Needs Analysis of English Language Competences in Vocational

Senior Secondary Education in Mainland China:

A Mixed Methods Inquiry

ZHAO, Wen

A thesis submitted in partial fulfiliment
of the requirements of the degree of
Doctor of Philosophy
in

Education

/
The Chinese University of Hong Kong

September 2010



UMI Number: 3489032

All rights reserved

INFORMATION TO ALL USERS
The quality of this reproduction is dependent on the quality of the copy submitted.

In the unlikely event that the author did not send a complete manuscript
and there are missing pages, these will be noted. Also, if material had to be removed,
a note will indicate the deletion.

UMI
P
Dissortation Publishing

UMI 3489032
Copyright 2011 by ProQuest LLC.

All rights reserved. This edition of the work is protected against
unauthorized copying under Title 17, United States Code.

Pro(Quest

ProQuest LLC.

789 East Eisenhower Parkway
P.O. Box 1346

Ann Arbor, M| 48106 - 1346



Thesis Assessment Committee

Prof. CHUNG Yue Ping Stephen (Chair)

Prof. David Coniam (Supervisor)

Prof. LAM Chi Chung (Supervisor)

Prof. MAN Yee Fun Evelyn (Committee Member)

Prof. Robert Adamson (External Examiner)



Abstract

Needs Analysis of English Language Competences in Vocational
Senior Secondary Education in Mainland China:

A Mixed Methods Inquiry
Submitted by
ZHAO, Wen

for the Degree of Doctor of Philosophy in Education at the Chinese
University of Hong Kong in September 2010

This study provides a detailed description and interpretation of the needs analysis (NA)
of learners’ English language competences carried out at senior secondary vocational
schools in mainland China since understanding learners’ language learning needs and
their motivation to participate in language learning are essential in curriculum
development. The study draws on both quantitative and qualitative mixed-method NA
practices of using muitiple sources and multiple methods in the data collection. The
complete data include: (1) around 700 participants at three vocational schools in the
particular city studied; (2) about 20 hours of recorded and unrecorded data of
classroom observation at three vocational schools, a series of interviews with six
teachers and 23 students at three vocational schools, as well as interviews with two
inspectors, six graduate vocational school students, and a joint venture general
manager; and (3) document analysis of the new National Vooational English Syllabus
(NVES) issue@ by the Ministry of Education, along with textbooks currently in use at

vocational senior secondary schools.

Information gained through various sources and methods have been used to reveal the
perceived deficiencies of needs through both target situation analysis (TSA) and

present situation analysis {PSA). The identified needs were then prioritized according
to their immediacy to learners, with the underlying causes of the language competence
discrepancies further explored and interpreted. Possible solutions were then suggested

for future implementation of the vocational English curriculum in the senior secondary



vocational education context. The research findings of the current study have
indicated that learners in general have low language learning motivation and
inadequate language competences; there exist language competence discrepancies
regarding learners’ learning needs, teachers’ teaching needs, and learning resources
and facilities provided at school; there are positive relationship between learners’
motivation and language competences; and many factors contribute to the current
language competence dcﬁciencies; among which motivational factors figure more
prominently. The results of the study can be of valye to educators and researchers
involved in developing and redesigning language cutriculums at various levels, in
particular to teachers, curriculum developers as well as to researchers in vocational

education.
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Chapter 1 Research Background

Vocational education {VE), which has the same meaning as the term fechnical and
vocational education (TVE) used by UNESCO (Zhao & Lu, 2007), has been playing
a key role in national economic development and global competition. Almost ail
national governments have commissioned to introduce policy reforms in the area of
vocational education (Blinning, 2007; Cooke, 2005; Mayer & Solga, 2008) because it
is generally believed that VE can provide learners with knowledge, skill and attitudes
(KSA) required for the workplace. Moreover, VE can expand learners’ employment
choices and effective participation in society (Biinning, 2007, Psacharopoulos &
Loxley, 1985). In recent years, VE in mainland China has been on the government’s
agenda to expand VE at secondary and tertiary levels and to train a large pool of a
well-educated skilled workforce with portable general competences for the economic

boom (MOE, 2008, 2009).

Unfortunately, VE has acquired a degree of negative stigma and has been viewed as
second-rank education (Lai & Lo, 2008), a “blind alley”, and a dumping ground for

- academic failures (Schulte, 2003, p. 228) both at home and abroad. Vocational
graduates are usually deemed to have a dim future, ending up in low-social-status and
low-paid jobs with only a slim chance of proceeding to tertiary education. The
negative image prevents many promising school learners from entering the field of VE.
Moreover, as research indicates, there are discrepancies between the school
curriculum and workplace requirements (Psacharopoulos & Loxley, 1985; OECD,
1992), with criticisms of the mainstream school curriculum and workplace
requirements (Chang, 2002; Saul, 1998; Zemsky, 1994) as being isolated from each
other (Cheung & Lewis, 1998). The workplace requires “their workers to be adaptive,
work independently, be responsible and possess a desire to improve, as well as the
ability to learn” (Lai & Lo, 2008, p. 194). The vocational school curriculum is in
general based on learning formal abstract rules and isolated facts, and in being

removed from the world of work, and learners’ future working life (Biinning, 2007).



The lack of fit between the current realities and the target vision hinders the transition
from school to work (Asian Development Bank Institute, 2006). This further works as
an impetus for curriculum change to bridge the gap and narrow the discrepancies
between the education system and the workplace (Cheung & Wong, 2006). To
increase their chances for employability and transferability, learners of vocational
education need to possess a good foundation of basic knowledge in languages and
mathematics, practical and social skills and positive attitudes, as well as the ability to
learn, to think and act independently, creatively and responsibly (Biinning, 2007). It is
therefore argued that more appropriate balanced curriculums need to be developed to

address these issues (Cheung & Wong, 2006).

In tandem with the international curriculum reform trend from a subject-centered
curriculum to a more learner-centered and competence-based curriculum in the field of
VE, vocational English curriculums at home have been undergoing changes. The
newly revised National Vocational English Syllabus (NVES) was endorsed and
released by the Ministry of Education (MOE) in 2009, focusing on competence-based
English language teaching, leaming and assessment. As Taba (1962) long ago
indicated, any curriculum needs to start with needs analysis (NA) of learners and their
learning needs so that an understanding of the actual and target needs of learners in
terms of language competences will enable a more appropriate and balanced school

curriculum to bridge the gap between school and work.

1.1 Introduction

The central argument of the current study involves conducting a needs analysis (NA)
of learners’ English language competences in the field of senior secondary VE in
mainland China. In this chapter, the macro contextual background for the research is
laid out at the outset for a basic understanding of the current status of senior secondary
VE. The contextual description leads to the purpose statement of the current study,
along with three research questions. Then the significance of the current study and the
structure of the whole thesis are introduced, followed with a fina! summary of the

chapter. Two terms — learners and students — will be alternatively used throughout the



thesis.

1.2 Background to the Study

This section first begins with an introduction of the vocational senior secondary
education in mainland China and VE in the educational system. Among the three
branches of senior secondary VE, the focus of the current study — vocational senior
secondary education — is specified, its program set-up presented, and a historical
overview described. The section provides a panoramic view of the context, on the

basis of which the current research has been conducted.
1.2.1 Vocational Education in China

The section starts with a historical account of VE in China. Following the historical
overview, VE in the educational system is then introduced. As a key component of
educational structure, it is important to situate VE in the educational system as a whole
and to delineate where it stands and how it is related to other levels and fields of
education. To this end, VE is presented as part of a unified classification system — the

International Standard Classification of Education (ISCED, 1997).
1.2.1.1 Historical Overview of VE in China

Aithough the concept of “vocation/profession” has long existed, its modern meaning
and conception were established only during the 20™ century. The term “VE” (zhiye
Jjiaoyu) with its current connotation evolved from the term “industrial education™
(shiye jiaoyu), which was borrowed from Japan after its modernization movement.
Yao Wendeng, an educator in Shanxi Province, is believed to have first adopted the
term around 1904 (Liu, 1997, p. 136). Before the introduction of industrial education,
there existed in China a long tradition of training craftsmen. The transition from
industry education to VE took place with the establishment of the Chinese Society of
Vocational Education (zhonghua zhijiao she) by Huang Yanpei in 1917 (Liu, 1997,
Schulte, 2003), with Huang and his society advocating “vast vocational
educationalism™ (da zhiye jiaoyu zhuyi) (Zhao & Lu, 2007). During the period from

1913 to 1933, VE developed in accordance with the political and economic situations.



Since 1949, the founding of the People’s Republic of China, VE became part of the
Constitution. During the 1950s and early 1960s, many vocational schools were set up
in response to social and economic development needs, which later formed the general
structure of technical and vocational education (TVE) in China (Yang, 1993). During
the ten-year Cultural Revolution (1966-1976), VE came to a halt with the majority of
vocational schools converted into general senior secondary schools. By 1976, less than
2% of students were enrolled in senior secondary VE. In 1978, the Decision on the
Reform of the Educational Structure (guanyu jiaoyu jiegou gaige de jueding) (Yang,
1993) was released. The 1978 National Conference on Educatiqn was a milestone in
stressing the importance of TVE for economic development and providing a platform

for the VE expansion at elementary, secondary, and tertiary levels (Cooke, 2005; Yang,

1993).

Since the 1980s, the government has released a series of policies and documents to
promote the development of VE. In 1985, the Ministry of Education (MOE) issued the
Decision on the Reform of the Education System (guanyu jiaoyu tizhi gaige de jueding)
(MOE, 1985; Shi & Englert, 2008) — one of the most important educational landmarks
in China’s educational reform, initiating a massive expansion of the senior secondary
VE system. The aim of the 1985 Decision was to balance secondary mainstream and
VE with an enrollment of 50% of eligible senior secondary learners into VE within
five years by means of introducing a system of pre-employment training and
encouraging enterprises, technical departments of government, individuals, and
communities to set up vocational and technical education institutions on their own or

in cooperation.

A series of policies and measures for developing VE were issued after the Decision in
1985 (Lumby & Li, 1998), with VE in China experiencing a sustaining development in
the following decade. In 1990, about 47.75% learners were enrolled in different types
of senior secondary VE with an increase of 42.4% in comparison with 1980 (Yang,
1993). In 1991, the National Conference of Technical and Vocational Education was

held in Beijing, with the release of the Resolution of Devoting Major Efforts to



Develop Technical and Vocational Education (dali fazhan jishu yu zhiye jiaoyu de
Jjueding) (Yang, 1993). The conference examined the achievements and problems in

the previous years and set up guidelines for the next 5-10 years.

By 1992, the much propagated goal of 50% of students being admitted into vocational
senior secondary educational institutions was achieved. Apart from attempts to raise
the quality of VE itself, educational policies were issued to develop higher VE, so that
choosing the VE path would no longer be perceived as a dead end (Schulte, 2003). The
Outline for Reform and Development of Education in China (zhongguo fiaoyu gaige
yu fazhan gangyao) (Yang, 1993; Shi & Englert, 2008) was issued in 1993, declaring
an increase in the government’s financial input. The Outline moreover proposed that
60-70% of eligible learners should be admitted into senior secondary VE with a further
emphasis on the quality rather than the quantity of VE. The emphasis on educational
quality was reiterated in the document Decision about Deepening the Reform of
Education and Boosting the Quality of Education (guanyu shenhua jiaoyu gaige yu
tigao jiaoyu zhiliang de jueding) (MOE, 1999).

~ In 1996, the Vocational Education Law (zhiye jiaoyufa) was enacted to establish a
comprehensive VE system after nine-year compulsory education, aiming at enacting
occupational standards, implementing a certification system and encouraging
industry’s participation in training. It was the first piece of legislation on VE since the
founding of the People’s Republic of China. From 1995 to 1999, the number of
students in VE increased from 41.56 mitlion to 76.35 million with the number of
students in senior secondary VE increasing from 32.1% to 49.9% of the senior
secondary cohort (RPT, 2008, p. 233). Enrollment into VE reached its peak in 1999,
and then it suffered a sharp decline. The causes underlying the decrease were due to “a
Jack of financial resources, a shortage of professional teachers, poor quality

curriculum and unsatisfactory career opportunities” (Lai & Lo, 2008, p. 193).

Since the new millennium, three important national conferences and conventions on
VE have been held from 2002 to 2005, with the release of a series of policies and

measures to speed up the development of VE. In 2002, the Fourth National Vocational



Education Conference was held with the Decision on the Strong Promotion of
Vocational Education Reform and Development (guanyu dali tuijin zhiye jiaoyu gaige
yu fazhan de jueding) issued by the National Congress (RPT, 2008). The Decision
proposed to develop a modern VE system with a tendency towards market and
employment. In 2004, the CCCCP (Central Committee of the Chinese Communist
Party) on VE released the Decision on the Strong Development of Vocational
Education (guanyu dali fazhan zhiye jiaoyu de jueding), focusing on VE at senior
secondary level and its relevance to the workplace (Yang, 2005, 2006). This was the
first time that both social needs and market needs (Li & Lumby, 2005), along with
“cmployn;cnt-guided, and service-oriented” principles being stressed (MOE, 2004).
Given this state of affairs, in 2004 the government proposed that 10 billion yuan be
invested to substantially expand technical and vocational education (TVE) with a
view to cultivating a much bigger pool of highiy-skilled and well-qualified workforce
(MOE, 2004; Yang, 2006).

In 2005, there marked “a transition in China, in which public policy towards education
underwent a system-wide change” (Yang, 2006, p. 3). The overall requirements for
educational development were articulated from the perspective of three key strategic
points, viz., strengthening the development of compulsory education, adjustment of
the development of professional/vocational education, and upgrading the development
of higher education. Enrollment into senior secondary VE reached 7.5 million in 2005,

with the enrollment rate maintained at the same standard in 2006 (Yang, 2006).

In 2007, the Eleventh Five-year Plan Qutline of the Development of Vocational
Education (shiyiwu zhiye jiaoyu fazhan guihua gangyao) (MOE, 2007) restated the
significance of VE, requiring approximately 50% of school teaching hours to be
devoted to practical skills training. A ratio of 3:3:4 was proposed, with the three main
components of the general vocational curriculum comprising general knowledge,

" vocational knowledge and practicum. Enrollment into senior secondary VE reached 8

million, a 0.5 million increase in comparison with the 2006 figure (RPT, 2008, p. 234).

In late 2008, a document was issued, outlining eight key aspects in VE and stressing



curriculum and pedagogical reform (MOE, 2008). This was followed in 2009 by the
Guiding Prz'ﬁc:'p!es on Developing Teaching Plans for Vocational senior secondary
schools (guanyu zhiding zhongdeng zhiye xuexiao fiaoxue jihua de zhidao yuanze)
(MOE, 200%a), with the statement of eight comprehensive guidelines for curriculum
making and implementation and pedagogical administration. Along with the guiding
principles, the importance of cooperation between school and employers, the
flexibility of learning scheme and the work experience schemes were reiterated. The
document also urged the provincial and local administrations to make their own
guiding principles in accordance with the national ones to promote the quality of

vocational education.

In 2010, the Qutline of the National Medium- and Long-Term Plan of Educational
Reform and Development (guojia zhong chang qi jiaoyu gaige yu fazhan guihua
gangyao) (Draft for Soliciting Opinions) was issued (http://www.sina.com.cn),
reiterating the protruding importance of developing VE, in particular, the importance
of the fast development of VE towards the country, of motivating the initiatives of
industries and enterprises, and of enhancing the attraction of VE. All of the efforts aim
at devcloping VE as well as other types and levels of education to facilitate China’s
transfer from a nation with great manpower towards a nation with great human

re€sources.,
1.2.1.2 VE in the Educational System ’

The International Standard Classification of Education (ISCED), as a most
authoritative muiti-purpose system, was originally designed by UNESCO in the early
1970s to facilitate the international compilation and comparison of educational
statistics within individual countries and across countries internationally. It is now
known as ISCED 1997 as it was approved by the UNESCO General Conference at its
29th session in November 1997. ISCED 1997 presents standard concepts, definitions
and classifications along two cross-classification variables, namely levels of education
and fields of education. According to ISCED 1997, education “is understood to

involve organized and sustained communication designed to bring about learning”


http://www.sina.com.cn

(p.9), and the classification of the levels of education is undertaken in a taxonomic

framework (ISCED 1997, p18) shown in Figure 1.1.

ISCED 97

Transition Pattern

N 2C \ .

LM
3C ‘\* g -.
4B

et g

. Labour Market
Figure 1.1 Levels of education

According to ISCED 1997, the levels of education around the world can be roughly

classified into 6 levels:
Level 0 is defined as pre-primary education.
Level 1 refers to primary education or first stage of basic education.

Level 2 refers to lower secondary or second stage of basic education, which
includes three sub-classified dimensions. ISCED 2A is general education linked to
Level 3 and programs on this level are primarily theoretically-oriented; ISCED 2B
is pre-vocational or pre-technical education directed towards Level 3C and
programs on this level are mainly practically-oriented.; ISCED 2C are vocational or
technical education, with programis on this level mainly related with “the practical

skills, know-how and understanding necessary for employment in a particular
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occupation or trade or class of occupations or trades” (ISCED 1997, p.26). Along
with the nine-year compulsory education in China, there exists junior secondary

vocational education

Level 3 refers to (upper) secondary education, which has the same subcategories as
Level 2, ISCED 3A is general education and programs, designed to provide direct
access to ISCED 5SA; ISCED 3B is prevocational or pre-technical education, with
programs designed to provide direct aczess to ISCED SB; ISCED 3C is vocational
or technical education, with programs designed directly leading to ISCED 5A or 5B,
the labor market, ISCED 4 programs or other ISCED 3 programs. VE in mainland
China roughly corresponds to ISCED 3B and 3C, but has its own unique structure

and characteristics, which is dealt with in the next section (see Section 1.2.1.3).
Level 4 refers to post-secondary non-tertiary education.

Level 5 refers to the first stage of tertiary education. The programs at this level do
not lead directly to an advanced research qualification. The higher vocational
education in mainland China corresponds to ISCED 5B, which can further lead to

ISCED 6.

Level 6 refers to second stage of tertiary education, with the programs leading to an
advanced research qualification. In mainland China, ISCED 6 incorporates two
types of programs, ISCED 6A and 6B, with the latter including vocation-oriented

qualification.

As indicated in Figure 1.1, ISCED is more formalty education oriented, with its focus

on qualities, in particular on levels and scopes, of the educational program rather than

as a framework for expressing or measuring the skills level of an individual in

assessment (Goullier, 2008). In Europe, the European Qualification Framework (EQF)

(Commission of the European Communities, 2005, 2006) has been developed in
recent years, which is more relevant with leaming taking place in both formal and

informal settings towards lifelong learning.



1.2.1.3 VE System in China

The educational system in mainland China consists of two parts: basic education and
higher education. In 1986, the National People’s Congress legislated a nine-year
general compulsory education. The nine-year compulsory education includes primary
and junior secondary education in the mode of 6+3 or 5+4 (years), with children
starting school at the age of six or seven. The general educational structure can be
clearly demonstrated in Table 1.1 adapted from the International Qualifications
Assessment Service (IQAS) country education profile-People’s Republic of China

(2005, p. 13).

Table 1.1 The basic educational system in mainland China

12 General Senior . Specialized Senior | Skilled Workers
11 Secondary Vocational Senior Secondary School School
10 School Secondary School
]
Junior Secondary
8 Junior Secondary
: School
7 School
6
5 9-Years School
4
Primary School
3 Primary School
2
1

At the end of nine-year compulsory education, learners in general sit for an exam - the
General Senior Secondary Unified Graduation Exa'mination (GSSUGE), the

watershed between general and vocational senior secondary education. VE, equivalent
to the ISCED 3B and 3C (see Figure 1.1, consists of three types of schools: vocational

senior secondary schools (Zhongdeng Zhiye Xuexiao), specialized senior secondary
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schools (Zhongdeng Zhuanke Xuexiao), and skilled workers schools (Jigong Xuexiao).
The three types of post-compulsory vocational schools appears similar, but differ
greatly in terms of curriculums, links to industry, their orientation towards work and

affiliation (Biermann, 1999), as show;,imls‘lc 1.2

Table 1.2 Types of vocational schools

Types Establishment | Orientation Patterns

Skilled workers | 1950s Manufacturing sector Pattern 1 : 3 years
schools Pattern 2: 1-2 years
Specialized  semior | 1950s Manufacturing, technology & | Pattern 1:; 3-4 years
secondary schools management sectors Pattern 2: 1-2 years
Vocational  senior | 1980s Manufacturing, agriculture & | Pattern: 3 years
secondary schools service sectors

1.2.1.3.1 Skilled Workers Schools

Skilled workers schools (Jigong Xuexiao), which is also called technical workers
schools, were established in the early 1950s after the former Soviet model to train
skilled workers (Biermann, 1999). Unlike the other two types, this mode of
educational system is not directly under the jurisdiction of the MOE (Mit;istry of
Education), but has been under the jurisdiction of the Ministry of Labor and Social
Security (MOLSS) since 1978. This type of education mainly specializes in technical
skills training for the manufacturing industry. Skilled/technical workers schools
involve two. patterns, with Pattern One consisting of three years of full time study for
Jjunior secondary graduates, and Pattern Two involving one or two year(s) of full time
study for senior secondary students. “According to the guidelines jointly published by
the Ministry of Personnel and the State Education Commission (now MOE) in 1986,
the aim of skilled workers schools is to'train mid-level skilled workers” (IQAS 2005, p.
60). Upon graduation, Ie;rncrs receive a certificate of graduation, and a mid-level
occupational qualification certificate, with technical certification programs

incorporated into the school curriculum.
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1.2.1.3.2 Specialized Senfor Secondary Schools

Specialized senior secondary schools (Zhongdeng Zhuanke Xuexiao) were also
est;iblished in the early 19505 after the Soviet model to train technicians, with the
objectives of preparing intermediate level skilled workers for the manufacturing,
technology, and management sectors. Until about 1985, over half of students enrolled
at specialized senior secondary schools were graduates from senior secondary schools.
This type of education is administered by the regional or local educational authorities.
Due to the decrease of student enrollment in recent years, two major patterns are in
operation. Pattern 1 consists of three or four years of study for junior secondary
graduates in both general and specialty subjects, and part of the courses overlap with
the courses for vocational senior secondary schools; Pattern 2 includes one or two
vears of study in specialty subjects for senior secondary graduates. Upon gr;duation,

learners may receive both a certificate of graduation and a mid-level occupational

qualification certificate related to their intended occupation.
1.2.1.3.3 Vocational Senior Secondary Schools

Vocational senior secondary schools (Zhongdeng Zhiye Xuexiao) were established in
the 1980s according to the Decision On Formulating Vocational Senior Secondary
School (Three-Year System) Curriculum (guanyu zhiding zhongdeng zhiye xuexiao
kecheng de jueding), which was drafted in 1986 and promulgated in 1990 to supply
sufficient qualified mid-level technicians and skilled workers in agriculture,
manufacturing and service for the fast developing and expanding market-oriented
economy. The type of education was mostly converted from some poorly performing
senior secondary schools (Cooke, 2005; Lumby & Li 1998; Yang, 2006). The
educational curriculum is for junior secondary graduates, consisting of three-year full
time study. Upon graduation, learners receive a graduation cestificate on senior
secondary VE, and certain occupational qualification certificate in relation to their
intended occupation. This type of VE is in fast development and has been on

government’s agenda in recent years. The focus of the current study is on this type of

vocational schools.
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1.2.2 Curriculum Structure

Since late 1980s, the importance of vocational education has increased considerably,
with VE programs in China currently consisting of three modules—general subjects,

specialty subjects, and one year of practicum (Xu, 2005), as indicated in Figure 1.2.

[ VE Prc'Jgrams ]

[Generalsuhiect] [Spccia!tysuhiect] [ Practicum ]

Figure 1.2 Medules of VE programs

Unlike general senior secondary education which is more academic-oriented,
vocational senior secondary education aims at reaching two goals: education for
earning a living and education for life (Shi, 2001, 2006). General subjects serve to
provide students with a broad knowledge base both for life and for earning a living,
consisting of three core learning subjects—Chinese Language, Mathematics and
English Language. Specialty subjects and practicum are courses to enable students to

earn a living.

With regard to English learning, there used to exist two modules—the General English
(GE) (i.e., 220-260 hours) and the English for Vocational Purposes (EVP) (i.e., 60
hours) in the previously issued national syllabus (MOE, 2000). The GE module
(220-260 hours) is an essential compulsory course for all vocational school students
while the vocational Englfsh module (60 hours) is an optional course related to
vocational specialization (e.g., manufacturing and service sectors), aiming at

promoting and enhancing learners’ language competences and career development.

To keep pace with educational reform both at home and abroad and to better cater for
competence diversity which currently exists in vocational senior secondary schools,
the Ministry of Education issued the Guiding Principles on Developing Teaching
Plans for Vocational senior secondary schools (guanyu zhiding zhongdeng zhiye
xuexiao fiaoxue jihua de zhidao yuanze) (MOE, 20092) in 2009 to enact the
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implementation of the newly revised National Vocational English Syllabus (NVES)

(MOE, 2009b), whose upgraded version was released in 2000. The new NVES extend

the previous two modules into three modules: General English (GE), English for

Vocational Purposes (EVP), and Extended English (EE), with the GE module

compulsory, EE module optional and EVP module selective. The teaching hours for

certain modules are also specified. The comparison of the curriculum modules

between the previous version of NVES (MOE, 2000) and the new NVES (MOE,
2009b) is shown in Table 1.3.

Table 1.3 Module comparisons between the two NVESs

Sylabuses Modules and Teaching Hours
Previous General English English for
NVES {GE) Vocational
(MOE, 2000) {220-260 hours) Purpeses (EVP)
(60 hours)
New NVES General English English for Extended English
(MOE, 2009) (GE) Vocational (EE) (Not specified)
' (128-144 hours) Purposes (EVP)
{54-72 hours)

Table 1.3 indicates that teaching hours for the GE module has been reduced from
the original 220-260 teaching hours to 128-144 teaching hours, and the EVP
module has been changed from its original 60 hours to an elastic 54-72 teaching
hours, with no specified teaching hours designated for the EE module. With the
reduction in teaching hours and the expansion of vocational skills training, the
implementation of English teaching to cater for learners’ diversified levels and

needs is a challenging issue to explore.
1.2.3 The New National Vocational English Syllabus

Before the discussion of the syllabus proper, it is important to distinguish the

following two notions: curriculum and syliabus.
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1.2.3.1 Curriculum Versus Syllabus

In the literature review, the terms curriculum and syllabus are sometimes used
interchangeably and are of a confusing nature (Jackson, 1992). When curriculum is
used in a more restricted sense, it can be defined as “a statement of content, sequence,
and (often) recommended teaching techniques” (Strevens, 1977, p. 61), which refers to
the same concept as the term syllabus. When syllabus is used in a broad sense, it thus
becomes equivalent with curriculum (Candlin, 1984). “It is usually assumed that
curriculum includes syllabus, but not vice versa” (Dubin & Olshtain, 1986, p. 3). A
syllabus is more specific and more concrete while a curriculum may contain a number
of syllabuses, which may cover such linguistic features as items of grammar,
pronunciation, and vocabulary as well as experiential content (Nunan, 1988a, 2006).
Further, curriculum is concerned with what can and should be taught to whom, when,

and how (Eisner & Vallence, 1974; Stern, 1983, 1992).

In mainland China, the notion of syllabus used to denote a broad sense after the former
Soviet influence. The concept of curriculum gradually came to be adopted in a broad
sense since the new millennium, accompanying educational reform at secondary and
Itertiary levels (Zhao & Coniam, 2008). The term syllabus, however, has been used in
senior secondary vocational education since the 1980s. In the current study, the
National Vocational English Syllabus (NVES) refers to the national curriculum
document, the guiding yardstick of curriculum development, implementation and

assessment.
1.2.3.2 Towards a Learner-Centered Syliabus

Thé new NVES as the national yardstick is the result of a four-year process of
negotiation and compromise (2005-2009) undertaken by an appointed committee of
English inspectors, curriculum developers, and English professionals towards a
learner-centered curriculum as is stated in the aims of the new NVES:

To enable learners to master essential English knowledge and language skills, to
cultivate learners’ communicative language competences in daily life and under
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vocational contexts, to cuitivate learners’ cultural awareness, to enhance learners’
ethical literacy and cultural literacy, and to lay a foundation for learners’ vocational
career development, sustainable leaming and lifelong learning. ({FZ £ %48 — /Y
HHRBMMIAWERLGR, FRFEERFEFHNRVSHRPIGENFRS, EF
¥ERLER, REEENBALBEFNNNES: ARENBULER. gy
JMEBRBWEEM. ) (MOE, 2008b, p. 1)

Unlike the previous version of the NVES which exhibited a strong society-driven and
subject matter-centered tendency, the new NVES is more learner- and
learning-centered, aiming at cultivating learners’ language competences for both
personal and vocational development. The new NVES takes into account learners’
current learning needs as well as future personal and vocational development needs,
enabling learners to possess transferable competences to move across vocational
ladders. This statement is in line with Tanner and Tanner’s (1995) comment that “the
changing nature of knowledge, changing conceptions of the learner, and changing
demands of social life have called for a changing conception and function of
curriculum™ (p. 197). According to the new NVES (MOE, 2009b), the communicative
language competences are the basic requirements that learners should possess both as

individuals and social agents in daily life and vocational contexts.

In line with the curriculum aims, the curriculum goals, as the more specific
descriptions of the intended outcomes of curriculum (Richards, 2001), are stated as the

following in the new NVES:

On the basis of nine-year compulsory education, the senior secondary vocational
English curriculum should help learners further expand their essential English
knowledge, cultivate such language skiils as listening, speaking, reading and writing
so that the curriculum can enable learners to possess basic vocational English
competencas; stimulate and cultivate learners’ English leaming interest, enhance
their self-confidence in learning, help learners master some basic learing
strategies, form good leaming-habits, improve their self-regulated learning, guide
learers to understand and distinguish differences between Chinese and Western
culture, and cultivate leamers' affective feelings, attitudas, values and sthics.”" (%%
P ¥R REBEAENES X FHEEER L, BESEH-— PSRN EEMBIR,
BT, R . SRETHE USERPHGENNARS: BRMEREEY
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HPGRPINE, REFEZINAEL, FHFERBSIMN, FRBEFNFIH
#, BEWEEFIMER: FISLETHR. WRGFEFIHER, BrEROME. &
BAMEMR. ) (MOE, 2009, p. 1)

The goal statement matches the learner-oriented aims—the philosophical stance of the
curriculum (Eisncr,f1992). It is the first time in NVES that learners’ learning interest,
self-confidence in learning and learning strategies have been mentioned, which makes
the new NVES more relevant to individual needs and individual development than the
previous two versions (MOE, 1998, 2000). The goal incorporates four dimensions:
essential English knowledge, language skills (i.e., listening, speaking, reading and
writing), basic learning strategies and affective attributes (i.e., motivation, feelings,

attitudes, values and ethics).

The rationale of the new NVES is “employment-oriented, competence-based, and
learner-centered” (MOE, 2009b), to cultivate learners’ language competences and to
build up a link between the present and the future needs, that is, a school-to-work

linkage.
1.2.4 Vocational English Learners

Vocﬁtional English learners possess many common features with their senior
secondary counterparts. When enrolled at the vocational senior secondary schools,
they are mostly at the ages of 15 and 16, the turbulent years of adolescence.
Accompanying their physical development, learners also experience psychological
change. They begin to turn to their peers for affection, encouragement and a sense of
belonging. They strive for their self-esteem, and self-confidence in the adult world.
Mentally, their intelligence is getting mature towards abstract, independent and critical

thinking (Deng & Zhao, 2006).

Unlike their general senior secondary counterparts who are academic-oriented,
learners of senior secondary VE are more employment- or labor market-oriented.
Since nowadays most vocational senior secondary schools practice the open-door
policy without requiring learners to sit for an entrance exam. The sources of the

incoming learners vary. There are learners who have finished their nine-year
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compulsory education, learners who get enrolled into VE before finishing their
nine-year compulsory education, learners who have already finished their junior
secondary education a few years ago, and learners who were early school-leavers. The

multiple sources of incoming students add to the complexity of vocational education.

A large majority of students in VE are not successful language learners in the junior
secondary compulsory education, with low motivation, low learning interest and
negative attitudes towards English due to their early unsuccessful learning experience
at school (Li, 2005; Jiang, 2008). Most of themn are from families of low social
economic status (SES), which lack of home learning support. The expectation of both
learners and their parents is to stay at school for three years and then find a job to
survive. They do not know what competences, especially language competences, are
required at the workplace, and whether VE can help them build the links between
school-to-work (Deng & Zhao, 2006).

Further, the general English learning hours postulated in the newly revised NVES has
been reduced from the original 220-260 hours to the current 128-144 hours (MOE,
2000, 2009b). Given the present {earners’ characteristics and crammed teaching hours,
conducting a dynamic NA of learners’ subjective and objective learning needs

regarding their language competences is hence of crucial importance,
1.2.5 Research into Language Competences

Since the reestablishment of senior secondary VE in 1985, developing learners’
language competences has been stressed in national curriculums (c.f., MOE, 1998,
2000, 2009b). Little theoretical and empirical research on vocational language
competences in China, however, has been conducted (Chen, 2005; Jiang, 2007; Li,
2005; Shi, 2005; Wei, 2008). To gain an understanding of the research into language
competences, the China Journal Net (CNJ) on the Internet via the CUHK’s online
library system was searched for locating published journal articles and unpublished
master and doctoral theses and dissertations in February 2009, with the results yielded
in Table 1.4.
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Table 1.4 Resulis of the competence-related journal articles and theses

Competence/

VE VE Competence LC Senior LC/VE
Year (Title) {Subject) {Subject) {Subject) Secondary :::) (%)
1994 227 1345 114 1 ¢ 8.47 0.87
1995 kYA 1878 156 1 0 8.30 0.64
1996 574 2190 172 3 0 7.85 1.74
1997 664 2643 283 7 0 10.70 2.47
1998 705 2965 431 5 0 14.53 1.16
1999 936 4005 605 8 4 15.10 1.32
2000 1044 4249 675 14 | 15.88 2.07
2001 1077 4377 745 10 3 17.02 1.34
2002 1469 5429 872 17 2 16.06 1.94
2003 1663 6231 His 29 H 17.89 2.60
2004 1813 6457 1166 19 0 18.05 1.62
2005 2176 6712 1183 27 5 17.62 2.28
2006 2969 96439 1754 33 0 18.19 3.02
2007 3338 123%0 2557 131 12 20.63 5.12
2008 3422 13632 3089 149 12 22.65 4.82

Note: LC=language competences; VE=vocational education

Both journal articles and master and doctoral theses and dissertations were explored
along the timeline between 1991 and 2009, with the use of “title” and “subject” search.
On the basis of the “VE” subject search, the search was then narrowed down to
“competence’” search, and then was sifted to “competence” and “language
competence”, as Table 1.4 demonstrated. Since the articles contained those related to
both secondary and tertiary vocational education, the search then was narrowed down
to secondary VE with 40 articles and theses found. These 40 articles and theses
covered three types of senior secondary education—skilled workers schools,
specialized senior secondary schools and vocational senior secondary schools, among
which only 12 articles and five theses were vocational senior secondary schools
related, with only two on language competences. The rest of the papers and articles
were on motivation, autonomous learning, curriculum, teaching methodology, current
situation description or questionnaire surfeys, etc.. The results indicate that the issue
of language competences has been better-researched in tertiary than in senior

secondary VE, as shown in Figure 1.3.
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Figure 1.3 The general irend of competence-related articles

Figure 1.3 signifies that the research on VE has increased tremendously since the new
millennium. Research on competence-based VE began to increase since 2003, with

language competence-based VE on the rise within the last four years. Comparatively,
competence-based VE research is still in need of study, especially in the field of senior

secondary VE.

The relationship between competence versus VE and language competence (LC)

versus VE can be clearly demonstrated in Figure 1.4.
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Figure 1.4 Percentage of VE articles and theses

Figure 1.4 indicates that language competence-based VE has been little researched in
comparison with the competence-based VE in general. More theoretical study and
empirical research need to be conducted to better inform the pedagogical practice at
senior secondary VE sector and to better understand learners’ needs in developing

their communicative language competences.
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In terms of the content of the published journal articles, most of the articles are
teaching experience or pedagogical situation description, or intemational VE
development with only five unpublished masters’ theses and four articles on

theorgtical studies and empirical research despite of a rising tendency of norms.

With respect of types of research studies, Seliger and Shohamy (1989) proposed a
usefu) distinction between three kinds of research studies — basic/theoretical, applied,
and practical research. *Each kind contributes to our further understanding and
knowledge of second language teéching and learning although the boundaries between
them are not always clearly cut” (p. 17). As is better illustrated in Figure 1.5, most of
the published articles, however, fall into the third category of research — practical
research, with most sharing a high frequency of repetitive topics or themes. The needs
analysis related articles, moreover, are mainly analyses of the textbooks, teachers’
teaching approaches or methodologies, and learning objectives rather than analyses of
leamers’ needs. Conducting a needs analysis (NA) of learners’ language competences
can fience contribute to our understanding of competence deficiencies existed on

different levels of curriculums at senior secondary VE.

Basic research

Practical research

b 4

Applied research |«

Figure 1.5 Kinds of language research and their relationship

When research methodology is concerned, quantitative research studies outnumber
qualitative research. This specifies that most research concemns the general tendency
rather than in-depth understanding and interpretation of the teaching and learning
phenomena in VE. All of the master theses examined are either quantitative or
comparative document research study with experimental or survey techniques adopted.
The qualitative studies are still not on the research agenda. More fieid-based

qualitative research thereafter needs to be conducted to explore the competence-based
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VE in mainland China.

1.3 Research Purpose

Given the contextual background of vocational education in mainland China, the
overall research purpose is—by means of a needs analysis (NA) of learners’ language
competences—to identify, understand and interpret the discrepancies between school
and the workplace, with information acquired from various sources through mulitiple

methods, both guantitatively and qualitatively.

The general purpose of the current study can further be subdivided into the following
major aspects:

(1) to gain a holistic understanding of leamers’ language leaming profile, in particular

\eamers demographic information, motivation and language achievement;

(Q) to identify the language competence deficiencies through present situation analysis (PSA)
and target situation analysis (TSA);

(3) to investigate the relationship between motivation and language achievement;

(4) to explore possible causes of the existing discrepancies identified through NA, such as
social, educational, personal and family factors;

(5) to suggest possible solutions for actions to deal with leamers’ language competence
deficiencies. Unlike most other NA studies which came to a stop once the needs are
identified, the current study intends to carry the investigation further, with a view to

ascertaining possible solutions to the issues.

The rationale of the study is hence to gain an understanding both of the general
tendency and an in-depth study of learners’ needs in developing learners’ language
competences, in particular communicative language competences, to inform

vocational senior secondary curriculum development in mainland China.

1.4 Research Questions

Since the rationale of the study is to investigate learners’ general profile and their
language competence deficiencies, in particular on the aspect of communicative
language competences for curriculum development and implementation, three general

research questions were devised in response to the research purposes.
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RQ 1. What is learners’ general profile in formal senior secondary vocational education?

RQ 2. What discrepancies of needs corrently exist between the target situation and
present situation of senior secondary vocational school students in terms of their language

competences?

RQ 3. Given the investigation of the target situation and present situation needs, what

factors account for the current discrepancies?

The first research question (RQ) is a quantitative question, indicating a quantitative
phase of acquiring learners’ demographic information, language learning motivation
and their language achievement so that learners’ general learning profile can be
gauged. The last two RQs are framed as qualitative questions, aiming towards an

in-depth language competence inquiry and interpretation in 2 mixed methods study.

The three research questions are shaped by the research purpose, which in turn form
the methods and the design of the research study (Creswell & Plano Clark, 2007,
Krathwohl, 1998, 2004). The first two questions are what questions while the third
question is a why question. These questions indicate the nature of the methods to be
employed in the research — a mixed-methods explanatory inquiry with quantitative
and qualitative approaches or methods, with questions dealing with the phenomena on
the mesc and micro levels — the school and the classroom settings against the macro
social context. The focus of the research was on the key concept language

competences, with the incorporation of learning strategies and motivational factors.

1.5 Definitions of Key Terms

The following three key terms are covered in the current study: (1) needs, (2) needs

analysis, and (3) language competences.

The term needs in the current study is considered in a more comprehensive sense both
as an end and a means of a perceived discrepancy or gap between desired conditions
and the assessed conditions (Berwick, 1989; Brindley, 1984, 1989a & b; Witkin, 1994;
Witkin & Altschuld, 1995),
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The notion of needs analysis is sometimes addressed as needs assessment. A needs
analysis (NA) is viewed as an on-going dynamic, cyclical process of “the systematic
collection Bnd analysis of all subjective and objective information necessary to define
and validate defensible curriculum purposes” (Brown, 1995. p. 36) within learning
institutions, wilth the identification and interpretation conducted using various means
from various sources to achieve some desired effects or outcomes (Hyland, 2006;

Long, 2005¢; Stufflebeam, McCormick, Brinkerhoff & Nelson, 1985).

The perception of language competences is an umbrella term, which incorporates the
sum of competences of general competences and communicative language
competences, which allow an individual to perform actions in language. General
competences, as one sub-dimension of language competences, can be defined as
“those not specific to language, but which are called upon for actions of all kinds,
including language activities” (Council of Europe, 2001, p. 9). Communicative
language competences, as the other sub-dimension of language competences, is
defined as “competences which empower an individual to act using specifically

linguistic means” (ibid.).

1.6 Research Significance

With the release of the new NVES (MOE, 2009b), as the nation-wide official
curriculum, by the MOE in January 2009, it has been implemented and put into effect
since the new school terﬁ in March 2009. Some schools have implemented the new
NVES at the new school term beginning in March 2009 while others adopted it since
the fall of 2009. As claimed by the NVES document, the new NVES is both
competence-based and competence-oriented to develop learners’ general language
competences and vocational-oriented communicative language competences.
Conducting an NA of language competence is not only timely but can also contribute

to the study of VE in China in such aspects as theoretical and pedagogical practice.

Theoretically, NA of vocational English language competences have been little

researched (Shi, 2005), in particular at senior secondary VE (see 1.2.5.2). Among the
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NA studies conducted, most were concerned with teachers’ teaching methods and
textbook materials (Li, 2005; Shi, 2005). Little research has been conducted on
learners (Long, 2005b; West, 1994}, in particular learners’ language competences.
Moreover, the two concepts — skills and competence — are often misused or confused
in the articles reviewed. The current study can contribute to the clarification of the two
concepts and some related notions. Furthermore, some transparent, coherent and
consistent language competence framework (e.g., Common European Framework of
References for Languéges) has been examined and adopted as descriptive categories
for locating learners’ language competences. These parameters can in return
contribute to forming a theoretical framework for describing Chinese learners’
language competences of vocational secondary VE for current and future curriculum

development, impiementation and language assessment.

Pedagogically, the current research can build a link between theory and practice with
NA as both an end and a means in the process of curriculum implementation. The NA
can be utilized for diagnosing learners’ entry level as well as the discrepancies
between the intended curriculum, the implemented curriculum and the experiential
curriculum on the institutional and instructional levels, which in turn can inform
teachers to build a more coherent and balanced curriculum in developing learners’

language competences for the smooth transition from schqol-to-work.

1.7 Summary

In this chapter, the general research contexts of competence-based VE in maintand
China have been described and introduced for a basic understanding of the current
status of senior secondary VE. The contextual description leads to the purpose
statement of the current Study and three research questions. After the description of
the mixed methads research queétions, the operational definitions of three key terms
(e.g., needs, needs analysis, and langugge competences), the research significance and

the structure Jf the whole thesis have been discussed and introduced.

The thesis is organized around the following four aspects: (1) research context, (2)
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conceptual framework, (3) research design, and (4) empirical analysis and findings, as

shown in Table 1.5.
=

Table 1.5 The intended structure of the thesis

Structure Contents

Research context Chapter 1 Research background

Conceptual framework: Structural Chapter 2 Literature review: Language competences
explanation Chapter 3 Literature review: Needs analysis

Research Design: Mixed methods research | Chapter 4 Research design
design and data collection

Empirical analysis and findings: Data Chapter 5 Language audits: Learner profile
analysis and interpretation Chapter 6 Deficiency analyses: Langunage competence
deficiencies

Chapter 7 Deficiency analyses: Explanation of deficiency

causes

Chapter 8 Conclusions

The research context section lays out the essential contextual background related to
the current study, on the basis of which the research questions are shaped. The key
concepts of the research are dealt with in the conceptual framework section. The two
literature review study sections clarify the two key notions — language competences
and needs analysis — towards building a theoretical framework as a guideline for
research design and data collection. The first two sections — research context and
conceptual framework — provide a scaffold for the following two sections: research
design, and empirical analysis and findings, which are conducted in a mixed-methods
explanatory inquiry in an attempt to answer the three research questions, following the
sequence of quantitative and qualitative research: The concluding chapter presents a
sutnmary of the mixed-method mode of inquiry, suggested solutions to the identified

discrepancies, and implications for future research.
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Chapter 2 Literature Review: Language Competences

The literature review is done in two chapters—Chapters 2 & 3, dealing with language
competences and needs analyses respectively. In this chapter the notion of competence,

a competence-based typology and language competences are discussed.

2.1 introduction

The notion of “competence’ is widely used in the field VE (e.g., key competence, core
competence) and language education (e.g., communicative compelence,
sociolinguistic competence, linguistic competence, discourse competence, and
strategic competence). In vocational language education, language competences are
considered a crucial factor in cultivating learners’ essential abilities to enable them to
move across vocational ladders in the knowledge society and to increase a nation’s

economic competitiveness in the global context.

In this section, the concepts of “competence”, “language competences”, and other
related notions, are discussed and clarified. After the conceptual issues of competence,
a competence-based KSCs (knowledge, skills and competences) prototype typology is
introduced, which has taken its form on the basis of KSA (knowledge, skill and
attitudes) typology. After the introduction of the prototype typology, a historical
overview of language competences will be examined. With reference to the CEFR
(Common European Framework of Reference for Languages: Learning, Teaching,
Assessment) (Council of Europe, 2001), the two dimensions of language competences
- individual general competences and communicative language competences — are
elaborately discussed, followed with further discussion of language competences in
the new NVES (National Vocational English Syllabus) (MOE, 2009b). A study of
competence-based curriculum thereafter starts from the study of the concept of

competence.

2.2 Competence and Competence-Based Education in China

Etymologically, the term competence originates from Latin. According to Weinert
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(2001), it “is defined in Webster's dictionary as “fitness or ability.” Words given as
synonyms or related terms are “capability,” “capacity,” “efficiency,” “proficiency,”
and “skill.”... This concept of competence is and has been used in very specific and
arbitrary manners in biology, immunology, jurisprudence, and in some other academic
disciplines” (p. 45; emphasized in the original text). The concept of “competence”
originates from the area of competence-performance theories (Chomsky, 1965),
oriented to the psychology of learning and knowledge, and is strongly dominated by
Anglo-American traditions. In the following sections, the notion of competence and

other related key terms are discussed.
2.2.1 Competence — Towards a Unified Terminology

Over the years, the term competence is and has been used with a vague or fuzzy
meaning “not only in public use, but also in many social sciences” (Weinert, 2001, p.
45). It is subject to such diverse use and considerable confusion and interpretation that
it has been argued that it is difficult to identify a coherent theory or to arrive at a
definition capable of accommodating and reconciling all the different ways the term is
used (Ellstrom, 1998; Robotham & Jubb, 1996). According to Kegan (2001), "(a)
great benefit to a concept like "competence” is that it directs our attention beneath the
observable behavioral surface of "skills" to inquire into the mental capacity that
creates the behavior. And it directs our attention beyond the acquisition of
"knowledge" as storable contents (what we know}) to inquire into processes by which

we create knowledge (how we know)" (p. 192).

