss of benefits during this study.

Who will know about my participation in this research study?

This study is confidential. Your name will not be used. The records of this study will be kept
private. No identifiers linking you to this study will be included in any sort of report that might
be published unless you specifically request otherwise. Research records will be stored in ways
that only the researcher, Jinhua Wang, will have access to the records. Electronic files will be
stored on the researcher’s password protected computer and the researcher is the only person
privy to the password. If you choose to participate in this study, you will be audio recorded.
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Audio recorder and hard copies of transcripts will be stored in a locked cabinet. Audio recording
will be saved for 5 years and then disregarded. The paper transcripts will be kept forever.

Whom do | contact with questions about the research?
If you have questions regarding this study, you may contact Jinhua Wang at 785-383-6695 or at
jwang@usd345.com or WeChat: wjh179916613.

Whom do | contact about my rights as a research participant?

This research study has been reviewed by the Institutional Review Board at Kansas State
University. For research-related problems or questions regarding your rights as a research
participant, you can contact Rick Scheidt, IRB Committee Chair (785) 532-1483,

rscheidt@ksu.edu

Signature

Please be sure you have read the above information, asked questions and received answers to
your satisfaction. You will be given a copy of the consent form for your records. By signing
this document, you consent to participate in this study. You also certify that you are 18 years of
age or older by signing this form.

I agree to be audio recorded.

I do not want to be audio recorded.

Researcher Signature Date

Participant Signature Date
Please sign two copies, keep one and return one to the researcher.
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Appendix D - IRB Informed Consent Form

IRB Informed Consent Template Form Page |2
PROJECT TITLE:
\ Biography Driven Instruction for English Language Learners from China: A Qualitative Case Study
PROJECT APPROVAL 3/1/2020 PROJECT EXPIRATION 7/1/2020 | LENGTH OF 4months
DATE: DATE: STUDY:

PRINCIPAL INVESTIGATOR: \ Socorro Herrera---- Supervising the work of Jinhua Wang

CO-INVESTIGATOR(S): \

CONTACT DETAILS FOR PROBLEMS/QUESTIONS: |

Rick Scheidt, Committee Chair
IRB CHAIR CONTACT INFORMATION: (785) 532-1483
rscheidt@ksu.edu

PROJECT SPONSOR: ‘

PURPOSE OF THE RESEARCH:

The purpose of this study is to explore the English language learning experiences of three international
graduate students from China, who studied or are currently studying at a Midwest university and have been
exposed to/or are experiencing Biography Driven Instruction (BDI), compared with their previous English
language learning experiences of Grammar Translation Method (GTM).

PROCEDURES OR METHODS TO BE USED:

3 semi-structured interviews

Documents and Notes

Physical Artifacts and Participant Object Elicitations
Research Journal

BIOLOGICAL SAMPLES COLLECTED (Describe procedure, storage, etc.):

N/A

[Select a statement from the drop down menu]

[Select a statement from the drop down menu]

ALTERNATIVE PROCEDURES OR TREATMENTS, IF ANY, THAT MIGHT BE ADVANTAGEOUS TO
SUBJECT:

N/A

RISKS OR DISCOMFORTS ANTICIPATED:

N/A

BENEFITS ANTICPATED:

The participants might benefit from engagement in this study by exploring their own experiences through
self-reflection. And other international students who are experiencing Biography Driven Instruction or are
wanting to take the course of ESL methods could benefit from the information gained in the study. In
addition, this study could provide a reference for the future larger community of research and practice.
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IRB Informed Consent Template Form Page |3

EXTENT OF CONFIDENTIALITY:

The researcher will maintain confidentiality regarding the participants and the collected data during and after
the study as outlined below:
a. Using a pseudonym for the participants' names, and locations, other people and institutions mentioned by
the participants
b. Removing or encrypting any identifiable information
c. Not sharing any identifiable information with any persons outside this study
d. Ensuring privacy during interviews
e. Storing data in ways that grant access solely to the researcher
f. Electronic files will be stored on the researcher’s password protected computer
g. The researcher is the only person privy to the password
h. Audio recorder and hard copies of transcripts will be stored in a locked cabinet. Audio recording will be
saved for 5 years and then disregarded. The paper transcripts will be kept forever.

Data will be shared with Dr. Socorro Herrera, professor, with the same standard of confidentiality.

The information or biospecimens that will be collected as part of this research will not be shared with any other
investigators.

IS COMPENSATION OR MEDICAL TREATMENT AVAILABLE IF INJURY OCCURS? O Yes X No
PARENTAL APPROVAL FOR MINORS:

PARENT/GUARDIAN APPROVAL

SIGNATURE: DATE:

Terms of participation: I understand this project is research, and that my participation is voluntary. I also
understand that if I decide to participate in this study, I may withdraw my consent at any time, and stop
participating at any time without explanation, penalty, or loss of benefits, or academic standing to which I may
otherwise be entitled.

I verify that my signature below indicates that I have read and understand this consent form, and willingly agree
to participate in this study under the terms described, and that my signature acknowledges that I have received
a signed and dated copy of this consent form.

(Remember that it is a requirement for the P.I. to maintain a signed and dated copy of the same consent form
signed and kept by the participant).