In literature, competence has been viewed as an integrated concept of abilities to cope

with challenges in context as indicated in the following three paragraphs:

1. Based on the examination of published literature from France, the United Kingdom,
Germany and the United States of America, the following composite definition of
competence is offered. Competence includes: i) cognitive competence involving the use
of theory and concepts, as well as informal tacit knowledge gained experientially; ii)

functional competence (skill or know-how), those things that a person should be able to
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do when they are functioning in a given area of work, learning or social activity; iii)
personal competence involving knowing how to conduct oneself in a specific situation;
and iv) ethical competence involving the possession of certain personal and professional

values (Commission of the European Communities, 2005, p.11).

2. “Competence” means the proven ability to use knowledge, skills and personal, social
and/or methodological abilities, in work or study situations and in professional and/or
personal development. In the European Qualifications Framework, co'mpetence is
described in terms of responsibility and autonomy (Commission of the European

Communities, 2006, pp. 16-17).

3. In Scottish Vocational Qualifications (SVQs), competence is defined as a statement
relevant to work and intended to facilitate entry into, or progression in, employment and
further learning, issued to an individual by an awarding body with the adoption of a
functional approach. The notion of competence includes the following specified
standards: “the ability to perform in a range of work-related activities; and the
underpinning skills, knowledge and understanding required for performance in

employment” (Jessup, 1991, p. 15).

Weinert (2001, pp. 46-51) provides a more descriptive list of seven different ways in
which competence can be defined, described, or interpreted theoretically, namely: (1)
general cognitive competencies, (2) specialized cognitive competencies, (3) the
co;llpetence-perfonnance model, (4) modifications of the competence-performance
model, (5) cognitive competencies and motivational action tendencies, (6) objective
and subjective competence concepts, and (7) action competence. While motivation has
been included as an aspect of competence in some writings, other scholars (Winterton
et al., 2006) do not consider it a part of competence. Motivation, however, might be an

important factor to be taken into account when investigating competence.

The above analysis indicates that “it is not possible to discern or infer a coherent
theory out of these many uses. There is no basis for a theoretically grounded definition

or classification from the seemingly endless inventory of the ways the term
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competence is used. ... There are many different theoretical approaches, but no single

common conceptual framework™ (Weinert, 2001, p. 46).

In general, “competence” can be interpreted “as a roughly specialized system of
abilities, proficiencies, or skills that are necessary or sufficient to reach a specific
goal.” (Weinert, 2001, p. 45). Competence is therefore the result of both formal and
non-formal education, and generally implies complex action systems encompassing.
not only knowledge and skills, but also strategies and routines needed to apply
knowledge and skills, as well as appropriate emotions and attitudes and the effective

self-regulation of these competencies (Burke, 1995).
2.2.2 Perspectives of Competence

Weinert (2001, pp. 62-63) provides some pragmatic conclusions concerning the use of
the concept competence from a cognitivism perspective, with the concept referring to
the necessary prerequisites available to an individual or a group for meeting complex
demands, which comprising of cognitive and motivational, ethical, volitional, and/or
social components. The concept is centered on individuals, and is regarded as content-

and context-specific.

From the social constructivism perspective, however, the notion of competence
implies a broad learning context, involving a complex environment and the quality of
interaction with others for competency development (Canto-Sperber & Dupuy, 2001).
“Most of the competencies that can be appropriately defined as necessary for a
successful, responsible life in modern democracies”, however, “are only meaningful
within that context™ (Ridgeway, 2001). The notion of competence can therefore be
summarized as individual-cchtcred, context- or situation-dependent, and collectively
constructed through active participation or interaction within the community of

practice.
2.2.3 Competence-Based Vocational Education

Like elsewhere in the world, competence-based education and curriculum

development have been on government’s agenda since the new millennium.
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Competence-based vocational education and training (VET) was first initiated by the
Ministry of Education and Ministry of Labor and Social Security (MOLSS) in
mainiand China in 1996 with reference to the National Vocational Qualifications
(NVQs) and the General National Vocational Qualifications (GNVQ) in the United
Kingdom (UK), the National Training Framework (NTF) in Australia, and action
competence of the dual system in Germany in which learners receive theoretical
knowledge at schoo! and practical skills at workplace. The approaches to
competence-based VET aim at dealing with the current human resource issues in
mainland China, with a large quantity of oversupply of unskilled workers and a short
supply of skilled workers in the labor market. In order to turn the heavy labor burden
into human resources, national key projects on competence-based VET, headed by
MOLSS and MOE respectively, were initiated in 1998, marking a milestone in
vocational reform (Li, 2007; Ding, 2007).

Specific competence
~ employability

Generic vocational
competence — mobility

Key competence —
transferability

Figure 2.1 The three-layer VE

The project of the MOLSS was a 10-year project of the National Competence
Innovation Strategies (guojia nengli chuangxin zhanlue) (1998-2008). The outcome
of the research was the framework of three-layer vocational competences and eight
subcategories of key competence. The three vocational competences, as shown in
Figure 2.1, are specific job competence, generic vocational competence, and key

compelence.
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Each category of competences performs different functions. Specific job competence
is oriented fowards the employability of the workforce; generic vocational
competence towards the mobility or progression of the workforce; key competences
towards transferability, the portable competences that enable an individual to transfer
among jobs. The key competences are further divided into eight sub-components, as

shown in Table 2.1.

Table 2.1 Components of two competence dimensions

Method competences Social competences

IT processing communication

numeracy cooperation

autonomy foreign languages (e.g., English)

problem-solving

creation

Table 2.1 shows that the eight sub-components are under two competence
dimensions: method competences and social competences (i, 2007; Ding, 2007}, with
five components under the method competence dimension and three components
under the social competence dimension. Competence-based training packages have
already been developed, but its utilization has mainly been confined to the education

and training institutions affiliated with MOLSS rather than formal VE systems.

The second project was initiated by the Ministry of Education (MOE) from 2005 to
2006, with the publication of China Education and Human Resource Development
Report (2005-2006) (Min, 2006). The report posits a four-layer pyramid of key

competence development, as shown in Figure 2.2,

The four levels of key competences are: (1) listening, speaking, reading, writing and
numeracy; (2) basic skills and competences; (3) comprehensive and specific
competences related to work and occupations; (4) advanced technical and vocational
competences (pioneering techniques and knowledge creation competence), with

senior secondary VE related to the third layer of competence pyramid. The layer of
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comprehensive and specific competences matches the first and second layers of
competences proposed by the MOLSS. The levels of competences indicate that the VE
curriculum is moving from an academic-input mechanism towards a

competence-based framework.

Advanced
technical and
vocational competences

Comprehensive and
specific competences
/ Basic skills and competences
/ Listening, speaking, reading, writing and numeracy \

Figure 2.2 The four-layer key competences

2.3 A Competence-Based Typology

Among the definitional issues, there has long existed the demand for a unified
prototype typology of an overarching competence framework, which can integrate the
different categorical dimensions of competences. To this end, two typologies will be

described, a generic KSA typology and a unified KSC typology.
2.3.1 Generic KSA Typology

The curriculum-based taxonomy of learning objectives developed by Bloom and
colleagues in the 1960s (Bloom, 1956, 1976; Bloom, Hastings & Madaus, 1971;
Bloom, Mesia & Krathwohl, 1964) has laid the theoretical foundation for the
development of an overarching framework. A taxonomy is a type of framework where
the categories lie along a continuum, performing such functions as description,
generating and justifying aims and objectives in curriculum design and develdpment

(Anderson et al., 2001).
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Bloom’s taxonomy is based on three domains of educational activities: cognitive,
affective and psychomotor. The cognitive domain relates to mental skiils (knowledge),
the affective domain to growth in feelings or emotional areas (attitudes), while the
psychomotor domain is concerned with manual or physical skills (skills). The

taxonomy is commonly referred to as KSA (knowledge, skills and attitudes) typology.
2.3.2 A Unified Typology of Competence

On the basis of Bloom’s taxonomy and the rev:xsed KSA taxonomy (Anderson et al.,
2001), Winterton and colleagues (2006, p. 60) with the adoption of a holistic approach
propose a four-dimensional overarching framework for developing a prototype
typology of knowledge, skills, and competences (KSCs) as common categories
subsequent to a detailed review of existing typologies in such countries as the United
States, the United Kingdom, France, Germany and other European member states.
Figure 2.3 shows the four components of the unifying framework: conceptual and

operational, occupational and personal.

QOccupational Personal
' Cognitive Meta-competence
Conceptual

competence {facilitating learning)

(knowledge)

Functional Social competence
Operstional

competence {attitudes and

(skills) behaviors)

Figure 2.3 Typology of competence

Within the above framework, the occupational dimension include both conceptual
competence (cognitive, knowledge and understanding) and operational competence
(functional, psycho-motor and applied skill), while the personal/individual dimension
is associated with the other aspects of conceptual (meta-competence) and operational
(social competence, including behaviors, attitudes, motivation, metacognition). As

Winterton ef al. (2006) indicate, the three dimensions of cognitive, functional and
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social dimensions are, in essence, fairly consistent with the generic KSA typology.
The meta-competence dimension “is different from the first three dimensions since it
is concerned with facilitating the acquisition of the other substantive competences” (p.

60) and might be incorporated at every competence dimension of KSCs.

A more holistic competence model in the form of a tetrahedron has been proposed by

Le Deist and Winterton (2005, p. 40) in a unified competence framework (Figure 2.4).

Cogpitive competence

Metp-cpmpetence

Functional competence Social competence

Figure 2.4 The holistic model of competence

Mer&-compefence (i.e., savoir apprendre) in the model performs the function of an
overarching input, which facilitates the acquisition of output competences (functional
competence (i.e., savoir faire) and social competence (i.¢., savoir étre) at the base of
the tetrahedron. Cognitive competence (i.e., savoir), functional competence and social
competence are all considered to be practical competences, situated on the face of the
tetrahedron, thus forming a holistic model of competence to align academic education
and workplace education or training as well as formal and non-formal routes of
learning for competence development. The holistic competence model has therefore
been adopted in analyzing competence approaches in many countries and regions
(Commission of the European Communities, 2005). The typology serves as the

guiding KSC framework in the current study.

2.4 Language Competences

The term “competence’™ and “communicative competence” in the field of linguistics is

35



a well researched topic, related to the communicative language teaching (CLT) or the
communicati\{e approach, the most researched approach to language teaching (Spada,
2007). Terms such as standards, benchmarks, band scales, attainment targets and
outcome are often associated with competence movement in school, adult language
education and vocational context (Brindley, 1998; North, 1995). The origin of CLT
can be traced back to developments in North America and Europe from a
multidisciplinary perspective-linguistics, psychology, philosophy, sociology and
educational research (Canale, 1983; Canale & Swain, 1980; Savignon, 1983, 2001,
2006; Spada, 2007, Trim, 2004).

2.4.1 The Development of Communicative Competence in North America

I[n North America, the concept of communicative competence was proposed by Hymes
(1972) in reaction to Chomsky’s (1965) theary of competence in his cognitive
dichotomy model of linguistic competence-performance. Chomsky viewed
competence as “the speaker-hearer’s knowledge of his language” (1965, p. 4), the
abstract abilities that an ideal native speaker possesses to enable him/her to produce
grammatically correct sentences in a language. Hymes’s subsequent theory of
communicative competence, however, was not directly related to language learning,
but to the appropriate use of language in a socio-cultural context, with regard to the

following four aspects:

(1) . Whether and to what degree it is possible.

(2) Whether and to what degree it is feasible.

(3) Whether and to what degree it is appropriate.

(4) Whether and to what degree it is actually done (or attested). (Young, 2000, p. 551)

The four aspects can be summarized as (1) possibility, (2) feasibility, (3)
appropriateness, and (4) performance. Among the four aspects, only the first aspect is

accounted for by Chomsky’s concept of competence. The theory, however, broadens

the conceptualizations of language competence.

Following Hymes’ theory of communicative competence, Savignon (1972) in the
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United States applied the term to the classroom context. Her study investigated the
effect of French language practice with the use of coping strategies as part of an adult
instructional program (Trim, 2004). The coping strategies later formed the basis for
Canale and Swain’s (1980} identification of the concept“ of strategic competence in
their three-component models for communicative competence: (1) grammatical
competence — the knowledge of phonology, morphology, lexis, syntax, grammar and
semantics, (2) sociolinguistic competence — the knowledge of the sociocultural rules
of language use and rules of discourse, and (3) strategic competence — the knowledge
of how to overcome problems when faced with difficulties in communication (p. 30).
They define communicative competence as leading to “more useful and effective
second language teaching, and allow(ing) more valid and reliable measurement of

second language communication skills” (ibid, p. 6).

Canale (1983) further expanded the scope of communicative competence with a four
dimensional model, namely, (1) grammatical competence, (2) sociolinguistic
competence, (3) discourse competence, and (4) strategic competence. Grammatical
competence, which corresponds to Chomsky’s linguistic competence and Hymes’s
possibility aspect, refers to the domain of the phonological features of a language and
its lexical and grammatical capacities. Sociocultural competence extends well beyond
linguistic forms and is an interdisciplinary field of inquiry with an understanding of
the sociocultural rules of language use in social contexts. Discourse competence is
concerned with the ability to combine language structures into different types of
cohesive and coherent text to form a whole meaningful text. Strategic competence
refers to the effective use of coping strategies, either verbally or non-verbally, for
developing communicative competence in all contexts. In this manner, the four

dimensions coalesce to make up a person’s communicative competence.

In the late 1970s and early 1980s, through the joint effort of several organizations, the
ACTFL (American Council of Teachers of Foreign Languages) proficiency scale
(ACTFL, 1999) was developed with differing 11 possible levels of language

competences. The levels of language competences provide guideline in terms of
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communicative competence, language proficiency, and standards for foreign language

learning.

Rather than viewing communicative gompetence from a macro sociological
perspective, Savignon (1983, 2006) extended the theory into classroom practice, with

the proposition of her model of communicative competence, as shown in Figure 2.5.

Communicative competence

Figure 2.5 Components of communicative competence

Her classroom model of communicative competence further indicates the integration
of the four interrelated components: (1) grammatical competence, (2) discourse
competence, (3) sociolinguistic competence, and (4) strategic competence, with the
sirategic competence always present in supporting of the other competences (1983, p.
46). Along with the strategic dimension, the competence dimension, in particular
understanding of the sociocultural contexts of language use, is another important
dimension of communicative competence (Berns, 1990). The key to the understanding
of communicative competence is “its interactive nature” (Yalden, 1987, p. 21) within
classroom process and learner autonomy to *“promote the development of functional
language ability through learner participation in communicative events” (Trim, 2004,
p. 126). The essence of CLT relates to learners’ ability to communicate, in particular

learners’ communicative needs in a given social context.

Bachman’s model of communicative language ability (CLA) (1990, p. 85) is an

expansion of Canale’s model (1983). The model, as shown in Figure 2.6, consists of
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three components: (1) language competence (knowledge}, (2) strategic
competence—the “capacity for implcmenting the components of language competence
in contextualized communicative language use” (Bachman, 1990, p. 84), and (3)
psychophysiological mechanisms—enabling “the actual execution of language as a

physical phenomenon™ (ibid, p. 84).

Knowledge structures
{Knowledge of the world)

Language competence
(Knowledge of language)

Strategic
competence

Psychophysiological
Mechanisms

Context of
situation

Figure 2.6 Bachman's CLA model

There are two distinctive features of the modei. On the one hand, it distinguishes
“between what constitutes ‘knowledge’ and what constitutes a *skill’” (Fulcher &
Davidson, 2007, p. 42), which was not made clear in Canale’s model. On the other
hand, Bachman’s model “attempts to characterize the processes by which the various

components interact with each other and with the context in which language use

occurs™ (Backman, 1990, p. 81).

The Bachman’s (1990, p. 63) CLA model was later restructured by Bachman and

Palmer-(l 996), focusing on the following three aspects: (1) the introduction of

A
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affective factors in language use, (2) re-labeling ‘knowledge structures’ as ‘topical
knowledge,” and (3) reconceptualizing strategic competence as a set of metacognitive

strategies (Fulcher & Davidson, 2007, p. 45).

Topical Language

knowledge knowledge

Strategic
competence

Characteristics of the
language use of or test task
environment

Figure 2.7 Bachman and Palmer's restructured model

The 1996 multi-componential model (Figure 2.7), like the previous model, provided
“the most comprehensive conceptualization of language ability of the time” (Purpura,
2008), stressing the central role of strategic competence for the purpose of language
testing. Affective schemata are th'c “affective or emotional correlates of topical
knowledge” (Bachman & Palmer, 1996, p. 65), which was addressed as knowledge
structures in the previous model. In this model, an individual’s language knowledge,
together with his topical knowledge and personal characteristics, is hypothesized to
interact with his strategic competence and his affect. These components, in return,
interact with the characteristics of the language-use or test-task situation. The
Bachman’s (1990) model and Bachman and Palmer’s (1996) model, however, are

criticized for failing to “account for how a person’s CLA (communicative language
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ability) might be mediated by the characteristics of context” (Purpura, 2008, p. 59).

Celce-Murcia et al. (1995, p. 5) propose a five-component model (see Figure 2.8),
with an attempt to produce “a detailed description of what communicative competence

entails in order to use the sub-components as a content base in syllabus design™ (ibid, p.

6).

Socio-
cultural

compelence

Discourse

Competence

Lingﬁistic Actional
competence competence

Strategic
competence

Figure 2.8 The five-compenent communicative competence model

The five components of the model are: (1) discourse competence, (2} actional
competence — the knowledge required to understand “‘communicative intent by
performing and interpreting speech acts and speech act sets” (1995, p. 9), (3)
sociocultural competence — the original sociolinguistic cgmpctencc in Canale and
Swain’s model (1980), (4) linguistic competence ~ the original linguistic competence
in Canale and Swain's model (1980), (5) strategic competence — a set of skills for
overcoming communication deficiencies in other competences. The model reunites
the notions of cohesion and coherence, which were separated in Bachman and
Palmer’s model. The model, however, “unlike Bachman and Palmer (1996) there is no
treatment of topical knowledge (or knowledge of the world), or affective factors”
(Fulcher & Davidson, 2007, p. 48). The devglopment of communicative competence
in Europe, however, takes both the topicﬂ{;'lowlcdgc and the affective factors into

account.

41



The underlying assumptions of all the above mentioned models are that: (1)
communicative competence is multi-dimensional, consisting of such components as
linguistic competence, sociolinguistic competence, pragmatic competence and
strategic competence; (2) linguistic skills and communicative abilities cannot be
isolated from each other (Savignon, 1983), and (3) relevant social and contextual

factors contribute to learners’ language comprehension and production (Spada, 2007).
2.4.2 The Development of Communicative Competence in Europe

In Europe, the development of CLT was influenced by the pragmatists Austin (1962)
and Searle (1969), and the British linguists Firth (1957) and Halliday (1973) — the
neo-Firthian syetemic or functional linguistics — which views language as meaning
potential and context dependent in understanding language systems and how they
work. (Spada, 2007). What they all have in common is that they “saw the need to focus
on language teaching on communicative proficiency rather than on mastery of
structures” (Richards & Rogers, 2001, p. 153), on the attainment of specified standards
rather than on an individual’s achievement in relation to a group (Nunan, 1988a & b,
2006). The Council of Europe as an intergovernmental organization founded in 1949

performed especially a noteworthy role in promoting CLT.

The Council of Europe has been committed to developing a series of
competence-based framework for language learning, teaching and assessment.
Notably, three milestones have been set up by the Council of Europe, with a view to
promoting transparency, consistency and coherence among its member states (Little,
2002, 2005, 2006; Morrow, 2004), and with a focus on learners’ use of language
rather than language usage (Council of Europe, 2001).

(1) The unit/credit scheme for language teaching, the publication of Threshold
Level (van Ek, 1975, 1977) and the Notional Syllabus (Wilkins, 1976).

The most well-known are Munby’s (1978) study and the project conducted for the
Council of Europe in the 1970s to design a unit credit system, which resulted in the

semantically-based notional-functional synthetic syllabus to satisfy various
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occupational 1anguage needs (Richterich & Chancerel, 1977/1980; Wilkins, 1976).
The Threshold Level and the Notional Syllabus demonstrated a shift from a focus on
language forms to a specification of meanings and functions to better cater learners’
communicative needs {Richards & Rc).gcrs, 2001; Trim, 2004). Along with focus on
meanings and functions, applied linguists in Europe have also recognized “the

importance of a formal language component within CLT” (Spada, 2007, p. 275).

(2) The Common European Framework of Reference for Languages: Learning,

Teaching, Assessment (CEFR) (Council of Europe, 2001).

Following the line of communicative competence and the notional-functional syllabus,
the Council of Europe in the 1990s laid out six components which make up
communicative competence: (1) linguistic competence, (2) sociolinguistic competence,
(3) discourse competence, (4) socio-cultural competence, (5) social competence and
(6) strategic competence (van Ek & Trim, 1991). These categories were later
distinguished into tw **nain categories of language competences — general
competences and communicative language competences in the CEFR (Council of

Europe, 2001). The two concepts are further illustrated in the succeeding sections.

The CEFR, which is also addressed as the Framework, is a taxonomic reference tool
across languages, prepared between 1993 and 2000 through a process of scientific
research and wide consultation of over 30 different reference scales of levels as well as
over 2,000 competence descriptions. The Framework was officially faunched in 2001,
the European Year of Languages, in two languages — English and French —as a
~common basis for the harmonization of language teaching and learning in Europe and
for defining language learning outcomes. The purpose of the CEFR is to serve as a
descriptive tool to improve language competences, and to encourage transparency and

comparability in language teaching and learning arrangements and qualifications.

The Framework deploys a communicative, action-oriented, learner-centered view of
language learning and use. It describes in a comprehensive way what learners have to

learn to do in order to use a language for communication and what knowledge and
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skills leamers need to develop so that they can act effectively (Council of Europe,
2001, p. 1). The interactive relationship of the elements within the framework is best

captured in Goullier's illustrative model (2008, p. 27; see Figure 2.9).

general competgnces strategies commynicative competences

lingyjstic praTcmlfuusnc

language activities

domains and themes \
4

situation > task

l

identifiable outcome

Figure 2.9 Goullier's illustrative model

Figure 2.9 describes the taxonomic nature of the Framework, demonstrating in a
comprehensive Way what language learners, as ““‘social agents’ —~ members of society
who have tasks [...] to accomplish in a givch set of circumstances, in a specific
environment and within a particular field of action” {Council of Europe, 2001, p. 9) -
have to learn to do in order to use a language for communijcation and what knowledge
and skills they have to develop so as to be able to act effectively in a particular cultural
context. A task is defined in the document as “any purposeful action considered by an
individual as necessary in order to achieve a given result in the context of a problem to
be solved, an obligation to fuifill or an objective to be achieved” (Council of Europe,
2001, p. 10). A task exists only if the action is motivated by a goal or a need, either
personal or generated by the learning situation if such actions lead to an identifiable
outcome. Communicative tasks are considered to be the key focus of the
cmnmun{cative approach, and are used as the unit of analysis in syllabus development,

materials making and competence-based assessment (Council of Europe, 2001, 2004).
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This is in conformity with task-based language teaching (TBLT) — a learner-centered
process-oriented integrated language teaching approach, by transforming real world
tasks into pedagogical tasks so that learners can actively be involved in meaningful
communication in the target language (Candiin, 1987; Nunan, 1989, 2004; Wiilis,
2000).

In accordance with the action-oriented approach, the Framework is composed of a
two-dimensional “profiling grid” (Council of Europe, 2001), with six Common
Reference Levels in a series of parameters as vertical dimension and a set of
Descriptive Schemes as the horizontal dimension. With regard to its taxonomic
framework nature, the CEFR proposes the following three aspects: (1) a common
methodology for analyzing and describing situations and choices in language teaching,
learning and assessment; (2) a common terminology for all language and educational
contexts; and (3) a common scale of levels of language proficiency to assist with

goal-setting and learning outcome assessment (Goullier, 2008).

In terms of the dimensions of the CEFR matrix, the Common Reference Levels, as the
core of t_hc Framework, is a comprehensive system of six ascending levels of
proficiency for language skills, ranging under three broad bands (in ascending order:
A, B, C): basic (A), independent (B), and proficient (C), with each further divided into

two levels: Level 1 and Level 2, as shown in Table 2.2.

Table 2.2 Proficiency levels

Basic User Independent User Proficient User
Al A2 Bi B2 C1 2
Breakthrough Waystage Threshold Vantage Effective Mastery
(van Ek & {van Ek, (van Ek & Operational
Trim, 1991, 1977) Trim, 1991, Proficiency
1997) 1997)

Table 2.2 shows that the six sub-levels of proficiency are Breakthrough (Al),
Waystage (A2), Threshold (B1), Vantage (B2), Effective operational proficiency (C1)
and Mastery (C2) (Council of Europe, 2001, p. 23), with proficiency positively

described as “competence put to use” (ibid, p. 187). The six main levels are designed
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to meet four criteria related to two issues—description issues and measurement issues.
The reference levels are illustrated in *Can Do” statements (ibid, p. 25) for language

skills used for both formal and self-assessment.

The Descriptive Scheme is made up of a comprehensive and coherent structure of
parameters and categories of communicative language competences, a detailed
analytic account of the domains of language use and language learning,
communicative language activities and strategies, the nature of texts and tasks. The
communicative language competences are described by scales, and the communicative
language activities are in the areas of four skills — listening, speaking, reading and
writing, with a further distinction made between reception and production, interaction

and mediation (Council of Europe, 2001).

The Framework makes it possible to follow first the horizontal level and then ascend
on the vertical scale. It contains not only information related to KSCs that learners
need to develop as competent language users, but also the processes of language
acquisition and learning, as well as the teaching methodology. Since its formal release
in 2001, the competence-based CEFR has been implemented as a prototype for
curriculum devélopmem in the 46 European member states, with its adoption by many
other countries and organizations, such as Australia, Japan, Korea, New Zealand and
USA (Council of Europe, 2001, 2004). The United Nations has also adopted the
system for teacher training and staff in-service training in all United Nations

institutions across the world (Morrow, 2004).

(3) The European Language Portfolio (ELP) (Council of Europe, 2004).

The ELP, the companion piece of the CEFR, is viewed as a means of promoting
learner autonomy by involving learners in compiling their own portfolio through
reflective learning for the purpose of self-assessment in second and foreign language
learning. The ELP c.onsists of three obligatory components: (1) Language Passport,
which summarizes a learner’s linguistic identity; (2) Language Biography, which is

used to record a learner’s learning progress; and (3) Dossier, which contains a
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selection of work that best represents a learner’s capacities and achievement (Council
of Europe, 2004), with reference to the CEFR levels and descriptive scheme (Goullser,
2008; Little, 2002, 2009; Little & Perclova, 2001)—general competences and

communicative language competences, the typology for the current research.
2.4.2.1 General Competences

General competences are those not specific to language, but should regard a person in
general as an individual and a social agent. The general competences of language
learners or users consist of four sub-components: (1) knowledge of the world or
declarative knowledge (i.e., savoir), (2) skills and know-how (i.e., savoir-faire), (3)
existential competence (i.e., savoir-&tre), and also (4) the ability to leamn (i.e.,
savoir-apprendre) — the ability to engage in new experiences and to integrate new
knowledge into existing knowledge, with each incorporating its own sub-components
(Council of Europe, 2001, pp. 101-108). The relationship of the components and their

sub-components can be summarized in Table 2.3,

Table 2.3 Components of general competences

Components Subcomponents
Knowledge/Declerative Knowledge of the world
knowledge (savoir) Sociocuitural knowledge
Intercultural awareness
Skills and know-how Practical skills and know-how
(savoir-faire) Intercultural skills and know-how
Existential competence Attitudes, motivations, values, beliefs, cognitive
(savoir-étre) styles, personality factors
Ability to leam Language and communication awareness
{savoir-apprendre) General phonetic awareness and skills
Study skills

Heuristic skills

Declarative kmowledge (or savoir) results from experience/empirical knowledge and

from more formal leaming/academic knowledge. All human communication depends
on a shared knowledge of the world and of language which have been internalized by
persons taking part in. Skills and imow-how (or savoir faire) depends more on people’s

ability to carry out procedures than on declarative knowledge. Existential competences

47



(or savoir-étre) refer to the sum of the learners’ individual personalities, characterized
by the attitudes, motivations, values, beliefs, cognitive styles and personality types
which contribute to their personal identity in social interaction. 4bility to learn (or
savoir-apprendre), the meta-competence, is the ability to observe and participate in
new experiences and to incorporate new knowledge into existing knowledge,
modifying the latter where necessary. General competences thereafter indicate a

learner’s generic competences.
2.4.2.2 Communicative Language Competences

The term communicative language competences in the CEFR is an accumulation of the
linguistic experiences, consisting of three dimensions: (1) linguistic, (2)
sociolinguistic, and (3) pragmatic, with each comprising its own parameters and

categories (Council of Europe, 2001, pp. 108-130), as shown in Table 2.4.

Table 2.4 Components of communicative language competences

Components Subcomponents

Linguistic competences Lexical competence
Grammatical competence
Semantic competence

Phonological competence

Orthographic competence

Orthoepic competence
Sociolinguistic Linguistic markers of social relations
competences Politeness conventions

Expressions of folk-wisdom
Register differences

Dialect and accent
Pragmatic competences Discourse competence

Functional competence

Design/Interactional competence

According to CEFR (Council of Europe, 2001), linguistic competences, which
incorporates six components, refer to the ability to produce and interpret meaningful
utterances which are formed in accordance with the rules of the language concerned,
stored, organized and accessed, and the bearing of meaning. They form a central,

indispensable aspect of language learning, independently of the sociolinguistic value
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of its variations and the pragmatic functions of its realizations. They relate not only to
the range and quality of knowledge but also to cognitive organization and to the way
this knowledge is stored and to its accessibility. The orthoepic competence of the
linguistic competences is defined in the CEFR as the ability to read aloud.
Sociolinguistic competences, consisting of five aspects, refer to the knowledge and
skilis required to deal with the social dimension of language use according to a specific
social context. Pragmatic competences, being composed of three parts, are concerned
with the functional use of linguistic resources, drawing on scenarios or scripts of
interactional exchanges. In addition, pragmatic competences are concerned with the
mastery of discourse, cohesion and coherence, the identification of text types, forms,

irony and parody.

All the categories used in the CEFR are intended to characterize areas and types of
competences internalized by a social agent to account for observable behavior and
performance in two dimensions — general competences and communicative language
competences, with the former broken down into knowledge, know-how, existential
competence and the ability to learn (i.e., KSCs), and the latter into linguistic,

sociolinguistic and pragmatic competences, as illustrated in Figure 2.10.

Individual genegal competences and communicative langugge competences

Lingwstic Sociolinguistic =~ Pragmatic

Knowledge Know-how  Existential competence Ability to leamm

Figure 2.10 General competences and communicative language competences

In view of the competence dimensions, the CEFR’s classification of general
competences and communicative language competences is a synthesis from multiple
disciplines. Due to their wide application and adoption as a guiding framework for
harmonizing language learning, teaching and assessment, the Framewaork, after having
been subjected to empirical research in different countries, has been shown to have

good validity (Council of Europe, 2004). In the current study, the goal-directed,
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action-oriented taxonomic language competence frameworks are therefore adopted as

a guiding framework for conducting data analysis.

2.5 Language Competences in the New NVES

This sections presents a text analysis of the newly released NVES (New Vocational

English Syllabus} (MOE, 2009b), following the guiding framework of the CEFR.
2.5.1 Structural Components

As indicated in the section of 2.2.2, social reconstructivism views “schooling as an
agency of social change”, and demands “that education be relevant both to the
student’s interests and to society’s needs. Curriculum is conceived to be an active
force having direct impact on the whole fabric of its human and social context” (Eisner
& Vallance, 1974, p. 135), with its focus on both the theoretical and empirical aspects,
which are context- and practice- oriented (Connelly & Xu, 2008). As stated in the
section 1.2.3, the aims of the new NVES is “employment-oriented, competence-based,

and learner-centered” (MOE, 2009b).

The structural components of the new NVES can be classified into four categories

after Tyler’s (1949) four fundamental curriculum questions:

1. What educational purposes does the educational institution seek to attain?
2. What educational experiences are provided to attain these purposes?
3. How are these educational experiences organized?

4. How is theattainment of these purposes or the value of these experiences to be
evaluated? (p. 1)

In language education, “the first two questions have to do with syllabus design, the
third with language teaching methodology, and the fourth with assessment and
evaluation” (Nunan, 2006, p. 55). Table 2.5 demonstrates the four canonical

curriculum starting points and its corresponding language components in the new

NVES.
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Table 2.5 The structural components of the new NVES

Curriculum elements The structural components and sub-components in
the new NVES
Aims and goals (1) The nature of curriculum and tasks

(2) Curriculum aims and goals

Curriculum content (3) Teaching content
Phonelogical knowledge
Communicative functions
Communicative themes
Grammatical structures
Glossary
{4) Skill requirements
General English (GE) module
Extended English (EE) module
English for Vocationzl Purposes (EVP) module

Curriculum organization (5) Teaching implementation

Evaluation {6) Evaluation and assessment

The structural components of the new NVES consist of six parts: (1) the nature of
curriculum and tasks; {2) curriculum aims and goals (see also 1.2.3.2); (3) teaching
content, which includes such basic English knowledge as phonological knowledge,
communicative functions, communicative themes, grammatical structures, and
g!'ossary, which are discussed in details in section 2.5.2.2; (4) skill requirements,
incorporating requirements for the three modules — GE, EE, and EVP — respectively,
are discussed in section 2.5.2.1; (5) teaching implementation, with five guiding
principles for implementing a competence-based learner-centered curriculum, and yet
no specific guidance and examples are provided in the document on how to select and
organize the teaching and learning content in terms of situations, social roles, and
language functions (van Ek 1975, 1977); and (6) evaluation and assessment, which
advocates multiple ways of evaluation by encouraging teaching implementation at
different levels to conduct both formative and summative evaluation (Brown, 1988,
2005), which marks a significant milestone as the assessment focus of the previous
NVES was solely on summative aspect with formative evaluation greatly ignored
(Biermann, 1999). The six parts in the new NVES are approximate to Tyler’s (1949)

four essential curriculum rationale. The new NVES is further in conformity with the
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competence typology (Winterton et al., 2006) (see 2.3.2) and the CEFR language

competence framework (see 2.4.2).

The new NVES, the national yardstick of curriculum guideline, works as an /ntended
curriculum at the societal level for implementation at the institutional and instructional
levels (Goodlad & Su, 1992), incorporating four curriculum commonplaces: (1)
learners, (2) teachers, (3) subject matter, and (4) milieu (Schwab, 1973). These four
essential ingredients interact with each other to determine the nature of learning, the
experiential/attained and implemented curriculums at the institutional and the

instructional levels (Connelly & Xu, 2008; Goodlad & Su, 1992)
2.5.2 Language Competence Dimensions in the New NVES

With regard to the language competences in the new NVES, two matrices of
competence parameters are discussed with reference to the CEFR (Council of Europe,

2001), namely, the levels of scales on the vertical axis and descriptive schemes on the

horizontal axis.
2.5.2.1 Leve! of Scales on the Vertical Axis

As discussed ih the section 2.3.2, the competence-based curriculum has moved away
from its previous KSA typology (see se®§on 2.3.1) on language input into the KSC
typology (Wintegipn et al., 2006), focusing on language output or outcomes. Outcome
statements are standards of performance against which learners’ progress and
achievement can be compared (Brindley, 1998). The competence-based new NVES,

together with its levels of scales, forms a three-level grid, as presented in Tabie 2.6.

Tabla 2.8 Modules and laval of scales

Modules Levels of scales

English for Vocational Purposes Specific requirements for service- and
(EVP) Module manufacturing-oriented sectors
Extended English (EE) Module Advanced lavel

General English (GE) Module g'::;“l:dvz" level

Table 2.6 shows that the three ascending levels of competence requirements: (1) basic
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level, (2) intermediate level and (3) advanced level, and a non-specified requirement
for the EVP module, with each incorporating its own range and scope of competence
dimensions. All the skill requirements in the new NVES are stated in behavioral
“Can-Do" statements so that the learning outcomes are more clear, observable and
measurable. The requirements for affective factors and cognitive and meta-cognitive

learning strategies are also incorporated into the levels of requirements.

The GE module incorporates two levels of scales — basic requirements and
intermediate requirements. The basic level in the GE module is the minimum
requirement for all learners across the mainland China while intermediate level is for
learners whose language competences are beyond the minimum requirements. The
advanced level in the EE module is aimed at those learners who are expected to
receive higher vocational education. There is no specified teaching hours for the
Extended English (EE) module. It is suggested that each individual school makes its
own arrangements according to their own situational exigencies. The EVP modute
lays down some general requirements for two general industry sectors — service and
manufacturing. Given the diverse specialties and the vague categorization of
specialties, the new NVES recommends that each individual school make their own
specific EVP requirements, taking into account its own specialty set-up. Given the
regional diversity and individual differences of senior secondary VE in mainland
China, the level of scales should be more flexible and diversified to cover broader
ranges of {anguage competences. The levels of classification, however, appear to be
rigid and inﬁexible in judging a learner’s language learning outcome as different
learners’ language skills may not develop at the same rate. Even for the same language
\

learner, his/her language skills may develop unevenly at different stage of learning.
2.5.2.2 Descriptive Schemes on the Horizontal Axis

The horizontal dimension is composed of the three KSC categories — cognitive
competence (i.e., general and linguistic knowledge), procedural competence (i.e.,
skills), and meta-competence and social competences (i.e., behaviors and attitudes), as

described in Table 2.7.

-
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Table 2.7 The competence dimensions of the new NVES

Cognitive competence (general & Functional Meta-competence Sociai
communicative language competences) competence competence
Communicative Sub-components Language Learning Attitudes
language skills strategies &
competences motivation

Phonological Listening Within skill Stated in

competence Speaking requirements curriculum

L Lexical competence Reading goals

Linguistic . "

Grammaticai Writing
competences

competence

Semantic

competence

Linguistic markers
of social interaction
Politeness
conventions
&egisler differences

Sociolinguistic
competences

(Diiqourse
bompetence
Functional
competence

Pragmatic
competences

-

The new NVES incorporates mainly linguistic competences. Unlike the six
sub-components in the CEFR (see 2.4.2.2), the linguistic competences in the new
NVES include only the following four competences: (1) phonological competence, (2)
lexical competence, (3) grammatical competence and (4) semantic competence. The
reason that the new NVES includes phonological competence is that a large stream of
learners lack essential knowledge concerning phonology and pronunciation. The new
NVES requires learners to acquire essential phonetic and phonological knowledge for

developing their communicative language competences.

Glossary and grammatical structure list occupy two thirds of the curriculum document
(MOE, 2009b). Vocabulary selection and grammar gradation are two key concepts of
syllabus design (Halliday, McIntosh & Strevens, 1964; Mackey, 1965; Fries, 1952;

_ Hornby, 1954). The new NVES consists of a glossary list of around 2,200 words and
expressions, with the inclusion of vocabulary for the nine-year compulsory education
syllabus and other frequently-used vocational vocabulary, Among the lexical stock,
around 1,700 words and expression are considered essential, which indicates that they
constitute the basic threshold level. On the basis of the required core vocabulary, there

are 200 more words and expressions, indicating lexical requirements for the
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intermediate level. There are then a further 300 marked words and expressions,
indicating lexical requirements for the advanced level. According to the curriculum
document (MOE, 2009b), the word list was developed through the comparison of
word frequencies from 16 national and international word lists, along with some
frequently used educational and vocational word lists. The word list in the new NVES
is more empirically-grounded than the previous version. However, further research
needs to be conducted on the lexical aspect of vocational English education to see how

lexical competence is cultivated in the implemented curriculum.

In view of grammatical competence, the selection of grammatical items have been
organized more concisely in the new NVES than in the previously issued version. The
basic level learners are required to master all the grammatical items listed in the new
NVES without the asterisk mark, the intermediate level learners to master more items
with one asterisk mark, and the advanced level learners to master even more items
with two asterisk marks. The issue of the sequence that items should follow and how
the items should be integrated in the learning materials to achieve maximum leaming
effects (Celce-Murcia, 1985) is another crucial aspect that also requires further future
study. Corder (1973) and Martin {1978) have suggested a cyclical and spiral treatment
of grammatical items. Given learners’ current English level, the new NVES suggests
that the selection and gradation of the grammatical items be treated in a cyclical and

spiral way in textbook and teaching material development.

From the semantic aspect, the new NVES contains a list of communicative functions
and notions, as well as a list of communicative themes. The list of communicative
functions cover 16 frequently used functions and notions, with eight stipulated at the
basic level: (1) greeting and saying goodbye, (2) introducing oneself and others, (3)
expressing thanks and making apologies, (4) making appointments and invitations, (5)
expressing wishes and congratulations, (6) asking for and offering help, (7) expressing
agreement and disagreement, and (8) accepting and rejecting. These notions and
functions serve as the guideline for textbook and teaching material development as

well as test development.
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The list of communicative themes contains ten categories: (1) personal information
and family, (2) school life, (3) daily life, {(4) leisure and entertainment, (5‘) health, (6)
living environment, (7) travel, (8) science and technology, (9) work, and (10) festivals
and customs. Each topic further consists of sub-themes or topics, covering learners’
personal, public, educational and vocational domains. The themes, along with the
communicative notions and functions, enable textbooks and lessons to be organized
topically rather than in the form of language units (Tomlinson, 2003). The new NVES
suggests that communicative themes related to the world of life and the world of work,
with categorized communicative functions and activities incorporated to cultivate
learners’ communicative competence (Hymes, 1972; Halliday, 1973; Canale & Swain,

1980; Canale, 1983).

The four linguistic knowledge areas are explicitly marked out in the curriculum
document while other two competences—sociolinguistic and pragmatic—are implicitly

indicated in the skill requirements.

The procedural/skill competence includes the graded requirements in the form of
“Can-Dao"” statements for the four language skills (i.e., listening, spegking, reading and
writing) (see Table 2.7), along with interpretation and/or translation at the higher
levels—intermediate and advanced. The competence-based currjculum gives a clear
and concise description of targets to be attained and ladder-like levels of attainment,
although the three graded levels are generally considered too general in coverage

given the learner and learning diversity in mainiand China.

Meta-competence, also referred as personal strategic competence, is incorporated into
the skill requirements in the new NVES. It is the competence that can enable learnags
to become self-regulated (Lantolf, 2003, 2005, 2007; Lantoif & Thorne, 2006; Lantolf
‘& Poehner, 2008) iff their current study and lifelong learning, and to encourage
learners’ involvement in meaningful language use in real life and workplace situations. -
Other than the incorporation in the skill requirements, learning strategies are not made
salient in the curriculum document whereas curriculums for junior and senior N

secondary English have both given a much heavier weight on enhancing learners’
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learning strategies.

Social competence — the competence to become a competent social citizen in the
knowledge society -~ is only stated in the curriculum goals. Generally, the new NVES
is a standards-based curriculum with specified standards or requirements in the form

of “Can-Do” statements for assessing language at three levels of performance. -

To conclude this section on the competence dimension analysis of the new NVES,
Boreham’s (2002) comment on what constitutes a curriculum is that “(k)nowledge
constituted in a curriculum is more than printed words in a syllabus ~ it is embodied
within teachers and students, and socially constructed in interaction between these and
other actors in the curriculum process” (pp. 230-231). The new NVES as the official
guideline of the intended curriculum at the macro societal level provides a guiding
framework for the school-based intended curriculum — the implemented curriculum at
the meso institutional level — and for assessing the attained or experiential curriculum
of learners at the micro instructional classroom level. Curriculum implementation is,
however, a complex and complicated process. As indicated in Chapter One (sec
section 1.2.5), there is litter research, in particular needs analysis, conducted on
learners’ language competences instructed, acquired, or perceived at vocational senior
secondary schools in mainland China. It is therefore imperative to conduct an NA of
language competences for curricilum development, implementation, and material

development.

2.6 Summary

In this chapter, the notion of competence along with its related concepts has been
discussed to lay the groundwork for a discussion of a competence-based typology.
With reference to the KSA typology, a competence-based prototype typology of KSCs,
which focuses on language learning outcomes rather than input, has been described.
Language competences, as crucial components of key competences have been dealt
with, following the classification category in the CEFR — general competences and
communicative language competences, with each containing certain subcomponents.

As a key component of curriculum development and organization, language
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competences have further been discussed in the newly issued NVES (MOE, 2009b),
along two matrix~-levels of scales on the vertical axis and descriptive schemes on the

horizontal axis, following the KSC typology and the CEFR competence framework.
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Chapter 3 Literature Review: Needs Analysis

In this chapter, a comprehensive study of needs analysis (NA) is conducted. First, the
conceptualizations of needs and NA are introduced. Then, six approaches to NA are
described. Finally, a review of approaches to NA are presented, followed with the

description of an integrative approach to NA in the current study.

3.1 Introduction of NA

The terms needs, needs analysis and needs assessment have been established for over
five decades in the field of ESP (English for Specific Purposes)/EAP (English for
Academic Purposes)/EOP (English for Occupational Purposes)/EST (English for
Science and Technology)/EBP (English for Business Purposes) (Allwright & Bailey,
1991; Berwick, 1989; Brindley, 1984, 1989a & b; Flowerdew & Peacock, 2001a & b;
Hutchinson & Waters, 1987; Hyland, 2006; John & Dudley-Evans, 1980; Jordan,
1997; Munby, 1978, 1984; Ostler, 1980; Robinson, 1980, 1991, Savignon, 1983;
Shipman, 1988; Strauss, 1993; Swales, 1985, 1990; Tarone & Yule, 1989; van Lier,
1988, 1996; Widdowson, 1981, 1983; Yalden, 1985), and the ESL (English as a
second language)/EFL (English as a foreign language) literature (Long, 2005c;
Robinson, 1991; Stern, 1992). As is commonly accepted, NA is a prerequisite or a
must in identifying learners’ learning needs due to time constraints, institutional and
learner expectations (West, 1994, 1997) for effective curriculum and course design
and assessment (Dudley-Evans & St. John, 1998; Hutchinson & Waters, 1987; Long,
2005¢; Robinson, 1991; van Lier, 1988). It is not only widely used in the areas of
English for Specific Purposes (ESP) (Hutchinson & Waters, 1987) and English for
Academic Purpose (EAP) (Hyland, 2006), but also in general syllabus design (Nunan,
2006) as well as in the field of VESL (Vocational English as a Second Language)
(Jasso-Aguilar, 2005). Statements of the aims and objectives of curriculum
development, syllabus design and language learning and teaching should be based on
the analysis of the needs of society and the subject, and in particular the needs of

learners (Taba, 1962; Nunan, 2006),
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3.2 Conceptualization of Needs

The term needs, long been a key concept in the field of education, has been extended
beyond its original reference of human needs, which Maslow (1970) distinguished into
a hierarchy of five levels of human needs: (1) physiological, (2) safety and security, (3)
belongingness and love, (4) esteem, and (5) self-actualization. According to Maslow,
individuals instigate, direct, and sustain activity to satisfy certain needs that are
hierarchical in nature, beginning with fundamental biological needs and progressing
upwards to psychological and more expressive needs. Beyond Masiow’s hierarchical
human needs, there exist needs in education in general and needs in language

education in particular.

In language education, the very concept of needs has never been clearly defined and
remains ambiguous (Richterich, 1983; van Hest & Oud-de Glas, 1990). The term
needs is usually considered “an umbrella term” (Richterich, 1983, p. 2; Hutchinson &
Waters, 1987, p. 55), which can be defined, interpreted and analyzed in different ways.
Like curriculum, which is not value free, needs are value-laden as well. As Berwick
(1989) indicates, “The problem with defining needs, then, lies in the specification of
who needs what, as defined by whom—-and a clear understanding by clients or
prospective learners that the syllabus will inevitably represent a collection of
authoritative, informed opinions about what should be taught ...” (p. 53). The

selection of needs hence reflect the philosophical stance that the researchers take.

The term needs in linguistics, which was proposed by Munby (1978), was an early
endeavor in the direction of specifying communicative language needs, using both
subjective and objective tools to obtain information. Like the two senses of needs as
noun and verb (Witkin & Altschuld, 1995), there exists a plethora of needs in
language education (Kaufman, 1979; Stufflebeam et al., 1985; Witkin, 1991), namely,
objective and subjective (Brindley, 1989b, p. 65), with objective needs in relation to
such information as “iearner’s biographical data, learning purposes and language

proficiency” (Medgyes, 2005, p. 439) and subjective needs to “the learner’s attitudes,
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preferences, wants and expectations” (ibid.); perceived and felt (Berwick, 1989, p. 55);
perceived as opposed to real, or subjective as opposed to objective needs (Chambers,
1980, p. 33); target situation/goal-oriented needs (further classified into necessities,
lacks and wants) and learning needs (Hutchinson & Waters, 1987, p. 55); process
oriented and product-oriented needs (Brindley, 1989b, p. 63); and micro and macro
needs (McArdle, 1998, p. 16). Objective, real and perceived needs are derived
externally from facts and can be verified; subjective and felt needs are derived
internally and correspond to cognitive and affective factors. Product-oriented needs
are derived from the target situation which the learners will encounter and where they
will be expected to perform, using English (Brindley, 1989b); process-oriented needs
are derived from the learning sitvation “to identify and take into account a multiplicity
of affective and cognitive variables which affect learning, such as learners’ attitudes,
motivation, awareness, personality, wants, expectations and learning styles” (Brindley,
1989b, p. 63). These definitions, in particular, product-oriented needs and
process-oriented needs (Richterich & Chancerel, 1977/1980) correspond to the two
senses of needs—needs as noun and verb (Witkin & Altschuld, 1995), with the former

focusing on the target situation and the latter on the learners.

Different learners may have different learning needs, with their needs shaped by social,
economical, cultural and political factors (Skilbeck, 1994; Tomilinson, 2003). Needs,
moreover, are not wants, wishes, desires or necessities, but are inferences drawn from
reality and expectations. It is a process of exploration and cause finding, and a process
of knowing to find out the reasons and solutions to improve an existing condition
(Medgyes, 2005; Tarone & Yule, 1989). The discussion of needs analysis is discussed

in the following section.

3.3 Conceptualization of Needs Analysis/Assessment
The abbreviated form NA corresponds, in fact, to two terms needs analysis and needs
assessment. In the field of education and training, needs assessment is used more

frequently while in language education needs analysis is more commonly used

(Hutchinson & Waters, 1987). Essentizally, NA is about gathering and interpreting
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information. The term needs analysis is adopted in the current study although the two

terms are treated as being interchangeable.

3.3.1 The Historical Overview of NA

Knowledge of the history of NA development is considered essential to language
teachers andwpplied linguists (Swales, 1985, 2001; West, 1994; Long, 2005c). The
historical overview can provide a panorama of its development across time and shed

light on the current study.

The term analysis of needs originated in India in the 1920s (Howatt, 1984, p. 245;
Tickoo, 1988; White, 1988, pp. 12-13), with Michael West initially adopting the term
to describe the needs of secondary-level learners. The term went silent for almost five
decades after West, and came to central prominence with the advent of ESP, for which
NA has become an important instrument in course design. The focus and scope of
needs analysis have since undergone four stages of development (West, 1994, Swales,

2001), roughly corresponding to the development of ESP.

The early 1970s are considered to be the first stage with its focus on EOP (English for
Occupational Purposes) — a branch of ESP (Hutchinson & Waters, 1987, p. 17), with
target situation analysis (TSA) as its scope of analysis (ELTDU, 1970; Richterich,
1980). The focus of EOP was to identify the special features of different registers in
terms of grammatical and lexical features at the sentence level (Ewer &
Hughes-Davies, 1971-1972). The concept is associated with the work of Halliday,
McIntosh and Strevens (1964) and Swale (1980), the work of those associated with the
Council of Europe (Richterich & Chancerel, 1980; Wilkins, 1976), and related studier,
in particular Munby’s (1978) Communicative Syllabus Design.

The first NA model was proposed by Richterich (1972) in the context of the Council of
Europe’s Modern Language Project (Trim ef al, 1973). The most influential model of
TSA was Munby’s Communicative Needs Processor (CNP) (Munby, 1978), a
complex and detailed analytic tool for establishing a profile of a learner’s

communicative needs, which were then transformed into a list of a communicative
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competence specification in terms of communication purposes, communicative setting,
the means of communication, language skills, functions, structures, etc., which formed
the basis of the target syllabus specifications (Brindley, 2000) or taxonomies of

communicative needs (Hutchinson & Waters, 1987; Munby, 1978).

Munby’s model represented a shift in linguistics from understanding the roles of usage
to the use of language in communication with the use of authentic data for real life
purposes in real life settings (Widdowson, 1978). NA conducted during the period
focused on the notions and functions supposedly required to satisfy various
occupational language needs, with “insights into the nature of specific language
needs” (Hutchinson & Waters, 1987, p. 2) being provided. The model with its chief
focus on course needs rather than learners’ wants, motivations and learning strategies,
however, fails to consider learners as a whole person in the process of language
learning. Munby’s model was criticized for ignoring learners’ learning needs “since
cognitive and affective variables such as the learner’s attitudes, motivation and
learning style were deliberately excluded from the analysis” (Medgyes, 2005, p. 439),
yielding inappropriately designed courses (Brindley, 1989b).

The late 1970s saw the second stage of NA development, with the focus having shifted
more towards EAP, although with the scope of analysis still on TSA (Mackay, 1978).
During this period, interest moved away from register analysis to rhetorical or
discourse gnalysis—the level above the sentence, to identify textual organizationa
patterns and discourse markers (Trimble, 1985). “The leading lights in this movement
were Henry Widdowson in Britain and the so-called Washington School of Larry
Selinker, Louis Trimble, John Lackstrom and Mary Todd-Trimble in the United
States” (Hutchinson & Waters, 1987, p. 10).

The 1980s witnessed the development of NA into its third stage, with its focus and
scope of analysis both broadened. The focus embraces both ESP and general language
education, with the adoption of procedural (Prabhu, 1987), process (Breen, 1984) or
task (Long, 2005¢c; Nunan, 2006) syllabuses. The scope of analysis includes target

situation analysis (TSA) as well as deficiency analyses, strategy analysis, means
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analysis and language audits (Allwright, 1982; Allwright & Allwright, 1977,
Dudley-Evans & St. John, 1998; Holliday & Cooke, 1982; Tarone & Yule, 1989).

In the early 1990s, NA developed into its fourth stage, with its scope of analysis
further broadened to embrace practicalities and constraints, teaching methods,
learning strategies, integrated or computer-based analyses and materials selection
(Jones, 199‘1), this time under the influence of social constructivism, discourse
analysis and systemic functional linguistics (Dudley-Evans & St. John, 1998). The
widened scope indicates an integrated view of language, learner and context. The
scope includes both linguistic and learning factors and treats the learner as a whole
person in the learning community (Lave & Wenger, 1991). The socialization
perspective frames language as discourse practices in a particular context—the
immediate situation in which learning and language use occur (Halliday, 1994 )-rather
than as a set of discrete skills. The focus has moved from an outsider's view “which
focused on the notions and functions supposedly required to satisfy various
occupational language” (Long, 2005¢, p. 21) to an insider’s view, with emphasis
further on the notion of intertextuality and rights analysis (Hyland, 2006). The new
approaches require NA to be conducted using ‘tasks’—authentic or simulated—as units
of ana‘lysis (Long, 2005¢c; Long & Robinson, 1998; Long & Crookes, 1992, 1993;
Long & Norris, 2000; Robinson, 1998; Skehan, 1998a & b), rather than using
linguistic units as the unit of analysis. The new approaches also adopt multiple sources
and methods for data collection. The different set of data from the various sources and
methods can then be triangulated to produce credible results (Jasso-Aguilar, 2005;
Long, 2005¢).

The above-mentioned four stages indicates that the focus and scope of NA have
experienced a substantial development owing to the work of pioneers in both ESP and
EAP, who have laid the foundations “in the form of conceptual ground-clearing,
complexities of domain-specific language use” (Long, 2005¢, p. 5). In five decades,
the focus of NA has developed from the early NA of EOP, to later EAP, and to the

recent general language learning study, with a shift from looking at surface linguistic
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features of the target situation to looking below the surface and understanding the
underlying interpretive strategies of language use, and from an exclusive concern with
descriptions of language use towards an interest in the communicative needs of the
learners (Nunan, 2006) as learners play a crucial role in language learning. In order to
participate effectively in communicative events, learners must acquire necessary
competences, put those competences into action and employ strategies necessary to
bring the competences into action (Council of Europe, 2001). The scope of NA has
been broadened from Munby's (1978) syliabus specification derived from target
situation needs on the Jinguistic aspect of ESP to encompass the full educational
process with its focus on learners as whole persons “for running an entire system”
(Richterich, 1983, p. 12) in the vein of evaluative research (Cohen et al., 2000, p. 391).
NA without taking learners’ needs into account “will be inefficient, at the very least,
and in all probability, grossly inadequate” (Long, 2005b, p. 1). At present, the results
of NA have been applied to areas of applied linguistics, language teaching and
assessment methods, learning materials and resources (Medgyes, 2005), material
design (Cunningsworth, 1983), and language test construction (Alderson & Clapham,
1992).

3.3.2 NA in Language Education

-

As Chambers indicates, NA “is of course not original to EFL, it is one that has been
adopted as relevant from other fields. When it was adopted it filied a gap, and served
its purpose by creating an object from an activity for us to be able to manipulate”
(1980, p. 33). West (1994) defines NA as “what learners will be required to do with the
foreign language in the target situation, and how learners might best master the target

language during the period of training” (p. 1).

Rather than treating NA as an outcome—a one-size-fits-all approach, NA is considered
as a process of an ecosystem. In more formal and broad terms, NA is defined by Pratt
as “an array of procedures for identifying and validating needs, and establishing

priorities among them™ (1980, p. 79). Richards, Platt, and Weber further claimed that

NA is “the process of determining the needs for which a learner or group of learners
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requires a language and arranging the needs according to priorities. NA makes use of
both subjective and objective information (e.g., data from questionnaires, tests,
interviews, observations)” (1985, p. 189). Stufflebearn, McCormick, Brinkerhoff, and
Nelson also define NA as “the process of determining the things that are necessary or
useful for the fuifillment of a defensible purpose” (1985, p. 16). Medgyes (2005)
further regards NA as “the process of gathering and interpreting information on the
uses to which language learners will put the target language (TL) following instruction;
and what the learners will need to do in the learning situation in order to learn the TL”
(p. 438). Hyland (2006) moreover regards NA as a more comprehensive approach,
defining NA as a “technique for collecting and assessing information relevant to
course design: it is the means of establishing the fow and what of a course. It is a
continuous process, since we modify our teaching as we come to learn more about our
students, and in this way it actually shades into evaluation—the means of establishing
the effectiveness of a course” (p. 73). NA hence is “the systematic collection and
analysis of all subjective and objective information necessary to define and validate
defensible curriculurn purposes that satisfy the language learning requirements of
students within the context of particular institutions that influence the learning and

teaching situation™ (Brown, 1995, p. 36).

The above discussion indicates that NA in language education is an on-going
systematic, cyclical process (Richterich & Chancerel, 1980; Yalden, 1983; Tomlinson,
2003) of identification and interpretation to be conducted with the use of many kinds
of tools at different stages to achieve a desired effect or outcome, with NA both as an
end as well as a means. Systematic is in the sense that it progresses via data collection
from multiples sources and multiple methods and set priorities according to the
significance of the needs in the Whole process of NA (Witkin, 1991; Witkin &
Altschuld, 1995); cyclic in the sense that NA is not a static once-for-all product
approach but rather a dynamic ecosystem (Holliday, 1994), and a process of disclosing
the reasons and solutions to improve the existed condition (Richterich & Chancerel,

1980; Tarone & Yule, 1989; West, 1994; Yalden, 1983).
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3.3.3 Phases and Levels o_f NA

Witkin and Altschuld view needs identification and needs analysis as “part of the total
process of NA (needs assessment)” (1993, p. 10) of three phases: (1) preassessment, (2)
assessment, and (3) postassessment (Witkin & Altschuld, 1995, p. 5), with three levels

of needs—primary, secondary, and tertiary (Witkin & Altschuld, 1995, p. 10).

The individuals at Level | (primary), the heart of the NA process, are service receivers
(e.g., learners in the current study) for whom the system ultimately exists. The people
at Level 2 (secondary) are service providers and policymakers (e.g., teachers,
ingpectors, graduate students, and employers), who have either direct or indirect
relationship with those at Level 1. Those at Level 3 (fertiary) are not people but
reseurces or solutions (e.g., facilities, learning resources, curriculum, class size, time
allocation, school learning environment) (Witkin & Altschuld, 1995, p. 11). These
three levels of needs correspond to Schwab's (1973) four commonplaces—learner,
teacher, subject matter and milieu, with all the other three factors centering on subject

matter (i.e., English).

With regard to the levels of needs, the boundaries between each phase of NA are in
fact not fixed. The classification of phases is simply to “‘suggest a time progression of a
given set of tasks” (Witkin & Altschuld, 1995, p. 14), although there might be a degree

of overlaps between stages.

(1) Preassessment, which is exploratory in nature, is the first stage, whose main
function is to “determine what is already known about needs in the system; to identify
issues and major areas of concern; and to decide on system boundaries, focus and
purpose of the NA, potential sources of data, how the information will be used, and
what kind of decisions will be made on the basis of the findings” (Witkin & Altschuld,
1995, p. 14). In the current study, this stage will be the process of devising research
questions and defining NA criteria for the next phase of the research—the mixed

methods study.

(2) Assessment is the second stage for data gathering, the biggest hurdle in the research,
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which entails the selection of research participants, the research setting and the venues
for conducting research. Information and opinions related to the research questions are
collected and analyzed. Researchers have noted the importance of educational or
institutional constraints for NA so that avaidable resources can be provided and
delivered for local situations (Berwick, 1989; Dudley-Evans & St. John, 1998;
Holliday, 1995a & b)

(3) Post-assessment is the third stage, which is the bridge to the utilization of data and
plans for action. “The principal tasks are to set priorities and criteria for solutions,
weigh aiternative solutions, and formulate action plans for program changes or other
interventions. Information on the NA design, results, and recommendations for action
are communicated to decision makers and other stakeholders, and relevant information
is prepared for archives and other uses. The evaluation of the NA itself also occurs in
Phase 3" (Witkin & Altschuld, 1995, p. 14). [n the current study, the preliminary
priorities of needs are established, and analyses of underlying causes related to the
three system levels—service receivers (i.e., learners), service providers (i.e., teachers,
graduate students, employers, inspectors) and resources (i.e., facilities, resources,
learning environment, etc.)-are conducted via both quantitative and qualitative
methods. It is in this phase that the findings are interpreted and suggestions are made

for future action.

The three levels of needs, together with the three-phase model, treat NA in the current
study as an ongoing and cyclical process of strategic planning, program
implementation, and evaluation. The current study adopts the three-phase model to
identify and describe the areas of needs, discover relevant salient and latent factors,
and make suggestions to inform and improve the levels of curriculums with regard to

learners’ language competences for senior secondary VE in mainland China.

3.3.4 NA in Mainland China

In language teaching in mainiand China, NA has been applied to curriculum

development (Cui, 2009; Ni & Liu, 1994, 2006; Ni, 2007; Shen, 2006; Shu, 2004),
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tcxtb{[;:alz writing (Cheng, 2002; Li & Gong, 1994), syllabus design (Guan, 2005; Jing,
1999; Ying, 1996), curriculum implementation (Lu, 1995; Wu, 2001; Zhang, 2004),
curriculum assessment (Yu, 2002), and educational policy (Fu ef al., 2001) at
secondary and tertiary education, with little research conducted at senior secondary
VE. Most research studies, moreover, have mostly adopted a single approach, such as
target situation analysis, present situation analysis, on citiwr linguistic aspects or
learners’ learning needs, without taking a more comprehensive systematic and cyclic

approach to NA.

Conducting NA therefore is not only important for curriculum development, but also
for curriculum implementation and assessment at senior secondary VE in mainland
China. In conducting linguistic NA, it is important to take an integrative approach to
NA so that VE can maximally reflect learners’ objective needs and their felt subjective
needs (Brindley, 1989b; Robinson, 1991). It is expected in the current study that
through NA the gaps between the formal senior secondary vocational education and
the targeted workplace can be identified and better linked for a more bgJanced

curriculum. -

3.4 Approaches to NA

In the past three decades, various NA studies have been conducted on the needs of
learners, with such pioneers as Munby, Jordan, Macky, Swales, Trim, van Ek, to
name just a few (Long, 2005b), whose research findings have enriched the theory and
practice of NA. West (1994) lists five approaches to needs analysis: target-situation
analysis, deficiency analysis, strategy analysis, means analysis, and language audits.
Jordan’s (1997) somewhat similar list includes rarges-situation analysis,
present-situation analysis, deficiency analysis, strategy analysis, means analysis,
language audit and constraints. A number of other approaches to NA exist —
essentially from the perspective of curriculum development. Among these are
Wiggins and Mctighe’s (2005) classroom-based process approach, Skilbeck's (1976)
situational analysis and Walker's (1971) natural approach. The current study adopts a

more comprehensive approach — incoorporating target situation analysis, present
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situation analysis, deficiency analysis, strategy analysis, means analysis and
language audits, as shown in Figure 3.1. NA is therefore considered both a means as

well as an end, with NA considered as a dynamic and cyclic ecosystem.

Approach NA

Target situation Present situation Deficiency Stratepy Means Language
analysis analysis analysis analysis analysis audits

Figura 3.1 Approaches to NA
3.4.1 Target Sltuation Analysis

Target situation analysis (TSA) is the best known landmark in the development of NA.
The purpose of TSA “is devoted to establishing the learners’ language requirements in
the accupational or academic situation they are being prepared for” (Chambers, 1980,
p. 29). TSA concerns learners’ future roles and the linguistic skills and knowledge
they need to perform competently in their disciplines. TSA relates to learners’
communication needs rather than their learning needs and involves mainly objective

and product-oriented data.

The earliest TSA procedures were designed to determine how much English was used
(Ewer & Hughes-Davies, 1971, p. 106}, usually with a questionnaire (Mackay, 1978).
The most extensively used TSA was the one devised by the English Language
Teaching Development Unit (ELTDU, 1970) with a classification of 20 activities to
cover all business and commercial situations in four aspects of language skills, with

the procedure later adopted by other researchers (e.g., Gardner & Winslow, 1983).

The first TSA mode! was the one proposed by Richterich (1972) in the context of the
Council of Europe’s Modern Language Project (Trim et af, 1973), which was designed
to produce a unit credit system for describing language proficiency for use chiefly by
European citizens crossing linguistic borders within the European Economic

Community (EEC) under the influence of lifelong education. Richterich’s model was
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developed on a set of categories for establishing learners’ communicative
requirements in the target context of language use. The desirability resulted in
Wilkin’s (1975, 1976) universal, non-language-specific, semantically-based,

‘notional-functional’ system.

The most renowned and rigorous model, however, is Munby's Communicative
Syllabus Design (1978), formulated on the basis of Hymes’s (1972) communicative
competence. The Munbyan performance-based model presents a highly detailed set of
procedures for discovering target situation needs, with an extremely detailed and
systematic approach — “the most comprehensive” approach to NA (Dickinson, 1987, p.
90). “Munby’s attempt to be systematic and comprehensive inevitably made his
instrument inflexible, complex and time-consuming” (West, 1924, P. 9). The model
has incurred criticism (Swales, 1980; Hutchinson & Waters, 1987; Coleman, 1988;
White, 1988; Nunan, 1988a & b) on the following four aspects: “complexity, learner
centeredness, constraints, and language” (West, 1994, p. 9), focusing on its ignoring
the learning needs of the learners by excluding cognitive and affective variables such
as attitudes, motivation and fearning styles. In spite of the criticism, Munby’s
approach marked “a watershed for the field of LSP” (Language for Specific Purposes)
(Hutchinson & Waters, 1987, p. 54), and has exerted a great deal of influence on the

development of NA.

Later work has been derived from his model or as a reaction to the shortcomings of the
model (West, 1994. p. 9). Hutchinson and Waters (1987, pp. 59-60) propose a more
comprehensive TSA framework, which incorporates such factors as why, how, what,
who, where and when. Information related to learners’ learning purposes, means or
channels of learning, content areas, expected communication targets, and situational
‘and temporal factors are rendered in terms of learners’ future communication needs.
Hutchinson and Waters’ model, along with other NA models, has provided guidelines
in conducting TSA in the current study, with regard to the target situation or
goal-oriented needs at both the workplace and the educational institutions related to

the three envisaged levels of needs — primary (i.e., service receivers), secondary (i.e.,
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service providers), and tertiary (i.e., learning environment, resources and facilities)

{see 3.3.3).
3.4.2 Present Situation Analysis

As an extension of TSA, present situation analysis (PSA) was proposed by Richterich
and Chancerel (1980). The twn scholars provide a comprehensive list to systematically
identify adult learners’ language needs for the Council of Europe, which concerns
“what the students are like at the beginning of the course” (Robinson, 1991, p. 9), their
proficiencies and ambition, both objective and subjective, with information from three
such basic sources as learners, teachers, teaching establishment and the “user
institution” (Jordan, 1997, p. 24; Richterich & Chancerel, 1980) through methods of
surveys, questionnaires, observations and interviews. Subjective needs is what the
learner must do to “actually acquire the language while objective needs reflect what

they need to do with language” (Widdowson, 1984, p. 2) upon completing learning.

Unlike TSA, which mainly examines the surface linguistic features of the target
situation, it is learners who are at the center of the approach. In light of learners’
learning needs, Hutchinson and Waters (1987, pp. 62-63) suggest a framework for
conducting PSA, incorporating also six factors — why, how, what, who, where and
when. Like their TSA analytical framework, information related to learners’ current

needs, both subjective and objective, can be rendered from the framework.

Hyland (2006, p. 280) further proposes a framewaork for conducting learning situation
analysis, taking into account five factors: (1) society, (2) institution, (3) resources, (4)
course, and (5) class. He claims that the above-mentioned five factors are significant
with regard to context information since different contexts may yield different
information. What works well in one context may fail in another even though learners
may possess similar language needs. In the current research, both the subjective and

objective needs of learners are assessed through PSA.
3.4.3 Deficlency Analysis

Since NA is the identification of the existing discrepancies or gaps, the approaches to
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NA may be addressed as analyses of learners’ deficiencies or lacks, which considers
both learners’ present needs/wants and the requirements of the target situation
(Allwright, 1982, p. 24; Robinson, 1991, p. 9). Essentially PSA is considered as means
needs which enable students to learn and pursue their language goals as the course
progresses, and end needs, or those associated with target goals (Brindley, 1989b). “In
practice, course designers are likely to want information concerning both TSA and
PSA. Consequently, the resulting analysis will be a combination of the two
approaches” (Jordan, 1997, p. 25). The deficiency analyses therefore “start from the
target situation and design the curriculum around the gap between the present abilities
of the target trainees and the needs of the situation in which they will find themselves

at the end of the training program” {Smith & Arun, 1980, p. 210).

According to West (1994), the model consists of two central components: (1) an
inventory of potential target needs expressed in terms of activities; and (2) a scale that
is used to establish (and subsequently re-establish) the priority that should be given to
each activity. On the basis of Hutchinson and Waters’ (1987) framework, Hyland
(2006, p. 75) proposes a merged framework (see Table 3.1) for conducting present
situation analysis (PSA) and target situation analysis (TSA), that is, deficiency

analyses, with the focus and scope of the framework on EAP.

As indicated in the table, some of the factors in the framework overlap with other
frameworks (e.g., PSA and TSA frameworks) discussed previously with those relevant
and salient features incorporated into the questions. This framework also corresponds
with the levels of curriculum contexts (e.g., societal, institutional, instructional and
ideological) and the levels of curriculums (e.g., intended, implemented, attained or
experiential). In addition to the components mentioned in the above frameworks, it is
essential to consider questions about the target situation .(i.c., workplace) and the
attitudes of the various participants towards that situation in the learning process
(Mackay, 1978; Munby, 1978; Cohen & Mannion, 1989; Richterich & Chancerel,
1980). In the current study, a deficiency can hence yield a more comprehensive

understanding of the gaps between learners’ target language competences and present
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language competences.

_ Table 3.1 Hyland's framework of deficiency analysis

Present situation analysis (PSA) Target situation analysis (TSA)

Why are learners taking the course? Why do learners need the language?
Compulsaory or optional? Examination, postgraduate or undergraduate
Whether obvious need exists courses, etc.

Personal/academic goais
Motivation and sattitude

What they want to learn from the course

How do learners learn? What genres will be used?

Learning background and experiences Lab reports, essays, seminars, lectures, etc.
Concept of teaching and leaming What is the typical structure of these genres?
Methodological and material preferences Move analyses, salient features, genre sets, etc.
Preferred leamning styles and strategies What will the content areas be?

Academic subject, specialism within discipline,

secondary school subjects

Who are the learners? Who will the learner use the language with?
Age/sex/nationality/L1 Native or non-native speakers

b Subject knowledge Reader’s knowledge-expert beginner, etc,
Interests Relationship: peer, tencher, examiner, supervisor

Sociocultural background

Attitudes to subject or discipline

What do learners know? Where will the learner use the language?

L1 and L2 literacy abilities Physical setting: school, university, conference
Proficiency in English Linguistic context: overseas, home country
Writing experiences and genre familiarity Human context: known/unknown readers
3.4.4 Strategy Analysis

The 1980s witnessed the extension of NA from what (i.e, syllabus content) into how

(i.e., the methodology) since “there is a growing recognition within the profession that
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specification of the end products (e.g., the syllabus design component of the
curriculum) must also be accompanied by specifications of methodology (that is
indications on how to reach that end point)” (Nunan, 19884, p. 17). This involves
methods of teaching, and methods of learning as well. The approach aims to look
below the surface and consider the thinking processes underlying language use (Nunan,

19884, p. 8).

According to Gass and Mackey, language learning strategies refer to “‘particular
actions, steps, or techniques employed by learners, often consciously, to assist their L2
learning” (Gass & Mackey, 2007, p. 45). Three ‘summary’ books (D&rnyei & Skeﬁan,
2003) on learning strategies were published at the beginning of the 1990s by O’Malley
& Chamot (1990), Oxford (1990), and Wenden (1991), indicating the importance of
learners’ active contribution to enhancing the effectiveness of their learning. Allwright
(1982) was a pioneer in the area of strategy analysis, whose concerns were to help
learners to identify skills areas and their preferred strategies of achieving those skills.
West (1994) termed strategy analysis as a “means of travei” (p. 71) for learners to their
target destination. Other experts, such as Grellet (1981) and Nuttall {1996), also
conducted research on learning strategies. Oxford (1990), however, offered a
comprehensive “strategy inventory for language learning” (SILL) (pp. 282-300) to
interpret a learner's results in terms of currently-preferred strategies on 5-point scales.
Oxford’s strategy taxonomy consists of two categories: direct and indirect strategies.
Din;.ct strategies include three components — memory, cognitive and compensation —
while indirect strategies incorporate another three components — metacognitive,

affective and social.

Some researchers have gone even further and attempted “cultural profiles” of learners
from various backgrounds (Hawkey, 1983; Dudley-Evans & Swales, 1990; Reid,
1987). Their approaches have consequently led to the development of learner
autonomy (Hoadley-Maidment, 1983; Ellis & Sinclair, 1989) and self-regulation
(D8rnyei, 2005; Lantoif, 1994, 2000; Lantolf & Thorne, 2006; Lantolf & Poehner,

2008), with individuals regarded as active participants in their own learning. The
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notion of learning strategies is an important dimension in the KSC typology as
meta-competence, forming the social competence dimension along with other
attitudinal and motivational factors. In the current study, learning strategies as one of
the four dimensions of KSC typology are investigated to explore how learners’
meta-competence can be developed from object-regulated and other-regulated
learners towards self-regulated learners (Lantolf, 2000, 2007; Lantolf & Thorne, 2006;
Lantolf & Poehner, 2008).

3.4.5 Means Analysis

The attempts to accommodate language courses to local situations or constraints (e.g.,
cuitural attitudes, resources, materials, equipment, methods) led to the development of
means analysis. According to Frankel (1983), “in th;r'real-world of ELT, there has to
be a creative synthesis of theoretical principles and practical constraints, and ... where
these conflict, as they sometimes do, the latter must take precedence” (p. 120). Some
researchers attempt to list these practicalities and constraints (Chamberlain &
Flanagan, 1978; Hawkey, 1983); others tend to quantify them (Bachman, 1990). Still
others consider it important “how to make ESP take root, grow, bear fruit and

propagate in the local soil” (Holliday & Cooke, 1982, p. 126).

Holliday (1984, p. 45) identifies four principal steps in a means analysis in a classroom
context: (1) observe lessons, taking random notes on all significant features; (2) use
the notes to construct a report on the lesson to form the basis of discussion with the
teacher; (3) review all the original notes and draw out significant features common to
ali observations; and (4) construct a communicative device (chart, diagram, etc.)
which expresses the findings. The device then forms the basis of realistic negotiation
of the course between all interested parties in the light of available resources and

options (Crocker, 1981, p. 9).

“This approach” as Holliday (1984) points out, “is directly opposite to the way in
which needs analysis is usually done, where the categories are defined before the

observation and are based on linguistic descriptions and not the situation being
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observed. The means analysis approach allows sensitivity to the situation and prevents
the imposition of models alien to the situation” (Holliday, 1984, p. 45). Mountford
(1988) and Swales (1989) extend the scope of means analysis to incorporate the
following five factors in the field of EAP: (1) classroom culture, (2) EAP staff profiles,
(3) pilot target-situation analysis, (4) status of service operations, and (5) study of
change agents. The approach is “similar” to that of a social researcher who looks at the

wider social structure first and the language second, as part of the social structure”

(Rubdy, 2000, p. 408).

Means analysis is therefore a process-based PSA, which performs the formative and
diagnostic functions to improve curriculum implementation to inform the intended
curriculum makers and to improve the implemented and experiential curriculums.
Moreover, since means analysis is context-based and context-dependent it enables
researchers to conduct on-the-spot investigation with an action-oriented approach. In
the current study, means analysis is incorporated to investigate the practicalities and

constraints existed at the institutional and instructional levels.
3.4.6 Language Audits

Language audits are “large-scale exercises in defining language needs carried out for
companies, regions or countries” (Jordan, 1997, p. 28). It takes institutions or
organizations as the unit of analysis and is usually conducted through a quantified
survey (Long, 2005b). In terms of the issues the approach is concerned with, “the first
issue concerns the efficiency of the present system, the second implies changes with a
view to a future system ..."” (Looms, 1983, p. 62). The approach can provide a quick
overview of a situation and identify discrepancies between perceptions and reality,
between what is going on and what should be. The approach can also provide data and

propose training or educational policies to be implemented over a period of time.

The primary limitation of language audits lies in their scope of scale: “as these data
take the form of statistical average, whic/#ay indeed be representative for a common

core of learning objectives, but do not coincide with the particular situation of the
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individual learner, the picture has to be completed by a further needs analysis
involving personal contact with the individual learner ...” (van der Handt, 1983, p.32),
that is qualitative research. In the era of the information age and globalization, with
English having become virtually a lingual franca, language audits and NA for whole

societies are likely to become increasingly important (Long, 2005¢).

In the current study, language audits is adopted to investigate the learners’ general
learning profile so that the statistical averagg of learners® demographic information,

language learning motivation and language achievement can be yielded.
3.4.7 Summary

In this chapter, six different approaches to NA have been introduced and discussed: (1)
target situation analysis (TSA), (2) present situation analysis (PSA), (3) deficiency
analysis, (4) strategy analysis, (4) means analysis, and (6) language audits, with each
having a different scope and focus. 754 is the analysis of learners’ future learning
needs and PSA is the analysis of learners’ current subjective and objective needs.
Deficiency analysis is a synthesis of both TSA and PSA to identify the gaps between
the current /s status and the intended should be status. With the research focus moving
fromllanguagc usage to language use and language users, strategy analysis aims at
identifying the most effective learning strategies to enable learners to develop from
object-regulated and other-regulated learners to self-regulated autonomous learners
(Lanto!f & Thorne, 2006; Lantolf & Poehner, 2008). Moreover, learning is a dynamic
process. Many factors may interfere with or interrupt the learning process. Identifying
learners' needs in the process of learner-centered learning can improve learning
efficiency and develop learners’ language competences. Language audits conducted
on a large scale can provide the information regarding the general trend of language

learners.

As Jordan (1997, p. 29) states, NA is multi-dimensional, with multiple factors
involved. Each factor further contains its own set of multi-dimensional factors. Along

with the human factors, other factors such as context, social, political, economical, and
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affective factors exert an influence on NA, forming a multi-dimensional interactive
process. In the process of doing NA, it is important to conduct an integrated analysis
with the inclusion of deficiency analysis (i.e., the discrepancy between target situation
analysis (TSA) and present situation analysis (PSA)), strategy analysis, means
analysis and language audits. Taken individually, each analysis only yields a partial
picture of the research phenomena while an integrated analysis provides a more

comprehensive picture.

3.5 Review of Approaches to NA in Language Education

Knowledge of previous research studies is of vital importance in conducting research.
Witkin’s (1994, p.8) comprehensive literature review of NA conducted in the United
States from the 1980s to early 1990 laid out the following five shortcomings of the

many NA studies:

(1) confusing means with ends, or needs with wishes,

(2) using oniy one method for gathering information,
. (3) equating the opinion survey with an NA,

(4) confusing levels of needs,

(5) failing to use the data to set priorities.

The above mentioned shoricomings suggests that many research studies have been
deficient in their knowledge of needs, the levels of needs and the priorities of needs,

and above all in their adoption of methods and sources.

In language education, a substantial number of NA have been reported in the literature,
in particular in the field of ESP and EAP. In the field of ESL (English as a second
language), many of the NA studies have been carried out via semi-structured
interviews, or questiannaire surveys—the most over-used and over-rated approach to
NA (Long, 2005b). According to Long, most research studies on NA “either report the

results of NAs, with little by way of generalizable findings or principles, or make
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unsupported assertions about appropriate or ‘successful’ NA methodology™ (2005c¢, p.
20). Despite a few research studies (van Els & Oud-de-Glas, 1983; van Hest &
Oud-de-Gias, 1990), most research studies “make little or no reference to research in
foreign language education or in ESL on the methodology of NA itself for the simple
reason that hardly any such research has been conducted” (Long, 2005c¢, p. 20).
Moreover, the triangulation approach of *source x method interaction™ is an aspect
“rarely, if ever, discussed, much less studied” (Long, 2005b, p. 64). “What is sorely
lacking”, as Long further states, “is a substantial, coherent appiied linguistics research
program (not one-off studies) on NA itself” {ibid., p. 65). The findings of Long (2005¢
& b) in terms of sources and methods of NA, in general, echo with those reported by

Witkin (1994).

Given the nature of the three research questions (see 1.4), an integrative mixed-method
approach to NA will be adopted in the current study with the expectation of avoiding

the above mentioned shortcomings of NA studies.
3.5.1 Sources of Data

In terms of research sources as a way to acquire data and information, Long (2005¢, p.
24) conducted a comprehensive study of the research sources in the field of second
language acquisition (SLA), with the identification of five major options emerging
from the survey: (1) published and unpublished literature, (2) students, (3) teachers
and applied linguists, (4) domain experts, and (5) triangulated sources, since “whoever

determines needs largely determines which needs are determined” (Chambers, 1980, p. 27).

The multiple sources ensure that a wide variety of data can be obtained and compared.
The published and unpublished literature can inform researshers of the merits and
pitfalls of the previous studies. Learners as the main service receiver always constitute
a chief source for obtaining data, aithough they may not always be a reliable source.
Teachers and applied linguists as service providers and subject-matter experts are
another reliable source for information. The inclusion of domain experts and language

proficiency experts in a research team will probably enable a more successful NA. The
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triangulation, which involves comparisons of multiple sources of perceived and
objective needs, helps validate the data collected and thus increase the credibility of
data interpretation (Lincoln & Guba, 1985, pp. 305-307). Triangulated sources have

been gaining more ground in the most recent years.

In the current study, information will be acquired from mulitiple sources — learners (i.e.,
school learners and graduate students), teachers, published and unpublished literature
(i.e., documents, textbook, research journal), domain experts (i.e., inspectors and
employers) and triangulated sources (i.e., muitiple sources involved in the current
study) — to validate the data and increase the credibility of the interpretation of the

data,

3.5.2 Research Methods

Many researchers have listed various ways of gathering information about needs in the
field of ESP/EAP (Hutchinson & Waters, 1987, p. 58; Hyland, 2006; Jordan, 1997;
McArdle, 1998). Essentially, the methods include two kinds of procedures: inductive
and deductive (Berwick, 1989). The inductive procedures “involve use of expert
intuitions, participant and non-participant observation, and unstructured interviews,
from which categories of needs are derived” (Long, 20054, p. 31) while the deductive
procedures “include use of devices and instruments, such as structured interviews,
questionnaires, and criterion-referenced performance tests, with pre-set categories”
(Long, 20054, p. 31). Long’s comprehensive literature review of the research methods
of NA since the 1970s yields a comprehensive list of twenty-one procedures: (1)
non-expert intuitions, (2) expert practitioner intuitions, {3) unstructured interviews, (4)
structured intcrvi.ews, (5) interview schedules, (6) surveys and questionnaires, (7)

language audits, (8) ethnographic methods, (9) participant observation, (10)
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non-participant observation, (11) classroom observation, (12) diaries, journals, and
logs, (13) role-plays, éimulations, (14) content analysis, (15) discourse analysis, (16)
analysis of discourse, (17) register/thetorical analysis, (18) computer-aided corpus
analysis, {19) genre analydis, (20) task-based criterion-refercnc;:d performance tests,

and (21) triangulated methods.

The multiple research procedures indicate that there appears to be no single formula
for carrying out NA studies. Each particular’situation requires its own mix of
observing, probing, analyzing and deducing. According to Long, “many NAs for ESP
programs involve data from different sources and/or data gathered via different
methods. Such studies have found differences, often large differences, in the views ot
different classes of informants, but most have stopped there, content to report the
differences and leave it at that. When different sources and/or methods produce
conflicting ﬁ.ndings, it is important to pursue the matter” (2005a, pp. 29-30). The point
was also disclosed in Witkin’s (1994) literature review research. Since conducting an
NA is a systematic approach, many researchers adopt a triangulation design using
qualitative methods as a justifiable interpretation (e.g., Bosher & Smalkoski, 2002;
Jasso-Aguilar, 2005; Lynch, 1996). The studies mentioned above have tended to
examine NA studies either quantitatively or qualitatively from one worldview or
philosophical stance, either post/positivism, constructivism or advocacy and

participatory (Creswell & Plano Clark, 2007).

Among all the research done, the most salient is Long’s (2005¢) proposed model of

multiple sources, multiple methods, and sources x methods triangulation using
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qualitative research, which has exerted a strong influence on recent NA research in
language education (Chaudron et al., 2005; Gilabert, 2005; Jasso-Aguilar, 2005). In
the current study, various methods, such as surveys and questionnaires,
semi-structured interviews, classroom observation, field notes and research journals,

will be utilized in order to verify the validity of the data collected.

The review of approaches to NA studies in language education mandates that research
which relies on a single resource and method to obtain data can lead to invalid data as
there is then no way in which the data can be triangulated. In the current study,
multiples sources x multiple methods mixed-method approach is incorporated to

identify the deficiencies with regard to language competences.

3.6 Summary

“In this chapter, the conceptualization of needs and NA in language education have
been discussed to clarify conceptual issues. The historical overview of NA in language
education in terms of research scope and focus has been described and introduced,
followed with phases and levels of NA. A brief introduction of NA studies in mainland
China has also been introduced to demonstrate the deficiency on this aspect. After that,
six approaches to NA have been introduced and discussed, followed with a review of
approaches to NA in language education with regard to sources of data and research

methods.

Since each individual approach to NA can only yield one aspect one aspect of the

research phenomena, an integrative approach to NA with multiple sources and
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methods can yield a more holistic view of learners’ language competences from
multiple perspectives. To this end, a mixed-method approach to the current NA study

is adopted, as shown in Figure 3.2.

TSA

Strategy analysis

Deficiency analysis

of language

Means analysis

competences

Language audits

Figure 3.2 An integrative approach to NA

Figure 3.2 shows that the current study is basically a deficiency analysis between
TSA and PSA, with the incorporation of strategy analysis, means analysis and

language audits.
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Chapter 4 Research Design

On the basis of the literature review in the previous two chapters, the general research
questions posed in the first chapter were further elaborated into specific questions. A
conceptual framework of the research study was developed, followed with a detailed

description of the two phases of study—quantitative and qualitative.

4.1 Research Questions and Conceptual Framework

= - -

=

Given the studies in the previous three chapters, detailed specific questions were

developed, along with a framework for data collection and data analysis.
4.1.1 Elaborated Research Questions

As indicated in the first chapter, there are three major research questions. The first

research question, addressed in the quantitative study, incorporates two sub-questions:
RQ 1: What is learners’ general profile in formal senior secopdary vocational education?
RQ 1.1 What is learners’ general demographic information?
. RQ 1.2 What are learners’ general English ability levels?

The purpose of the first research question (RQ 1) aims at conducting a quantitative
language audit to comprehend the general picture of learners’ demographic

information and language competences in senior secondary VE in mainland China.

The second and third general research questions are mainly qualitative with embeded
quantitative questions. The sub-questions of the second research question aim at a
more focused, in-depth description and understanding of levels of needs with regard to

language combetcnces at three levels (i.e., primary, secondary and tertiary).

RQ 2. What discrepancies of needs currently exist between the target situation and present
situation of senior secondary vocational school students in terms of their langnage

competences?

The nature of RQ 2 is a comprehensive deficiency analysis, incorporating bath TSA
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and PSA, which are further linked to the means analysis and language audits. The
second research question can further be developed into two sub-questions, with each

further incorporating three related questions.

RQ 2.1 What are learners’ target . ‘tuation needs in terms of English language

competences?
RQ 2.1.1 What expectations are there of learners?
RQ 2.1.2 How is teaching expected to be conducted?

RQ 2.1.3 What expectations are there concerning educational institutions, resources

and facilities?

RQ 2.1 focuses on target situation analysis (TSA), namely, the product-oriented needs
analysis. The question aims at examining the should be status of learners’ language
competences. Three levels of needs are investigated, with learners at the primary level,
teachers at the secondary level, and resources and facilities at the tertiary level. RQ
2.1.1 aims at understanding the intended curriculum with regard to language
competences in the national curriculum document and the vocational requirements
from the workplace. RQ 2.1.2 intends to examine the expectance held towards
teachers by various stakeholders (i.e., students, teachers, graduate students, employers,
and inspectors) on curriculum implementation at the meso institutional level. RQ 2.1.3
investigates the target vision towards learning sites, resources and facilities, which are
crucial factors in creating a language learning environment, the milieu of Schwab’s
(1973) four commonplaces. RQ2.2, the present situation analysis, however, is the

other main aspect of the language competence deficiency analysis.
RQ 2.2 What are the present situation needs in terms of English language competences?
RQ 2.2.1 What are learners’ present learning needs?
RQ 2.2.2 How do teachers conduct teaching?

RQ 2.2.3 How are resources and facilities provided and utilized at school?
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RQ 2.2 iﬁvoke_s present situation analysis (PSA), aiming at examining the current or is
status of learners’ language competences, namely, the reatity of learners’ subjective
and objective needs at three levels—primary, secondary and tertiary. RQ 2.2.1 aims at
understanding learners’ current learning needs to see how language competences are
acquired or experienced by learners. Since teachers play a key fole in cultivating
learners’ language competences, RQ 2.2.2 aims at understanding the intended and the
implemented curriculums at the institutional and classroom levels. The quality of
teachers and their teaching, their subject knowledge, pedagogic knowledge and skills,
are examined from the perspectives of how teachers conduct their teaching through
teaching activities and their classroom management. As language teaching and
learning in China mainly take place in classrooms at schools in formal senior
secondary VE, RQ 2.2.3 examines the learning sites, resources and facilities provided

or supported at the educational institutions.

These two specific questions are of crucial importance in the qualitative study. On the
basis of the data collection related to the two questions (RQ 2.1 and RQ 2.2), a
comprehensive deficiency needs analysis (NA) is then conducted. The gaps of needs,
inlterms of its size, type, scope, complexity and range (Cohen et al., 2000, pp.
391-392), are then identified and categorized, with the priorities of needs being
sequenced and evaluated. Once the important needs have been identified, further NA

can be conducted as per RQ 3.

RQ 3. Given the investigation of the present situation and target situation needs, what

factors account for the current discrepancies?
RQ3.1 What are learners’ general motivational determinants?
RQ3.2 What is the relationship between motivation and language achievement?

RQ3.3 To what extent do attitude/motivational variables contribute to the

discrepancies?

RQ3.4 What other factors underlie the current discrepancies?
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lf() 3, as well as its four sub-questions, deals with learners’ general motivation
tendency, the relationship between motivation and language achievement, and the
causes of language competence deficiencies—the why aspect of research phenomena. It
is a mixed-method question with the quantitative study embedded in the chief
qualitative question. As is commonly stated, *“levels of learners motivation and learner
achievement are known to be problematic” (Mitchell, 2003, p. 15). The question
therefore intends to acquire a general understanding of learners’ general motivational
determinants and to verify whether there are consistent relationships between
motivational determinants and language achievement. It is through field investigation
that needs regarding language competences are further explored in an attempt to
discover the underlying causes of the identified discrepancies, and to come up with
possible solutions (Cohen et al., 2000, pp. 391-392). The interrelationship between
RQ2 and RQ3 is tllustrated in Figure 4.1.