PARTICIPANT NAME:

PARTICIPANT SIGNATURE: DATE:
WITNESS TO SIGNATURE: DATE:
(PROJECT STAFF) ’
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Appendix E - Interview Prompts

1st interview guided prompts:
1. Please tell me some details about yourself, such as your personal information, and

educational background.

BIRGKMRECH—EERER , RN NARSER  HEERSFS.
2. Please tell me about your typical school day in China.
BIRBBRAREREZ IR | (REFRI—RRAEIH
3. Please tell me how you learned English in China.
IERBRE P ERMIF I ZHERT.
4. Please tell me a proud moment you have had when studying English.
BRI BRF I RIBRIIHR | (RRRESAI—RIZ,
5. Please tell me a frustrating moment when you are studying English.

BRI SRF I TR | (R RZ A — M.

6. Please tell me something about English tests in China.

BRRRETENTOEE,

7. Can you please give a brief summary on your English learning experience in China?

BIRERRE— MIMEPEFITENERD
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2nd interview guided prompts:

1.

Please tell me about a time when you were in China and you had to speak English.
BIRDZE— T HREFERMRONER ORI — L,

Please tell me about a time when you had to speak English to native speakers in the

United States.

BIRDE— N A REEERHMRORZEREE A B — L5,

Can you think of a time that stands out to you when you think of learning English in
the US and tell me all about it?

BRI R E S I RER— 4SBT,

Tell me the first time you found out about BDI and please walk me through your

decision-making process of using BDI.
BIRKRIRE—R T % BDI N | AEBIRERHIRAIRESEEE BDL

Please tell me an exciting learning moment while you were learning through

Biography-Driven Instruction.
BRI S(RES) BDIRIRHE , —MSIRNERIBIZY.

Please tell me about a struggle you have experienced while you were learning English

through BDI.

TBIRKKZIRES) BDI AYRHE , —NHRITIEAIRIZL,
Please tell me something about assessments or tests through BDI.

IBIRBKZIRES) BDI fIRHE | THMEFEINEUIRTAY | ILRRSZMA.,
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8. Can you please give me a brief summary on your English learning experience in the

United States?
BIRERRE— MIMEEEREEEIRR.

3rd interview guided prompts:
1. Some follow-up interview questions from the 1st and 2nd interviews will be
addressed to the participants.

2. What do you like about BDI in relation to motivation and socio-cultural context and

why? IERERIRATAER BDI |, FRIR X TARHMEXHUER THZF

SaptlysmE ?

3. What do you like about GTM in relation to motivation and socio-cultural context and

why? IBRERIFAMT ABRERE LT |, FHIEXT AR ESXUER TR

FIFIE ?

4. What do you not like about BDI in relation to motivation and socio-cultural context

and why? IB{RBIFRAHARER BDI HZF |, FBIRKXTFARHMESXHUERT
RIS E ?

5. What do you not like about GTM in relation to motivation and socio-cultural context

and why? IS{REBIRAH AR BEREFREZH S | FHRXT AR EXHE

STRZEIFWSE ?

6. Which approach do you like more and why {REEXI—FEE % , AHA?
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Appendix F - Research Journal Samples

Research Journal

3/30/2020 Monday 8pm to 10 pm

BREMEER 9EF, PENTIERE KRR S FE D2 AREDIAEMN. XXX At
A F it b S B B AR IR S ) L AR MR B Bt — 8. XIS
KESNT | BAERMAORLE, REFFAHHFN, BISHSERENE TMERAF
ERERFEEREAE, ELRETEZENTRZFENNES., E2RLERR
MABRT, TRERE, PENKEREKRARRERNEEEY, KBRIERSS
ERERESN, SOREKAEREENTIESY., ERER, PEXLEFLRLE RE
HEBZARABELRR, ERRAZFEFELEHTENANE PREFLAFRERIZE
BHBF, RIMEAFTRIE, REIREIE, BT BN ATMEREL, IAERFFHERDS?
IEFTB, MCHEA EESREHN | RIEEFREFITATACRBERZRBI IR,
IR RAFAIKRE, HRHILE |
BECVF=ZFRETZAEETTRNRBEILEA, BEASHTEE, 88 AFHAE
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Appendix G - In Vivo Coding Samples
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Appendix H - Descriptive Coding Sample
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Appendix I - Pattern Coding and Focused Coding Samples
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Appendix J - Theming the Data Samples

Good test results mean freedom to choose where you sit in the classroom (she is taller than
most of the peers and used to always sit in the back rows through elementary years.)

Superiority, accomplishment, pride and joy

Hating sitting far away from the teacher

Be proud of self (the value of good test scores)

Actual benefits: first to be called by the teacher to choose seats
Rankings in bulletin boards (Pride)

High test scores are rewarding.

High test scores mean more motivation to learn.

Hide her own real (dislike grammar teaching) feeling in front of teachers
Respect teachers

Not challenge teachers and embarrass teachers

Personal attribute (Resilience)
NFE % go with the flow

Managing her own emotions well
Self-adjusting

No resistance, but flexibility

Read her own favorite magazines
Looking for her own outlets

Looking for her own ways of learning
Fulfill her own interest and needs
Finding joys of making friends at school
Friendship means less stress.

Full schedule brings more stress.

Be as patient and perseverant as she can
Believe that ZE1FF12/2LF, Perseverance means victory.

If you want to obtain something, you have to pay your efforts. (No pain, no gain.)
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