TSA

Langusge competence
Needs

¥
Priorities of needs
PSA Y
Underlying causes

Y

Possible solutions

deficiencies

Figure 4.1 The interrelationship of research questions

Since the current study is a mixed methods explanatory inquiry, the questions posed
aim at building a link from general tendencies to concrete specifics in order to acquire
a deeper understanding of the nature of the needs—both objective and subjective—and to
seck an interpretation for and possible solutions to the problems using various means
and sources for data collection. The mixed methods questions are therefore more
action-oriented, aiming at finding a more possible and feasible way to deal with the

issue of language competence deficiencies.
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4.1.2 Conceptual Framework of the Study

The preliminary focus of the current study is the NA of language competences, which
is composed of two dimensions: general competences and communicative language
competences, with each further containing its own subcategories. With reference to the
CEFR (Council of Europe, 2001) and Goullier’s model (2008, see 2.4.2, Figure 2.9),
multiple research approaches to the NA study were adopted in the current study for
conducting the NA of language competences against the macro, meso and micro

context.

Macro: Societal Level
intended curriculum (the new NVES)
Workplace requirements

Meso: Institutional Level
School-based Intended Curriculum

Macro: Classroom Level

Implemented Curricuium

Language Competence

Afttained/experiential curriculum

Figure 4.2 The conceptual framework of the study

Figure 4.2 depicts the conceptual framework of the study, the context against which
the NA study of language competences was conducted. On the macro societal level,
both the intended national curriculum (i.e., new NVES) and workplace requirements
on language competences were explored. On the meso institutional level, the
school-based context-related intended curriculum was investigated, while on the
micro classroom level the implemented curriculum implemented by teachers behind

classroom doors and the attained/experiential curriculum experienced by learners in
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the classroom context regarding language competences were studied.

In brief, the NA study of language competences in the current study is a
comprehensive mixed methods study, involving multiple research sources and

methods, as summarized in Table 4.1.

Table 4.1 Research sources and methods in relation to research questions

Research questions Methods Sources
RQ 1: What is learners’ general profile in Quantitative Leamers
formal senior secondary vocational language
education? audits)
RQ 2. What discrepancies of needs Qualitative Learners
currently exist between the target situation discrepancy Teachers
and present situation of senior secondary analysis, Employers
vocational school students in terms of their sirategy Graduate
language competences? analysis & students
means
RQ 3. Given the investigation of the target [nspectors
' analysis +
situation and present situation needs, what o Document
quantitative
factors account for the current o analysis
statistical
discrepancies? _
analysis

Table 4.1 shows that the current NA study of language competences adopts a mixed
methods approach, involving both quantitative and qualitative studies. The general
picture of individual factors was dealt with through the language audit of RQ 1 on the
institutional ievel. The discrepancy analysis of language competences was conducted
in RQ 2 through primary research of seeing (i:e., classroom observation) and hearing
(i.e., interview), and secondary research of document analysis. The analysis of
learners’ general motivation and other influencing factors were explored in RQ 3. 1t is
through the mixed methods explanatory research that the research problem was dealt

with and the research questions answered and interpreted more holistically.
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4.2 Research Methods

In the current study, the nature of the research questions has decided the adoption of a
mixed methods research design, known as the “third methodological mowement”

(Tashakkori & Teddlie, 2003a, p. ix).

In view of the research purposes (Brymaﬁ, 2006, Greene ef al., 1989), the purpose of
the mixed methods approach adopted in"thc current study is multi-fold — different
types of research questions, multiple ways of sampling, multiple approaches to the NA
study, to name just a few, with the intent of using the resuits of the quantitative method
to develop and inform the qualitative ‘method and to extend the breadth and range of

inquiry for a more comprehensive understanding of the research phenomenon.

4.2.1 Mixed Methods Research

Mixed methods research was established in the late 1980s (Creswell & Plano Clark,
2007; Plano Clark & Creswell, 2008; Tashakkori & Teddlie, 1998, 2003b). The actual
terms used to denote a mixed methods study vary considerably with such terms as
methpdological triangulation (Morse, 1991), multimethod designs and linking
qualitative and quantitative data (Miles & Huberman, 1994), combining qualitative
and quantitative research (Creswell, 1994), mixed model studies (Datta, 1994), mixed
methodology (Tashakkori & Teddlie, 1998), multi-strategy (Bryman, 2004), and
mixed methods research (Greene et al., 1989; Creswell, 1994; Creswell et al., 2003;
Tashakkori & Teddlie, 2003b). The central idea of these terms is the combining or
integrating quantitative and qualitative perspectives, methodology and methods

(Tashakkori & Creswell, 2007).

Unlike quantitative and qualitative methods, with each taking postpositivist and
constructivist worldviews respectively (Cherryholmes, 1992; Guba & Lincoln, 1994),
mixed methods research takes a pragmatist worldview—the relativism paradigm
(Patton, 2002; Plano Clark & Creswell, 2008; Tashakkori & Teddlie, 1998), which
emerged in the 1960s and gained in popularity in the 1990s. Pragmatism is mostly

associated with mixed methods research, containing elements of both quantitative and
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qualitative approaches. The pragmatic worldview takes a more comprehensive
thinking of what works as truth, both deductively and inductively, rather than
searching for metaphysical truths (Tashkkori & Teddlie, 1998). The focus of
pragmatism are “on shared meanings and joint actions.“ {Morgan, 2007, p. 71,
emphasized originally) and “on the consequences of research, on the question asked
and on the multiple methods of data collection. The pragmatist paradigm is therefore
“pluralistic and oriented towards “what works” and practice” (Creswell & Plano, 2007,
p. 22). The stress on abduction, intersubjectivity and transferability in the mixed

methods research has shed new light on research (Mofgan, 2007).

In the process of conducting NA, there are “a number of unavoidable questions to
which one must, in one way or another, find answers ... These questions with their
possible answers are a prerequisite to all identification methodology” (Richterich,
1983b, p. 1). Moreover, the number of mixed-method studies has increased in recent
years, a phenomenon reflected in the publications in language education and applied
linguistics (Duff, 2007). The current study incorporates the quantitative study
followed by the qualitative study as well as an embedded quantitative study, as

presented in Figure 4.3.

Data collection / ™ Data collection
quan Explanatory QUAL + quan

participant

selection &

explanation of
other guestions [ Data analysis ]

A

Data analysis
quan

— QUAL + quan

Figure 4.3 The two-phase research study

Figure 4.3 indicates that the quantitative study provided general information of the
research participants and informed the student participant selection in the qualitative
study. The adoption of mixed methods in the current study has brought together

differing strengths of each approach and provided a complementary overview of the
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research phenomena.
4.2.2 Research Design and Notation System

Tashakkori and Teddlie (2003a) in the final chapter of the Handboc-vk of Mixed
Methods in Social and Behavioral Research list nearly 40 different types of mixed
methods designs found in the literature, with 12 classifications further summarized
(Creswell ef al., 2003). Creswell and Plano Clark (2007) later extended the
categorization with four major mixed methods designs: (1) triangulation design, (2)
embedded design, (3) explanatory design, and (4) exploratory design, with variants

within each type.

Among the four major mixed methods designs, explanatory design is the most
straightforward. It is characterized by the collection and analysis of quantitative data
followed by the collection and analysis of qualitative data. The salient feature of the
design is the sequential timing of the implementation of the different methods when
the results from the first strand are used to elaborate, enhance, or illustrate the results
from the second phase or to use quantitative participants’ characteristics to guide
purposive sampling for a qualitative phase (Creswell & Plano Clark, 2007; Greene ef
al., 1989; Kemper et al., 2003). The basic sampling strategy in the current research
design is stratified purposive sampling, with the qualitative phase using a subsample
of the quantitative sample (Teddlie & Yu, 2007). The probability sample answered the
quantitative research questions while the purposive sample answered the qualitative

research questions.

The current study is an explanatory mixed methods design, expressed in the notation
system or the visual model as ‘quan>QUAL + quan’ after Morse’s (1991) notation
system, which is now extensively used in the mixed methods literature (Creswell,
2009; Creswell & Plano Clark, 2007). In the current notation (quan—>QUAL + quan),
the arrow (=) indicates that the two methods occur in a sequence. The primary method
is presented with uppercase letter (QUAL) and the secondary method with lowercase

-~ letters (quan), that is, generalization followed by in-depth description. The shorthand
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“quan” and “QUAL” illustrates “quantitative” and “qualitative” methods respectively,

as shown in Figure 4 4.

@)2 &3: \

/RQI \ QUAL + quan data collection
quan data collection Procedure:

Procedure: Observation, Interview &
Demographic survey TN document analysis
Proficiency test Muotivation survey

Products: - Products:

Numeric data Participant Field notes, transcripts, and
\ / selection & project journal & numeric

explanation \ data : /
U of other -
\ research :
quan data analysis questions
Procedure:
Winsteps, 8P5S8
Products: / \
Numeric deta of language QUAL + quan data analysis
Qroﬁcicncy / Procedure:
NVivo, SPSS
Products:
Codes, pattern, categorization
quan data results and abstraction;
Procedure: \ Caorrelation & regression /
Descriptive statistical analysis
Products:

Numeric finding discussion

Overall findings & interpretation: quan—->QUAL+quan
Procedure:
Explanation & interpretation with quan—>QUAL + quan findings;
Products:
Finding discussion, suggestions of solutions

Figure 4.4 Visual diagram of the study

Figure 4.4 describes the procedures, methods and products and how the research

questions were related in the process of the study.

In sum, the NA study started with the quantitative approach (the three boxes to the left

side of the diagram) with the collection and analysis of numeric data, which further
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informed the stratified random purposive participant selection for the follow-up,
in-depth naturalistic inquiry. The central box demonstrates how the quantitative results
were connected to the qualitative data coliection. Qualitative data were used to
supplement, expl‘ain and expand quantitative data gathered from the same cohort of
participants and sites (Milcs & Huberman, 1994). In the qualitative study, a multiple
case study (the two bo-xes on the right side of the diagram) is conducted on a number of
representative participants purposefully selected from the same cohort of participants
in the quantitative study, with the collection and analysis of data in word text, along
with the quantitative study of the relationships between motivational variables and
language achievement. The naturalistic and experimental mode of inquiry explored
such aspects as language competence discrepancies and the causes of these gaps
through classroom observation, interviews, docurnent analysis, and statistical analysis.
The box at the bottom shows how the overall finding and interpretation were
connected and summarized at the end of the mixed methods study. The visual diagram
serves as a road map for the research study as a whole. Details of the mixed methods

study are illustrated in the following sections.
4.2.3 Reporting the Findings

Since the current study has adopted a mixed methods, research findings were reported
in different styles. The findings of the quantitative study was reported in a scientific
objective style of academic writing while the qualitative study was presented in the
form of descriptive narrative writing bound with rich, thick and detailed descriptions
of each individual case, as Miles and Huberman (1994) state that narrative text has
emerged as the most frequent form of display for qualitative data. A final summary
was provided to mix the data interpretation from the mixed methods NA sipdy since
mixed methods approaches in this pluralistic era continue to increase in desirability

(Caraceili & Greene, 1993).

In general, the intent of the sequential explanatory mixed methods study was to
understand the language competence discrepaneies in senior secondary VE in

mainland China. The detailed research design of the mixed methods study is presented
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in detail in the following sections.
4.2.4 The Quantitative Research Design

As illustrated above, the cuﬁent study is an explanatory mixed methods research
(written as quan>QUAL + quan), with the involvement of quantitative and
qualitative methods. Quantitative research is “a means for testing objective theories by
examining the relationship among variables. These variables can be measured
typically on instruments, so that numbered data can be analyzed using statistical

procedures” (Creswell, 2009, p. 233). The quantitative study is indicated in Figure 4.5.

/ unn data collection \ / uan data analysis \ /quan data results \

9 1 Procedure:

Procedure: Procedure: Descriptive statistical
Demographic & Winsteps; SPSS analysis
motivation survey Products: N Correlation & regression

English test ::D Numeric data / analysis

Products: {languege Products:

\ Numeric data / achievement & Descriptive statistics
\molwanon trend) j Relationships between
mativation and

Qchievcmeut /

Figure 4.5 The quantitative research design

Figure 4.5 shows the visual diagram of the quantitative research, with two research
instruments used—a demographic questionnaire and motivation survey (see Appendix
D), and an English language test (see Appendix E). The data analysis results from the
quantitative study oan inform the purposive sampling in the qualitative study.
Comparatively, the quantitative study is of secondary importance in the research with
an intention to investigate the learners’ general profile and whether there is a

consistent relation between motivation and language achievement.

In this section, research participants selected in three different vocational senior
secondary schools, research instruments adopted and the procedures used in data

collection are described.
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4.2.4.1 Sampling

The intended research site is located in a northern industriai ¢ity {addressed as city Y
in the study), which is famous for its rich mineral resources, agriculture and heavy

industry.

Soon after liberation in 1949, many factories were built in the city during the first
five-year plan (1951-1956), making it one of the key industrial centers in China as well
as a heavily polluted city. The prosperity of the city experienced a downturn in the
1980s and the early 1990s when heavy industry gradually declined in the area. The
transition from a state-pianned economy to a market economy forced many

ill-managed plants in the city to lay off their workers.

The city, however, has regained its vitality in recent years due to the government’s
“Revitalize Northeast China” campaign and the rapid development of software and
auto manufacturing industries. Many major industrial companies now have their
headquarters in the city. The city now has a population of over 7 million. Its urban
population is 4 million, making it one of the largest cities in northern China (Bureau of
Development and Planning of the Ministry of Education, P. R. China, 2007). The city,
as one of the representative cities of the revitalizing rust-belt industrial cities, has

hence been chosen as the research site.
4.2.4.1.1 School Selection

VE, whose expansion and decline are strongly under the influence of the social and
economic barometer, is on the increase, accompanying the current economic boom
both in the area and in the whole nation. Currently, there exist in the city two types of
vocational senior secondary schools—national key vocational senior secondary schools,
and provincial key vocational senior secondary schools, which are selected for having
met the different criteria concerning the adequacy and quality of facilities, and the
number and qualifications of staff set by the MOE. School selection in the current
study origiﬁally was made on the basis of the following criteria to fulfill the stratified

random sampling purpose of the study, with the selection criteria shown in Table 4.2.
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Table 4.2 Criteria for sampling selection

<4 Three types of vocational senior secondary schools
Types of (national/provincial/local)
school Urban setting

Specialties covered (service/manufacturing sectors)

Stratified random selected English language classes
Class type: Manufacturing- or Service-oriented sectors
Class Year One students (enrolled in fall 2008)

Academically heterogeneous grouping

Three; classes in each school {approximately N=150)

s e ¢ ¢ o i ¢

Adhering to the minimum curriculum instruction
Curriculum requirement (128-144 hours) designated in the new

NVES by the MOE -

< Approximately 16 years old upon finishing the
Age
nine-year compulsory education

Table 4.2 shows that school selection was one of the problems encountered when
starting research in the field. All of the nine vocational senior secondary schools
affiliated directly to the municipal educational bureau have now become national key
schools due to the mega-school expansion movement, with schools of similar
specialties merged into the national key ones affiliated with the municipal educational
bureau. The municipal government provides funds and land for the construction of
new school sites, which are all located in the surrounding suburbs with a spacious
environment. Student enrcllment in each mega-schoolis over 6,000 each year. Among
the nine schools, six are mega-schools under construction. The other three schools are
those with their own distinctive specialties aithough they are relatively smaller in size

and the student number.

Taking language requirements into consideration, almost all the schools could meet
the minimum curriculum instructional requirements, with four hours of English a

week provided in the first semester in Year One in the first school semester of 2008.
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The English teaching hours, however, was reduced to two hours a week in most
vocational schools in the second semester, due to the curriculum set-up of more
vocation-related programs. Of all the nine schools, only three vocational schools could
meet the minimum curriculum instruction r~equircments for English teaching of at least
128 hours per year. The other national key schools failed to meet the minimum

requirement stated in the new NVES (MOE, 2009b).

School selection was finalized with three key vocational senior secondary schools
through a stratified random sampling approach. One provincial key school and two
national as well as provincial key schools were selected, coded as School A, School B,

and School C in the current study, with their types and features shown in Table 4.3.

Table 4.3 School features and types

Schools Features Types
A Service-sector oriented A national & provincial key schoo)
B Manufacturing-sector oriented A national & provincial key school
C Service-sector oriented A provincial key school

Tabie 4.3 indicates that School C is a provincial key school. In terms of specialty, two
specialty categories — manufacturing- and service-sector oriented specialties — were
selected, with regard to the loca! industry and economy and in line with the chief
specialty classification in the new NVES (MOE, 2009b). The selection of the two
types of schools (i.e., national key and provincial key) are therefore representative of
formal vocational senior secondary schools. School B is one of the top mega-schools,
with a strong manufacturing-sector orientation although there are also some service
specialties in the school. School B is considered an example of mega-schoots with
modern facilities and newly constructed buildings. The other two schools — School A

and Schoo! C — are smaller both in size and student number.

School selection was approached with the help of the provincial English subject
inspector (coded as Ms J in the research) and the English inspector of city Y (coded as

Ms Y in the research) to gain access to the three schools. Arrangements were made to
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outline the study with the school administration, the English teachers, and students

during the researcher’s school visit.
4.2.4.1.2 Participants

In quantitative research, the intent of sampling individuals is to “choose individuals
that are representative of a population so that the results can be generalized to a
population” (Creswell & Plano Clark, 2007, p. 112). In the current study, sampling
uging multiple probability techniques, the combination of random sampling, stratified
san;pling and cluster sampling, have been adopted. According to Teddlie and Yu
(2007, p. 201), random sampling occurs when each sampling unit in a clearly defined
population has an equal chance of being included or selected; stratified samplin'g
occurs when the population is divided into subgroups or strata with selection units
from those strata; and cluster sampling occurs when the sampling unit is not an
individual but a group or cluster forming naturally in the population such as in schools
or classrooms. The probability sampling can lead to greater breadth of information

from a large number of representative population (Patton, 2002).

[n conducting sampling selection in the three schools, learners from three vocational
senior secondary schools were first stratified according to their
specialties—manufacturing- and service-sector oriented specialties. Random samples
were then selected within each stratum of specialty, with an expectation that a
proportional number of participants on the stratification characteristic could be
selected and represented in the final data collection. A total of 707 participants at three
vocational schools in city Y participated in the quantitative phase of the study, with the
details listed in Tabie 4.4.

Table 4.4 Number of participants in the three selected schools

School Participants (N=707)
School A N=289
School B N=234
School C N=184
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Table 4.4 shows that Schoo! A has the largest number of participants, which was
due to the support and cooperation from the school administration and teaching staff.
All the participants were first year students, enrolled in September, 2008. General
English, along with Chinese and mathematics, is taught to students in their first year
study with a minimum requirement of 128-144 hours according to the newly issued
new NVES. Since all vocational schools presently have the right to enroll students
from around mainland China, students in each type of school exhibit variety and
diversity, being not only local students but also students from nearby and faraway
places in the rural areas, with consequently a wide range of English language
competences. The demographic information was investigated through the
questionnaires, and were verified with interview data. Formal data collection was

conducted in early April 2009.
4.2.4.2 Instruments

Two types of research instruments were utilized for the quantitative survey research,
namely, a motivation survey and a specially-designed language ability test (Zhao &
Coniam, 2009), along with learners’ demographic information. Although the data
analysis of the motivation survey and the relationships between motivational
determinants and language achievement was dealt with in the qualitative study as an

embedded guantitative study, these instruments are outlined in this section.
4.2.4.2.1 The Questionnaire

Along with the language ability test, a cross-sectional motivational questionnaire
survey was conducted. The survey involves “getting reactions to questions or other
stimuli from a representative sample of a target group, to which the researcher expects
to generalize” (Krathwohl, 1998, p. 352). The advantages for the adoption of the
ready-made survey research are the reliability and validity of its constructs, and the

rapid turnaround in data collection (Creswell, 2009; Dérnyei & Taguchi, 2009).

The questionnaire consists of two sections (see Appendix D), with information

presented in Chinese for the purpose of clarity. Section One focuses on basic
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demographic information and explanatory factors, such as name, gender, age,
specialty, language learning history, socioeconomic status of learners, the weekly
hours spent on learning English outside class, to name but a few, aiming at
understanding the general information of the participants. Section Two of the
questionnaire intends to investigate learners’ motivational factors, and the

relationships between motivational determinants and language achievement, with the «

adoption of Gardner’s socio-educational model.
The Socio-Educational Model of Second Language Acqaisition (SLA)

Over the past forty years, extensive empirical studies have bee'n conducted,
investigating the relationship between motivation variables and L2 achievement, using
different measures of motivation on the basis of such models as Gardner's
socio-educational model-the Attitude/Motivation Test Battery (AMTB) (Gardner,
1985; Gardner & Macintyre, 1993), Noels’s (2001a) adaption of Deci and Ryan’s
(1985; 2002) self-determination theory, Clément’s (1980) social-contextual model,
and D8myei’s (Csizér & Ddrnyei, 2005) process model of L2 motivation. While the
studies are different in their conceptualizations of motivation (e.g., Clément, Gardner,
& Smythe,- 1980; Clément & Kruidenier, 1983; Gardner, Lalonde, Moorcroft, & Evers,
1987; Gardner & Maclntyre, 1993), all studies reported relationships between
motivation and L2 achievement. The concept of language learning motivation has
become a central component of a number of theories of L2 acquisition (e.g., Clément,
1980; Dornyei et al., 2003; Gardner, 1985; Gardner et al,, 1997; Krashen, 1981, 1982;
Masgoret & Gardner, 2003; Spolsky, 1985, 1\989; Tremblay & Gardner, 1995).

While there have been other models, many of the research studies, however, have been
buiit on Gardner’s (1985) Socioc-educational Model of Second Language Acquisition
(SLA). The modern AMTB (Gardner, 2001, p. 5) has evolved from a number of
changes over four decades (e.g., Gardner, 1985; Gardner & Macintyre, 1993, Gardner,
2000), with the model shown in Figure 4.6,
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Figure 4.6 Gardner's AMTB

The AMTB includes 130 items, measuring all kinds of factors that affect Gardner’s
definition of motivation. The primary objective of the model is to account for
individual differences in the motivation to learn a second language. The term
motivation is defined by Gardner as “the combination of effort plus desire to achieve
the goal of learning the language plus favorable attitudes towards learning the

- language” (1985, p. 10). Gardner’s definition consists of four components: (1) a goal,
(2) a desire to attain the goal, h(3) positive attitudes towards learning the language, and
(4) efforts to achieve the effect. Motivation is hence a complex set of variables with the
effort or energy expended in acquiring the language as well as the reason for learning
the foreign/second language, which serves as a goal to orient the effort. Two goals or
orientations have so far received the most empirical attention: instrumental orientation

and integrative orientation (Noels, 2001a & b).

Instrumental orientation refers to reasons for language learning for practical purposes,
such as getting a job or a higher salary, while integrative orientation refers to reasons
related to interaction and communication with the target language community. The

two orientations, namely, integrative and instrumental orientations (see Gardner 1985;
Gardner & Tremblay, 1994) are not parallel sets of constructs of intrinsic and extrinsic

motivation. Gardner argues that both integrative and instrumental orientations are
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extrinsic in that language is learned in order to satisfy some desirable goals.

Mon:eover, Gardner considers motivation for foreign language learning to be different
from motivation for other school subjects as “any other subject, such as mathematics,
science, or history, involves the development of knowledge or skills which are a part
of the heritage of the students’ cultural community; a second language, on the other
hand, is a salient characteristic of another culture. As a consequence, the relative
degree of success will be influenced to some extent by the individual’s attitudes
towards the other community or to other communities in general as well as by the
belief in the community which are relevant to the language learning process™ (1985, p.

146).

Figure 4.6 shows that there are two classes of variables. Integrativeness and Attitudes
towards the learning situation are two correlated variables that influence Motivation,
and that Motivation and Language aptitude exert an influence on Language
achievement, together with Other factors not directly associated with Integrative
motivation. These Other factors could be language learning strategies (Oxford, 1990),
language anxiety (Horwitz, Horwitz, & Cope, 1986; MacIntyre & Gardner, 1989), and
self-confidence with the language (Clément, 1980). The figure also indicates that the
three variables, Integrativeness, Attitudes towards the learning situation, as well as
Motivation, form Integrative motivation. The effect of Integrativeness and Attitudes
towards the learning situation is indirect, acting through Motivation (Masgoret &
Gardner, 2003). Integrative motivation is hence a complex of attitudinal, goal-directed,
and motivationa! attributes, which have been the most developed and researched facet

of Gardnt;r’s (1985) motivation theory (Déryei, 2003).

The AMTB, originally used in Canada for students learning French as a second
language, consists of 11 subtests, with variables grouped into five categories: (1)
Integrativeness, (2) Attitudes towards the learning situation, (3) Motivation, (4)
Language anxiety, and (5) Other attributes. The first three variables are indicated in
the model (see Figure 4.6), although the latter two variables not. Masgoret and

Gardner (2003) conducted a meta-analysis of 75 independent samples involving
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10,489 participants to examine the correlations between achievement and motivation.
The constructs and scales, the number of items, and the relevant mean Cronbach’s

alpha coefficients are provided in Table 4.5 (Adepted from Gardner, 2001, p. 9).

Table 4.5 Constructs, scales and number of items from the AMTB

Constructs Scales and number of items Mean
reliability
Integrativeness 0.90
Integrative orientation (4 positively keyed 0.79
items)
Interest in foreign languages (10 items) 0.83
Attitudes towards French Canadians (10 0.85
items)
Attitudes towards the learning situation 0.93
Evaluation of the French teacher (10 items) 0.91
Evaluation of the French course (10 items) 0.93
Maotivation 0.92
Mativation intensity (10 items) 0.80
Desire to leam French (10 items) 0.84
Attitudes towards leaming French (10 items) 0.91
Orientations
Instrumental orientation (4 positively-keyed 0.57
items)
Integrative orientation 0.79

Language anxiety
French class anxiety (10 items)

French use anxiety (10 items)

Amid the 11 subtests, nine have been designed to measure attitudinal and motivational
variables. Eight of the subtests have been designed to measure three primary concepts
in the socio-educational model: Motivation, Integrativeness, and Attitudes towards the
learning situation. Two additional constructs — Instrumental orientation and

Language anxiety-have been included in the AMTB given the context of the study and

the research questions being.investigated. Research investigating the role of attitudes
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and motivation in second language learning has reported consistent relationships

between motivation and L2 achievement (Gardner, 2001; Bernaus & Gardner, 2008).

The AMTB has demonstrated a high level of reliability and validity in numerous
investigations (e.g., Bernaus & Gardner, 2008; Masgoret & Gardner, 2003), although
it usually imposes a bit more on students’ time. In the current study, the mini-AMTB
(Gardner & Maclintyre, 1993) is adopted rather than the original AMTB to reduce
administration time while maintaining the basic conceptual structure of the fuli

version.
The Mini-AMTB Test Battery

The mini-AMTB consists of 12 items with one item corresponding to each scale on the b
AMTRB. Rather than treating the scales individually, attention is focused on the major

attributes in the socio-educational model by aggregating the item scales.

The original mini-AMTB (Gardner & Maclntyre, 1993) has 12 items on a 7-point
rating scale ranging mostly from a positive to negative option (see Table 4.6), with
positively and negatively worded items to gauge participants’ attitudes, motivation,
and language anxiety in terms of ipdividual differences from social and psychological
perspectives (Bernaus & Gardner, 2008, p. 401). In the original mini-AMTB, the first
four measures all range from a negative to positive option in ascending order while
measures 5 and 6 range in the opposite order, from a positive to negative option in
descending order. The rest of the items range from a negative to positive option. In the
current study, the options were rearranged with all measurements ranging from a
positive to negative option in descending order of importance, with the exception of

items 8 and 10, which are negative in nature. The rearranged mini-AMTB is presented

in Table 4.6.
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Table 4.6 The re-arranged Mini-AMTB

1. My motivation to learn English in order to interact with English speaking people is
(% 5) LRI R A8 BHF RB AT RE WD
STRONG GG _1 ; 2 ; 3 ., 4 ;5 ; 6 ; 7 WEAK (§§

2. My attitude towards English speaking people is (I3 YFSEIBRAMRE) ¢
FAVORABLE (XY _1 ; 2 ; 3 : 4 . 5 : 6 : 7 UNFAVORABLE (A A4F)

3. My interest in English is (B IEHEMNB)
VERY HIGH (dE¥®)Y 1 ; 2 . 3 . 4 . 5 : 6 . 7 VERYLOW (JEH{K

4, My desire to leamn English is (¥ 3 RiBHEES) .
STRONG () _1 ; 2 ; 3 ; 4 , 5 ; 6 : 7 WEAK (§§)

5. My attitude towards learning English is (%% 3 BB FMAER)
FAVORABLE (##8) 1 ; 2 ;3 ; 4 ; 5 ; 6 . 7 UNFAVORABLE (i)

6. My attitude towards my English teacher is (FtX] 8B EWIRIARE)
FAVORABLE (&$#) _1 ;.2 : 3 : 4 : 5 : 6 ; 7 UNFAVORABLE (R KI)

7. My motivation to learn English for practical purposes {e.g., to get a good job) is

(RFNEBREHTEAMBEN (Bl REEFLTIE ) -
STRONG (38) _1 ; 2 ; 3 ; 4 ;5 ;6 ; 7 WEAK (§5)

8. 1 worry about speaking English outside of class (B3t 7RS¥ EIEHBUR) -
VERYMUCH (E¥XK)Y _1 ; 2 ; 3 . 4 ; 5 : 6 ; 7 VERYLITTLE (F#H/)

9. My attitude towards my English course is (B RiEX RS
FAVORABLE (FA#) _1 ; 2 ; 3 ; 4 ; 5 ; 6 ;. 7 UNFAVORABLE (k)

10. I worry about speaking in my English class (RIJ{ERER L HKEBFTEHIE) -
VERYMUCH (3ERK)Y _1 ;2 ;3 : 4 . 5 ; 6 ; 7 VERYLITTLE (FEH/M)

11. My motivation to earn English is (% 2 & iER300) -
VERY HIGH (dE#m®) 1 ; 2 ; 3 : 4 ;5 ; 6 ; 7 VERYLOW (dERIED

12. My parents encourage me to learn English (EACEIRERIR % 3 EiB) -
VERYMUCH (dE¥K) _1 ;. 2 : 3 ; 4 ;5 ; 6 . 7 VERYLITTLE (3EH/D)

Table 4.6 shows that the measures in the re-arranged mini-AMTB are randomly listed
. according to the 11 subtests that are often aggregated to form higher order constructs
in the full version of the AMTB, with item 12 as an extra in the mini-AMTB.
Deseriptions of the corresponding item from each scale are listed below under the six
headings: (1) Integrativeness, {2} Attitudes towards the learning situation, (3)

Motivation, (4) Instrumental orientation, (5) Language anxiety, and (6) Other
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attributes.
1. Integrativeness

This is one of the two classes of attitude in Gardner’s socioeducational model. It refers
to an openness on the part of individuals to identify with the L2 language community,
with a general positive outlook on 1.2 and its culture. Individuals willing to identify
with the L2 group are more motivated to learn L2 than those who are not. The
construct measures the degree to which an individual’s willingness and interest in
social interaction with L2 speaking people. This aggregate class of attitude consists of

the following three items in the current study:

(a) Integrative orientation. This item (Q1: My motivation to learn English in order to

interact with English speaking people is
A i) assesses the extent to which participants seek to learn English for integrative
reasons to interact, communicate, and socialize with English speakers. A low score

indicates favorable and open attitudes towards the English language community.

(b) Interest in English language. This item (Q3: My interest in English is X3 92iB /7
2#B) measures an individual’s interest in and openness for foreign languages. In the
Chinese VE context, both the English language and the foreign language refer to the
same concept~English. The foreign language in the original item was therefore
changed into English. A low score represents an interest in lsarning and using English

language.

(c) Attitudes towards English speakers. This item (Q2: My attitude towards English
speaking people is HX v HiF I A B Z55F) measures an individual’s attitude
towards English speaking people. The item originally tested Attitudes towards the
Target Language Group. In China, since English is both the target and the foreign
language, the item was chang;d into Attitude towards English speakiﬁg people. A low
score represents a favorable attitude towards speakers from English speaking countries
whereas a high score indicates unfavorable attitudes towards the English language

community.
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2. Attitudes towards the learning situation

Like integrativeness, this is the other class of attitudes. It refers to an individual’s
reaction to anything related to the immediate context in which English is taught. Two
items are incorporated to assess participants’ reaction to formal instruction at school.
Research has indicated that there emnces in attitudes among classes because
of the nature of the particular classroom environment (Gardner & Lambert, 1972;

Gardner & Smythe, 1981).

(a) English teacher evaluation. This item (Q6: My attitude towards my English teacher
is Bad B EIF A9 E) measures an individual’s attitude towards the English

teacher. A low score indicates a favorable attitude towards the English teacher.

(b) English course evaluation. This item (Q9: My attitude towards my English course
is BT HE X TR A7 ) measures an individual’s attitude towards English
courses delivered at school. A low score indicates a positive evaluation towards
English courses. Although there might be other features “such as evaluation of the text
and associated learning materials and evaluation of the teaching environment and
classmates” (Masgoret & Gardner, 2003, p. 127), it was considered in Gardner’s
socio-educational model that the evaluation of both the teacher and the course could

capture important variations in attitudes towards the learning situation.
3. Motivation

Motivation refers to goal-directed behavior, with a set of complex variables, such as
behaviors, feelings, cognitions, directed towards a number of features of an individual.
Motivation is essentially composed of the following three items, indicating an

individual’s attitudes, desire, and effort to learn English.

(a) Motivational intensity. This item (Q1 1: My motivation to learn English is ¥ >
FKIBHIHHL) assesses the amount of effort an individual spends on English learning.

A low score represents considerable effort put into English iearning.

(b) Desire to learn English. This item (Q4: My desire to learn English is R JiE
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1R E) assesses the degree to which an individual wants to learn English to achieve a
high level of English language competences. A low score reflects a strong desire to

learn English.

(c) Attitudes towards learning English. This item (Q35: My attitude towards learning
English is X} % 3] 38 BT & A ) assesses an individual’s affect experienced
while learning the target language—English in this case. A low score on this item

represents a positive attitude towards learning English.
4. Instrumental orientation

Like Integrative motivation, this is the other class of reasons for language learning. It
refers to the perceived pragmatic benefits of English language ability without any

intention in socializing with the language community. This item (Q7: My rhotivation
to learn English for practical purposes (e.g., to get a good job) is FAFES] HIERLH T
LA B (Fiin. RO T 4E)) assesses the degree to which an individual wants to

learn English fox pragmatic reasons in relation to the potential pragmatic gains of

English ability, e.g., getting a better job or a higher salary.
J. Language anxiety

This measures an individual’s apprehension experienced in English classes or in

situations where English is used. The construct includes the following two items.

(a) English class anxiety. This item (Q10: [ worry about speaking in my English class

i E2)) assesses an individual’s level of apprehension
when called upon to use English during the English activities. A low score reflects a

high level of apprehension when called upon to use English in the English classroom.

(b) English Use Anxiety. This item (Q8: I worry about speaking English outside class
(BN E R IHEFT BIER) )assesses feelings of concern when faced with speaking

English outside of class. A low score reflects a considerable level of apprehension

when called upon to use English outside the classroom.

0. Other atiributes
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This measures variables not included in the original AMTB. The mini-AMTB

incorporates just one item — family members (e.g., parent encouragement) (Gardner,

Masgoret, & Tremblay, 1999).

Parent encouragement. This item (Q12: My parents encourage me to learn English (3

X B E 52 3] JEiR)) is an additional variable, which assesses the degree to which

individuals are encouraged by their parents to learn English. A low score represents a
high level of support or encouragement from the family towards an individual’s

English learning.

The mini-AMTB has been used in many research studies with good reliability and
validity (cf. Bernaus & Gardner, 2008; Gardner & Maclntyre, 1993; Masgoret ef al.,
2001). According to Masgoret and associates (2001), Tennant and Gardner in 1999
assessed the construct validity of the mini-AMTB by compari.ng the relationships
among the aggregated measures of Motivation, Integrativeness, and Attitudes towards
the learning situation to those found in studies using full AMTB. Their research
proved the construct validity and provided support for the reliability of the aggregate
measures in their study by reporting relatively high test-retest correlations ranging
from .75 for Integrativeness to .89 for Motivation, and .83 and .85 for Attitude towards

the learning situation and Anxiety, respectively.

In China, although the full AMTB has been adopted in language research in tertiary
VE (e.g., Zhang, 2004; Shen, 2006), relatively little research has been conducted in
senior secondary VE to examine the relationships among Attitudes, Motivation,
Anxiety and Language achievement using the mini-AMTB. Most research has been
conducted with self-developed questionnaires or revised questionnaires, the reliability

and validity of which are a debatable issue.

To safe guard the validity of the questionnaire, the original English version and the
transtated Chinese version were both presented to participants for clarity’s sake. The
questionnaire was then sent to the provincial and municipal English inspectors and

school teachers to check its clarity. The questionnaire was then piloted with about 25
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students im School A to see if they had any difficulties in understanding the
questionnaire. Eight follow-up student interviews were also conducted to see if any of

the items gave rise to misunderstanding.
4.2.4.2.2 Language Achievement Measurament

Most VE schools in China produce their own tests for students after completing one
year general VE module (128-144 hours), with no common measure to assess
students’ language achievement in China’s VE schools. The learners’ language
achievement of different grades \;vithin the same school and across schools are difficult
to compare and evaluate. A calibrated three-year language ability test, which can
provide an initial baseline comparison measure for lexico-grammar knowledge and
reading skill, has been specially developed to cater for the different levels of students
{Zhao & Coniam, 2009) since they are commonly tested in mainland vocational
language ability tests. While tests were developed for low ability, mid ability and high
ability learners, the mid-ability test with 45 test items was adopted to measure
learners’ general language achievement since it was anticipated this would cover a

wider spectrum of ability.
Test Develbpment

Test development was initiated in the summer of 2005. With the help of the provincial
and municipal inspectors, more than 20 English language VE tests — assessing various
reading skills, usage and lexico-grammatical elements — administered to VE learners
on entry to vocational senior secondary schools in the summer that year were first
collected from a range of provinces across China (e.g., Hebei, Hubei, Jiangsu, Jiangxi,
Liaoning, Shandong and Zhejiang). The main constructs assessed in the tests are listed

in Table 4.7.

From the collected tests, two 50-item trial tests with a number of common items were
developed and piloted on a sample of approximately 200 test takers in each of the two
average ability VE schools (N=400) in city Y. The test types exemplified typical

multiple-choice and matching dialogue item tests involving a meaningful context as
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far as possible (e.g., reading passages, situational dialogues, etc.). Discrete-point items

have been incorporated, although their inclusion is kept to a minimum.

Table 4.7 Constructs assessed in VE English language tests

Skill area Details

Reading skills - Reading for gist, identifying main ideas

Areas of discourse Situational dialogues

Areas of grammar Tenses, aspects

Areas of vocabulary Proncuns, verbs, adverbs, prepositions, verbs, adjectives,
articles, nouns, conjunctions, and phrasal verbs

Classical Measurement Theory (CMT) item analysis was performed on these two ftrial
tests, with the 60-item Test 1 emerging. The 60-item test was then piloted on a sample
of test takers (N=690) in ten vocational schools of different academic abilities (a mix
of coastal schools and inland schools) in two provinces—-Shandong Province and Hubei

~

Province.

Following the statistical analysis of Test 1, an extended test — Test 2 — with three
scales was subsequently developed to provide items for learners of low ability,
mid-ability and high ability. This new set of tests incorporated anchor items from Test
1 along with new test materials. Each test was piloted on a sample of approximately 10
classes (N=500) of VE students at differing levels of ability in Hangzhou, Zhejiang
province. The three linked tests in Test 2 therefore provided a snapshot of student
ability or language competences in terms of reading skill, grammatical and vocabulary

knowledge in mainland vocational senior secondary schools.
Statistics Used in the Analysis of Language Ability Tests

CMT and Rasch measurement procedures were used in the data analyses of the three
tests—the trial test, Test 1 and Test 2. The major statistics in CMT which define quality
in tests and test items are: the fest mean, reliability, item facility and discrimination
(Falvey, Holbrook & Coniam, 1994; Gronlund, 1985). A detailed discussion of test

mean, reliability, item facility and discrimination of the three tests may refer to Zhao
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and Coniam (2009).

In CMT, test results cannot really be directly compared one with another, Item
response theory (IRT) offers a family of measurement or scaling models, developed
from probability theory and used mainly to determine the difficulty of individual test
items in an item bank. The Rasch model named after Rasch (Carroll, 1993), is
parameter, which creates a measurement framework by using a matrix data collection
design, or a series of overlapping test forms linked together by items which are
common to adjacent anchor items. The anchor items enable the relative difficuity of
the areas of use and scales to be established. Rasch analysis, moreover, can provide
sample-free, scale-free measurement with constant scale values for future groups.
Consequently, results can be compared and interpreted with a more general meaning.
An important concept in Rasch is that of model fit, with ‘fit’ essentially being the
difference between expected and observed scores. In the measurement development,
‘perfect fit’ is defined as 1.0; acceptable practical limits of fit are stated as 0.5 for the

lower limit and 1.5 for the upper limit (Zhao & Coniam, 2009).
Test Resuits and the Selection of the Measurement Instrument

In Rasch, test items are analyzed to be used as anchor items. They were then calibrated
using the one-parmncte!: Rasch model, using the one-parameter IRT model with the
Winsteps computer program (Linacre, 2006). Test 2 consisted of three tests with
linking anchor items. The mean for the less demanding Test 2a was -0.58 logits, with a
standard deviation of 0.56. The mean for the mid ability Test 2b was +0.01 logits, with
a standard deviation of 0.52. The mean for the more demanding Test 2c was +0.99
logits, with a standard deviation of 0.85. In general, the three tests can be considered a
valid instrument for testing vocational school students’ language ability or
competence. Due to practical considerations of administration and other practical
constraints, the current study adopted the mid ability test as the measurement
instrument because the analysis indicated that the three tests all demonstrate good

reliability and validity.
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4.2.4.3 Data Collection

The questionnaire survey and the language test were arranged to be tested after regular
class time. Partictpants were informed both in oral or written form before the survey
and testing session that their responses and answers would be kept confidential and
that their questionnaires and test answer sheets would be seen only by the researcher
for the sole purpose of research. Moreover, participants for the next phase would be
purposively selected from the same cohort of the population. The names of students
were requested so that the materials from all the sessions could be matched. Their
names, however, were removed and replaced by numeric codes later before data
analysis. All questionnaires were subsequently coded and all identifying personal
information kept confidential, with nobody from the school other than the researcher

allowed access to the data.

The study was conducted in the following manner. First, the two measurement
instruments were distributed to each student in the selected testing classes from
service- or manufacturing-oriented specialties. Second, students were asked to read
the first page of the motivation questionnaire, informing them of the research purposes
and coﬁﬁdcntial issues. Third, students were given 15 minutes to complete the

two-part motivation survey, the demographic information and the mini-AMTB.

Following this, participants took the English test, which was conducted concurrently
in Year-1 classes of each selected school and lasted 60 minutes. The teacher of each
class was asked to help oversee the procedure. Erasers and 2-B pencils were prepared
in advance, and students were thanked for their participation and cooperation. The
whole procedure, answering the demographic information, the motivation survey and

the language test, lasted around 75 minutes.

As indicated in the visual diagram of the research design (see 4.2.2), two instruments
were utilized in processing the quantitative data — the Winsteps computer program to
present the numerical data from the language test and SPSS ( the Statistical Package

for Social Sciences) for data computing, such as descriptive data analysis and
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correlation and regression analysis. Correlations between the 12 variables and the
language test were computed to examine the interrelations between motivational
variables and language achievement. Multiple regression analyses were used to
determine the relations between the motivational variables and language learning
achievement, an indicator of learners’ language competences. The pattern of
correlations among the mini-AMTB measures and their correlation with the language
achievement enabled the researcher to examine the relations in formal classroom
situations in the vocational senior secondary education context. The computed data
analysis indicates to what extent students’ language abilities or competences differed
and how language ability was related to motivational determinants in answer to the

first and third research questions and sub-questions:

RQ 1: What is learners’ general profile in formal senior secondary vocational
education?
RQ 1.1. What is learners’ general demographic information?

RQ 1.2. What are learners’ general English ability levels?

RQ3.1 What are learners’ general motivational determinants?

RQ3.2 What is the relationship between motivation and language achievement?
RQ3.3 To what extent do attitude/motivational variables contribute to the
discrepancies?

RQ3.4 What other factors underlie the current discrepancies?

The quantitative study also provided a general picture of learners’ demographic
information and language competences (i.e., their current language achievement) and
further their relation with the motivational determinants in the formal vocational
education system. The findings obtained from the quantitative study enabled the
researcher to select representative participants from the same cohort of student
participants for the qualitative study, so that a more detailed understanding and
interpretation of the natural phenomena can be achieved through the qualitative

inquiry.
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4.2.4.4 Summary

In summary, this section has discussed the research design of the quantitative study,

with regard to such research factors as sampling, instruments and the process of data

collection. The relationship between research questions and the adopted methods is

summarized in Table 4.8.

Table 4.8 Quantitative research questions and research design

Research questions & sub-questions Sampling Instruments
RQ 1: What is learners’ general profile in formal Demographic
senior secondary vocational education? information survey
Mid-ability test
Winstep
SPSS
RQ 1.1. What is learners’ general demographic Demographic
information? information survey
RQ 1.2, What are learners’ general English N=707 Mid-ability test
ability levels? School A=289 Winstep
RQ3.1 What are learners’ general motivational School B=234 Re-arranged
determinants? School C=184 Mini-AMTB
SPSS
RQ3.2 What is the relationship between SPSS
motivation and language achievement?
RQ3.3 To what extent do attitude/motivational SPSS + QUAL
variables contribute to the discrepancies?
RQ3.4 What other factors underlie the current SPSS + QUAL

discrepancies?

Table 4.8 indicates that in total 707 participants from three selected schools were

involved in the current study, with two schools being service-sector oriented and one

manufacturing-sector oriented. In view of research instruments for data collection and
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data analysis, three instruments—the demographic information survey, the re-arranged
Mini-AMTB and the mid-ability languape test—were adopted for data collection. The
statistical software—Winstep and SPSS—were used for data processing and analysis.

Following the data analysis of the quantitative study, representative participants were

selected from among the participating subjects for the succeeding qualitative study.
4.2.5 The Qualitative Research Design

The qualitative research, rooted in cultural anthropology and American socioclogy
since the 1960s (Bogdan & Biklen, 2006), involves emerging questions and
procedures, collecting “soft” data in a participant setting, analyzing the data
deductively, building themes from particular to general, and making interpretations of
the meaning of the data through sustained contact with participants (Bogdan & Biklen,
2006; Creswell, 2007, 2008, 2009). Unlike the quantitative study which has provided a
rough picture of learners’ social and educational profile, qualitative research is
descriptive and interpretative. It is largely an investigative process where the
researcher gradually makes sense of a social phenomenon by contrasting, comparing,
replicating, cataloguing and classifying the object of study rather than with outcomes
or produéts (Miles & Huberman, 1994). In terms of data analysis, qualitative
researchers tend to analyze their data inductively with meaning of essential concern.
The intent of qualitative research is to understand a particular situation, event, role,

group, or interaction (Locke, Spirduso, & Silverman, 2000).

The aim of the qualitative inquiry is to identify representative student participants and
conduct an in-depth inquiry of the research questions in terms of the needs
discrepancies between the current and target situations, explore the possible reasons
between the gaps and propose possible solutions. The reason for the selection of the
qualitative method in the current study was that such an approach is more suited to
answering questions “when a ‘how’ or ‘why’ question is being asked about a
contemporary set of events, over which the investigator has little or no control” (Yin,
2003a, p. 9; Denzin & Lincoln, 2005; Yin, 2003a & b). The research questions posed

in the current study attempt not only to describe the situation but also to explain and
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understand the causes underlying the observed phenomena. The research design is

shown in Figure 4.7.

"Raz+3 N
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] Procedure:
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Field notes & transcripts

questions \
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Explanation & interpretation
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Figure 4.7 The qualitative research design

Figure 4.7 depicts the visual diagram of the explanatory qualitative research design,
demonstrating such information as the participant selection, data collection and data
analysis. The qualitative design intends to answer RQ 2 and part of RQ 3, involving
multiple sources and multiple methods. Following the qualitativé data analysis, there

will be an overal! finding explanation and interpretation of the mixed methods study.

A case study approach is a detailed examination of a setting, a single subject, a single
depository of documents, or a particular event (Bogdan & Biklen, 2006; Merriam,
1998; Miles & Huberman, 1994; Yin, 20032 &b, 2005b) within a “bounded system”
(Stake, 20085, p. 444), with multiple sources of data and multiple data collection
methods likely to be used in a naturalistic setting (Punch, 2006). Moreover, as Stake

(2005) states, a “case study is not a methodological choice but 2 choice of what is to be
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4

studied™” {p. 443) while other researchers consider a case study approach to be a
strategy of inquiry, a methodology, or a comprehensive strategy for research {Denzin
& Lincoln, 2005; Yin, 2003a, 2005a & b). The case study approach in the current
study is viewed as a research methodology with individuals in each school constituting
a purposive selected case. Since a qualitative phase of research study adopts a
naturalistic way of inquiry, the research is conducted in real-life situation. The
wholeness, unity and integrity of events in each school have hence been preserved

“within its real-life context” (Yin, 2003a, p. 23).

Regarding research types, Stake (2005) identifies three types of case study: (1)
intrinsic, (2) instrumental and (3) collective (pp. 445-446). The current study is a
collective or multiple case study, with three schools representing three specific cases.
In order to get a synergistic view of each individual case, multiple sources of data (e.g.
students, teachers, and graduate students) and multiple data collection methods (e.g.
classroom observation, follow-up interview, and document analysis) are used in each
case. The collective case study or multiple case study is adopted i the current study
because the instrumental case study is extended to cover several cases, to learn more

about the phenomenon, population or general condition.

Since the aim of the research at this stage is not to get a more comprehensive
understanding of cause-effect relationships in terms of language competences in
senior secondary VE, the qualitative study is an explanatory multiple case study, with

the inclusion of descriptive case studies (Yin, 2003a).
4.2.5.1 Researcher’s Role

In qualitative research, the researcher plays the primary role of data collection It is
quite likely that the researcher may bring personal assumptions, feelings and biases to
the study (LeCompte, 1993, 1999), which affect the research study. It is therefore
essential to state these at the beginning of the study. In terms of the presence of the
researcher in qualitative research, there has been a shift of pronouns from the less

personal “we” or “the researcher” to the familiar “I” (Bogdan & Biklen, 2006). On this
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basis, the first person “I” will be used on behalf of the researcher in the qualitative
study while the third person “the researcher” will be used in reporting the quantitative

data.

My perceptions of students’ language competences in senior secondary VE in
mainland China have been shaped due to my previous personal experiences. My first
contact with VE started in 2002 on a teacher training workshop in Zhejiang. It was the
first time for tﬁe, a university English teacher, to encounter both vocational senior
secondary school teachers as well as students. The students’ language competences,
the teachers’ knowledge and skills exhibited, and teachers’ account of their teaching
problems triggered my enthusiasm for vocational English education. Over the years,
my involvement with VE has led me from being a peripheral observer to a more active
. participant. Since 2005, I have worked as a curriculum commitiee member for the
revision of the NVES (National Vocational English Syllabus) for senior secondary VE.
This working experience has broadened my contact with various vocational staff from
officials of the Ministry of Education, provincial and municipal inspectors, to
vocational school principals and teachers. The experiences have substantively
enriched my knowledge and understanding of VE. When conducting the research, |
have possessed some knowledge of vocational English curriculum and some
understanding of learners’ language competences as well as learners’ learning

motivation.

Because of my previous contacts and experiences; however, I might bring certain
biases to my qualitative study, and the “border crossing” (Bogdan & Biklen, 2006, p.
93) from university culture to VE culture might raise certain problems. To guard
against any such biases, detailed extensive field-notes taken on and off the sites helped
me reflect on my subjectivity as a researcher and the role performed in the research
process. Furthermore, every effort have been made to ensure objectivity during the
whole process of the study although these biases might shape the way of data
collection and data interpretation. The perspective that the researcher brought to the

study was that discrcpancﬁ:s existed between the expected language competences and
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the actual reality. The objective of the study therefore attempted to find possible

solutions to the existing phenomena.

-
4.2.5.2 Case Selection

Uniike intrinsic casework which usually starts with cases already identified,
instrumental and collective casework normally requires case selection (Patton, 2002;
Yin, 2003a & b), the purposive selection of representative cases (Miles & Huberman,
1994), so that the best possible explanation of phenomena can be achieved (Stake,

1995, 2005).
4.2.5.2.1 Research Settings

As stated in the qualitative research design, the three selected schools represent two
types of schools—national key schools and provincial key schools. Since language
competences are the organizing force of the English curriculum in each school,
language activities were considered as the main unit of analysis in classroom
observation while in interviews individuals were regarded as the unit of analysis. in
order to maximize the study validity, the qualitative study were conducted in the same
three schools investigated in the quantitative study. The three schools‘all met the
criteria laid out at the quantitative phase of the study; (1) that the school should be a
senior secondary vocational school, neitﬁer a technical worker nor specialized school;
(2) that it should be a representative school of its kind—a national key or provincial key
school; (3) that the teaching of English should meet the minimum teaching hour
requirements (128-144) hours, as regulated by the MOE for the Year | general English
module. In fact, the first two schools — School A and School B - were selected during
the two phases of pilot studies while the last school — School C — was chosen after my
investigation of several schools in the final stage of data coliection. A detailed

description of each school is presented below.
(1) Schoolt A

School A is both a national and provincial key school, located in the cultural and

educational center of the city. During my school visits, noisy traffic along with the
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A

occasional car horn on the main roads constantly intruded onto the school’s teaching

and learning, ‘

The school is a foreign affairs service school, established in 1980s and honored as a
national key senior secondary vocational school in late 1990s..Due to the trend of
school merges, the school has two campuses at present, covering an area of over
70,000 square meters. The campus I visited is.the main campus. Currently, the school
has nearly 4,000 students. There is a teaching‘cohort of 300 staff, with one third of
them service industry experts. Qver years of development, the school has set up more
than twenty specialties, such as hotel service and management, cookery, trail operation
service and management, airport service, tourism service and management, image
design (i.e., beauty service and hairdressing), logistic service and management, to
name but a few. T'o sustain enrollment and maintain vitality, each year the specialty
set-up is adjusted according to market and employment demands. Over the years, the
school has built up a close relationship with various service srganizations and
institutions, with some industry experts acting as external consultants to the school.
One thing that impressed me most during my school visit was the names of classes,
named after a contracted enterprise. For example, the Marriot Princess class consists
only of girls, majoring in hotel service and management, which showed the close
bond with the service sector, The school has signed long#erm contracts with certain
four- or five-star hotels, serving as the school’s practicum bases. In return, the hotels
have the privilege to choose their would-be employees from those designated classes.
Moreover, mid-level managers from those enterprises are often invited to the school to

give practical guidance and “situated teaching” in the school.

There are only two buildings on the main campus, a teaching building in the front and
an accommodation building at the back. The service building holds a dining hall on the
ground floor, with students’ dorms on the rest of the four floors for non-local students.
In between the two buildings is a small neat playground, crammed with students in

school uniform during morning exercise time. Upon entering the school, 1 was greeted

by students whenever I passed them in the corridor or on campus. On the two sides of
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the corridor hang the pictures of famous people, such Albert Einstein, Madame Currie,
and famous mottoes. 'I;he corridors looked bright and tidy. No students were seen
roaming or wandering ;about during class time. The classrooms appeared to be
disciplined during class time. Ms C, the school registrar, told me that the school has

formed a well-structured monitoring system over the years.

In addition to the disciplined neat environment, the school places a strong emphasis on
Engtlish teaching and learning. Unlike other schools which face a reduction in teaching
hours, the school has been able to maintain its English teaching hours at no less than
240 hours per year. To better cater for individual learning differences, the school is the
only one in the city to implement the ability-based instruction or layered instruction
(Tomlinson, 2003), that is, dividing students into three different levels according to
their language abilities. When it is time for English classes, students of different levels
~ Level A (the lowest level), Level B (the intermediate level) and Level C (the
advanced level) — are clustered together according to their actual language ability and
learning needs. In addition to the ability-based teaching, teachers in the school are
encouraged to develop their own school-based English textbooks for less-able learners,

and school-based English textbooks for vocational purposes.
(2) School B

School B is located on the west side of the city. It is both a national and provincial key
school, featured on machinery manufacturing and engineering. It was merged with two
other engineering and financia! schools in 2004, after which its two campuses now

cover an area of 120,000 square meters.

The newly constructed campus is spacious, situated on the edge of the city. The old
campus is about 10 minutes by taxi with cro}ded space and old buildings amid the
former industrial district. This district used ta have a number of large industrial steel
and metallurgical plants and manufacturing works, although those have now either
been closed down or been moved to the nearby suburbs. In 2009, there were over

8,000 fuil-time senior secondary vocational students on campus, forming the main
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body of the school. In addition, the school holds other types of vocational training and

higher vocational education, with an annual enrollment of nearly 3000 students.

The new campus has a number of newly-constructed buildings. It is the biggest and the
most modern one of all the vocational senior secondary schools | visited. The main
teaching building in the new campus has 146 classrooms, four technical foundational
course demonstration classrooms, and three lecture halls. The library and information
building has computer and multimedia classrooms, a reception room, a large
multifunctional lecture hall with a capacity of holding 500 people, two libraries and
two reading rooms. The student dormitory covers an area of 24,800 square meters,
holding nearly 4,000 students. Concerning teachers, the school has a total number of

545 teaching staff, with sixty percent of the teachers’ dual-specialist professionals.

As a manufacturing sector oriented school, School B currently has 26 specialties, such
as electronic operation and control, machinery operation, machinery manufacturing
and control, welding, casting, mechanical design and control, computer numerical
control machine tools, to list a few. As the city is regaining its vitality as an industrial
center, the manufacturing-oriented specialties are attractive to both local and non-local
| students, in particular those from the rural areas. According to the school registrar,
students from the rural areas in the school far outhumbered those from the urban areas,

with the great majority of them males.
(3) School C

Unlike the other two national key schools — School A and School B, School C (a
tourism school) — is only a provincial key school. The school covers an area of 55,000
square meters. The featured specialties of the school are tourism service and
management, pre-school education, and hotel service and management. The school is
the specified tourism guide training center for both the city and the province, the
advanced chef training center for the city and a vocational skill certified center. The
school has some well-equipped simulated training classrooms for service sector

oriented students, such as the simulated Chinese and Western dining halls, the
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simulated tea house, the simulated mini bar, the simulated guest room, the cooking
operation room, the dance hall and the physical training room. In addition to the
various vocational training rooms, the school also has a library, a multimedia

computer room and other modern technological facilities.

Among its 191 teaching staff, 12 are provincial vocational skill certified teachers, 15
are national tourism guide holders and five are expert chefs. In addition to the school’s
full-time teaching staff, the school also invites mid-level managers from the hotel
industry or tourism industry to come to the school to teach and develop
vocational-oriented curriculums. Like School A, School C has also signed contracts
with enterprises in the service industry, in particular with travel agents from within and
outside the province. As a service-oriented school, English has always been an

important feature of the school’s agenda.

On both sides of the corridor hang the pictures of famous businessmen and their
sayings. During my school visits, I found some students wandering around in the
corridor during class time and caught sight of some cigarette butts in the ground-floor

corner in my pilot study.

In general, each of the three schools has its own special characteristics and particular

specialties, with two being service-orientated and one manufacturing-orientated.

4.2.5.2.2 Sampling

As Miles and Huberman state, “As much as you might want to, you cannot study
everyone everywhere doing everything” (1994, p.27). Sampling is crucial especially in
doing NA (Brown, 1995). Choices must be made in terms of “whom to look at or talk
with, where, when, about what, and why - all place limits on the conclusions you can
draw, and on how confident you and others feel about them. Even when the boundary
of a case (e.g., a school in this study) is defined, there are still settings within settings
in each schoal. The school has classrooms, the classrooms have teachers and students
teaching and leaming Within them. And the questions of multiple-case sampling add

another layer of complexity” (ibid.).
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In qualitative research, sampling usually involves two actions: boundary setting and
frame creation (Miles & Huberman, 1994, p. 27). In terms of sampling strategies,
Erickson (1986) suggests a generic, funneling sampling sequence, working from the
outside into the center of a setting. “Within-case sampling is almost always nested ...
with regular movement up and down that ladder” (Miles & Huberman, 1994, p. 29).
Following the theory and strategies mentioned above, a purposive stratified random
sampling within-case framework was set with the order of selection criteria exjtending

from the peripheral to the core of the setting due to the complexity of the phenomena,

with the use of multiple purposive techniques (Teddlie & Yu, 2007).

Purposive sampling (Miles & Huberman, 1994) or purposeful sampling leads to
greater depth of information from a smaller number of carefully-selected
representative cases (Patton, 2002) from the quantitative study. Results from the
quantitative phase produced a general picture of the students’ general demographic
information and their language achievement. On the basis of the data analysis of the
first phase quantitative study, within-case participants were selected with reference to
the teacher’s comments and the researcher’s classroom observations. The advantage of
multiple-case stratified random purposive sampling can strengthen the precision, the
validity, and the stability of the qualitative study (Long, 2005¢c; Miles & Huberman,
1994). Table 4.9 shows the detailed multiple-case sampling procedure.

-
-

Table 4.9 Within-case sampling

Case No. Criterta for inclusion

School n=3 Key schools, meetfng the minimum requirements in the new
NVES (128-144 teaching hours for the GE module)

Classes n=9% Service/manufacturing sector oriented classes; Year 10

Teachers n= Head of the division; English teachers of the observed classes

Students n=23 From the observed or unobserved classes; representative
participants of different language competences

Graduate students n=6 Purposive snowball sampling

Employers n=1 Purposive snowball sampling

Inspectors n=2 Purpusive snowball sampling

With regard to class'selection in the muitiple-case study, the ideal situation with neat

categories is that among the six classes chosen students’ various language
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competences were evenly distributed. In reality, only School A has implemented
layered instruction according to learners’ language competences. Due to the difficuity
of enrollment, vocational schools of various types all operate on open door policy,
which results in a wide range of age and language competence differences among
learners. In view of research participants, multiple sources of participants—students,
teachers, graduate students, inspectors and employers—were investigated, with details

of participant selection presented below.
(1) Students

The sampling of students was not straightforward due to the sequential nature of the
second phase of the study. The selection of students for the qualitative study was based
on the research findings from the quantitative questionnaire survey and language

competence test, with 23 participants were finally selected.
(2) Teachers

The sampling of teachers was conducted on the basis of classroom observation, along
with other considerations, namely years of teaching experience, friendliness and
cooperation in providing insights. It was expected that teacher interviews could
provide useful insights (Chaudron et al., 2005) into learners’ language competences
and language learning needs. In the original design, the issue of gender distribution
was taken into account in order to get a more comprehensive overview. In the actual
field work, however, among all the three selected schools, there were only four male
English teachers. Unfortunately, none of these English teachers teach Year 1 students.

The six teachers interviewed for the study were therefore all female, as shown in Table

4.10.

Table 4.10 shows that two teachers were from each selected school respectively. The
involvement of the teachers in the current study has all gained the consent of the

school gatekeepers and the teachers themselves.
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Table 4.10 Information of teacher participants

Document No. No. School Gender
(416ti01B #1 B F
0420ti01C #2 C F
0421ti02C #3 C F
042701 A #4 A F
0427102 A #5 A F
0504ti02B #6 B F
(3) Graduate Students

The selection of graduate students — those already working in the target situation
(Richterich, 1980b) provided an etic perspective (Denzin & Lincoln, 2000) of
language competences required at the workplace. These informants were
recommended by their former English teachers, their friends or school administrators
through snowball samp‘ling. As former insiders but now outsiders of senior secondary
VE, they provided useful insights on the basis of their own personal experience (Long,
2005a). The six participants (Table 4.11) were not strictly confined to the field of
service or manufacturing sector, but covered a wider field given the time frame of data

collection and the participating willingness of the informants.

Table 4.11 Iinformation of graduate students

Code No. No. Gender
0425gs01 #1 F
0425gs02 #2 M
0428gs01A #3 F
0428gs02A #4 F
0504gs01 #5 F
0504gs02 #6 F

Table 4.11 shows that among the six qualitative participants only one was male.
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(4) English Language Inspectors

While I was in the field collecting data, there happened to be a small scale meeting
with regard to the implementation of the new NVES. A few inspectors, who was
invoived in the development of the new NVES, attended the meeting. I took the
opportunity of the meeting and conducted an interview with two English inspectors

after [ explained to them my research study.

Table 4.12 shows that both of the two inspectors are female, working at the two

different municipal vocational education centers.

Table 4.12 Information of inspectors

Document No. No. Gender Affiliation

0423spl1 #1 F A VE center

04235p02 #2 F A VE center
(5) Employer

Employers as an important source of information provided information with regard to
language competences required at the workplace. The targeted employers were six, but
resulted only in one due to the source of the informants and the employers’ willingness
to participate. I approached a joint venture German general manager through one of
my former students, currently his colleague. The interview was conducted at his

workplace in English.
Summary

[n summary, the multiple sources of information — students and teachers from inside
the educational institutions, and graduate students, inspectors and employers from
outside the educational institutions — were thus regarded as key informants in the

qualitative study (Patton, 2002).

4.2.5.2.3 Instrumentation

Instrumentation “comprises specific methods for collecting data” (Miles & Huberman,
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1994, p.36). In the qualitative explanatory study, multiple sources of data — “both the
evidence and the clues” (Bogdan & Biklen, 2006, p. 117) were gathered through
varying amounts of interaction with participants (LeCompte & Preissle, 1993) through
ways of seeing, hearing and synthesizing (Wolcott, 2001). An overt approach was
adopted in the qualitative study - two interactive methods (i.e., observation and
interview) and one non-interactive method (document analysis), along with an
embedded quantitative study. Access to classroom observation and face-to-face
interviews were obtained with the consent of the gatekeepers (Bogdan & Biklen, 2006)
of the three schools and of the English teachers, students and graduate students
involved. All participants — “the chosen few"” (Bogdan & Biklen, 2006, p. 89) — were
informed of the purpose of the research study, namely, that what they were involved in
would form part of a doctoral study, rather than being for any commercial purpose.
Their involvement in the study was voluntary, and all the data collected would be kept
confidential. No other person in their schoo! would be permitted access to the data.
The recording of classroom teaching and of the interviews were also conducted with
participants’ consent. Ethical research principles were maintained throughout the

study.
4.2.5.2.3.1 Classroom QObservation

In this section, classroom observation procedure, protocol and coding mnemonics are

described and introduced.
(1) Procedures and Protocol

Classroom observation as a type of classroom research has been developed in the
mid-1960s (e.g. Allwright, 1988, 2006; Chaudron, 1988, 2000; van Lier, 1988, 2000)
to observe teacher behavior or classroom interaction processes with data derived from
the observation (Long, 1980; van Lier, 1990). The typical focus of classroom research
is “instructional behaviors, interaction patterns among teachers and students such as
Initiation-Response-Evaluation (IRE) routines, and the teaching/learning processes

and outcomes associated with different types of language and literacy activities” (Duff,
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2007, p. 976). Qualitative classroom research in nature is “more exploratory and
interpretive, and designed to examine the complex relationships among factors in a

learning situation” (ibid.).

In language research, many categorization schemes have been proposed to guide the
observation process, such as the ten categories Interaction Analysis (Flanders, 1960,
1970), Flint (Foreign Language Interaction) (Moskowitz, 1971), FOCUS (Foci for
Observing Communications Used in Settings) (Fanselow, 1977), as well as COLT
(Communicative Orientation of Language Teaching) (Spada & Fréhlich, 1995) and
other schemes (e.g., Altwright, 1988; Chaudron, 1988, 2000; Ellis, 1990; Long, 1980;
Nunan, 1989; Ullman & Geva, 1985; van Lier, 1988), with observation considered a

valuable tool to assist teachers and researchers in classroom practice.

The non-participant observation adopted in the current study provided direct, in-depth,
contextualized study of the events, interactions and patterns of language use in the
actual classroom contexts, that is, the collection of direct hard data in naturalistic
settings. Nine non-participant classroom observation were conducted at the three
selected schools. Since a couple of the participating teachers did not want to have their
classrooms recorded, three classroom observations were conducted in the form of
field-notes and observation protocols for data analysis reference (see Table 4.13 &

Appendix A).

Table 4.13 Classroom observation details

No. School Class Data type

| A Trail Service & Management Observation protocol (OP)
#2 B Air Service OP

#3 B Mould Design & Management op

4 B Computer Numerical Control Recorded data + OP

#5 B Air Service Recorded data + OP

#6 C Business English Recorded data + OP

#7 C Tourism Service & Management Recorded data + OP

#8 C Business English Recorded data + OP

#9 A Hote! Service & Management Recorded data + QP

Table 4.13 shows that the classes involved in the classroom observation were service-
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and manufacturing- sector oriented. An observation protocol (see Appendix A)-a form
for recording and writing down information—was used while conducting classroom
observations along with concurrent field notes. The observation protocol contains a
heading with such detailed background information as the date, class, code number for
later data transcription, student information, teaching and learning information and

facilities, to name but a few, as shown in the sample below.
Classroom Observation (co) #07
Observer: Diana Zhao
The Third-Period Class in Ms. DF's Class
Date: April 21, 2009 (Thursday)
Time period: 10:10-10:55 am (Recording time: 44:55)
Venue: School C
Class: Tourism Service and Management, Class 2
Grade: 2008
Document No,: 0421c002C (7th set of notes)
Number of students: 32
Teacher: DF (F)
Lesson’s title: Unit 3 Holidays
Textbook: Essential English (by Municipal Educational Bureau)
Teaching content: Holiday activities
Teaching facilities: Blackboard and chalk

Type of the lesson: General English

The protocol sample shows that it is the seventh classroom observation that the
researcher conducted on Thursday, April 21, 2009 at School C. The class observed
was from 10:10-10:55, the third period in the morning in Ms DF’s class, who was both
the head teacher and the English teacher of Tourism Service and Management Class 2.

It was a medium-sized class, with 32 first year students. The English textbook used in
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the class was Essential English, compiled by the local municipal educational bureau.
On that particular day, students were learning Unit 3 about holiday activities. The
language teaching environment was just the use of blackboard and chalk. The protocol
thus provided a generai education environment and profile of the class observed. In
addition to the background information, the information of the teaching contents and

the classroom setting was included as well.

Contents on the blackboard:

Unit 3 Holiday
Left side Right side
1. Merry Christmas! 1. put on
Happy Chinese New Yearl put off
Thank you. The same to you. 2. turn on
2. Are you doing anything? turn off
3. stay at home with ... turn up
4. Have a wonderful timel turn down
IL. 1. say hello to 3. What do you usually do on the holiday?
2. the same with you

As the above sample shows, the teaching content written on the blackboard was
recorded after what the teacher had written on the blackboard. Moreover, detailed
description of each observed classroom setting was incorporated to refresh the

researcher’s memory of the research setting, as the sample shows below.

Classroom setting:

This is a rather crowded classroom compared with the class | observed yesterday,
which has only six students in the English class. The door is in the front part of the
classroom, facing the window. There are thirty-six desks and chairs in the
classroom, with actually only thirty-iwo students attending the English ciass.

Hanging above the blackboard is the couplets in Chinese "5 B14" (Honesty,
fidslity and unity) and=4361%" (Down to the earth and creativity), with a national
flag in between. In the front corner of the, classroom, there Is a drinking machine and
some cleaning tools, such as mops, dulstbin and brooms. At the back of the
classroom, on the wall opposite to the-Blackboard is the class wallpaper area, with a
very salient slogan: “Ms D, our com;nander-in-chief, we always love you!” Next to
the red-letter siogan are some cartoon characters, a lovely snoopy and a Teddy
bear with a Christmas hat. There are some photos of the class activities, with
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captions written below. The wall paper must have been decorated during last
Christmas.

The description of each observed classroom setting brought back my memory of the

class environment. The description also enabled me to further understand and interpret
the classroom observation data and interview data, as some of the interviewed students
were selected from the observed class. To better understand the teaching and learning
activities, a chart of seating organization and student participation frequency was also

sketched during each classroom observation, as shown in the sample below.

Seating organization and student participation frequency:

16/24/26 125127 10/42 11/43 3/46 | 2/13/722/47
L1 L2 L3 L4 L5 L6 L7 LS

5 8/32 9/33 4/14/44 15/45 12/18/23 19
LY Lo L1 L12 L13 L14 L15 L16

1/34 6/30/38/40 7/31/39/41 20 21
Li7 L8 L19 L20 L21 L22 L23 L24

28 29 5

L25 . L26 L27 L28 L29 L30 Lx Lx
L3 L32 Lx Lx Lx Lx

MNote: Lx = a vacant seat.

In the above sample, L stands for one learner, and Lx for a vacant seat. The sample
shows the class seating arrangement, with two passages separating the three groups of
students. There are altogether 32 students in the classroom. The number above each
individual learner indicates the participation frequency of each student and the order
that students were calied upon. For instance, L1 was called upon by the teacher in the
class three times in the middle of the class. It can be seen from the above sample that a
few students (i.e., L8, L19, and L21) participated in the classroom activities four

times.

The teaching content written on the biackboard, the general description of classroom
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_ sefting and seating organization and the noted frequency of each student’s
participation in class vividly reminded me of the actual teaching observed. The main
part of the observation protocol is t? place for taking observation notes, which is
categorized into two categories—descriptive notes and reflective notes — to separate

facts from opinions, as shown below.

Classroom Observation Protocol

Descriptive Notes Reflective Notes

Time Teaching and learning Activities

(TFranscription)

1.15-1.28 T: And next one. Everyday English
LL: Open the window. warm up activities
T: Open the

LL: window

T: and then

LL: air the room

T: Ok. Very good. AE# 478,

129-204 | T:REXME context'situation-based
L: wardrobe learning

T: OK.

flbiEH XN RAE. BE, N4

LL: does ..

T:

HXHZA, HXAE, pEpxs, XE—
HXBW? RRETFM? BEAthemE Y

Bt3F. Putthem in the water. Ok, IF.

On the left side of the protocol were the descriptive notes, marked with the duration
of each classroom activity. The Descriptive Notes provided a detailed and
descriptive word picture of what I — as a non-participant observer — heard, saw,

experienced, and thought in the course of data collection. The descriptive aspects of
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the field notes included the following six main aspects: (1) portraits of the research
subjects, (2) reconstruction of dialogue, (3) description of physical setting, {(4)
accounts of pérticdlar t;vc;lts, (5) depiction of activities, and (6) the observer’s
behavior (Bogdan & Biklen, 2006, pp. 121-122), with rich and thick descriptions of

the situation studied.

The right side of the protocol was the reflective notes, which capture the researcher’s
personal reflections, comments, feelings and impressions (Creswell, 2009; Lofland,
1995). These are the “think pieces” {Bogdan & Biklen, 2006, p. 122) which relate to
the progress of the research, with memos for the longer pieces (Glaser & Strauss, 1967)
in relation to the free and tree nodes in NVivo software. The reflective part covers the
following five areas: (1) reflections about analysis, (2) reflections about method, (3)
reflections about ethical dilemmas and conflicts, (4) reflections about the observer’s

frame of mind, and (5) points of clarification (Bogdan & Biklen, 2006, pp. 123-124).

Both the descriptive and reflective notes helped keep track of and visualize dynamic
activities in the classroom, and see the researcher’s comments and justifications,
which lead to the project journal of over 60,000 words after the classroom observation.
In addition to looking for recurring patterns which occurred during observations, the
researcher also attempted to find out what did not happen (Wolcott, 2001). For
instance, the general learning atmosphere, the relationship between teachers and
students, and the frequency of each student’s participation in class. Both the explicit
and implicit information helped gain a deeper understanding of the research

phenomena.

In observing the classroom discourse, critical incidents (Butterfield ef al., 2005) — an
unexpected or problematic event or moment in the classroom — were also recorded in
the “Events during the class™ section in the observation protocol, as described in the
sample below.

Events during the class:

This is the most animated class | have ever observed in my month-long classroon?
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cbservation. Judging from the frequency distribution of the cliass activities, | could
sag that there were still 10 students who did not get involved in the classroom
activities. A couple of them followed the teacher and dld the activities accordingly,
but they never attempted to put up their hands to do the role play in front of the class.
They looked timid in classroom participation. It might be that our presence—four
other teachers and me—frightened the students a bit. (SC-CO-#07-TSM2-F)

The role of the researcher in the study was that of participant-as-observer, taking a
peripheral outsider role in classroom activity. The purpose of conducting the
naturalistic classroom observation was to gain detailed information on existing
phenomena rather than to intervene in the learning process. The classroom observation,
as a primary source of data collection, enabled me to see daily teaching events taking
place at school settings. The close-up information of teacher teaching, students’
learning, and the classroom interaction between teachers and students and their peers

rendered a vivid picture of language competences in the formal school context.

The classes were audio-recorded with a two-piece small hand-held, battery-operated
recording device-a clip-on microphone and a receiver—and the classroom observations
were further enlarged to include interviews outside the classroom setting. The teacher
in the observed class wore a clip-on microphone to guarantee recording quality, with
the receiver connected to the researcher’s laptop computer. The teacher’s moving
around in the classroom did not hinder the quality of the sound. At times students’ talk
was, nonetheless, muffled and inaudible. With the Audacity
(http://audacity.sourceforge.net/download/) sound processing software and LAME
MP3 encoder (http://lame.sourceforge.net/download.php) (both available as free
downloads) installed in the laptop computer, the recording of the classroom teaching
was then converted into MPS3 files, which could be conveniently edited in the process
of transeription. The recording facilities helped in reviewing, confirming and

clarifying the accuracy of the classroom observation.

The “observer effect” or “Heisenberg effect” (Gass & Mackey, 2007, p. 47) was
something that was guarded against in the process of data collection in the current

study. Although the purpose of classroom observation was to collect data as
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unobtrusively as possible, my presence as the researcher and the recording facilities in
the classroom might have caused change of the behavior in both teachers and students.
To lessen the observer effect, [ tried to go to classes in advance and to get acquainted
with both the students and teachers so that their familiarity with me as their classroom
observer could minimize the effect before the actual recording of the classroom

observation. In the whole research process, | made a special effort to familiarize

myself with the participants in a natural, unobtrusive, and as nonthreatening manner as

possible.

In addition to the observer effect, there was also a possibility of the “Hawthorne
effect” (Gass & Mackey, 2007, p. 47); that is, the learners might perform better due to
their positive feelings of being observed. In order to minimize these limitations, data
collected from the classroom observation were triangulated with other sources of data
collected (e.g., interviews and documents), that is, to have the information verified

from one source with another source.

Furthermore, the significance of field notes was treated with caution. Miles and
Huberman (1994) state that researchers become so overwhelmed with all the
iﬁfonnation gathered in research that they “forget to think, to make dcepe;‘ and more
general sense of what is happening, to begin to explain it in a conceptually coherent
way” (p. 69). Progressive notes on data collection and analysis during the research
study were kept for data analysis and discussion. Transeriptions of the observation
data were also checked by participants for the sake of validity. An adapted
transcription system (see Appendix G) was adopted to keep the data transcription

procedures consistent and reliable (Walsh, 2006).
(2) Mnemonics

To facilitate data analysis, classroom observation mnemonics was developed after the
following sequence: (1) school (e.g., SA for School A), (2) instrument type (e.g., CO
for classroom observation), (3) the number of the classroom observation (e.g., #3 for

the third classroom observation), (4) class and specialty observed (e.g., TRSM4 for
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Class 4 of Trail service and management specialty ), and (5} line number (e.g., L15 for

Line 15 in the NVivo document), as listed in Table 4.14.

-

Table 4.14 Classroom cbservation mnemonics

Document No. Data maemonics
0407co01A SA-CO-#01-TRSM4
0405co01lB SB-CO-#02-AS1
0409c002B SB-CO-#03-MDM3
0410co(}3B SB-CO-#04-CNC5
0416co004B SB-CO-#05-AS81
0420co01C SC-CO-#06-BE1
0421co02C SC-CO-#07-TSM2
0422col3C SC-CQ-#08-BE3
(3427¢c002A SA-CO-#09-HSM |

Note: # is the interview code number for student participants. AS = Air service, BE = Business English,
CNC = Computer numerical contrel machine tools, HSM = Hotel service & management, MDM = Mould design &

manufacturing, TRSM = Trail service & management, TSM= Tourism service & management.

In general, classroom observation, as expected, provided significant insights and
valuable information about the current realities of students’ language competences and
teachers’ classroom teaching in formal everyday school settings, that is, the

impiemented curriculum at the meso institutional level.

4.2.5.2.3.2 Interviews

Interviews, which are time-consuming and labor-intensive, are considered a key data
gathering tool in NA (Long, 2005a) and qualitative study (Merriam, 1998). The
current study was conducted in the form of face-to-face one-on-one semi-structured

interviews at different times during the field work.

(1) Procedures and Protocoi
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The purposé of the current study was outlined to participants at the outset of each
interview, with such opening remarks:
Hello, my name is Zhao Wen and | am conducting a project on vocational education
for my PhD study. | would like to talk with you for apout 30 minutes. The data from
this interview wiil be anonymous in my dissertation. The interview is voluntary.

Nobody from the school/place will have opportunity to get access to the data from
the interview.

Prior to the interviews, intended interview questions were conveyed to the teachers.
These were used as “the agenda for the data collection” (Yin, 2003b, p. 55), developed

on the basis of the two central qualitative, as well as quantitative, research questions.

A copy of the discussion question guideline (see Appendices B & C) either in Chinese
or in English was given to the teachers, graduate students, inspectors and the employer
prior to the interview so that they could have time to reflect on what would be asked of
them. Those panici@ing students were not given the interview question guidelines
for fear of their discussing the questions with their classmates, with ready-made

answers being proffered.

'The interview questions in the interview protocol for teachers (see Appendix B)
consist of 12 aspects in relation to the three levels of needs — learners, teachers, and
facilities and resources regarding learners’ language competences:

(1) Educational background

(2) History as a teacher

{3) Views regarding teaching

(4) In-service training

(5) Views regarding students’ most felt needs with regard to language competences
(6) Views regarding the school English cup'iculum

(7) Views regarding the school, resources and facilities (e.g., textbooks, audio-visual aids,

computer hardware and software)

(8) Views regarding support systems within and outside school
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{9) Views regarding students’ targeted language competences at workplace

(10) Problems causing the current realities

(11) Measures having been taken to deal with the deficiencies

(12) Measures to be taken to further alleviate the deficiencies

Like the three levels of needs in teacher interviews, the interview questions for the

students and graduate students also consist of twelve aspects (see Appendix C):

(D
@
(3
(4)
16
(6)
)

&
C)

Family background and support

English learning experience

Attitudes towards English learning

The most felt needs with regard to language competences
The importance of English learning

Views regarding school English teaching

Views regarding the school, resources and facilities (e.g., textbooks, audio-visual aids,

computer hardware and software)
Views regarding support systems within and outside school

Views regarding language competences required at workplace

(10) Views regarding language competences

(11) Views regarding language teaching at school

(12) Views regarding resources and facilities

The interview protocols for the employer and graduate students were mainly directed

towards the workplace requirements and the language competence deficiencies

between school and work. The various perspectivés on language competence

deficiencies helped triangulate the multiple sources of information.

It would have been preferable for interviews to be conducted immediately afier the

classroom observation while memories were still fresh in participants’ minds. This,

however, was not always possible as students hiad other classes following the English

class, with teachers rushing off to their next class. There was at times also the problem
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of finding a quiet place to conduct interviews. The interviews with teachers and
students were mostly conducted at school while interviews with graduate students
were held either inside or outside the school near the interviewees’ workplace for their
convenience. The information from the graduate students was cross-checked with the
information from the teachers, students and employer in terms of current language
competences and target language competences. The data triangulation helped the

researcher gain an in-acpth understanding of language competence deficiencies.

As with the classroom observation protocol, the interview protocol contains headings
for such information as time, place, the person interviewed, code number for the data
file and so on. Subsequently, in the interview protocol, the researcher asked
interviewees at certain stages to explain their ideas in more detail or to elaborate a
point that they had mentioned. During the interview process, introductory and Yes/No
questions (Merriam, 1998) were avoided and concurrent field notes were taken, with
interviews recorded after gaining participants’ consent and permission. The interviews
were carried out at either formal (e.g., the teacher’s office, the classroom) or informal
(e.g., coffee house) settings. Each formal interview actually lasted from 15 minutes to

over one hour.

All possible effort was put in to avoid errors and protect the validity and reliability of
the interviews. Since interviews involve participants’ subjective opinions, some
participants were reluctant to talk or tried to say what was perhaps expected of them. In
the qualitative study, good rapport with participants, positive reinforcement and
attentive listening were established and maintained since these are essential for
stimulating good talking (Bogdan & Biklen, 2006). Procedures of systematic data
collection and cross-checking information triangulation from various sources (e.g.,
teachers, students, and graduate students) were employed for respondent verification.
Transcripts of recorded interviews were shown to some interviewees, who were
interested in the research, for comments and clarification to eliminate areas of
ambiguity or misrepresentation. The amended data were also incorporated into the

data analysis. Moreover, interview data were supported and triangulated with the other
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sources of data (e.g., classroom observations, documents and other audio-visual
materiais) to add breadth and depth to the data collection and analysis. The interview
data thereby enriched the overal! data, contributing towards a reliable and valid

explanatory inquiry.

After returning from the field, missing data were found in the data collected, such as
missing information in the process of the interviews due to technical problems with
recording facilities. The missing information was later triangulated through telephone

conversations, follow-up interviews, or field notes and project journals.

(2) Mnemonics

-

Table 4.15 Student mnemonics

Document No. Data mnemonics
0408si01A SA-SI-#01-SBR-BE-F
0408si02A SA-SI-#62-LYH-HSM-F
(408si03A SA-SI-#03-WZ-HSM-F
0408si04A SA-SI-#04-WY-HSM-F
0410si01B SB-SI-#05-LL-MDM-M
0410si02B SB-SI-#06-ZXB-MDM-M
0410si03B SB-SI-#07-XIP-MDM-M
0410s:05B SB-SI-#09-Z8-CNC-M
0410si06B SB-SI-#10-ZRJ-CNC-M
0414si01A SA-SI4#11-WS-HSM-F
0414si02A SA-SI-#12-HSQ-HSM-F
0414s5i03A SA-SI-#13-ZS-TRSM-F
0414si04A SA-SI-#14-SXX-HSM-F
G416si01B SB-SI-#15-TZ-AS-M
0416si02B SB-SI1-#16-RGQ-AS-M
0420s5i01C SC-SI-#17-GT-BE-F
0420si03C SC-SI-#19-LXC-TSM-F
0420si04C SC-SI-#20-CM-TSM-F
0420si05C SC-SI-#21-SHY-TSM-M
0421si01C SC-SI-#23-HHR-TSM-M
0421si02C SC-S1-#24-WSQ-TSM-F
0421si03C SC-SI-#25-JY-TSM-F
0421si04C SC-SI-#26-ZTS-TSM-F

Note: # is the interview code number for student participants. AS = Air service, BE = Business English, CNC =
Computer numerical control, HSM = Hotel service & management, MDM = Mould design & manufacturing,

TRSM = Trail service & management, TSM= Tourism service & management.
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For the sake of concise and clarity of data analysis, each student participant was later
re-coded in foliowing mnemonic format(Table 4.15), following such sequence: (1)
school (e.g., SA for School A), (2) interview type (e.g., SI for student interview), (3)
the number of the interviewee (e.g., #3 for the third interviewee), (4) the name code of
the interviewee (e.g., LL), (5) specialty (e.g., BE for Business English), (6) gender
(e.g., M for male), and (7) Line number (e.g., L15 for Line 15 in the NVivo document).

The mnemonics was adopted in the qualitative phase for quoting the student
interviewees’ remarks for the description of the research phenomena. Like the student
mnemonics developed for data analysis, mnemonics for the interviewed teachers was
also developed, following such format: (1) school {(e.g., SA for School A), (2)
interview type (e.g., TI for teacher interview), (3) the number of the interviewee (e.g.,
#3 for the third interviewee), (4) the name code of the interviewed teacher (e.g., PPP
for the interviewed teacher), and (5) line number (e.g., L15 for Line 15 in the NVivo

document), as shown in Table 4.16.

Table 4,16 Teacher mnemonics

Document No. Data mnemonics
0416ti01B SB-TE-#01-LXY
0420ti01C SC-TI-#02-W]
0421ti02C SC-TI-#03-DF
042701 A SA-TI-A04-LM!J
04271i02A SA-TI-#05-ZN
0504ti02B SB-TI-#06-PPP

‘The mnemonics in Table 4.16 were adopted when quoting the interviewees’ remarks
i the data analysis section. Like the mnemonics developed for students and teachers,
the mnemonics for the interviewed graduate students adopted the following sequence:
(1) industry sector (e.g., SV for service sector, MA for manufacturing sector, IT for
information technology sector), (2) interview type (e.g., GS for graduate student
interview), (3) the interviewed number of each interviewee (e.g., #3 for the third
interviewee), (4) gender (e.g., M for male), and (5) Line number (¢.g., L15 for Line 15

in the NVivo document), as shown in Table 4.17.
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Table 4.17 Graduate student mnemonics

Document No. Data mpemonics
0425gs01 MA-GS-#01-F
0425gs02 MA-GS-#02-M
0428gs01A SV-GS-#03-F
0428gs02A SV-GS-#04-F
0504ps01 IT-GS-#05-F
0504g:02 IT-GS-#06-F

The mnemonics shown in Table 4.17 was adopted in the qualitative data analysis when

quoting the interviewees’ remarks.

The mnemonics for the interviews with two inspectors and one employer was arranged
in the following sequence: (1) interview type (e.g., IP for inspector interview, and EP
for employer interview), (2) the number of the interviewee {(e.g., #1 for the first
interviewee), (3) gender (e.g., F for female), and (4) line number (e.g., L15 for Line 15
in the NVivo document). The mnemonics in Table 4.18 was adopted when quoting the
interviewees’ remarks in the qualitative study.

Table 4.18 Inspector and employer mnemonics

Document No. Data mnemonics
0423=p01 IP-#01-F
0423sp02 P-#02-F
0430ep01 EP-#(1-M

In brief, the mnemonics facilitated the data preparation and data analysis in the

qualitative study.
4.2.5.2.3.3 Documents and Other Materials

Documents, as written evidence, were collected at each site since documents can
provide stable and rich source of information (Creswell, 2009; Merriam, 1998). Both
public documents and private documents were collected in the current study. Public
documents include such official documents of the educational bureau, school
documents (e.g., prospectus), English syllabus of the school and textbooks. Private
documents are teachers’ teaching plans, students’ English workbooks, records,

teaching log, and quiz/exam papers, which reflect students’ language competences
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from different perspectives.

In addition to the written documents, audio-visual materials were also collected. A
small digital camera was used to collect such data as the wallpaper in the observed
classes, teaching contents on the blackboard, seating arrangements and classroom
decoration, which helped the researcher in understanding and interpreting the
“strikingly descriptive data” (Bogdan & Biklen, 2006, p. 141). These sources of data
along with field notes and the researcher’s project journal added to a growing pile of

evidence.

4.2.5.3 Data Collection

Data collected through the qualitative phase of inquiry are mainly text-based,
consisting of verbatim transcriptions of classroom observations, follow-up interviews,

field notes and other audio-visual materials and documents in the field work.

The month-long field work was intensified with data collection, writing up of field
notes and preliminary data analysis. The qualitative study, with an embedded
quantitative study, intended to answer the second and third research questions, and

their related sub-questions.

Table 4.19 presents the two qualitative research questions, sub-questions, sampling
and instrumentation. The embedded quantitative questions have been dealt with in the

quantitative study.

In total, 38 participants were investigated in the qualitative study, with the
involvement of students, teachers, graduate students, inspectors and employers
through the means of classroom observation, interviews and document analysis. The
number of students investigated was almost evenly distributed among the three
schools. Nine classroom teaching was observed at three selected schools, with three
classes observed in each individual school. Six teachers were interviewed with two
from each school. Six graduate students were interviewed out of the snowball

sampling.
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Table 4.19 Qualitative rezsearch questions and research design

Research questions & Sampling Instrumentation
sub-guestions
RQ 2. What discrepancies of needs =38 Classroom
currently exist between the present Students (n=23) observation
situation and target situation of School A=8 Interviews
senior secondary vocational school School B=7 Document analysis
students in terms of their language School C=8
competences? Teachers {(n=6)

School A=2

Scheol B=2

School C=2

Graduate students

(n=6)

Inspectors (n=2)
Employer (n=1)

RQ 2.] What are learners’ target Students Classroom
situation needs in terms of English Teachers observation
language competences? Graduate students Interviews
Inspectors Document analysis
RQ 2.1.1 What expectations are there Employer Interviews
of learners? Document analysis
RQ 2.1.2 How are teachers expected Students Interviews
to teach? Teachers Classroom
Graduate students observation
Inspectors
RQ 2.1.3 What expectations are there Students Interviews
concerning educational institutions, Teachers
resources and facilities? Graduate students
. Inspectors
RQ2.2 What are the present situation Students Classroom
needs in terms of English language Teachers observation
competences? Graduate students Interviews
: Inspectors Document analysis
Employer
RQ2.2.1 What are learners’ present Students Interviews
learning needs? Teachers Classroom
Inspectors observation
Employer
RQ2.2.2 How do teachers conduct Students Interviews
teaching? Teachers Classroom
Inspectors observation
RQ2.2.3 How are resources and Students Interviews
facilities provided and utilized at Teachers
schoot?
RQ 3. Given the investigation of the Students Interviews
present situation and target Teachers
situation needs, what factors Inspectors
account for the current Graduate students
discrepancies? Employer
RQ3.1 What are learners’ general The cohort of Re-arranged
motivational determinants? student participants Mini-AMTB
' (N=707) SP3S
RQ3.2 What is the relationship
between motivation and language
achievement?
RQ3.3 To what extent do The cohort of Interviews
attitude/motivational variables student participants Classroom
contribute as important affective (N=707) observation
factors to the discrepencies? Students Re-arranged
RQ3.4 What ather factors underlie the Teachers Mini-AMTB
current discrepancies? Inspectors SPSS
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Two inspectors and one employer were interviewed out of the snowball sampling and
convenient sampling. Moreover, documents, such as official documents and textbooks,
provided more informed perspectives on our understanding of language competence

deficiencies currently existed at vocational senior secondary schools in mainland

China.

The nature of RQ 2 is a comprehensive deficiency analysis, incorporating both TSA
and PSA with relation to means analysis and strategy analysis on the basis of the
language audit conducted in the quantitative study. On the basis of the data collection
related to the two questions (RQ 2.1 and RQ 2.2), a deficiency needs analysis (NA)
was conducted. The gaps of needs, in terms of its size, type, scope, complexity and
range (Cohen ef al., 2000, pp. 391-392), were then identified and categorized, with the
priorities of necds then being sequenced and evaluated. RQ 3 deals with the causes of
needs, the why aspect gf the research phenomena, with an embedded quantitative study

1o demonstrate the relationships between motivation and language achievement.
4.2.5.4 Data Analysis

“The process of data analysis involves making sense out of text and image data”
(Creswell, 2009, p. 183) through different devices and techniques, such as tabular
displays and graphs (Miles & Huberman, 1994). Data analyses in the current study
were based on the following sources of data: documents collected from sites, field
notes taken by the researcher, interview and observation notes, a large stock of
transcribed data, and project profile, with the aid of such software as Audacity, LAME
MP3 encoder, NVivo, and SPSS.

Different procedures for data analyses have been proposed, such as Tesch’s (1990, pp.
142-145) eight steps of data analysis, Bogdan and Biklen’s (2006, pp. 160-171) ten
suggestions regarding data analysis and interpretation in the field, Stake’s (1995)
five-step procedures, and Creswell’s six-step data analysis (Creswell, 2009, pp.
185-186). These procedures provide a systematic process of analyzing textual data.

Data analysis procedure in the current study followed six steps, as shown in Figure 4.8:
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e
Step 1

Organizing & Preparing data for analysis

N
Step 2
Reading through all the data
\— Y,
\
Step 3
Coding the data
y

Step 5

Step 4
Case description & theme categorization
[ Interrelating themes/description of within-/cross-case analysis

. Step 6
Interpreting the meaning of themes/description

Figure 4.8 Data analysis }:)cedura in the qualitative study

Step 1: Organizing and preparing data for analysis. This involved the
time-consuming process of transcribing the data from multiple sources: nine
classroom observation at three selected schools, 23 student interviews, six teacher
interviews, six graduate student interviews, two inspector interviews and one
employer interview, documents, audio-visual materials, field notes, and memos, with
data sorted and arranged into different types according to the source of information. In
the process of data transcription, I completed my project journal of over 60,000 words

in English and analytic memos on emergent patterns, categories, themes, concepts and

ethics (Saldana, 2009).

Step 2: Reading through all the data. The purpose of the content analysis was to obtain
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a general sense and overall understanding of the data. It enabled me-the
researcher~not only to gain an overview of the richness and thickness of the data, but
also to embark on a processing journey of abstraction and conceptualization. While
reading, I made notes, jotted down some recurrent emerging concepts, themes and
issues towards sefting up and constructing a thematic framework. The preliminary
reading and coding was done with the original data file classified into two columns,
original data on the spacious left column with preliminary ideas in the narrow right
hand column. The prcliminary codes established a link between the raw data and the
final codes. To facilitate data analysis, computer assisted qualitative data analysis
software (under the acronym CAQDAS) was used for data processing and data
analysis since a computer program can help compare different codes (Bogdan &
Biklen, 2006). The complete file was then imported into the qualitative software

NVivo 8.0 in the format of word documents.

Step 3. Coding the data. “The excellence of the research”, as Strauss states, “rests in
large part on the excellence of the coding” (1987, p. 27). Coding is linking, which
leads a researcher from the data to the ideas, and from the idea to all the data pertaining
to that idea (Bogdan & Biklen, 2006). Creswell (2009) further suggests developing a
qualitative codebook for organizing data, which contains a list of predetermined codes
that researchers use for coding the data in the form of a table or record. MacQueen and
associates (2008) suggest that each codebook entry contain “the code, a brief
definition,a full definition, guidelines for when to use the code, guidelines for when
not to use the code, and examples” (p. 121). On the basis of the literature review and
study, a preliminary list of codes was developed prior to the process of data collection
and analysis on the basis of literature review and research questions. The codebook
provided a structural framework for data analysis (see Appendix F). The codebook
was later revised with some more descriptive, topic and analytic codes (Richards, 2005)
added or some preset codes deleted. The codebook, however, provided a scaffolding

framework in the process of data processing.

Manual coding with a pencil and highlighters were then explored on sheets of paper
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before inputting these into qualitative data processing software. The observation data
"and the interview data in the study were conceptualized into an initial coding scheme.
This was the “First Cycle” process of doing descriptive analysis (Saldana, 2009, p. 3),
with the next step constituting the “Second Cycle” (ibid.) process of analytic analysis.
The “First Cycle” process consisted of such coding as attribute coding (Bazeley, 2003),
simultaneous coding (Miles & Huberman, 1994), structural coding, descriptive coding

and In Vivo coding (Bazeley, 2006; Saldana, 2009).

Step 4. Using the coding process to generate a description of the cases as well as
categories or themes for analysis. The Second Cycle methods were more challenging,
which “require sujé_l'kgnalytical skills as classifying, prioritizing, integrating,
synthesizing, abst;acting, conceptualizing, and theory building” (Saldana, 2009, p. 3).
The high frequency codes were then categorized as key themes or perspectives with
code indications marked on the basis of the topics addressed in the documents, field
notes, and interview notes. The detailed in-depth description of each individual case
enabled the researcher to generate codes from the description, which leads to the
generation of a small number of themes or categories (Rossman & Rallis, 2003). The
recurrent themes were then identified, extracted and analyzed for each case and across
different cases. These themes displayed multiple perspectives from individuais and

were supported by diverse quotations and specific evidence,

Step 5. Interrelating themes or description of each individual case and across cases
with visuals, figures, or tables to help with illustrations. The use of visual devices has
received increased attention in qualitative study (Miles & Huberman, 1994). In the
current study, data were abstracted from their original context and rearranged
according to their themes and thematic reference. One or more tables were drawn up
for each individual case in the project journal, following the same format for
within-case and cross-case study and comparison. Throughout the process of data
analysis from within-case and across-case analysis, references to the research
questions were made repeatedly and at every step mentioned above so as not to deviate

from the course set at the outset of the study among the wealth of collected data.
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Within-case analysis helped the researcher to deal with the huge volume of data while
cross-case analysis was made by comparing the similarities and differences between
patterns which emerged from within-case analysis to form new categories and
concepts (Eisenhardt, 1989). The inductive data analysis process was an emergent
interpretive inquiring process, which indicated the moving back and forth between the

themes and database through within-case until a “comprehensive set of themes™ were

established (Creswell, 2009, p. 175).

Step 6. Interpret the meaning of themes or description to capture the essence of the
mixed methods study (Lincoln & Guba, 1985). When all the data were sifted and
charted according to their themes, the researcher then integrated key features of the
data and interpreted the data set as a whole from a pragmatist worldview. 1t was a
process of integrating the salience and dynamics of themes and dimensions to interpret

the research questions.

The results of the data analysis were triangulated via a multiple sources/methods
approach, with some inaccurate perceived needs filtered out to increase the validity
and trustworthiness of the research (Long, 2005a). The whole process of data analysis,
| as Creswell describes, is like “peeling back the layers of an onion” (2009, p. 183). The
current study utilized qualitative research software NVivo 8.0 (Creswell, 2009}, the
advantages of which is that text can be searched for under key categories and themes;
meaningful data chunks can be identified, grouped and regrouped for analysis; codes
can be changed and edited in multiple ways and approaches (Bazeley, 2007). The
“naturalistic generalizations™ (Stake, 1995, p. 86) — the researcher’s summary of

interpretations and claims, was consequently generalized inductively.
4.2.6 Legitimation

The treatment of validity in mixed methods research is & challenging issue as each

research (i.e., quantitative and qualitative) has its own forms of validity. In quantitative

research, the importance of validity has long been accepted and treated {Lincoln & Guba,
¥

1990; Tashakkori & Teddlie, 1998; Teddlie & Yu, 2007). [In qualitative research, the issue

153



of validity has been more contentious and different typologies and terms have been
produced. In mixed methods research, validity issues are still in their infancy
(Onwuegbuzie & Johnson, 2006) although it combines complementary strengths and
nonoverlapping weakness of quantitative and qualitative research. Onwuegbuzie and
Johnson (2006) recommend the use of the term legitimation (Plano Clark & Creswell,
2008), “a bilingual nomenclature” (Onwuegbuzie & Johnson, 2006, p. 48), to cover both

quantitative and qualitative research.
4.2.6.1 Validity and Reliability Issues in Quantitative Research

In quantitative research, validity means that “the researcher can draw meaningful
inferences from the results to a population™ (Creswell & Plano Clark, 2007, p. 133)
whereas reliability means that scores received from participants on each measurement

occasion are consistent and stable over time (ibid.).

The treatment of validity issue in quantitative research has long been discussed and
documented in the literature (e.g., Campbell, 1957; Campbell & Staniey, 1963;
Creswell, 2007, 2008, 2009; Lincoln & Guba, 1985; Tashakkori & Teddlie, 1998;
Teddlie & Yu, 2007). In the current two quantitative studies, lihe validity of the English
test was established through content validity, and the validity of the test scores
established t_hrough criterion-related and construct validity. Tﬁe motivational survey
instrument used in the research has long been studied and adopted in various research
studies with good reliability, statistical conclusion validity, internal validity, construct

validity and external validity.

4.2.6.2 Validity, Reliability Issues in Qualitative Research
N

Qualitative validity, a much-discussed topic (Lincoln & Guba, 2000), refers to the

~ procedures that refearchers employ to checks for the accuracy of the findings to
determine whether the findings have captured the lived experience of people (Denzin
& Lincoln, 2005) from the standpoint of the researcher, the participant, or the readers

of an account (Creswell & Miller, 2000).

Denzin and Lincoln (2005) argue for *a serious rethinking of such terms as validity,
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generalizability, and reliability, terms already retheorized in postpositivist ...,
constructivist-naturalistic ..., feminist ..., interpretive and performative,
poststructural ..., and critical discourses ... This crisis asks, How are qualitative
studies to be evaluated in the contemporary, poststructural moment?” (pp. 19-20). Part
of the selution to the issue of validity is to reconceptualize quantitative validity -
concepts with the following concepts: credibility (i.e., internal validity in quantitative
research), transferability (i.e., external validity in quantitative research), dependability
(i.e., reliability in quantitative research), and confirmability (i.e., objectivity in

quantitative research) (Lincoln & Guba, 1985).

Onwuegbuzie and Johnson (2006) conceptualized 29 elements of the Qualitative
Legitimation Model for qualitative research at three recursive stages of the research
process—research design/data collection, data analysis, and data interpretation. The
threats to both internal and external credibility are considered to be pertinent to
qualitative research. Several other terms have been used in the qualitative literature to
indicate the similar concepts, such as trustworthiness, authenticity, and credibility
(Creswell, 1999; Creswell & Miller, 2000; Lincoln & Guba, 1990; Maxwell, 1992;
Miles & Huberman, 1994; Strauss and Corbin, 1998).

In the current study, the following four strategies were adopted to ensure validity in the

qualitative study:

(1) Data collected through multiple sources through stratified purposive sampling {e.g.,
teachers, students, graduate studcntg, inspectors and employer) and multiple methods
(e.g., classroom observation, interview and document analysis) were triangulated

using “‘sources x method combination” (Long, 2005a, p. 4).

(2) The participants (i.e., teachers and graduate students) were invited to check the
transcribed data during the process of data analysis to ensure the truth value of the

data.

(3) Rich, thick and detailed descriptions of each individual case were provided in the

research profile and field notes to report the research so that the results were more
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realistic and richer, and thereby provided a more clear and accurate picture.

(4) The researcher’s bias (i.e., the researcher’s role) was articulated and clarified at the

outset of the study.

Reliability, however, “plays a minor role in qualitative research and relates primarily
to the reliability of multiple coders bn a team to reach agreement on codes for passages
in text” (Creswell & Plano Clark, 2007, p. 134). Yin (2003a) suggests that qualitative
researchers need to document the procedures of their case studies and to document as
many of the steps of the procedures as possible. Creswell (2009, p. 191) recommends
intercoder agreement (or cross-checking) while Miles and Huberman (1994)
recommend that the consistency of the coding be in agreement at least 80% of the time

for good qualitative reliability.

In the current study, procedures were employed to m.ake sure that the process of
qualitative research was consistent and reliable. The transcripts obtained from the
classroom observation and interviews were participant-checked so that they contained
no obvious mistakes. The researcher tried to make sure that there was no shift in the
definition and meaning of codes with the data constantly examined and compared.
Writing memos about the codes and their definitions in the qualitative codebook was
developed prior to data analysis. The multiple sources of data collection were

integrated through triangulation of the data via member checking and cross-checking.
4.2.6.3 Validity in Mixed Methods Research

Although validity differs in quantitative and qualitative research, it serves the purpose
of checking on the quality of the data and the resuits. Mixed methods researchers need
to deal with the foilowing three issues: (1) representation of lived experience of
participants, (2) integration of quantitative and qualitative methods, and (3)
legitimation of research findings (Onwuegbuzie & Johnson, 2006). According to
Plano Clark and Cresweli (2008), legétimation means that “researchers draw
inferences in a mixed methods study that are credible, trustworthy, dependable,

transferable, and/or confirmable” (p. 271).
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In the current study, the student participants from the quantitative and qualitative
studies were of the same cohort, with the participants from the qualitative phase
forming a small subset of the quantitative phase. Both the insider (i.e., emic) and
outsider {i.e., etic) viewpoints (Creswell, 2009), were taken account and justified
through participant review to balance the viewpoints. Perspectives and factual data
from multiple sources were triangulated through multiple methods (i.e., observation,
interviews and documents). Conscious and careful efforts were taken to minimize the
weakness of each research approach and maximize the strengths of quantitative and
qualitative research. The questionnaire information, in particular the demographic
information and socioeconomic factors, was scrutinized before being converted into
numeric form. In conducting the mixed methods research, the researcher moved back
and forth in a recursive manner between quantitative and qualitative lenses through the
process of research and research interpretation. Different research strategies, such as
measurement and surveys in quantitative research and observation, interviews and
document study in qualitative research, were utilized in the current study. In the mixed
methods research, the researcher performed a variety of roles — investigator, observer,
interviewer and researcher. The multiple roles performed enabled the researcher to

view the research phenomena from multiple pérspectives.
4.2.7 Potential Ethical Issues

Ethical considerations are an important issue in qualitative research design {Merriam,
1988; Spradley, 1980; Teddlie & Yu, 2007). The researcher has an obligation to
respect the rights, needs, values, and desires of the participants. Bogdan and Biklen
(2006) list seven guidelines with regard to ethical issues in qualitative research. In the
current study, the following safeguard measures, which were articulated verbally and
in writing to gain participants’ consent, were adopted: (1) research participants were
informed of the research purpose and objectives, and the promised confidentiality and
their rights to withdraw at any time from the study; (2) permission to conduct the
research was obtained from both the school administration with their consent of the

observed teachers and interview participants; (3) participants were informed of the
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data collection devices and activities; (4) verbatim transcriptions and data
interpretations and reports were made available to participants for validity checking;
(5) all the data collected during the process of research have been kept confidential and
solely for the purposes of research. No other person from the school was permitted
access to the data; (6) all participants (i.¢., teachers, students, graduate students,
inspectors, and employ-fer) were kept anonymous with their identities coded in
mnemonic forms. Ethical considerations were thereby upheld throughout the process

of study.

4.3 Summary

In this section, the mixed methods research design — the quantitative and the
qualitative study — has been described and presented in greater detail. In the
quantitative research design, the sampling precedures were described and the
instruments were introduced while in the qualitative research study, the qualitative
research design was described and presented in greater detail. With the researcher as
research instrument in the qualitative research, data were collected through such
methods as classroom observation, interviews, and document analysis. After the
introduction of the quantitative and qualitative research design, legitimation and
potential ethical issues were discussed. In conducting mixed methods research,
legitimation and ethical issues have been upheld throughout the process of the NA
study. Results of the data analysis and research findings are presented in the following

chapters.
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Chapter 5§ Language Audits: Learner Profile

Language audits, addressed also as NA surveys, have been widely used in language
programs or projects, such as in Europe, in Canada and in the United States (e.g.,
Richterich, 1980a & b, 1983a; Richterich & Chancerel, 1980; Yalden, 1983; Savignon,
1983). As mentioned in Chapter 4, the primary data for the quantitative study,
involved the collection of learners’ demographic information, a motivation
questionnaire survey and a mid-ability language test involving participants from three
vocational schools in city Y. The questionnaire survey and the language ability test
were administered in participants’ own classrooms in approximately 75 minutes with
the help of their head teachers or English teachers. Concerning the quantitative survey,
around 750 copies were prepared and administered, with 707 subjects responding to

the questionnaires and the language ability test, a 94% return rate.

5.1 Data Description

In this section, the outline of part of the quantitative data will be described with regard
to the demographic information and the language test. The motivation questionnaire
survey and the study of the relationships between motivational factors and language
achievement are dealt with in Chapter 7 as an embedded quantitative study of the

primary qualitative study.
5.1.1 Demographic Data

Demographic research is frequently conducted as part of the NA process and tends to
highlight commonalities in student population {(Cummings & Davison, 2007). Since
collecting participants’ background details is essential in NA studies (Tarone & Yule,
1989), the following demographic information was requested from the research
participants (N=707): (1} gender, (2} age, (3) specialty, (4) family background, (5)
school type, (6) starting age of learning English, (7) weekly English learning hours in
their spare time, (8) final exam English score in the previous term, {9) eniry English

score, and (10) father's occupation. The demographic information acquired from the
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learners yielded a general picture of the social, economic and educational background
of the research participants, against which the quantitative study was conducted. The
demographic information, furthermore, facilitated the participant selection for the

subsequent qualitative study.
5.1.2 Language Achievement

The language test aimed at examining participants’ language achievement, an
indicator of learners’ language competences, using the mid-ability test developed by
Zhao and Coniam (2009) with good test reiiability, item facility and discrimination.
Given the number of students (N=707) involved in the test, the test was given in the
form of multiple-choice. The 45-item test includes four parts: (1) discrete items, (2)
reading comprehensions, (3) cloze passage, and (4) dialogues, as shown in Table 5.1,
testing such linguistic knowledge and skill area as reading skills, areas of vocabulary,

grammar and discourse.

Table 5.1 The language ability test

Test composition Number of items Item total
Discrete items 10 items 10
Reading comprehensions 3 x 5 items 15
Cloze passages 1 x 10 items 10
Dialogues 2x 5 items 10

Lexical knowledge includes the usage of pronouns, verbs, nouns, adjectives, adverbs,
prepositions, phrasal verbs, and conjunction. Grammatical knowledge covers tenses,
articles, gerunds and infinitives. The discourse level items include two short

situational dialogues while reading skills consist of three short reading passages.

5.2 Resuits

In this section, the results of the data analysis of the demographic information and

language test are presented and discussed.
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5.2.1 General Demographic Profile

The input data on learners’ demographic and educational information were
transformed into numeric data and analyzed with SPSS 17.0 on the basis of
approximately 700 participants, with participants’ demographic profile presented in

the following section.
5.2.1.1 Gender
The results of participants’ gender distribution are presented in Table 5.2.

Table 5.2 Gender description

Gender Frequency /Percent School
Male 318 (45%) A=84
B=213
C=19
Female 389 (55%) A=205
B=19
C=165
Total 707 (100%)

Table 5.2 shows that females outnumbered males, with School A and School C having
more female participants and School B having a greater numbers of males. Schools A
and C are service-sector oriented, and hence have more female students while School
B is man.ufacturing-scctor oriented with more males. This matches the current reality

of the three schools.
5.2.1.2 Age

The results of the participants’ age distribution are shown in Table 5.3.
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Table 5.3 Age distribution

Age/Year of birth Number/Percent

22 (1987) 1(0.1%)

21 (1988) 2 (0.3%)

20 (1989) 4 (0.6%)

19 (1990) 26 (3.7%)
18 (1991) 71 (10%)
17 (1992) 303 (42.9%)
16 (1993) 253 (35.5%)
15 (1994) 42 (5.9%)
14 (1995) 4 (0.6%)
Total 706 (100%)

Table 5.3 indicates that there was a large variation in ages among the participants, with
an eight-year span ranging from 14 to 22 years old, at the time of the research. A large
group of students were aged between 16 and 17 (M=6.5, SD=.78). The largest portion
of participants (42.9%), 303 in number, were aged 17. The next largest portion of
participants (36%), 253 in total, were aged 16. These two age groups formed 78.4% of
the research participants. While the majority of participants were between 16 and 17
years of age, there were a few extreme cases. Older students tended to be all from
School B, the manufacturing-sector-oriented school, with six males and one female.

The younger participants were all female from the service specialties of School A and

School C.

In junior and senior secondary education, the age difference among learners was
generally within a two-year range, with learners generaily constituting a homogenous
age group. The eight-year range between 14 and 22 in senior secondary VE in
mainland China with such a diversified heterogeneous age group has posed difficulties
for teachers in the classroom setting since learners of different ages may possess

different coguitive learning tendencies, learning styles and learning preferences.
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5.2.1.3 Specialty
The results of specialty information are presented in Table 5.4.

Table 5.4 Specialty information

Specialty Frequency/%
Air Service B6(12.2%)
Business English 52 (7.4%)
Cookery 17 (2.4%)

Service Hotel Service and Management 17 (2.4%)
Tourism service and management 94 (13.3%)
Trail service and management 147 (20.8%)
Pre-school education 42 (5.9%)
Machinery Manufacturing and Control 62 (8.8%)
Mould Design and Manufacturing 54 (7.6%)

Manufacturing
Computer Numerical Control Machine Toaols 42 (5.9%)

Welding 49 (6.9%)

Information Networks 20 (2.8%)
Others

Electrical Technology and Application 25(3.5%)
Total 707 (100%)

Table 5.4 shows that participants were altogether from 13 specialties, with seven
service sector-oriented specialties (64.4%) and four manufacturing sector-oriented
specialties (29.2). Among the service sector-oriented Specialties, the Trail Service and
Management specialty (20.8%) has the largest number of participants. Each school
investigated has this specialty. The city’s underground railway is currently under
construction, and the specialty reflects a potential job market. The Tourism Service
and Management specialty had the second largest number of participants (N=94), 13%
of the whole cohort. As an industrial center with a long history and cultural heritage,
the city attracts many sightseeing tourists from home and abroad during summer and

fall. About 12% of participants was from the specialty of Air Service (N=86). Each of
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the three schools investigated had this specialty.

With regard to the manufacturing-oriented specialties, nearly 9% of the participants
(N=62) were from the specialty of Machinery Manufacturing and Control. These
specialties exist mainly in School B, indicating a strong tendency of the mega size of
the vocational school to serve the local industry and economy. The other two
specialties were related to information technology since the city also has one of the

largest software parks in the country.

With the revitalization of local industry and economy, the job market demand for both
service- and manufacturing-oriented sectors have been in great demand in recent years.
The spread of the specialties are consistent with local social, economic and
educational situations. The data indicate that although there was overlap in the
offering of specialties, each of the three schools had its own distinctive features, with
School A {e.g., hotel and cookery) and School C (e.g., tourism and business) being

more service-sector oriented, and School B more manufacturing-sector oriented.

Table 5.5 now presents the participant picture of each specialty’s language

achievement and motivation.

Table 5.5 indicates that the mean score for the whole group was -0.77 logits, with
service specialties above the whole group mean. The Information Networks specialty
was, however, the most capable among all the specialties tested, while the Cookery
specialty had the lowest ability score, which reflects the fact that most of the students
from this specialty either had a low entry score or did not sit the entrance exam. The
rest of the specialties with low language achievement were all manufacturing-sector
oriented. Learners in service-sector-oriented specialties were more able than those in

manufacturing-sector-oriented specialties.

]

With regard to motivational factors, the group mean for motivation was 3.58, with
Welding specialty the lowest (4.31) whereas Hotel Service and Management the
highest (2.60). Motivation and Language Achievement were both high in two
specialties, namely, Business English and Information Networks, while in other

’
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specialties the two variables exhibited a more diverse distribution. In general, students
from the investigated specialties demonstrated low language learning motivation and

low language achievement.

Table 5.5 Language achievement and motivation in different specialties

Specialty Language Motivation
achievement
Air service Mean -.72 3.15
N 86 84
8D 370 1.34
Business English Mean -.55 3.65
N 52 51
8D a7 1.53
Cookery Mean -1.31 417
N 17 17
sD A6 1.32
Eicctrical technology and application Mean -.81 3.77
N 25 25
SD 95 1.71
Hotel service and management Mean -.06 2.60
N 17 16
SD 1.00 1.42
Information networks Mean 32 4.11
N 20 20
sD 49 1.44
Machinery manufacturing and control Mean -113 3.84
N 62 60
sD 75 1.59
Mould design and manufacturing Mean -1.26 392
N 53 53
. SD 57 1.53
Computer numerical control Mean -1 3.85
N 42 41
5D 42 1.15
Preschool education Mean -3 3.14
N 42 37
sSD .80 1.32
Tourism service and management Mean -49 3.19
N 94 89
SD 1.22 1.69
Trail service and management Mean - 3.55
N 147 143
s5D 1.03 1.59
Welding Mean -1.21 431
N 49 49
sD A7 1.46
Whoie group Mean =77 3.58
N 706 685
sD .94 1.55

5.2.1.4 Family Background

The results of student participants’ family background — an important indicator of

learners’ social and economic status—are presented in Table 5.6.
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Table 5.6 Family background

Family background Frequency/Percent

City 316 (44.9%)
County 63 (8.9%)

Countryside 325 (46.2%)
Total 704 (100%)

As Table 5.6 indicates, participants from rural areas (N=388) made up the largest
percent (55.1%), greater than those from the urban areas (44.9%). This indtcates that a
great majority of students have benefited from the government's educational policy
that vocational students from rural areas or low income families can receive an annual
subsidy of 1,500 RMB to cover their tuition fees and part of their accommodation at
schoo! (MOE, 2004). The policy has resulted in an enroliment increase of students
from rural areas and urban low income families in vocational education in recent years.

The distribution of the data was in line with general VE trends in mainland China.
5.2.1.5 Starting Age of Learning English

Because of developments in information technology and economic globalization,
English has become the global lingua franca and is now a compulsory school subject in
China. The age of the participants started learning English, however, varied. Table 5.7

presents the results.

Table 5.7 Starting age of iearning English

Starting ages Frequency/Percent
Before 8 116 (16.5%)
Between 9-12 430 (61.1%)
Between 13-15 158 (22.4%)
Total 704 (100%)

The large majority of participants (61.1%) began learning English during their primary
education. About 22% of learners learned English in junior secondary education, with

most of them from rural areas. A small number of students (16.5%) started learning
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Erilfsh before the age of eight.

In reality, the starting age for children learning Engtish in the city is normally between
the ages of 8-9, when they are in their third year of primary education. In larger cities,
some good primary schools teach English from Year | in primary education or even
from kindergarten. Parents with high expectations often send their children to informal
educational institutions to learn English prior to their children’s English education at
school. Schools in the rural areas, however, usually teach English in late primary
education or junior secondary education due to the lack of qualified English teachers.

The collected data match the general picture of English learning in mainland China.
5.2.1.6 Weekly English Learning Hours in Spare Time

This item investigated the time and effort of the participants put into their English

learning in their spare time, with the results presented in Table 5.8.

Table 5.8 Weekly English leaming hours in spare time

Weekly English learning hours  Frequency/Percent »

Less than 3 hours 544 (77.6%)
4-6 hours 144 (20.5%)
7-10 hours [3(1.9%)

Total 701 (100%)

As can be seen from Table 5.8, the majority of students (77.6%) spent less than three
hours a week learning English. The small amount of time on English learning have
exerted some negative effects on their English learning and English use, as rescarch
has indicated that there is relationship between time and effort spent on learning
English with language achievement (i.e., Csizér & Dérnyei, 2005). Less than 2% of
participants spent around 7-10 hours learning English in their spare time. Compared
with their senior secondary counterparts, the time and effort the participants spent on
English learning were fairly limited. The outcomes of their English learning and their

language competences are shown in the language test analysis section (see 5.2.2).
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5.2.1.7 Final Exam English Scores in the First Semester

The item investigated participants’ final exam English scores in January 2009, the first

semester, with the results shown in Table 5.9.

Table 5.9 Final exam English scores in January 2009

Final exam English Scores Frequency/ Percent
i

-+

Between 30-49 141 (20.7%)
Between 50-69 271 (38.9%)
Above 70 282 (40.5%)
Total 697 (100%)

In the previous section (sce 5.2.1.6), the data indicate that over three quarters of
participhnts spent less than 3 hours learning English in their spare time, whereas in this
section the data show that around 40% of participants scored high (i.e., above 70) in
the final exam of January 2009, among which classroom attendance accounted for
nearly 40%, as the researcher remarked in the three selected schools. The phenomenon
were further explored in the qualitative study. Of those who scored low (i.e., between
30-49) in the final exam, a large number of them were from rural areas, whose English
foundation was relatively weak in comparison with their urban counterparts. This
group of learners, moreover, began learning English at a later age and spent less time

on English in their spare time.
5.2.1.8 Entry English Scores

This item investigated participants’ English language competences upon entering
vocational schools. The total scores for the entrance exam is [ 50. The results of the

investigation of their entry English scores are shown in Table 5.10.

Since almost all vocational schools now operate an open-door policy, learners can go
to vocational senior secondary schools without sitting an exam. This has become a
general practice in most vocational schools in order to enrol! more learners. Moreover,

learners at senior secondary VE may come from different provinces, and their entry
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scores are therefore not comparable with each other. The entry English scores,
however, indicate that learners generally entered vocational schools with low language
competences. For those who scored above 70, most of them were females in

service-oriented specialties.

Table 5.10 Entry English scores

Entry English Scores Frequency/Percent

Between 30-49 237 (34.2%)
Between 50-69 269 (38.8%)
Above 70 187 (27.0%)
Total 693 (100%)

5.2.1.9 Father's Occupation

This item investigated participants’ social and economic status. Only 174 participants
completed the item as many students considered the issue sensitive and possibly too

personal to disclose, as shown in Table 5.11.

Table 5.11 Father's occupation

Father’s occupation Frequency/Percent

Worker 27 (15.5%)
Farmer 36 (20.7%)
Private owner 52 (29.9%)
Civil servant 7 (4.0%)

No fixed occupation 19 (10.9%)
Others 33 (19.0%)

Total 174 (100%)

Table 5.11 indicates that a large group of students’ fathers (29.9%) were private
oginers, who own their own business and are self-employed. A second largest cohort
of students' fathers were farmers (20.7%) or those who had no fixed occupation
(10.9%). The data are consistent with the current situation regarding the profiles of the

students’ in the three selected schools although the number of students who answered
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the item was small. A substantial number of students’ fathers—according to school
documents—do not have a fixed job, and are doing temporary jobs in the city or
working on a farm. The data are also in line with the detail on students’ family
backgrounds. The information further indicates that the majority of students were

sensitive about their family backgrounds and their social economic status (SES),

5.2.1.10 Summary

In summary, the demographic information and educational profile present a general
overview of the participants from the three selected schools. Their language
achievement or language competences are further explored and discussed in the

following sections.
5.2.2 Language Achievement

Using the Winsteps computer program {Linacre, 2006}, the results of the data for the

45 jtems are presented in Table 5.12.

Table 5.12 Summary statistics

Test composition Results
Number of items 45

Number of test takers 707

Test mean +0.01 logits
Test 8.D. 1.01 logits
Infit mean square +1.01
Model error +0.38
Separation 2.40
Reliability 0.86

Standard residual variance explained by data 59%

Table 5.12 shows that the logitsnean for the test was +0.01 logits, with the test SD of
1.01 logits—in line with the previously conducted mid-abiliiy test (Zhao & Coniam,
2009). The test taker-item map further provides a view of the test, as presented in

Figure 5.1.
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Figure 5.1 Test taker-item map

LH column (test takers) #=6 test takers; RH column (items) Ixx= 1 item; M= 1 item and test means

(bolded)

As indicated in the quantitative research design, the adoption of the mid-ability test
was antictpated to cover a wider spectrum of ability. The test results indicate that the
test item mean was close to zero logits—with a range of -1 and +! logits. In contrast,
test takers had a mean of +0.01 logits, ranging from -2 to +1 logits—a range of almost
three logits. As can be seen from Figure 5.1, a substantial number of students have an
ability below -1 8D. Given that the items are generally more demanding than the
ability of the students, it might, in retrospect, have been more appropriate to administer ’
the low-ability test to participants in the current study. Rasch is nonetheless test
independent so, despite the item/student mismatch, the test items still provide a

reliable indicator of students’ ability (Linacre, 2006).

The language ability test can therefore be seen to be generally suitable to provide a
snapshot of students’ language competences with regard to reading skills, grammar

and vocabulary knowledge of the student participants in this VE sample.
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5.3 Findings and Discussion

The q‘uantitative phase of the study has provided a holistic demographic and
educational profile of the participants from three selected vocational schools. The
study has disclosed that fernales outnumbered males in the current study, with males
mostly from manufacturing-oriented specialties. Unlike their senior secondary
counterparts, the students from vocational senior secondary schools were of a
heterogeneous group, with eight-year differences. Moreover, most students were from
low SES families, with their fathers being farmers and temporary workers. Students
from the 13 specialties investigated demonstrated low language learning motivation
and low language achievement since a large majority of students exerted less time and
effort on learning English in their spare time. Given their current low language
competences, the great majority of students could not meet the minimum requirements
stipulated in the new NVES (MOE, 2009b), the national curriculum document. The
results of the quantitative language audits have set the platform for participant
selection for the follow-up qualitative study in identifying needs, exploring the
underlying causes of the needs discrepancies and providing feasibie solutions for the

diagnosed issues.
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Chapter 6 Deficiency Analysis: Language

Competence Deficiencies

The process of qualitative data collection lasted over a month. The qualitative content
data analysis focuses on two main aspects — TSA (target situation analysis) and PSA
(present situation analysis) (Dudley-Evans & St. John, 1998; Hutchinson & Waters,
1987, West, 1994), with the deficiency analysis considered as a means as well as an
end. The recurring themes that surfaced from the transcribed data were examined to
explore and interpret underpinning language competence deficiencies. Although the
emergent categories of interpretation and connections were not predetermined, the
patterns emerged from informants’ particular perspectives on language competences

will be outlined in the following sections.

6.1 Data Description

In this section, the qualitative data are described with regard to the demographic
information, the target situation analysis (TSA), the present situation analysis (PSA),
and the deficiency analysis with the inclusion of means analysis. On the basis of
deficiency analysis, the significance of needs are prioritized, regarding to their

immediacy of learners’ needs.
6.1.1 Demographic Data

After the large scale quantitative investigation, two types of participants — participants
from inside the educational institution and participants from outside the institutions —

were selected for the qualitative study. General detail is presented in Table 6.1.

Table 6.1 indicates that student participants from the three selected schools were
purposively selected from among the large cohort of participants (N=707), with
reference to their demographic information, their motivation and language
achievement. Along with participants from inside the educational institutions (i.e.,
students and teachers), participants from outside the selected schools (i.e., inspectors,

graduate students and employer) were also purposively selected for the qualitative
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study.

Table 6.1 Information of the qualitative participants

Participant Number
Students School A=8
School B=7
Schoel C=8
Teachers School A=2
School B=2
School C=2
Inspectors n=2

Graduate students n=d

Employer n=1

6.1.2 Deficiency Analysis

The nature of RQ 2 (i.e., RQ 2. What discrepancies of needs currently exist between the
present situation and target situation of senior secondary vocational school students in terms
of their language competences?) is a comprehensive language competence deficiency
analysis, incorporating both TSA and PSA, along with two other types of NA — the

means analysis and language audits.

The target situation analysis (TSA) normally focuses on the following aspects of the
target situation, such as “study or job requirements,” “what the user-institution or
society at large regards as necessary,” “what the students themselves would like to

kL)

gain from the language course,” “what the learner needs to do to actually acquire the

"L

language,” “what the students do not know or cannot do in English” (Robinson, 1991,
pp- 7-8). The purpose of conducting TSA in the current study is to understand how far
vocational learners are reasonably expected to progress and what the expected
outcomes are, given current available teaching hours and resources, learners’ needs

under the learning context through muitiple sources (i.e., students, teachers, graduate

students, inspectors and employer) and multiple methods (i.e., interviews, classroom
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observations, document analysis and language audits), along with field notes and
project journal. In the current study, TSA was conducted on the following three levels
of needs: (1) expectation of learners (i.¢., service receiver), (2} expectation of teachers’
instruction (i.e., service provider), and (3) expectation of educational institutions,
learning resources and facilities (i.e., learning environment) (Witkin & Altschuld,

1995).

The purpose of conducting PSA is to identify learners’ present situation needs with
regard to language competences, also concerning three levels of needs: (1) learners’
present learning needs, (2) the way teaching is conducted in formal classroom settings,
and (2) the way resources and facilities provided are utilized at school, through
multiple information sources and multiple research methods, in line with field notes

and project journal.

The data analysis of TSA and PSA followed the same analytical framework regarding
the three-level needs. The first level of needs — learners’ perceived and present needs —
was conducted with reference to the CEFR language competence framework {Council
of Europe, 2001; see also 2.4.2.2) and the holistic KSC framework (Le Deist &
Winterton, 2005), namely, cognitive competence and functional competence. The
other two KSC framework dimensions — meta-competence (i.¢., [anguage learning
strategies) and social competence (i.e., motivation, attitudes and other affective factors)

are analyzed in Chapter 7. Table 6.2 elaborates the deficiency analytic framework.

Table 6.2 indicates that the cognitive competence dimension consists of two aspects,
with each containing its own sub-categories (Le Deist & Winterton, 2005) (see aiso
2.3.2). General competences in the current study are composed of two
sub-components (Council of Europe, 2001) while communicative language
competences contains three componems. Language skills (i.e., listening, speaking,
reading and writing) constitute the functional competence in the holistic competence
model. The data analysis of learners’ ‘cds was hence deployed around the two

competence dimensions of the KSC framework.

175



Table 6.2 Analytic framework

Copgnitive competence | General language Declarative knowledge
competences Skills and know-how
Commuanicative language Linguistic competences
competences Sociolinguistic competences

Pragmatic competences

Functional competence | Language skills Listening
s

Speaking

Reading

Writing

The second level of needs—teachers’ perceived instruction and current teaching
behavior — was conducted on the following three aspects: (1) language competence
cultivation, (2) mode and medium of instruction, and (3) classroom management, to
investigate how teachers should conduct and have been conducting their teaching to

meet learners’ and workplace needs.

The third level of needs — the perceived and present leérning resources and facilities —
was investigated on the following two aspects: (1) learning resources inside and
outside of learning institutions, and (2) facilities at school, to see what sort of learning

environment should be provided and what the current learning environment is.

6.2 Results

[n this section, the results of the data analysis of the demographic information of the
selected 38 participants, the comprehensive deficiency analysis, and the priority of

needs are presented and discussed.
6.2.1 Specific Demographic Profile

Following the general picture of the participants’ demographic profile (see also 5.2.1),
the demographic profile of the 38 participants is further presented in this segtion. The

participants in the qualitative study consisted of two groups: participants from inside
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the three selected schools and participants from outside the educational institutions,

with details described in the following sections.
6.2.1.1 Students

The 23 students from the three schools were selected from the same cohort of
participants (N=707) in the quantitative study after quantitative statistical analysis, the
researcher’s own classroom observations and interviews with teachers through
purposive sampling, with reference to their motivation and language achievement. The
description of the participants in the qualitative study followed the same set of

demographic profile variables outlined in the quantitative study.
(1) Gender and Age

In the quantitative study, the ratio of females to males was 55: 45, with more female
participants from School A and School C, and more males from School B. In The
qualitative study, the gender distribution, as shown in Table 6.3, was consistent with

the gender distribution in the quantitative study.

Table 6.3 Gender distribution of the student participants

Gender The quantitative study The qualitative study

Male 318 (45%) School A=84 9 (39.1%)
School B=215 School B=7

School C=19 School C=2

Female 389 (55%) School A=205 14 (60.9%) School A=8
School B=19

School C=165 School C=6

Regarding the age distribution, in the quantitative study, there was considerable
variation in age among the participants, with an eight-year span between 14 to 22. A
great majority of participants were born in 1992 or 1993 (aéed 16-17), constituting
84.3% of the research participants. The age of the 23 participants in the qualitative

study, as Table 6.4 above indicates, was mostly clustered between 15-18 years, with a
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three-year range of difference.
(2) Specialty

As indicated in Table 6.4, the 23 participants in the qualitative phase were chosen from

seven specialties among the 13 specialties surveyed, with five from the service sector

and two from the manufacturing sector.

Table 6.4 Descriptive information of specialties and participants

Specialty No. of participants
Service Air service 2

Business English 2

Hatel service and management 6

Tourism service and management 7

Trail service and management 1

Manufacturing Mould design and manufacturing 3

Computer numerical control 2

Total 23

Among the 23 qualitative participants, 18 were from service-sector-oriented

specialties and 5 from manufacturing-sector-oriented specialties.
(3) Family Background

As seen from Table 6.5, 56.5% of the participants in the qualitative study were from

rural areas (1.e., county and countryside).

The data were in line with the general quantitative survey in the quantitative study that
about 55% of participants were from rural areas due to guvernment subsidy policy for

students from rural areas and low-income families.
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Table 6.5 Family background of student participants

Family background The quantitative study The gualitative study

City 316 (44.9%) 10 (43.5%)
School A=4
School B=4
School C=2

County 63 (8.9%) 3(13%)
School A=2
School B=1

Countryside 325 (46.2%) 10 (43.5%)
School A=2
School B=3

School C=5

.. (4) Starting Age of Learning English
Table 6.6 presents the data for this item.

Table 6.6 Padicipants’ starting age of learning English

Starting ages  The quantitative study The qualitative study T{‘
Before 8 116 (16.5%) 5(21.7%) |
Betwesn 9-12 430 (61.1%) 15 {65.2%)

Between 13-15 158 (22.4%) 3(13.5%)

The information of the selected participants in the qualitative study indicates that a
great majority of participants (65.2%) learned English between the ages of 9-12, the
time for most school children to begin learning. The information, in general, was

coherent with the statistical description in the quantitative study.
(5) Weekly English Learning Hours in Spare Time

Table 6.7 presents the time and effort that participants spent on English.
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Table 6.7 Participants' weekly English leaming hours in spare time

Weekly English learning hours The quantitative stiudy The qualitative study

Less than 3 hours 544 (77.6%) 17 (74.9%)
4-6 hours 144 (20.5%) 5(21.7%)
7-10 hours 13 (1.9%) . 1(43%)

A great majority of the selected participants (74.9%) in the qualitative study spent less
than three hours on English in their spare time. The statistical information was similar
to the quantitative survey. The data, moreover, indicate that participants had low

English learning interest in and low motivation towards English.
(6) Final Exam English Score in the First Semester

Table 6.8 shows the data for the final exam English scores in the previous semester in

January 2009.

Table 6.8 Participants’ final exam E£nglish scores in January 2009

Final exam English Scores The quantitative study The qualitative study

Between 30-49 141 (20.7%) 3(13.1%)
Between 50-69 271 (38.9%) 7 (30.4%)
Above 70 282 (40.5%) 13 (56.5%)

The statistical information of the selected participants was mostly consistent with the

data in the quantitative survey, with a higher percentage {56.5%) of high achievers in

the qualitative study, though.
(7) Entry English Scores

Table 6.9 shows the selected participants’ entry English score. The maximum score of
the examination is 150. From the performance shown, it can be seen that the

students’ scores in the entry English examination were low.
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Table 6.9 Participants' entry English scores

Entry English Scores The gquantitative study The qualitative study

Between 30-49 237 (34.2%) g (34.3%)
Between 50-69 269 (38.8%) 7 (30.4%)
Above 70 187 (27.0%) 8 (34.3%)

The statistical data of the selected participants in the qualitative study demonstrated a
broadly similar distribution, with a higher percentage of higher achievers selected.
Like the data in the quantitative study, the high score achievers were mostly females in

service-scctor-oriented specialties.
(8) Father’s Qccupation
The results are presented in Table 6.10.

Table 6.10 Father's occupation of the participants

Father’s occupation The quantitative study The qualitative study

Worker 27 (15.5%) 4 (17.4%)
Farmer 36 (20.7%) 9(39.1%)
Private owner 52 (29.9%) 5(21.7%)
Civil servant 7 (4.0%) 1 (4.3%)
No fixed occupation 19 (10.9%) 3(13.1%)
Others 33 (19.0%) 1 {4.3%)

The statistical data of the selected participants in the qualitative study resembled those
in the quantitative study that a great majority of participants were from low SES
families, although oniy a small cohort of participants completed this item. A large
group of students were from rural areas, whose fathers worked on farm, with most of
them males from School B. The next large group of participants’ fathers were
self-employed private owners, running their own business. The one special case was

that one student was fatherless.

181



(9) Summary

The selected student participants’ demographic information indicates that the 23
participants in the qualitative study were generally consistent with the quantitative
language audits. They were therefore representative of the cohort of the participants in

the quantitative study.
6.2.1.2 Teachers
Table 6.11 presents the data of teacher participants.

Table 6.11 Information of teacher participants

Data mnemonics Teaching experience Title

SB-TI-#01-LXY 5 years Subject teacher
SC-TI-#02-WJ 16 years Head of the division
SC-TI-#03-DF 12 years Head teacher
SA-TI-#04-LMJ 7 years Head of the division
SA-TI-#05-ZN 6 years Head teacher
SB-TI-#06-PPP 4 years head teacher

- Key: SB=school, TI=teacher interview, #=number of interviewee, XX=interviewee name code

As shown in Table 6.11, all the teacher participants involved in the interviews were
experienced teachers, exhibiting a range of teaching experience from 4 to 16 years.
Two of them were head of the English division, and three head teachers. Five of them
have been teaching English in vocational senior sechbndary schools since their
graduation, with one teacher (i.e., #5) recently transferred into vocational education
from a private senior secondary school. All of the teachers were university graduates,
with one teacher (i.e., #6) pursuing her post-graduate study at the time of the

qualitative study.

Among the six interviewed teachers, classroom observation was conducted in four of
their classes (i.e., #01, #02, #0‘3, #06). For two teachers (i.e., #04 and #05), their

classes were not observed, but a few of their students were interviewed. The reason
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that they were selected as a few teachers rejected the proposal of having their classes
observed and two observed teachers refused to have a follow-up interview with the
researcher. These two teachers were then selected as substitutes. Their years of
teaching experience, their actual teaching practice and their perspectives on learners’
learning needs enabled the researcher to acquire a deeper understanding of both
vocational senior secondary education and learners. The teachers, therefore, provided
a more comprehensive picture of both participants’ current and target learning needs

with regard to their language competences.
6.2.1.3 Graduate Students
The data of graduate students are presented in Table 6.12.

Table 6.12 Information of graduate students

Data mnemonics Gradwation Occupation Affiliation

MA-GS-#01-F 2005 Assembly Line leader  An automobile works
MA-GS-#02-M 2005 Assembly Line worker  An airplane plant
SV-GS-#03-F 2006 Mid level manager A §-star hotel
SV-GS-#04-F 2006 Sales manager A big restaurant
IT-GS-#OS-F 2000 Training consultant A computer training center
IT-GS-#06-F 2007 Office clerk A Software company |

As described in Table 6.12, five of the interview participants were female, one male.
All participar}_ts graduated from vocational sénior secondary vocational education after
2000. At the time of the study, two graduates ti.e., #1 and #2) were working in the
manufacturing sector; two graduates (i.e., #3 and #4) in the service sector; and two
graduates (i.e., #5 and #6) in the IT-related sector. Three of the graduate students were
either assctﬁbly line workers (i.e., #2) or company clerks (i.c., #5 and #6). Three of
them (i.e., #1, #3, and #4) have been promoted from the assembly line workers or

service workers to mid-level administrators.
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6.2.1.4 English Inspectors and Employer

Along with graduate students, the involvement of English inspectors and the employer
provide the current study with efic perspectives (Miles & Huberman, 1994) on
language competences. Table 6.13 presents the data for the Engush inspectors and

employer.

Tabie 6.13 Information of inspectors and employer

Data mnemonics Name Code Affiliation

[P-#01-F LHY A vocational education center
[P-#G2-F Z) A vocational education center
EP-#01-M SE A joint-venture company

Two English inspectors and one joint-venture employer were investigated in the
qualitative interviews. The two female inspectors were in their mid-thirties. Both of
them were formerly English teachers, having been promoted to be inspectors since
2003. Their perspectives on language competences triangulated the data obtained from

other sources.

The joint-venture German manager was in his late thirties and has been working in
China for nearly ten years. The joint-venture factory is situated on the southern suburb
of the city. The interview with him was conducted in Enélish. He spoke fluent English,
although with a strong German accent. As an international factory, English plays a key
role in the daily functioning of the factory. The interview with the German employer

provided useful information of language competences required in the workplace.
6.2.1.5 Summary

In general, the demographic profile of the selected student participants was
representative of the cohort of participants. Through purposive and snowball sampling,
various sources of information, such as teachers, graduate students, inspectors and
employer, were obtained in the qualitative study, along with information acquired in

the quantitative study.
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6.2.2 Deficiency Analysis of Learners’ Learning Needs

In this section, the deficiency analysis regarding the expectation of learners’ target
needs and present learning needs are described and discussed. The interviewed

participants are quoted in the mnemonics.
6.2.2.1 Language Competences

Language competences, addressed as cognitive competences in the holistic
competence model (Le Deist & Winterton, 2005), consists of two dimensions: general
competences and communicative language competences (Council of Europe, 2001),
the deficiency analysis of TSA and PSA were deployed on the two cognitive

competence dimensions.
6.2.2.1.1 General Competences

General competences are not specifically language related. They constitute a person's
world knowledge or world view. With reference to CEFR (Council of Europe, 2001;
see 2.4.2.1), two categories of themes emerged in the qualitative deficiency analysis:
(1) declarative knowledge, and (2) skills and know-how, on the basis of the text data
from various sources, such as students, graduate students, teachers, inspectors and
employer, through multiple methods—classroom observation, interviews and

document analysis.

in the analysis presented below, the major themes that emerged from the data are
supported by quotes from participants’ interviews and from excerpts from transcripts

of the observed lessons translated by the researcher, with primary data presented in

Appendix H. The data have been coded in the format PrimaryData###, where ###

stands for a sequenced data number.
(1) Declarative Knowledge

The detailed description and interpretation of the analysis of participants’ declarative

knowledge are illustrated below on the following emerging themes:
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Knowledge of the Working a’orld

The teacher interviews show that students were expected to acquire sufficient
declarative knowledge of their future working world through situated workplace
learning, in particular the working environment related with English use, as the

teacher from School A nqted:

I think the best thing is for the school to make arrangement for students to go to the
sort of their future workplace several times for practicum. For example, our school
have connections with certain hotels, the sort of hotels which have long-term
connection with our school. The school can make arrangement for students, even
just once, for them to go and see their future working environment, which has
relation with English use. Or the school can make arrangement for students to visit
the sort of Western food restaurants, even just once, to gain an experience. The
experience will do well to students. Otherwise, whatever and however we explain
things to them in class do not make any sense o them. They can't build the
connaction (between what is learmned at school and what is required at waorkplace).

(SA-TI-#05-ZN, LL166-170) PrimaryDataC01

In the workplace, students were also expected to possess knowledge of the working

world, in particular the whole working system, for their sustained personal and career

development. One graduate student, working at the service sector, remarked that:
You've got to know each depariment, although you may not know each department
well. In the case of eating and dining, you've got to know each department, each
related department with eating and dining. It is not easy to have an understanding of
all the other related departments at work. If you just iearn eating and dining, without
an understanding of lobby or sales, although they aren't closely related, { think you'll

be confined solely to do service work all your life. You won't get the opportunity to
be promoted across the career ladder.

(SV-GS-#04-F, LL110-114) PrimaryData002

In the workplace, according to the graduate students and employer, acquiring a holistic
understanding of the whole working system was considered a must, especially in those

internationalized enterprises, such as luxury hotels and joint venture companies.

The luxury hotels really focus on rotation training. In my case, | worked at the bar,
but i did a nine-month practice at the coffee bar. Take me as an example. I'm now
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Working at the bar, if | just know about eating and dining, especially Chinese cuisine;
| think it's far from enough, as you don't even know how to set the table for Westem
cuisine.

(ibid., LL122-124) PrimaryData003

We developed a rotation training. And they had to go to all the different departments
and then spend a ccouple of days in the different depariments, and maybe
understanding what the department is doing, what the department is doing.
(EP-#01-M, LL68-70)

Acquiring a holistic understanding of the working system, such as through rotation

training, was thereafter considered a crucial factor for future employees to get

promoted along their future career ladder, as one graduate student commented:
They expect us to get a holistic understanding of the whole working system. They
have an organization flowchart. For each department, we are required to go there to
learn its main function, such as the function of the lobby, although we still focus on
eating and dining since our specialty is hotel management. We are also required to
learn housekeeping, but our main focus is still on eating and dining. Since all the
departments are inter-related with each other, even though we work at the eating

and dining department, we can understand the functions of other departments in the
whole working system.

(SV-GS#04-F, LL116-120) PrimaryData004
However, interviews with students revealed on the moment students did not have

sufficient knowledge of their current specialty, let alone their targeted working world.

My friends came to this vocational school. S0 1 came here with them.
(SB-Si-#06-ZXB-MDM-M, L118) PrimaryData005

My family considered the specialty fine, s0 | came to the school.
(SB-SI-#07-XJP-MDM-M, L85) PrimaryData008

| don't know much of the workplace. ... It seems that the job market is in need of my
specialty.

(SB-SI-#05-LL-MDM-M, L157-159) PrimaryData00?

As a result, when they went to the workplace, their knowledge of the workplace and

the working system was generally insufficient, as the joint venture German employer
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commented:

If you want to say it like that, then they come into the industry and now, | mean, they
don't know what the industry is doing. Thay don't really know what the common is.
They don't understand the product, they don't understand the processes. They don't
understand the different departments. (EP-#01-M, LL44-47)

Sociocultural Knowledge and Intercultural Awareness

Sociocultural knowledge in a strict sense refers to “knowledge of the society and
culture of the community or communities in which a language is spoken” (Council of
Europe, 2001, p. 102) while intercultural awareness covers an awareness of how each
community appears from the perspective of the other, often in the form of national
stereotypes” (Council of Europe, 2001, p. 103). In the workplace, sociocultural
knowledge and intercultural awareness are considered crucial as people at work may
come from different places and different countries, whose culture is different from our

Chinese culture, as the German general manager remarked:

Also, like here, now we have so much cultures getting together, right, and we have
Australians, some American people, a lot of from foreign companies. We have
French, French people here, a lot of people from other places, who are Canadian,
or Irish people; they also have their culture, whereas the China culture is very
different. (EP-#01-M, LL191-195)

As China is becoming more internationalized, the acceptance of different cultures is an

inescapable issue for today’s youth at work. The German general manager further

commented:

And the acceptance of different culture, if they behave differently, act different, and,
but it doesn't mean they are superior or they are, or they are. It's just, you know, the
environment is kind of changing, was this. There is a nice book. | like that one from
Mr. Friedman from Armerica, The World Is Fiat. Right? ...Yes, it is so fiat now. And |
think we are working in a very different environment today, even this, | mean now,
because the economic crisis is changing and | think long term, there is no way, you
cannot escape globalization | guess. (EP-#01-M, LL198-208)

At present, a great majority of students have now developed an appreciation of the

social culture in the English speaking countries through listening to English songs
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and/or watching English films due to the influence of pop culture, as the students

stated:

The majority of students in my class enjoy listening to English songs. Although our
English is not good, we can learn English songs very quickly.

(SC-SI-#20-CM-TSM-F, LL118-117) PrimaryData008
Yeah, | especially like listening to English songs and seeing English films.
(SC-SI-#21-SHY-TSM-M, L54) PrimaryData009

| usually like watching English films. | always see some English films. Although |
can't always understand those films, | always like seeing the films in English. | think
the English films are more vivid.

(SC-SI-#23¢HHR-TSM-M, LL51-51) PrimaryData010
Although students showed interest towards foreign culture, such as English songs and

films, they generally had no awareness of the importance of intercultural differences in

their future work, as one student remarked:
Students just don't know what use that English will perform in their future.

(SC-TI3#02-WJ, L142) PrimaryData011

Most important of all, they don't think English will be useful in the future. It won't be
of any use to them.

(ibid., L186) PrimaryData012

Knowledge of Other Languages

With China becoming more internationalized, more foreigners are visiting China.
Among them, there are English speakers and non-English speakers, as one student
said:

So many foreigners are coming to China. It's impaossible for you to communicate

with them in Chinese. At least, some of them can't speak English.
(SA-SI-#04-WY-HSM-F, LL322-324) PrimaryData013

In the workplace, in particular in the service sector, there emerged the need for

employees to acquire knowledge of other languages, along with English, as in the

189



words of one graduate student:

If you want to work at a certain luxury hotel, then you should at least learn some
other foreign languages, bacause at present in the hotel, there are not only English
and American guests but also Koreans, Japanese and Germans, ...Acquiring other
foreign languages can be of greater help to us in our work. Many employees in our
hotel are now learning some Asian languages in their spare time.

(SV-GS-#03-F, LL141-153) PrimaryData014

Not only did the workplace demonstrate the need for their employees to acquire
knowledge of other languages, students at school ajso expressed a desire to gain

knowledge of other foreign languages, as two students remarked:

In today’s society, you should master a foreign language or even several more
foreign languages. | think, the most important thing now is not just to learn English
well but also to be able to use it. It doesn't make any sense if you just learn it without
being able to make use of the language. Morsover, you should learn a few more
foreign Ianguag.es in reiation to your future workplace needs.

(SA-SI-#03-WZ-HSM-F, L1.208-212) PrimaryData015
Yeah, | want to learn Japanese, Japanese and other Asian languages.
(SA-SI-#04-WY-HSM-F, L.318) PrimaryData016

Taking into account of the target workplace needs, schools were expected to
provide' more optional language learning courses in the special interest class for
those students from the service-criented specialties. One graduate student
suggested that:

I think vocational schools should teach more fQreign languages, such as Asian

LY
languages and German. Now, | think knowledge of ather foreign languages is pretty
important. "

(SV-GS-#03-F, 1L1.124-126) PrimaryData017

It will be much better if schools can provide some other Asian language courses. It
will be far much better. ... But to students, they can learn English first and then learn
other foraign languages in their special interest class. If students, for example like
myself, want to be promoted to a certain position in the hdtel, | think they can take
the spacial interest class, for axample the Korean chass ...

(SV-GS-#03-F, LL143-149) PrimaryData0'8
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| think the school should provide some Asian language courses, yeah, if students
would like to learn. | think there’s no need to force them to learn. if they want to
learn, they can just take the language class. We can provide such classes as
Korean or German. This is just my suggestion, yeah.

(ibid., LL184-186) PrimaryData019

Among the foreign languages mentioned, Korean, German and Japanese seem to be of
priority importance since in recent years there have been more Korean and Japanese
high-tech companies and German automobile companies in the city. The requirements
for other foreign languages (i.e., Korean, Japanese and German), along with English,
seem to be in line with the local economic and industry development. In reality, both in
the new NVES and the current school curriculum, there is no provision of other

foreign languages other than English.

In summary, the differences between the PSA and TSA have illustrated that there are
gaps between vocational senior secondary education and the workplace, with the

results shown in Table 6.14.

Table 6.14 Declarative knowledge deficiencies

ftems TSA PSA
Knowledge of the specialty and the workplace v

Sociocultural knowledge of foreign countries ¥ i
Intercultural awareness ¥

Knowledge of other languages v

The TSA, on the one hand, has disclosed that students were expected to acquire:
holistic knowledge of the working world, sociocultural knowledge of foreign countries
and intercultural awareness, and knowledge of other languages. The PSA, on the other
hand, has shown that students generally had insufficient knowledge of the workplace
and th:ir currently learning specialty, although students had interest in acquiring
sociocultural knowledge of foreign countries. Students did not seem to realize the
importance of intercultural differences at workplace. Regarding the knowledge of

other languages, there were no other foreign languages currently provided at school.

On the basis of the deficiency analysis between TSA and PSA, school education
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should therefore provide more declarative knowledge related to students’ current
specialty and their targeted working world, cultivate students’ awareness of
intercultural differences that they might encounter in their future life and work, and if
possible develop students’ knowledge of other foreign languages (e.g., Korean,

Japanese and German).
{2) Skills and Know-How

The cross-case interview analysis emerged with the following two themes: (1)
practical skills and know-how, and (2) intercultural skills and know-how, which are

iflustrated below.
Practical Skilis and Know-How

Interviews with the employer indicated that students were expected to develop
vocational or technical/vocational skills at the workplace.

Well, obviously there is the technical side, depending on whare we work on.
(EP-#01-M, LL139-140)

Along with technical/vocational skills, hands-on skills were considered important at
the workplace, 'espccially for those working in the manufacturing sector, as one
graduate student pointed out:

The most important thing is the operational skills as well as your technical skill,
which are both important.

(MA-GS-#02-M, LL146-148) PrimaryData020

Social skills or team work, furthermore, was considered important to deal with

interpersonal communication at workplace, as noted by two graduate students and the

joint wenture manager:

For exampile, if we learn things now, | think the most important thing should be
eating and dining. Even if we major in hotel management, eating and dining should
also be dealt with. Other things, such as sociai skills, should also be concerned as
well.

(SV-GS-#04-F, LL26-28) PrimaryData021
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| think social skills are very important. it seems that communication is really
important. Whether you can adapt yourself to the environment around you or not
depends on your social skills.

(MA-GS-#02-M, LL140-142) PrimaryData022

The other issue or other element for, which is alsq*ilery important, and is sometimes
difficult, is team work capability. If you call it like that. | think there is a cuitural
deficiency, might be? If | work with, let's say, Japanese people, it seems within the
culture they are more team orientated anyhow, and we have more difficulty here. It
seems a lot of times people here are more individual orientated whereas team
orientated. So something we need sometimes it is not automatically happening, that
is, able to what we need to do that as a team because they are on a lot of different
directions. That is something we are developing and we are putting of focus en. |
think it's an important element, because as an individual, you just can't accomplish
what you can accomplish as a team. It is not possible. (EP-#01-M, LL151-159)

At present, students’ vocational skills and know-how were inadequate, that is, their
theoretical school learning was still separated from practical vocational skills required
at the workplace, as commented by one graduate student:
For sxample, in the workplace, | can see many newly graduate students, who don't
have adequate vocational skills. It is quite likely that they have leamed some
theoretical knowledge, but in the workplace they lack practical vocational skills,
such as how to hold a tray, how to pour wine to custorners, to what extent should
the wine be served, and knowledge of various kinds of wine, They appear to know
nothing, you know, they aspecially lack practical vocational skills. When they hold

things, they either break them or appear to be unprofessionally trained.
(SV-GS-#03-F, LL50-54) PrimaryData023

The separation between theoretical knowledge and practical vocational skills was
therefore an issue to deal with at senior secondary VE.

Intercultural Skills and Know-How

Intercultural skills and know how refers to the ability to communicate and use a variety
of strategies to deal effectively with speakers from other cultures (Counci! of Europe,
2001). Not only were students expected to possess sociocuitural knowledge of foreign

countries and have intercultural awareness, they were also expected to develop
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intercultural skills to adjust themselves to the diversity of workplace culture and
environment, as commented by the employer.
So but then the environment, you need to understand the cultural differences, and
work within that environment. So If you can kind of mentally adjust yourself to the

sort of thing, | would say life is easier in the future, otherwise there are only kinds of
clashes. (EP-#01-M, LL188-210)

As the German employer remarked, various cultural differences exist in the workplace.
People at the workplace are ex;;ected to possess the competence and appropriate skills
to deal with such differences, while in reality students wete still incapable of doing the
knowledge-to-skill transfer. Once outside the classroom, students were unable to deal
with real life business transactions, as remarked by one inspector.

The problem with our students is that although we teachers have spent a lot of time

in training them, we give them a lot of vocational training. But when they really meet

foreigners, they still can't speak out. There exists a problem. (IP-#02-F, LL182-184)
PrimaryData024

To summarize, the deficiency analysis showed that there were major discrepancies

regarding students’ skills and know-how, with results presented in Table 6.15.

Table 6.15 Skills and know-how deficiencies

Items TSA PSA

Practical skills and know-how v

Intercultural skills and know-how ¥

TSA has revealed that the workplace expected students to develop two types of skills:
(1) practical skills and know-how, and (2} intercultural skiils and know-how. The PSA,
however, showed that students at current VE lacked these skills. Given the gaps
between the two aspects of skills and know-how, vocational senior secondary
education should provide more situated and simulated learning and practice to hone

students’ practical skills and know-how.
6.2.2.1.2 Communicative Language Competences

The notion of communicative language competences are language specific, which
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consists of knowledge, skills and know-how for its three sub-components: (1)
linguistic .comperences, (2) sociolinguistic competence, and (3) pragmatic
compelences (Broeder & Martyniuk, 2008; Council of Europe, 2001). The cross-case

data analysis is presented around the three competence dimensions.
(1) Linguistic Competences

Linguistic competences in the CEFR are defined as “knowledge of, and ability to use,
the formal resources from which well-formed, meaningful messages may be
assembled and formulated” (Council of Europe., p. 109), consisting of six
sub-components: (1) lexical competence, (2) grammatical competence, (3) semantic
competence, (4) phonological competence, (5) orthographic competence, and (6)

orthoepic competence (Council of Europe, 2001).
Lexical Competence

Lexical competence refers to “knowledge of, and ability to use, the vocabulary of a
language” (Council of Europe, 2001, p. 110}. Student interviews disclosed that both
students and graduate students were conscious of the importance of lexical
competence, and expected to develop their lexical competence through the
accumulation of more stock of vocabulary.

| think for us Chinese to learn English it seems that more vocabulary would be
better.

(MA-GS-#02-M, LLB5-87) PrimaryData025

| think we should remember more words so that our reading comprehension skills
can be improved.

{SB-SI-#10-ZRJ-CNC-M, L45) PrimaryData026

The classroom observation and student interviews revealed that students had
insufficient vocabulary repertoire, with a varied limited stock of vocabulary range

from a few to around a thousand, as remarked in the words of the students:

i basically have no vocabulary. ... | only know a few (fixed expressions).
(SB-SI-4#06-ZXB-MDM-M, LL104-108) PrimaryData027
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When English is concerned, | know no more than 100 words, just a couple of tens,
which | know their meaning, and am able to speak.

(SB-SI-#07-XJP-MDM-M, L176) PrimaryData028

My vocabulary isn't large, It's about 1,000, around 1,000 words.
{SB-5§-#09-Z5-CNC-M, L98) PrimaryData029

The insufficient stock of vocabulary resulted in students’ inability to deal with
academic learning at school and communication in real life situations, as two students
pointed out:

As to my English vocabulary, how to say, | myself feel that my English isn't good,

because my vocabulary is fairly limited. Sometime when | see a word, the word

looks familiar to me, but | don't know how to say it in English. Sometimes when |

read a text, | can read the whole text. But if asked to translate the text into Chinese,

| don't know what the sentences in the text mean. My vocabulary is terribly limited.
(SC-SI-#17-GT-BE-F, LL102-108)} PrimaryData030 g

Foreigners speak English so fast that you can’t understand what they're talking
about at all. And sometimes, even if you can say a little English, but because of your
limited vocabulary, you can hardly answer the foreigners’ questions.
(SC-SI4#17-GT-BE-F, LL124-125) PrimaryData031

Given students’ current limited stock of vocabulary, it seemed quite unlikely that
within the limited teaching hours of the GE module (128-144 hours) a large majority
of students would be able to reach the minimum vocabulary requirements of about
1,700 words and expressions, along with over 200 core vocational words and

expression in relation to their own specialty.
Grammatical Competence

Grammatical competence can be defined as “knowledge of, and ability to use, the
grammatical resources of a language” (Council of Europe, 2001, p. 112) in accordance
with set of principles. The grammatical resources involve the organization of
grammatical elements. Interviews with student participants disclosed that students
were conscious of the importance of grammatical competenc;a and expected to develop

their grammatical competence as it is more related to language use.
~
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For language use.in the future, grammar is more imporant than those isclated

individual words.
(SB-SI-#16-RGQ-AS-M, LL122-123) PrimaryData032

\Qnu should know more words and grammar. Those things can't be remembered just
once for all, you should learn them again and again, and read them time and again

to consolidate your learning.
(SC-SI-#24-WSQ-TSM-F, L.L96-97) PrimaryData033

In reality, students considered grammar difficult and complex as it is quite different
from their mother tongue—Chinese. Their limited grammatical repertoire resulted in
their low self-confidence of their grammatical competence, as reflected in the words

of the following four students:

The problem is that there are a lot of problems with grammar.
(SB-SI-#09-ZS-CNC-M, L113) PrimaryData034

| have no difficulty in memorizing vocabulary, but my grammar is stilt poor.
(SB-S1416-RGQ-AS-M, L71) PrimaryData035

Unlike Chinese which is our native language, English is sometimes very
complicated. You know, the various sorts of grammar are really difficult to
understand. (SC-SI-#21-SHY-TSM-M, LL48-50) PrimaryData036

Sometimes {'ve no self-confidence because | don't know much about grammar.
Now I'm quite worried. | can’t read those grammar books, the books that | bought at
junior secondary school. | can't understand those books at ail. It was the sort of
things like that.

(SC-SI-#26-ZTS-TSM-F, LL8S5-89) PrimaryData037

Due to their limited grammatical repertoire, students were unable to organize

linguistic elements for effective language use, as stated by the students:

| still have problems with English grammar, problems with some grammatical
phenomena. Anyway, | have difficulty in doing exercises. Sometimas when you
want to make a sentence, how to say, the sort of pattern drill exercises. You know
the meaning in Chinese, but it's still difficult to write down the sentences in English.
There's still another type of sentence transformation exercise. That type of exercise
is relatively easier. Once you are required to transiate Chinese into English, it's not
easy. Sometimes | can't understand the grammar. ... Now | spend more time mainly
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reading the sort of things like tenses.
(SB-S|-#15-T2-A8-M, LL116-125) PrimaryData038

Students like us should not only memorize, memorize sentences, but also ... need
to know what they really mean. So, | need to know more words, you know. | need to
know how to combine the words into sentences, you know. What's the use of
knowing many words without knowing how to make sentences with them? You
should know how to turn them into sentences.

(SA-SI-#04-WY-HSM-F, LL337-341) PrimaryData039

Given students’ present low grammatical competence, the grammar competence
prescribed in the new NVES still appears to be somewhat beyond the reach of a large
group of students due to their limited grammatical repertoire and current language

competences.
Semantic Competence

Semantic competence refers to the ability to “deal with the learner’s awareness and
control of the organization of meaning” (Council of Europe, 2001, p. 115). As
indicated in the CEFR, meaning is central to communication as “languages are based
on an organization of form and an organization of meaning. The two kinds of
organization cut across each other in a largely arbitrary fashion” (ibid., p. 117).
Teacher interviews revealed that students were expected to develop their semantic
competence so that they could put their knowledge of language usage into
communicative language use, as one teacher stated:

But my requirement is that they should not only be able to learn things by heart, but

can also make use of what they've learned. They need to know the meaning and

why it is used that way. Maybe I'm a bit more demanding. (SB-TI<#01-LXY, LL53-54)
PrimaryData040

Students, on the other hand, indicated that they lacked semantic competence to
organize isolated linguistic forms into meaningful language units. One student pointed

out that:

Wae learned grammar in junior secondary school. But still there are some
grammatical aspects that | can't remember. When we do the exercises, and
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sometimes when the teacher explains, we can't fully comprehend the grammar. And
when in use, we can't put the language knowledge into meaningful language use.
(SA-S|-#02-LYH-HSM-F, LL22-24) PrimaryData041

The lack of semantic competence resulted from their previous rote-learning teaching

and learning experienced at junior secondary education, as remarked by one student:
The teacher we had in junior secondary scheool, our English teacher. When we
learned Oxford English, the teacher only asked us to recite, to rote learning those
consonants and the things like that. | can't remember anything now. We never
learned to use those things. I've just started to use those things. After her
explanation of the text, the teacher would teach us how to read, and then gave us a
test to see how well we could recite. She didn't teach us how to use those things,
and we never learned to use them. She just talked, talked about those things in one
class until finally all of us could recite. Although we could all recite the things in the

end, we don'i know how to make those rote-learning things into meaningful use,
that is, how to put them into meaningful use.

(SB-SI-#16-RGQ-AS-M, LL226-231) PrimaryData042

Given students’ current low semantic competence, students could not make effective
use of the communicative functions and notions listed in the new NVES (MOE,

2009b).
Phonological Competence

Phonological competence involves knowledge of, and skill in the perception and
production of (1) the sound-units (phonemes) of the language and their realization in
particular contexts (allophones), (2) the phonetic features which distinguish phonemes,
(3) the phonetic composition of words, and (4) sentence phonetics (Council of Europe,
2001, p. 117). Interviews with student participants revealed that students expected to
improve their phonological competence, in particular, their phonological knowledge
of phonetic symbols, to facilitate their language learning, as stated by two students:

If you want to learn English well, you need to know phonetic symbols.

(SA-SI-#03-WZ-HSM-F, L:111) PrimaryData043

The phonetic symbols, the phonetic symbols are very important. | think if you know
the phonetic symbols, then it's easier to remember words. If words can be easily
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rememberead, then it can be extended to sentences.

(SA-SI#03-WZ-HSM-F, LL233-234) PrimaryData044

In addition to the phonetic symbois, students also expressed the desire to gain the

competences at above the word levels, such as sentence stress and rhythm, intonation,

and phonetic reduction (Council of Europe, 2001, pp. 116-117), as remarked by one

student:
in the past, | just followed the teacher to read the words and expressions. When
reciting the text, | just memaorized the text word by word, the way quite different from
forelgners who speak consistently with liaison. | expect to learn after our English
teacher, to read tha words with liaison. ... Yes, | wish | could speak with liaison and
raduction like the way foreigners speak. It's OK if | can just sound like foreigners.
(SB-SI#15-TZ-AS-M, LL81-86) PrimaryData045

As one student commented, at present students have realized the importance of

pheonological competence in facilitating their language learning, as phonological

knowledge could enable them to decipher the relationships between word forms and

their pronunciation.
For vocabulary learning, the most important thing is to know the phonetic symbols.
Once you know the phonetic symbols, it is easier to remember words. Usuaily if you
know the phonetics, you can remember the words mora quickly. It's especially much
faster. It's almost the case that once you know the phonetic symbols, you can
pronounce the words. it's quite likely that some letters are always represented in the
same phonetic symbols. You can just think about how the word is pronounced, and
then you'll know how it can be written. There might be some words that you may not
encounter them before, but sometimes once you heard the word is pronounced, you
know at once its written form. In that way, you get familiar with the phonetic symbols.
(SB-SI-#16-RGQ-AS-M, LL65-69) PrimaryData046

Students, however, generally lacked the phonological competence although

phonological knowledge has long been taught in primary and junior secondary

education, as confirmed by a graduate student and a student participant:

But | think there are guite a few of students who may not know phonetic symbois.
For me, | still can't recognize all the phonemes now.

(SV-GS-#04-F, LL162-163) PrimaryData047
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When | went to junior secondary school, | started going to some tutoring classes to
learn phonetic symbois. After that, { got to know some phonetic symbols. Since |
didn't spend much time on English, | could only know some simple phonetic
symbols, words and sentences. Even till now, my knowledge of English is still at this
sort of level.

(SA-SI-#14-SXX-HSM-F, LL15-16) PrimaryData048

Due to their inadequate phonological competence, students were not able to
communicate adequately in real life situations. In the words of one student:
We can’t understand what foreigners are saying to us because they speak very fast
with the sort of pronunciation and liaison. We don’t know anything about those

things. Actually, we know the sentence, but when a foreigner speaks, we get
puzzled and can't make sense of it.

(SA-SI-#03-WZ-HSM-F, LL132-134) PrimaryData049

Although the importance of phonological competence is clearly apparent to students,
phonologicat knowledge above the sound and word levels, that is, at sentence level,
was seldom explained and practiced in class as | observed in my own classroom

observation.
Orthographic Competence

Orthographic competence involves knowledge and skills “in the perception and
production of the symbols of which written texts are composed” (Council of Europe,
2001, p. 117). In the words of one graduate student, orthographic competence was of
relatively minor importance at the workplace.

Waell, to tell the truth, in the luxury hotels the opportunity of writing is pretty rare. In

the workplace, no guest will ask you to help him write an English word. The chances

of writing a word are pretty rare, although writing should be learned at school. ...
Usually we don't write. ... We don't need to write words at all.

(SV-GS-#04-F, LL73-80) PrimaryData050

In formal school education, a greater part of students’ time at school was spent on
writing, mostly mechanical copying exercises without the practice of productive

writing. Mechanical writing or copying seemed to be the usual teaching and learning
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practice at the three vocational schools observed, as indicated by the graduate student
and the student participant from School B:
. Each time when we finished learning a unit, the teacher would give us a dictation. If
we made a mistake, the teacher would then ask us to write the correct forms of the
words or exprassions ten times. We were then given ancther dictation, and then

repeated the writing and copying actions anothef ten times. The action would
continue repetitively.

(IT-GS-#06-F, L1.128-131) PrimaryData051

What the teacher requires us to do isn't that kind of questions that you need to
answer by yourself. It's the sort of things like copying words and texts.
(SB-Si-#1 0-ZRJ-CNC-M, LL182-1 83) PrimaryData052

The point was further confirmed by a teacher in School B:

| simply ask them to copy the text, and the words and expressions, and yet they still
dislike doing these things.

(SB-TI-#01-LXY, L644) PrimaryData053
The above mentioned statements indicated that the mechanical copying and writing

practice at senior secondary VE should be dealt with in more purposive and

meaningful ways.
Orthoepic Competence

According to the CEFR, when users are required to read aloud a prepared text, or to
use in speech words first encountered in their written form, they need to be able to
pronounce a word correctly from its written form (Council of Europe, 2001). Student
interviews revealed that they expected’to develop their orthoepic competence as they
considered the competence was crucial to their effective English learning, as the

following three students stated:

Shouldn't your pronunciation be correct?
(SB-SI-4#10-ZRJ-CNC-M, L132) PrimaryData054

Usually the way we learn English is to read more. It would be quite nice if we can do
more reading practice of words, phonological symbols, and things like that.
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(BA-5I-#13-ZS-TRSM-F, LL73-75) PrimaryData055
Anyway, | wish | could do more reading aloud practice.
(SA-SI-#12-H8Q-HSM-F, L45) PrimaryData056

In reality, students considered orthoepic competence essential to language learning,
with time and effort spending on training this competence, as two student participants
stated:

Now [ think that reading aloud is important whether my orthoepic competence is

good or bad. Even though | may make mistakes, it doesn’t matter. In junior

secondary school, even if | know how to read, | dare not to read aloud. If | still

behave the way as | did In junior secondary school, then I'll never be able to learn
English well. (SC-SI-#25-JY-TSM-F, LL75-78) PrimaryData057

When back at home, | will read aloud. The teacher says that reading aloud is good
for our oral English improvement, so | do reading aloud, recitation and writing.
{SA-SI1#11-WS-HSM-F, L81) PrimaryData058

The transference from orthoepic competence to productive speaking skills, however,

is not an automatic process, as one inspector commented:

Although we have given them a lot training, when they are face in face with
foreigners they still are not able to communicate with them. There exists such a
prablem. (IP-#02-F, LL183-184) PrimaryData059

In summary, the results of the deficiency analysis are presented in Table 6.16.

Table 6.16 Linguistic competence deficiencies

Hems TSA PSA
Linguistic Lexical competence ¥
competences Grammatical competence v
Semantic competence ¥
Phonological competence ) v
Orthographic competence v
Orthoepic competence ¥

Table 6.16 shows that students were expected to develop their linguistic competences,
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such as lexical competence, grammatical competence, semantic competence and
phonological competence, to better meet their personal, academic and the target
workplace needs because linguistic competences formed the basis for the development
of other competences (i.e., sociolinguistic competences and pragmatic competences).
The PSA, however, revealed that students’ linguistic competences were far from
adequate to meet the new NVES requirements, with more class time and attention

spent on isolated language use and practice.
(2) Sociolinguistic Competences

Sociolinguistic competence is “concerned with the knowledge and skills required to
deal with the social dimensions of language use” (Council of Europe, 2001, p. 118),
involving such factors as: linguistic markers of social relations, politeness conventions,
register differences, and dialect and accent. The TSA showed that the appropriate
social dimension of language use was expected in the workplace, in particular, in the
service sector, as customers from different nations may speak English with different
accents, whose pronunciation sometimes may cause misunderstanding in

communication, as remarked by one graduate student:

Because in the luxury hotels, our guests are from various places of the world. Of
course it'd be much better if they are all Americans or Englishmen ({(smiles)). ...
Right. If we have a Korean guest and when he asks for coffee, it'd be really bad if
we can't understand him ({(smiles)). So it's really a contradictory issue. No matter
how well you've learned English at school, when the guests are hungry, for exampie,
our lrish guests, who have very strong accents, we can't understand many of the
words they say. ... We generally don’'t have many problems in our daily
communication in English. After being in the warkplace for a period of time, we
could understand what a customer tried to communicate with us. But still sometimes
there might be some misunderstandings. ... it's mainly due to the guest's accent.
(SV-GS-#04-F, LL29-40) PrimaryData060

At present, students were still incompetent at the social dimension of language use, in

particular the appropriateness of social language use, as commented by two students

and an inspector:
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Self-practice doesn't work. There are still some discrepancies between us and
foreigners. We stiil can't distinguish what they are talking about when they speak.
(SB-SI-#16-RGQ-AS-M LL161-162) PrimaryData061

Once in face-to-face communication with the foreign teacher, | couldn’t understand
him. | couldr’t understand what the foreign teacher was talking about.
(SC-SI-#17-GT-BE-F, LL132-133) PrimaryData062

But there still exists a problem for our students. Although our teachers have spent a
lot of time and effort in giving them English training, in vocational context, when they
really face foreigners, they still can't talk. There still exist such problems.

(IP-#02-F, LL182-184) PrimaryData063

The deficiency analysis reveals that students’ knowledge and skilis were fairly
inadequate for them to deal with social dimension of language use, especially when

facing foreigners.
(3) Pragmatic Competences

Pragmatic competences are “concerned with the user/learner’s knowledge of the
principles” (Council of Europe, 2001, p. 123) to produce coherent stretches of
language, to perform communicative functions according to interactional and

transactional schemata (ibid.).

Interviews revealed that effective language use was a significant factor in the
workplace, especially for those young people who wanted to achieve career success or

for other pragmatic causes, as the German manager stated:

| think it's helpful for most of our workers today and people at the line. | don't think it
is really required to fulfill the job, but if you, if young people are pretty interested in
China to grow, right. So a lot of people are excited and there are a lot of
opportunities out there, they are trying to get, increase the salary and so on. So if
you are a young guy and you want to do something more than just for 20 ysars
working in the line, they need to have to. If you want to be team leader or group

. leader level then from that level onwards, let's say, group leader level, then you
need to have some basic (English) skills. (EP#01-M, LL142-148)

Some ambitious students did see the importance of learning English, and expected to

make effective use of language, as the following three students remarked:
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| think now the most important thing is to learn English well. It is not just to learn it
well, you should also be abie to use it. It won't be of any use if you just learn it
without being able to use it.

(SA-SI-#03-WZ-HSM-F, LL209-210) PrimaryData084

Still you need to use English more. What's the use of it if you can't put the language
learned into actual use even though you've learned a iot?

(SA-SI-#04-WY-HSM-F, LL341-342) PrimaryData065

You should be able to comprehend and to use the language. You need o let others
understand what you're trying to say. If you just copy, know how to change the
tenses and things like that, it's true that you know how to changs these things. The
key poir.. is that you don’'t understand what others are talking about. What on earth
is the use of the language you've learned?

(SA-SI-#03-WZ-HSM-F, LL217-219) PrimaryData066

In the workplace, the issue of fluency and effective communication appeared to be

more important than grammatical accuracy.

Actually in students’ future workplace, they don’t need to do the sort of things, such
as doing exercises, those grammatical sort of things. What is really required is the
use of subject and predicate to form sentences, without making quite obvious
mistakes. For example, like the practice thay have now, when they talk with
foreigners, even though they make mistakes, the foreigners can still understand
them. With time passing, they can generally communicate in English.
(SB-TI-#06-PPP, LL83-87) PrimaryData067

At present, students were unable to put the knowledge acquired into effective

communicative use.

The other problem is that students can learn the dialogue by heart very fluently and
can role play the dialogue pretty well in the simulated situation. But when they really
in communication with foreigners, they can't put the language into effective use.
(IP-#02-F, LL186-188) PrimaryData088

-

The deficiency analysis indicated that gaps existed between the target workplace
requirements and the present school education regarding students’ pragmatic

competences.
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To summarize, the results of the deficiency analysis between TSA and PSA are

presented in Table 6.17.

Table 6.17 Communicative language competence deficiencies

Hems TSA /‘I"SI\

L

Linguistic Lexical competence v N
competences Grammatical competence v V¥
Semantic competence v
Phonological competence V¥ v
Orthographic competence ¥
Orthoepic competence ]
Sociolinguistic Appropriate social language
COITIPBT.CDCBS use;
Competence to understand J
different English speaking
accents
Pragmatic Fluent and effective ¥
competences language use

Table 6.17 shows that discrepancies existed between the should be status and the is
status regarding students’ communicative language competences. What was required
in the workplace was in reality not focused on in the current school agenda while what

was well-practiced at school was not highly demanded at the workplace.
6.2.2.2 Language Skilis

Of all the four skills, listening and reading are considered receptive skills while
speaking and writing are considered productive skills (Council of Europe, 2001). The
inspector and teacher interviews revealed that among the four language skills,
productive listening and speaking were regarded of primary importance, especially for

service-oriented students.

| think listening and speaking should be more important. To these senior secondary
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vocational students, it depends more on their future vocational needs, the needs of
the vocational sectors, such as hotels, tourism. These vocational sectors have more
interaction with foreigners. It is quite likely that these sectors have higher demands

on students’ listening and speaking skills, that is, students should be more skillful at
these skills.

(IP-#01-F, LL97-99) PrimaryData069

| think that listening and speaking are more important. ... A majority of students will
work in hotel and restaurant service sectors. When serving customers, students
simply need to understand what their customers are saying and conduct simple
communication, which, | think, will be quite sufficient.

(SA-TI-#04-LMJ-07-F, LL238-242) PrimaryData070

I think listening and speaking are the most important skilis. To the air service
specialty students, listening and speaking are definitely the most imporiant, You
need to be able to comprehend, but it won't be of any use if you can't speak in
English. You should communicate with people. What's the use of language? isn't it
used for the sake of communication?

(SB-81-#15-TZ2-A8-M, LL471-473) PrimaryDeta071

In the service sector, the two skills—listening and speaking—were also considered
important for effective communication with customers and for students’ future success
along the career ladder, with listening skills awarded a much higher weight than

speaking skills, as stated by two graduate students:

First of all, you need to be able to comprehend. Listening shouid take at least 60%.
This is the most important skill, Because if you can't understand, you don't know
what or how to serve customers. Second, you need to be able to speak. Speaking is
definitely a more important part of skills. ... Listening and speaking are especially
important in luxury hotels. i you can communicate weill with customers, or
communicate quite appropriately with guests, and if customers can really
understand you and are willing to communicate with you, then in the process of your
dally communication, you can have a better understanding of each other.
Sometimes customers would like to share with you some of their life stories. After
hearing his stories, then you fee! that you've become friends. Listening and
speaking skills are very helpfui for job promotion. Well, if your English isn't good
enough, | betiewe no luxury hotel managers would like to choose a poor English
speaker. (SV-GS-#04-F, LL75-86} PrimaryData072
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Among the four skills, | think speaking is the most important. Take me as an
axample, it's quite likely that my English proficiency, or my ability to take the test,
isn’t better than students at school. But my spoken English is much bettar than them
because | often use English at work. It's quite likely that my grammatical
competence In taking the exam is not as good as those students, but my spoken
English is good as | use English every day. | think at present schoot education
should focus more on spoken English. Speaking skills should be more stressed.
{SV-GS-#03-F, L1L128-132) PrimaryData073

In the service sector, however, reading and writing were considered of minor
importance, with writing skill the least important, as in the words of the two graduate
students:

Relatively speaking, | think | will take reading and speaking as secondary
consideration.

(MA-GS-#01-F, L144) PrimaryData074

To tell you the truth, in the luxury hotels, the chances of using writing are quite rare.
Whaen at work, no guest will ask us to help write a word. Such chances are pretty
narrow. ... Among the four skills, writing only takes a few percent or just more than
zero percent. Usually we are not required to write,

- (SV-GS+#04-F, LL73-77) PrimaryData075

The inspector and teacher interviews confirmed what was stated by the graduate

students that reading and writing were not highly required in the workplace.

With regard to reading and writing, | should say that the enterprise doesn't have
high demands on these skills. Speaking of reading, ifs quite likely that our
vocational students can't reach the standard required by the workplace. So
relatively speaking, the requirement for reading and writing is not very high.
(HZ-IP-#01-F, LL99-102) PrimaryData78

In terms of reading and writing, the speclalties in our school are mostly related with
hotel service. It's quite likely that student might work at the front desk in the future.
All they are required to do is to be able to read what others have written. Seidom will
they be required to write some simple sentences.

(SA-TH-#04-LMJ, LL238-240) PrimaryData077

While to manufacturing-sector-oriented students, listening and speaking skills may be
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of relatively minor importance, as in the words of an inspector:

I think the importance of skills varies from specialty to specialty. It depends on
students’ future job regquirements. Generally speaking, service-sector-oriented
specialtles may have higher requirements for listening and speaking skills whereas
for manufacturing-sector-oriented specialties students rarely have any opportunity
to use English.

(IP-#02-F, LL77-80) PrimaryData078

In general, the TSA showed that among the four language skills, listening and
speaking were considered of primary importance while reading and writing were of
secondary importance. The workplace, in particular the service sector, expected

students to be able to conduct effective communication in English.

Student interviews revealed that students also considered listening and speaking skills
important, as in the words of the four students:
i think listening is more important fo us. I've realized these days that listening is
especially important although the teacher has trained us on this aspect. ... | think

listening is faily important and we shouid do more listening practice.
(SA-SI-#03-WZ-HSM-F, LL132-136) PrimaryData079

| think listening is more useful, but i'm very poor at listening.
(SB-SI-#09-Z5-CNC-M, L51) PrimaryData080

| think speaking is more important. For example, if you study well or if you have an
opportunity to go abroad, and if you can understand what people are talking to you
and communicate with people in English, then it would be really nice. Anyway,
speaking is fairly important as you can communicate with people.
(SA-SI-#11-WS-HSM-F, LL58-62) PrimaryData081

Because companies now need people to be able to speak English. Spoken English
and things like communicating with foreigners. ... So speaking is more important.
(SA-SI-#01-SBR-BE-F, LL34-37) PrimaryData082
The PSA, on the other hand, showed that reading and mechanical writing were focused
and mechanically trained at school, with reading skills mostly consisting of processing

the learning texts. As one graduate student stated, a large amount of classroom time

was devoted to students’ working individually and in pairs in text-reading,
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But the main teaching method that our English teacher adopted was explaining the
text. For example, she might start with explaining a very short text about food or
about asking directions. Following that, it was the dictation of the new words. We
were then asked to read and write repetitively. Finally, the teacher would explain the
exercises in the textbook, which were mainly multiple choice and fill-in the blank
exercises. ... \We were mainly taught in such a way.

(IT-GS-#05-F, LL36-41) PrimaryData083

The classroom observations that I conducted revealed that silent reading and reading
aloud were two main activities in class for cultivating students’ reading and speaking
skills, with few free or extended conversations or other types of communication
practice. The listening skill was mostly confined to listening to the dialogues or texts
in the textbooks, and the speaking skill was most often trained at school on such
abilities as reading aloud the written text, oral answers to exercise questions in the

textbooks, reproduction of memorized texts, etc..
To summarize, Table 6.18 presents the deficiency analysis of language skills.

Tabie 6.18 Language skill deficiencies

ltems TSA PSA
Listening v (Service sector) V
Speaking ¥ (Service sector) v

Reading ¥ (Manufacturing sector) Y (i.e., Text reading)

Writing ¥ (i.e., Mechanical writing)

Table 6.18 indicates that discrepancies exist between the TSA and PSA, regarding the
skill requirement in the workplace and current skill training at school. Moreover, the
requirements of the skills varied from service to manufacturing sectors, with listening
and speaking as priority skills in the service sector and reading in the manufacturing
sector. At present, the four skills cultivated at school, however, are not targeted
towards the workplace, with a much heavier weight placed on training learners’

reading and writing skills.
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6.2.2.3 Summary

The deficiency analysis of learners’ needs showed that there were gaps between the
workplace requirements and school education. Students in general lacked declarative
knowledge of the workplace and vocational skills. With regard to their communicative
language competences, school education stressed cultivating students’ lexical and
grammatical competences while workplace required students to be able to make
effective use of language for communication at work, and to develop students’
sociolinguistic and pragmatic competences on the basis of their linguistic competences,
Among the four language skills, the skill requirements varied from the service sector
to the manufacturing sector, with listening and speaking of primary importance in
service sector and reading of primary importance in manufacturing sector. The
analysis also indicated that students lacked effective use of learning strategies to

become more self-regulated learners.
6.2.3 Deficiency Analysis of Teachers' Teaching

The deficiency analysis was mainly focused on the following two aspects of the
research questions — a TSA question (RQ2.1.2 How is teaching expected to be
conducted) and a PSA question (RQ 2.2.2 How do teachers conduct teaching), with
data collected from student and teacher interviews, classroom observation as well as
field notes and project journal of the researcher. Schools as educational institutions at
the meso level play an important role in curriculum implementation. However,
curriculum implementation cannot be imposed from above (Fullan, 2007; Hargreaves
& Shirley, 2009; Tanner & Tanner, 1995), and it must be initiated from inside
classroom settings, with teachers and learners interacting with each other to create and
re-create meaning in education and life in micro social settings. It is in the classroom
setting thatthe intended official curriculum (e.g., the new NVES) is implemented by
teachers and the imﬁlemented curriculum is experienced by learners. Two categories
of themes emerged after the qualitative text analysis: (1) language competences

cultivation, and (2) mode and medium of instruction.
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6.2.3.1 Language Competence Cultivation

The deficiency analysis of language competence cultivation was further classified into
two sub-categories: (1) teachers’ general competences, and (2) communicative

language competence teaching.
6.2.3.1.1 Teachers’ General Competences

As the deficiency analysis of learners’ general competences indicated (see 6.2.2.1.1),
learners were expected to possess declarative knowledge of the workplace and acquire
practical vocational skills and know-how. The TSA revealed that teachers were
expected to become dual-specialist professionals as they “are a most important part of
- thg environment for language learning/acquisition” (Council of Europe, 2001, p. 144).

Only when teachers become dual-specialist professionals are they able to integrate
academic and vocational knowledge and skills into their teaching, as one teacher
commented:

| think knowledge of the workplace is definitely helpful. in particular, that's why |

teach with more at ease, just like the sort of fish in the water. Regarding the hotel

related specialty, | myself have done a lot of situated experiential leaming, ang |

know those things inside and out. |'ve acquired the tour guide certificate, and have

worked as a tour guide. So when | teach, what | teach sounds very convincing to the
students, yeah. (SC-TI-#03-DF, LL303-305) PrimaryData084

Among the six teacher interviewed and nine classroom observed, however, only one
teacher was a dual-specialist professional, the rest of the teachers were not qualified
certificate holders. One teacher stated:

There are about twenty of us, who took part in the training, and only about ten

obtained the certificate. ... | just couldn't understand the specialty knowledge taught.
(SB-TI+#01-LXY, LL321-323) PrimaryData085

Teachers in general had inadequate knowledge and skills related to their students’

specialty and fiiture workplace. One teacher remarked:

There are some disconnections between schooi and work. For exampie, many of
our teachers graduate from English education major. The knowledge we leamed at
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the university was mastiy concemed with teaching methodology, educational
psychology and so on. As English teachers, we know little about those vocational
specialties. Only when we started teaching, did we begin to read spscialty-related
books. In our English teaching, it's quite likely that we encounter certain
specialty-related knowledge, and our knowiedge Is fairly inadequate whan
vocational knowledge is concerned. The chances for us to go outside the school
and to go to the workplace for vocational practice are pretty rare. We are completely
at a loss concerning what kind of workers the industry requires, what English
language competences workers need to possess, and on what aspects of language
competences they need to improve.

(SA-TI-#04-LMJ, LL204-211) PrimaryData088

Given teachers’ lack of competence on vocational knowledge and skills, teachers
expressed a desire to do situated workplace learning. As one teacher remarked, the
improvement of teachers’ declarative knowledge about the workplace and practical

vocational skills was crucial in cuitivating learners’ general competences.

After all, our job Is to serve students, and students will in turn serve industries and
society. Since we don't know industries, our teaching can't be workplace-oriented.
But if we know the workplace requirements, we can then teach them words and
sentences related to their workplace needs. Actually, how much English that they
can really make use of in their working environment we don’t know. We might have
taught them quite a lot of knowledge, which they can hardly make use of at
workpliace. Whereas what is really required in the workplace, we teachers don't
know how to teach them. So | think industries should let us teachers go into the
enterprise and have a better understanding of our students’ future work
environment. This is especially beneficial to our students’ English leaming.
(SA-TI-#04-LMJ, L.L214-220) PrimaryData087

Although vocational practice was currently provided to teachers, teachers generally
were not satisfied with ‘site-visiting’ arrangements organized by enterprises. In the
words of a teacher, the site-visiting showing-around was not helpful for teachers to
gain a better understanding of their students’ future work environment.
You see there are now some new specialties, many new specialties, such as trail
service and air service, in our school. We teachers actually .... You see the

underground railway system has not been built up in the city. We don’t know what
service our future underground system will need. We can only teach them some
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simple routine service English, such as selling tickets. But there are other things,
such as equipment, and we don't know the names of the equipment in English. If we
can go for vocational practice in the companies, and if those companies are really
wiliing to provide us an opportunity, how to say, if they really welcome us to leam in
the enterprise, then we can have a better understanding of the companies. Actually
many companies just make do with our site-visiting. When we go to a workplace,
peopie in the companies just show us around the workplace. All right. That's all for
the site-visiting. So sometimes the school can do nothing about the site-visiting. It is
a social issue, anyway. (SA-TI-#04-LMJ, LL228-235) PrimaryData088

The deficiency analysis showed that teachers were expected to become dual-specialist
professionals while at present teachers were mostly subject matter experts, lacking
comprehensive declarative knowledge of the workplace and the practical vocational

skills related to their students’ specialty and future workplace.
6.2.3.1.2 Communicative Language Competences

As the general and specific demographic profile of the participants indicated,
vocational learners were of various types and of different features (see 5.2 & 6.2.1).
Given learner diversity, two themes emerged from the qualitative interviews that
teachers should take account of in their teaching practices: (1) individual differences,

and (2) communicative language competences.
(1) Catering Individual Differences

In response to vocational learners who span the spectrum of leamning readiness,
personal interest and language achievement, teachers were expected to be able to
attend to learners’ individual differences *“within classes containing diverse learner
types and abilities” {Council of Europe, 2001, p. 144), in particular, those poor
language learners. In the words of one graduate student:

| wish teachers could pay more attention to those students WIth poor English

foundation, and, | don't know how to put it in words, cultivate their English leaming
interest. ’

(IT-GS+#06-F, LL162-163) PrimaryData089

Given learners’ individual differences, teachers were expected to focus on essentials

215



and to take the time to know learners” learning needs and learning difficulties, rather

than relying on “a one-size-fits-all, whole-class method of instruction™ (Wormeli,

2007, p. 9). In the words of one graduate student:
With regard to teaching, | think that if teachers could teach more systematically or
are willing to listen to each individual student's opinion or things like that, then each
student would have a good starting point, yeah. ...l expect that teachers could teach
mare systematically. For example, if you missed a lesson, then the teacher could
give you some more extra explanation to help you make up the lasson. in that way,
you could be more interest in your English study. If you have missed a couple of
lessons and the teacher continued with her explanation, then you wouldn't be able

to follow the teacher. Gradually, you would lose your learning interest in English,
yeah.

(MA-GS-#02-M, LL163-174) PrimaryData090

(2) Communicative Language Competences

Teacher interviews disclosed that teachers expected to cultivate learners’
communicative language competences through situated context and situational
learning, with its focus on language use rather than usage through interactive activities,
as one teacher indicated:
To those students who would like to cooperate with you, they prefer to have some
quegfjon-and-answer activities in class, eh, some group activities, more interaction

with situations, those created situations, and more games. They really like to get
involved in the activities.

(SC-TI4#02-WJ, L1.124-126) PrimaryData091

The graduate student echoed the point made by the teacher that classroom teaching

should pay more attention to oral language practice and situational language use.

| expect that we could have more spoken English practice, situational practices and
the things like that, so that we can apply what we've learned to practical use.
(IT-GS-#05-F, LL111-112) PrimaryData082

To enhance students’ communicative language competences, linguistic chunks should
be encouraged to use as the unit of organization rather than isolated linguistic elements.

When the focus was on linguistic chunks and language use, the teaching content
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organization was centered around meaning, that is, on sociolinguistic and pragmatic

competences. A case in point is the data from a classroom observation.

T: Next one. I'm going to have some friends over for dinner. Ok. Here in this

sentence there is a phrase. We can treat it as a phrase: have some friends over for
dinner, which means to invite some friends for a dinner together. Eh, OK, That's
right. Suppose we have some friends sharing a room in a dorm, what are the friends
called?

LL: Roommates.

T: Eh, that's right. Then when we want to say 'X— M EMZERAE—ERER?
T & LL: I'm going to have some roommates over for dinner.

T: Eh, 2l right. Then what about your classmates?

LL: I'm going to have some classmates over for dinner.

T: Classmates.

LL: Classmates.

T: Over for dinner. Ah, all right. Now there's a new organization. It's called ‘¥ 2 ',
isi't it? These're somebody's "#1£2'. Al right. Let's get some "¥14¢' for a get together.
What is ‘£’ called?

LL: Fans.

T: Fans. Ah, now make up a sentence.

LL: I'm going to have some fans over for dinner.
T: Fans over for dinner. Ok, very good.

(SC-CO-#07-TSM2) PrimaryData093

It can be seen from the above example that the teacher made good use of substituting
language chunks to “form a vaiuable and portable collection of sentence patterns and
models” (Mitchell, 2003, p. 22) to enable students to move along the progression route
“from jumbled words and phrases, to chunks, to control of sentence patterns” (ibid.} in
a situational context related to students’ life.

T: NOW, let's look at the conversation. Hello, Mary! Merry Christmas! Merry
Christmas| What's meaning?
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LL: EPEfRoR!

T: ZEWREK! Ok. Merry Christmas. Ok. Then what about if | want to say ‘SR
5K

LL: Happy New Yearl

T: Happy New Year. Ok. Then what about "4 %', which we have leamed in
junior secondary education?

LL; Happy Spring Festivall

T: Happy Spring Festivall OK. | remember in 2009 Spring Festival, Da Shan, the
one who played in the cross-logue program — the Five Senses Arguing for Their
Share of Contribution. He spoke of '#F4i{25k ! ', but he did not say 'Happy Spring
Festival! * What did he say? Chinese New Year! Yes, it also means "&{R 5. He
didn't say 'Happy Spring Festival! *, which means also ‘BEW{R%'. OK, when you
hear these words, what would you say? How would you answer?

LL: Thank you. The same to you.

T: Eh, Thank you. The same to you. ({The teacher writes on the blackboard})
(SC-CO-#07-TSM2) PrimaryData084

In addition to chunk-based teaching, the situated learning was considered an effective
way to facilitate the transfer from theoretical knowledge to practical skills, as one

inspector indicated:

The skiil transfer is a thomy problem. ... To deal with the issue of skilt transfer, we
provide opportunities for students to go to companies for vocational practice for a
week after a period of learning at school. Then they come back to school to study,
and then go to the workplace for practice again. We did school learning and
vocational practice alternatively when we taught trade and commerce spoken
English. For example, after | taught the lesson, | might give students some
assignment, such as receiving a foreign guest or selling clothes or doing other
things, using the knowledge we've learned. Theﬁ we asked studenistodo a
reflection of the situated context. They were then asked to apply it to actual use, and
we teachers also go to the workplace. To answer the probiems encountered in the
process of practical !&mlng, we gave thern more intensive training, that is, more
intensive training on certain aspects so that their knowledge can be transferred into
skills. | think the main focus of our skill training should be {istening and speaking.
(IP-#02-F, LL190-201) PrimaryData095
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The situated workplace learning promoted the skill transfer in real life situations, as

the inspector further indicated:

At present, students basically hide behind when they see foreign customers. Before
we do the situated workplace training, it was usually the team leader who moved
forward to greet customers. The other employeas would just stay behind. Now after
the sltuated workplace training, students are able to step forward to greet customers,
and ask what they would like to order. The {eam leader only comes out when they
have difficulties in communicating with custormners. | think students now are at least
not afrald of communicating in English. In the past, when they saw foreigners they
were afraid of making greetings. Even such simple things as ‘hello’, they dare not
use to greet foreigners. After such situated training, the effects are quite obvious
and the enterprise has also provided us with positive feedback.

(IP-#02-F, L1.202-207) PrimaryData086
In reality, however, lexical and grammatical competences appeared to be the two

aspects greatly focused by most teachers in their classroom instruction, as the

following three classroom observation extracts illustrated:

T: ... OK. Now first let's review what we have learned last period. In the last period,
we learned:

subject + will + do

subject + be golng to do
the future tense (4 3kH})
Now let's make a few sentences using the structures. ...
(SB-CO-#02-AS1)

T: BF7

L1: mother.

T. XHAGE?

L1: parent

T: parentA?

L1: parents

T: Ok. Good. Sit down, please.
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(SA-CO-#08-HSM2)

T: ... Now let's do vocabulary dictation. OK, I'll ask a few students to come to the
blackboatd. Any volunteers? If you et up your hand, please make sure that you
can write them all correct.

(SB-CO-#04-CNCS) PrimaryData097

Teacher interviews also revealed that teachers considered grammatical knowledge
difficult and complex for students, and regarded grammatical competence of primary
importance in their teaching. One teacher remarked:
Actually, | wish | could teach students more grammar although in my class | should
focus more on oral English. But | always think that they don’t seem to understand
the grammar. So sometimes | try to teach them more grammar, expiain more
grammatical knowledge so that students can consalidate their grammatical
knowledge. Ctherwise, I'm afraid that they can't caich up with the textbook currently
used in our class. That's what I've been thinking about. So somatimes | try to spend
more time on grammar in my class. ... But { think teaching those

{manufacturing-specialty-oriented) students English clauses, teaching them clauses
is more difficult than going to the moon.

(SB-T-#01-LXY, LL529-540) PrimaryData098
In addition to the focus on lexical and grammatical competences, most teachers
appeared to focus their teaching on cultivating students’ phonological, lexical and

orthoepic competences. They spent the 45 minutes on reading and explaining single

lexical items, as the following classroom observation extract iliustrated:

T: Please read after me according to the phonological symbols. ...
T: Eh, let's read it again. ...

T: OK. Let's turn back to Page 27. There are a few phrases in the vocabulary part.
Turn back to Page 27. Please read after me.

(SA-CO-#01-TRSM4) PrimaryData089

In the above mentioned example, a great amount of class time was spent,on reading the
six new words (i.e., baggage, beliman, set, air-conditioning, mini-bar, and

international) and two expressions (i.e., color TV set, at one’s service), with students
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reading after their teacher 13 times, with 29 students being asked to read the words and
expression one by one. The entire classroom teaching focused on isolated linguistic
elements. The cultivation of studerits’ syntactic, semantic and pragmatic competences
was greatly ignored, although form-focused learning can develop conscious explicit
and subconscious implicit language items (Nation & Macalister, 2009). In my
claésmom observation, this seemed to be the most usual routine teaching practice for a

great majority of.teachers.

A considerable amount of class time was spent explaining linguistic knowledge and
doing mechanical Janguage skill training and on tasks that were not relevant to real life
situations, either simulated or authentic situations, as shown in the following

classroom observation extract:

T: Qk. Now that we have alt understood the meaning of these words, let’s do the
exercise. Complete the followlng sentances with the words and expressions just
reviewed. Afier. you have completed the sentence, I'd iike some of you to translate
the sentences intoc Chinese to make sure that you really understand the meaning of
the sentences. L5, please do the first sentence. Read the complete sentence,
together with the answer.

L5: When guests came fo our university, they were greeted and led to the hall,

T: Yes. Note that “were greested” is the past passive voice. The pronoun "they”
refers to the guests in the adverbial clause. Now please translate the sentence.

L5 & T. HEANREIAFEN, M52 T RIEHFHAAKIT.

(SB-CO-+#03-MDM3)

The extract indicates that teachers used linguistic elements, such as vocabulary and
syntax, as the unit of teaching brganization, focusing on students’ lexical (i.e., words
and expressions), grammatical (i.e., grammatical knowledge and structures),
orthogréphical (i.e., copying exercises) and orthoepic (i.e., reading aloud practice)
competences and separate language skills. Even the form-based vocabulary practice
did not make adequate use of the most frequently used vocabulary in the new NVES.
Other competences, such as semantic competence, sociolinguistic competences and

pragmatic competences, were not cultivated in the language classes. The teaching
. »

-
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focus on sentence-level grammatical features obscured “pragmatic and sociolinguistic
issues in language acquisition” (Trim, 2004, p. 137) to prepare learners for
interpretation, expression and negotiation of meaning and to develop their language

fluency and complexity of language use.
6.2.3.2 Language Teaching Skilis

In light of language teaching skills, two themes — mode of instruction and medium of

instruction — emerged from the qualitative data analysis.
6.2.3.2.1 Mode of Instruction

Given the large scope of learner differences, teachers were expected to be adaptive in
their teaching, that is, to conduct differentiated instruction in accordance to learners’
learning needs and language levels so that learners could learn things according to
their aptitudes, as one inspector indicated:
So in our teaching, | think the ‘layered teaching' is very important. With respect to
different students, we should use different textbooks and adopt different teaching
methods. We should also set up different requirements for different students,
especially for those poor English learners. If the requirements are too demanding,

then they will make no sense to the learners. They will think that it is too demanding
for them to reach.

(iP-#02-F, LL85-88) PrimaryData100
In addition to ‘layered teaching’, teachers were expected to adjust their teaching

content, process and products in a more lively manner and in accordance to learners’

learning needs, as one graduate student and two students stated:

Teachers should adopt some effective measures and methods. They should stop
the.way of asking students to rote learning new words and things like that.

{(IT-GS-#05-F, LL110-111) PrimaryData101

| wish teachers' teaching wouldn't be too rigid. | wish the class could be more lively
and the textbook learning could be associated with some interesting stories.
(SA-SI-#13-ZS-TRSM-F, LL1049-106) PrimaryData102

We also expect teachers to be able to create animate learning atmosphere in their
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class so that we can have more interest in learning.

(SB-SI-#09-ZS-CNC-M, LL153-154) PrimaryData103

In view of teaching content organization and design, teachers were expected to teach
adaptively, that is, to adapt their teaching materials according to students’ present

language competences. This was echoed in the teachers’ statements:

I; ... | noticed that sach time in your lesson you would start with Everyday English.
T: That's right.

I: The materials are not included in the textbook, but are developed by yourself,
Right?

T: Yeah, | try to find some suitable materials for students. Sometimes | read the
English Hope magazine. After reading the magazine, i'd like to add something to
the textbook. Every day | would encourage my students to speak English for five or
six minutes. | give them some sentence patterns and phrases, ask them to learmn
them by heart, and psactice them with their partners. 've been teaching teaching
them in this way.

i Have you been using the method since the beginning of the school term?

T: Yeah. | think the textbook should be supplemented with something. Something
needs to be added to the textbook. I've been doing this in my teaching.

(SC-TI-#03-DF, LL191-201) PrimaryData104

Sometimes | taught them some English songs, once ar twice a month. | choose
those songs which are easy and can enhance their learning interest. Seven or eight
songs in one semestar. Within the four-month long semester, | can teach them
more than one song a month,

(SA-TI-#05-ZN, LL67-70) PrimaryData105
Along with flexible arrangement concerning the teaching content, process, and
products in the differentiated instruction classroom, seating arrangements were also
expected to be flexible in answer to students’ learning needs, with students taking

more control of their learning. One teacher has adopted the flexible seating

arrangement in her class.

The seating arrangement in my English class is different from their usual seating
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arrangement. In my English class, as long as they don't talk nonsense with each
ather, they can sit with whoever that can help with their English leamning. ... |
generally respect the students' choice, but still | need to monitor a bit.
(SC-CO-#07-TSM2, LL216-217) PrimaryData106

The flexible seating arrangements enabled students to form learning partnerships to
help each other to promote their zone of proximal development (ZPD) (Vygotsky,
1978) through scaffoiding, or assisted performance (Waish, 2006) so that learners
were capable of completing a task that alone they were unable to complete. The peer
partnerships also enabled students to develop from object-regulated to other-regulated
and self-regulated learners (Lantolf & Poehner, 2008) in mixed-ability classes, as the

teacher remarked:

For example, we usually talked about layered or tiered teaching before. To me, | ask
tham to form one-on-one partnership. | teli them now that our country stress
affiliated responsibility, we can also form affiliated responsibility in our study. If your
partner can't understand what we've learned, then both of you will get punished. Eb,
this has been working pretty well. Those students who didn't like to follow the
teacher can now learn with the help of their classmates. (SC-CO-#07-TSM2,
LL029-212) PrimaryData107

The peer teaching partnerships enabled students, in particular low ability students, to
progress towards self-regulated learning (Lantoif, 2000, 2005, 2007}. Moreover, the
teachers were expected to conduct their teaching with a variety of teaching and

learning strategies, such as the multiple teaching methods the teacher adopted in her

teaching.

I've created an ABCD method. For instance, in a sentence, the chunks of A, B and
C are fixed while the chunk D is for substitution. You can substitute it with the things
you like, such as adverbial of time, adverbial of placé, people or predicate verbs.
Basically it's the substitution of sentence patterns. ... The ABCD method can also
be used in English-Chinese transiation. For example, I'm now teaching a class, the
students of which are going to enter higher vocational education. The students
sometimes just do the sentence transiation according to the sentence order. { tell
them that if they divide the sentence into A, B, C and D chunks, then they can do it
accordingly. When we were at Year 1 at primary school, we did the sort of
reordering exercise. So ['ve used the method to teach them translation. It's been
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used for some time and [ think the effects are pretty good. Through the sort of
practice, students graduaily have regained their self-confidence.

{SC-TI4#03-DF, LL168-174) PrimaryData108

| call the method — matrix method. The reason | name it matrix method is that in
doing vocabulary leaming, we can list the synonyms vertically, such as harm, hurt
and so on. In this way, when you think of a word, you can think of its synonyms,
which have similar meaning. Horizontally, you can remember such words as care,
careful, carefully and so on. In this way, it's easy to master the language points. And
if | can think of one word, then | can remember a list of words vertically and
horizontally. So in this way, | can associate words in a most efficient and effective
way. (SC-TI-#03-DF, LL186-192) PrimaryData109

As in the words of the teacher, the multiple methods, such as the ABCD methods for
sentence pattern learning and sentence translation practice, and matrix method for
vocabulary learning, which she adopted in her teaching practice, helped learners build
chunk-based knowledge connection. In addition to the effective teaching strategies,
teachers were also expected to have more interactive activities with students in the
English class, taking into account students’ learning needs and learning interests. Two
students’ statement indicated their expectation:

Eh, we expect teachers to have more interaction, more interaction with students.

Teachers shouldn't just give the rigid explanation of those texts, vocabulary and

things like that. Teachers should stimulate students’ learning interest. If teachers

can tell students some stories  (elated with the texts, then students will be more

interested in listening to the teacher. Once students have the learning interest, they
would like to listen to the teacher.

(SB-S14#16-RGQ-AS-M, LL86-89) PrimaryData110

| think the interaction, the interaction can help me understand things faster.
Because unlike Chinese — our mather tongue, English is very complicated. !ts
various forms of grammar are really difficult. | expect teachers can give us some
life-related examples and occasionally do some interactive games with us. This can
help us remember things faster.

(SC-S1#21-SHY-TSM-M, LL49-51) PrimaryData111

Teachers were further expected to conduct their teaching through action-oriented
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activities, such as individual- or team-based learning games, which was indicated in
the two students’ statements:

It's quite nice to do some games. ... For example, eh, the guessing games. ... Or
the games about English spelling, such as word chain. Very interesting.

(SA-SI-#03-WZ-HSM-F, LL1568-162) PrimaryData112

i expect to have dialogue practices or the sort of English games. ... Let me see. For
example, the teacher speaks the first half of a sentence and students continue with
the latter ha!f of the sentence. ...

(SB-SI#05-LL-MDM-M, LL78-82) PrimaryData113

Students’ statements indicated that teachers were expected to translate the intended
curricslum into meaningful communicative classroom activities (Crocker & Banfield,
1986) and provide opportunities for students to experience the state of flow
(Csikszentmihalyi, 1997) — the state of concentration or complete absorption with the

activity at the situation. In the words of an inspector:

Teachers, in particular axcellent teachers, can use whatever methods to have
students highly involved into classrcom teaching. The involvement is not just simply
the participation of some activities but the focused attention on teachers. in the
process of teachers’ classroom teaching, studenis can concentrate their attention
on teachers. The attention of students is centered on teachers’ classroom teaching
so that they can get completely immerged into the classroom teaching. This is, of
course, an ideal sort of teaching.

(IP-#01-F, LL165-168) PrimaryData114

In additionto the interactive activities in class, layered or tiered teaching was
considered an effective way of differentiated instruction to deal with learners’
diversified learning abilities, as currently practiced in School A. One teacher from
School A stated:
Since last year, we have implemented the strafified ability-based teaching in some
specialties, such-as cooking and hotel specialties, according to students’ entry
English scores and the oral and written test given by our own school. We then

divided students into three ability levels. To those relatively high-ability students, we
desigged some opeational situational dialogues to improve their listening and
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speaking skills. A large majority of students could catch up with the course. To
those mid-ability students, we tried to simplify the textbooks and incorporated some
teaching contents that they were willing to leam. Eh, to those low-ability students,
who showed no interest at all in English or who had a headache upon reading
English, we tried to use interest enhancement teaching methods to design some
simple games, cards or rhymes. We just designed some simple things for them to
learn. The stratified ability-based teaching has been experimented for nearly a year
in our school, and we can see that students of different levels have improved and
benefited from the layered teaching. So we think that the stratified tiered/layered
teaching is rather practical at vocational senior secondary schools.

(SA-TI-#04-LMJ, LL89-99) PrimaryData115

Among the three schools investigated, only one school practiced layered,
differentiated instruction. A large majority of teachers, however, followed direct
instruction model (Wormeli, 2007), with teachers acting as knowledge transmitter or
providers and students as passive receivers. The focus of the mode of teaching was on
the subject matters rather than students’ learning needs, as echoed in the words of the
teachers:

| have o force them all day every day. You know, if they don’t do their homework,

then nobody in the class is allowed to go home after school. All the class shouid
stay at school to finish their homework.

(SB-TI-#01-LXY, LL109-111) PrimaryData116

Students don't take in any knowledge. They don't take in anything unless | force
them. If they can't recite the text that we have learned, they aren't allowed to go
back home the next day. This immediately takes into effect. They can recite the text
at once, and they can recite it. You have to treat them this way. Only when they are
treated this way, are they able to recite. They're the sort of students who can move
one step forward when you push them. ...

(ibid.) PrimaryData117
In the mode of direct instruction, teachers taught completely according to the textbook,
adopted a grammar translation method (Chaudron, 1988; Nunan, 1989a & b), with

each sentence translated into Chinese. The following three classroom observation

extracts illustrate the point clearly.
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T: ... Now look at this sentence, Elephants are the biggest animals living on land.
What does this sentence mean?

T&LL: KR - - BMXMEhY. BEEHER, living on land, 412 RH F B -XEE
M.

T: BAHZHY.

{SB-CO-#04-WL-CNCS5) PrimaryData118

T: ... The first sentence. First sentence, L3.

L3: Read Jimmy's card to me please, Penny R0 3H A MBS K &5 30T

T. Ok, sit down. Ok, read, read. The word in Chinese is ‘', OK. It also has the
meaning as in ‘reading a book'. In this sentence it means to read postcards. ‘#8 & ¥

HBERSERT 0T, ¥R
(SB-CO-#01-A51-F) PrimaryData119

T: ... No.3. Do you often take activities that are bad to your health? Bad. What's the
meaning? Bad. What does the word ‘bad’ mean? L: HEH#].

T: ‘B #&4Y', what else does it mean?

L. F4FRY.

T:'AEH, &, ' Then, what does the sentence mean?
L. REHEMMNREGETIFONES) 47

T: ‘Take' means '& 0, 'activities’ means '#&5'. Then, what about the last word
‘health'? What does the whole sentence mean? L23.

L23: REEEINTTRE FREFHIET) A ?

T: Ok. Sit down, pleasse. Very good. Do you often take activities that are bad to your
health?

LL: No.

T: No. Excellent. You are all good students. I'm very glad to hear that you can ali
answer the questions.

(SA-CO-#09-HSM1) PrimaryData120

With respect to curriculum implementation, teachers in general embarked on the new

teaching content without making a statement of their teaching and learning objectives

228



{(Nunan, 1988a & b). In the classroom observations, seven of nine teachers started

their lessons without giving students a clear statement of what they would be expected

to do with the language. The following extract illustrates the point.
T: Please open your book and turn to page ... Look at the vocabulary part. As usual,
we first look at the words on Page 27. The first part. The phonetic symbols are on
Page 120. Let's look at the phonetic symbols. | give you 30 seconds to get yourself
familiar with the phonetic symbols. The first six words on Page 120 should be
mastered in this lesson. | give you 30 seconds. Now try to read these words by
yourself .... OK. Stop here. Ok, stop here. Now read the phonetic symbols after me.

You're poor at phonetic symbols. Please read the phonetic symbols after me.
(SA-CO-#01-WJ-TRSM4) PrimaryData121

Rather than involving students in classroom activities through highly interactive
language tasks, most teachers in their actual language teaching practice managed their
classroom through teacher-initiated whole class or teacher-to-student activities. There
was rarely pair work or group work, with teachers mostly adopting an
Initiation~Response-Feedback (I-R-F) turn-taking pattern (Sinclair & Coulthard, 1975;

Wells, 1993), as the following two extracts illustrate:

T: B. Answer the following questions. The first one, L1. Are rich persons
successful? (Initiation)

L1: No. (Response)
T: No, they aren't. (Feadback)
(SC-CO-#06-YHY-BE1)

T: ... Now let's look at the first sentence in the text, the first sentence. There is a
new word. (Inftiatlon) (The teacher wrote the word “biggest” on the board.))

LL: The biggest. (Respongse)
T. The biggest. (Feadback) Then what's its original form? {Initiation)
LL: Big. (Response)

T: Eh, big. (Feedback) Then what form is this? (Initiation) (Referring to the word on
the beard.))

LL: The superlative form. (Responss)
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T: The superative form. (Feedback)

(SB-CO-#04-WL-CNCS) PrimaryData122

The above extracts indicates that the classroom teaching was in a typical IRE pattern
of interaction, with linguistic knowledge infused or transmitted to students through a
series of overlapping I-R-E sequences, in the teacher-fronted classes. Teachers asked
questions to the whole class or a student, and then evaluated the feedback on the
correctness of the responses. Most of the questions asked, as presented in the above
two extracts, were test and display questions rather than inferential questions (Tsui,
1995; Walsh, 2006). The disadvantage of the test and display factual questions lies in
that they limit student participation to just short answers expected by teachers. This, in

turn, is detrimental to more complex or creative types of learning (Walsh, 2006).

In general, teachers who adopted direct instruction method conducted their teaching in
the traditional content-focused approach, the focus of which is “on form; whole-class
teaching; pattern-practice drills; ...; and so on” (Waters & Vilches, 2001, p. 136), with
the teacher as the ‘sage on the stage’. In the words of one inspector:

Relatively speaking, the mode of instruction is still unsatisfactory. There still exists

the traditional teacher-centered teaching. Teachers just talks throughout the class

while ignoring students’ feedback. At present, there still exist a substantial number
of teachers. (IP#01-F, LL169-171) PrimaryData123

6.2.3.2.2 Medium of Instruction

Student interviews revealed that teachers were expected to use more English in class,

to create a language learning environment, as stated by one student:

1 still think that the language learning environment is essential. It would be better if
we can always use English. If the environment is good, then we don't need to learn
English very systematically.

(SA-SIH#03-WZ-HSM-F, LL74-75) PrimaryData124

Students, moreover, expected teachers to make adaptive use of English in class rather

than solely read or teach from their textbooks. One student stated:

That English teacher teaches in @ more flexible way. She doesn't teach solely after
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the textbook. She seldom read after her textbook. From the beginning of her class,
she communicates with students in English. if students can't understand her, then
the teacher will use other simple English, and will speak slowly. Only when students
completely can't understand her in English, will she begin to use Chinese.
(SC-SI-#17-GT-BE-F, LL177-182) PrimaryData125

Teachers, further, were expected to constantly make effective code-switching
(Council of Europe, 2001) between the mother tongue (i.e., L1) and the target
language (i.e., L.2), with each of different functions. Chinese was mainly used for
addressing discipline issues and creating language learning context while English for
conducting teaching and learning activities. A case in point is the following extract,

demonstrating the effective code-switching used by one teacher.
T: And this is a pillow. Pillow, pillow. Look, he's messy. What should we say to him?
LL: Make up your bed.
T: OK. Very good.
T: Then this is a 1azy {ady. The dressing table is very dirty, so we can say?
LL: That's a dirty dressing table.
T: Ok.

T: ... OK. Now, let's ask studenis to come to the front to role play the dialogue. It's
the Spring Festival, with fire crackers outside. People are wearing new clothes. Two
friends have just met. What should they say? Ok. L11.

L11: Hi, L12. Happy Spring Festival!

L12: Hi, L11. The same to you.

(SC-CO-#07-TSM2-F) PrimaryData126
The use of the target language as the main medium of instruction to improve teaching
and learning effectiveness is in line with SLA research on individual differences in

language learning, which indicates that “learners who are oriented to the source of

language input tend to learn a lot of the language” (Nation & Macalister, 2009, p. 59).

While in reality, teachers conducted their classroom teaching, using Chinese as the
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main medium of instruction, as the following classroom observation extract shows:

T: ... The second sentence. What does “at birth” mean? Well, lock at the words and
expressions, which is below the vocabuiary part. The phrase "at birth" is one of the
three phrases. “At birth” means "t £&, 4" Now let's look at the sentence - “a
baby elephant weights about ...." How much doss it weight? 90 kilograms, 90F 3.
Then, please remember the phrase “at birth”, which means “#E... WK, HAER".
Now next sentence - “which is about the waight of a grown man”. What does it
mean? "“E&— M HREAKGE. " That's to say “ERIHEMIHERBFOTR, &—
ARLE AREE, REARNEE. * What's after “it's about”. He's about 90 what?
What does "HIGH" stand for?

LL: #

T: It's height. What's its height? 90 centimeters. Now, next sentence. Look at the
next sentence. "When it reached the age of 12 years, ", HEKH......

T & LL: 125 8RS {iR.

T. ‘It doesn't”, what happened. Here's a phrase “grow anymore”. What does "not
anymore” mean?

T&LL: AF BHA

T “JERL128 i 4R," what happened? "Bt Bt A"
LL Kk’f

T: M, BHEAKT, BRFKT.

(SB-CO-#04-WL-CNC5) PrimaryData127

As the above extract shows, Chinese, as the main medium of instruction, played a
dominant role in the classroom teaching. In my c!assroom observation, L1 — Chinese —
rather than L2 — English — was the dominant medium of instruction used by teachers.
The percentage of the language used in class typically tended to be over 60% Chinese

and iess than 30% English within a one-hour class. The following extract illustrates the

point.

T: OK. Sit down, please. Eh, let's turn to Page 205. Listen to the tape. The tape is
very, eh, the taps ... After listening to the tape, you'll find that it's very interesting.
Don't laugh. Be sure not to laugh. OK. Tum to Page 205. Look at the text. It's a
dialogue between an old woman and her daughter. The woman in the tape really
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sounds like an old lady. Don't laugh. Be sure not to laugh.

(SB-CO-#05-LXY-AS1) PrimaryData128

The majority of teaching, as shown in the extract above, was conducted in Chinese,
with the aid of the tape-recorder, blackboard and chalk to supplement the medium .of
instruction. Explanations in Chinese were mixed with English words and expressions,
with Chinese playing the dominant role.
T: OK. Sit down, please. OK. Sit down. These few words are actually very easy.
When we first started leaming English, almost all of us have learned these few kinds

of animals. Open your book. The text. We're going to learn the text. Let's first look at
the topic of the text. What does ‘elephant’ mean?

(SB-CO-#04-WL-CNCS5) PrimaryData{29

The mixture of Chinese and English appeared to be the common medium of
instruction that teachers adopted. Even when they spoke English in class, they spoke
English in an artificial unnatural way, as two students commented:

Qur English teacher, sh, | don't know how to put it, sometimes has little

communication with us. Sometimes she speaks in English, and sometimes she just
teaches in Chinese.

(SC-SI#17-GT-BE-F, LL89-102) PrimaryData130

The problem lies in the speed that the teacher speaks with us. She's afraid that we
can't hear her clearly or we can't understand her so she tries to speak as slowly as
possible, by speaking word by word in English.

(SC-SI417-GT-BE-F, LL120-122) PrimaryData131

Although teachers’ use of Chinese was in large part due to their students’ language
proficiency, the use of Chinese on the other hand also indicated that teachers’ language
competences were insufficient in creating a simulated or authentic language
environment (e.g., Chaudron, 1988; Sesek, 2007). Teachers’ excessive use of Chinese,
furthermore, deprived students of valuable input in the L2, even though teachers might

hold the belief that the use of L.1 as a medium can facilitate learning (Ellis, 2000).
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6.2.3.3 Summary

In summary, the deficiency analysis of teachers’ teaching showed that teachers were
expected to conduct differentiated instruction. They were expegged to cater for
students’ individual differences, understand learners’ needs, and adjust their teaching
in response to learners’ language competences. Teachers, furthermore, were expected
to be able to adopt communicative teaching approaches with their focus on
chunk-based meaningful language learning and language use through a variety of
interactive language activities with meaning-focused experience in relation to
learners’ communicative needs and experiences (Lightbown & Spada, 1993).0Only
when learners are fully involved into the learning activities, are they able to achieve a
flow state of happiness and achievement with great incentives (Csikszentmihalyi,
1997) between the challenge of the task and their language skills in their process of
learning. Teachers, finally, were expected to become dual-specialist professionals.
“Such features tend to favor the creation of individualized opportunities for making
learning personally meaningful” (Waters & Vilches, 2001, p. 136). The role of the
teachers played in this mode of instruction was not “the sage on the stage” but “the

guide on the side” (Murray, 2007, p. 750).

In reality, a large majority of teachers stiil adopted a direct instruction model, with
teachers playing 2 dominant role. Most of them started their instruction without
informing students of their learning objectives. They went straight to the teaching
content after a brief lexical or grammatical review. The focus of their teaching was to
cultivate students’ lexical and grammatical competences rather than involving the
meaningful use of language. Unlike the workplace-related activities in those
dual-specialist professionals’ class, a large part of language practice centered around
linguistic usage — isolated from meaningful situational contexts, with the native
language Chinese as the main medium of instruction. In the teacher-fronted direct
instruction classrooms, teachers played a dominating role, following the I-R-F pattern
of turn-taking. A majority of class time was spent in transmitting knowledge (Freire,

1970) from the teachers - the knowledge provider, to students — the knowledge
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receiver.
6.2.4 Deficiency Analysis of Resources and Facilities

The deficiency analysis in the following section deals with the third ievel of needs —
resources and facilities at the institutional level. The reasons that these factors were
investigated were ‘‘because the needs were only realistic if there were the resources to
meet them™ (Holliday, 1995a, p. 116) and the facilities to provide the learning

environment,
6.2.4.1 Learning Resources

Investigating tearning resources plays a key role in conducting needs analysis.
Learning resources includes textbooks as well as other learning resources that learners
and teachers can make use of both in and outside school. With respect to learning
resources, two themes emerged from the qualitative interviews: (1) textbooks in use,

and (2) other learning resources.
(1) Textbooks in Use

Textbooks, being a key component of educational resources, have been playing an
important role in curriculum implementation. Teacher interviews indicated that
textbooks were expected to be more interesting to stimulate students’ learning interest,

as the two teachers stated:
Textbooks should be made more interesting.

(SC-TI-#02-WJ, L187) PrimaryData132

Speaking of textbooks, the most important thing is still on how to motivate students’
incentives in leaming when using {extbooks. | think this is really worth doing.
(SB-TI-#06-PPP, LL301-302) PrimaryData133

Given students’ current language competences, teachers also expected textbooks to be
more interactive, less grammar-focused and more user-friendly, with learning

materials being short, less difficuit, situational and practical.

Students should prefer those more interactive textbooks, which are relatively easier.
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Students should be more willing to accept those less difficuilt textbooks.
(SC-TI#02-WJ, LL38-40) PrimaryData134

If textbooks can include less difficult mini-dialogues and miniature situations, then
students may have interest to learn.

(SA-Ti-#04-LMJ, LL 74-75) PrimaryData135

Students, we should say, prefar to learn things with situations, which are more vivid
and maore interesting. Relatively speaking, students have |lass interest in things with
more grammar and language points. Regarding the textbook design, if the textbook
looks lovely and attractive, then student would be more likely to learn. And if the
whole articles or the whole textbook is crammed with English words, then students
are afraid of using it. (SC-T1-#02-W.), LL94-99) PrimaryData136

i think textbooks should have less focus on grammar with shorter and more
practical materials. (SA-TI-#04-LMJ, LL83-85) PrimaryData137

Student interviews confirmed the points the teachers made. As one student stated:

| think textboaks should be made sasier according to our actual language level.
They shouldn't be made too difficult. Textbooks should be written in accordance to
our actual language competences ((makes a noise with her mouth)).
(SA-SI-#13-Z8-TRSM-F, LL159-160) PrimaryData138

As students were targeted towards the workplace, interviews with graduate students
and students disclosed that textbooks were expected to be more related to students’

specialties and their future working life.

| wish the textbooks could be more related to our specialty. For example, our
specialty is mechanics, but the whole textbook has no vocabulary related to
mechanics. Wa didn't have any opportunities to use the vocabulary in our future
work. ... | think vocational English textbooks should be different from those of senior

secondary English textbooks. Definitely they should be easier, but with a different
focus.

(IT-GS-#05-F, LL113-120) PrimaryData139

Well, textbooks should aiso be made in accordance to our specialty. The knowledge
in the textbook should be reinforced according to their specialties and the sort of
things, yeah. Well, it's not good if we all use one set of textbook. 1 think textbooks
should be developad in accordance to students’ learning aptitudes.
(SC-S13#24-WSQ-TSM-F, LL164-165) PrimaryData140
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It would be nice if textbooks are more related to real life.
(SB-SI-#05-LL-MDM-M, L123) PrimaryData141

In the workplace, there is quite a lot of practical knowledge and skills, which are
frequently used in the workplace, but these knowledge and skills were not included in
the textbooks, currently in use. For example, the declarative knowledge taught at
school was not applicable in the workplace. In the words of one graduate student,
textbooks should incorporate workplace knowledge and workplace-related situations

related to students’ future life and career.

There were things in the workplace that we didn't learn at school. For example, the
boot-shaped goblets. Of course, we couldn't learn English just for the sake of one
hotel. We should learn to say things in general. But some of the things are very
special, At present each hotel definitely has its own special items. Some of the
items are not included in the textbook. For example, the word ‘lemon tongs'. In the
workplace, when guests ask for them, we don’t know what they want. There are
also other words, such as mustard, which we don't learn at school at all. So | think
our English teaching should be mere related to the present hote! situations, with the
inclusion of such things as utensils and dinner service sets. Such words should be
collected from the workplace and be included into the textbooks. ! think the

_ information could enrich the textbooks. There are many other things that we can
encounter in the workpiace. Although we've learned many things at school, in the
past few years in the workplace, we've never had the opportunity to use them.
There are still other things, which we haven't leamed at school, but we actually
make freguent use of them in the hotel. Actually they've been used very extensively.
I still think that textbooks should include those frequently used items in luxury hotels.
(SV-GS-#04-F, LL40-51) PrimaryData142

Teachers, moreover, expected textbooks to be designed with more specific and
operable life and workplace-related situations to serve students’ communication needs
in the workplace.
If the textbook could provide some specially designed situations, then we teachers
could design some specific and operable situations according to our students’

language competences. | think such textbook designs could better serve our
teaching needs.

(SA-TI-#04-LMJ, LL79-81) PrimaryData143
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I: Then what aspect do you think textbooks should focus on if they are to better
serve the needs of senior secondary vocational students?

T. For those service-oriented students, the focus should be more on
communication.

(SB-TI-#01-LXY, LL518-519) PrimaryData144

Teachers, further, expected textbooks to integrate both general English and vocationai
English modules, which were taught separately in different textbooks. The integration,
as expected, could facilitate the acquisition of workplace-related general competences
and language specific communicative competences because currently the two modules

are artificially divided in the new NVES. In the words of one teacher:

I know that the books we use now are divided into general English textbooks and
vocational English textbooks. ... But if the textbook could have a small section, just
a small section of essential English integrated with vocational English. The small
section is ... If textbooks could integrate the two modules, we can then directly
transfer to the vocational module after the general English module study.
(SB-TI-#06-PPP, LL325-331) PrimaryData145

I think textbooks could be designed in this way. For exampie, if the textboaok is for
tourism spacialty. Then the textbook could include the core vocabulary in the new
NVES, the stock of vocabulary that is required to master. But after learning the
vocabulary, after I've taught the essential knowtedge, | can immediately make use
of the vocabulary for vocational activities. Students can learn the essential English
words in the dialogue, which are also included in the new NVES. in this way,
students can learn the vocabulary both required in the syllabus and used in the
vocational field. ... That is, to combine the two modules into one in the textbook.
(SB-TI-#06-PPP, LL341-347) PrimaryData146

Actually, | think we can do an experiment. ... For example, the
manufacturing-sector-oriented students will stop learning general English when
they're in Grade 2. It's not that they don't have the English course, but that they
have such a crammed schedule for their specialty courses. it's quite likely that it will
be months later that they can learn English for Vocational Purposes. By then, they
might have forgotten the things they've learned in the general English.
(SB-T1-#06-PPP, LL361-366) PrimaryData147

In brief, the TSA revealed that textbooks were expected to better cater for students’
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learning needs, learning interests and laﬁguage competences, with the learning
contents being made less difficult, more interesting, and more relevant to students’
specialties and future vocations. Both students and teachers further agreed that
textbooks should provide more life- and workplace-related situations. Teachers also
indicated that they expected textbooks to integrate the current isolated general English

module with English for Vocational Purposes module.

In respect of textbooks in use, two sets of textbooks — Essential English and New
Concept English — are used in most vocational schools. The Essential English series
was used in both School A and School B and part of School C for general English
courses whereas the New Concept English series was mainly used in School B and
School C as supplementary materials for listening and speaking courses. In addition to
the two sets of textbooks, Schoo! A also used Hotel English for students majoring in
hotel service and management, while School C agﬂptcd a home-made textbook written
by teachers from the city for its low level students. As one teacher stated:

For Year 1 students, we use New Concept English for listening and speaking class.

For Year 2 students, we use some spoken English textbooks related to tourism and
hotels.

(SC-TI-#02-WJ, LLY0-31) PrimaryData148

Regarding the textbooks in use, document analysis of the above mentioned two series
of textbooks — New Concept English and Essential English — was conducted. The
analysis of the textbook New Concept English showed that the contents of the textbook
were far removed from the real-life contexts that students would target in the future.
All the exercises provided. in the textbook were in the form of rigid controlled and
guided practice, which lacked extended activities and tasks to cater for learners’
different learning styles and learming preferences. Most of the exercises required
learners to fill in the blanks with one fixed form of a word or do monotonous written
sentence pattern drills, compiled on the basis of a structure-based content syllabus
(White, 1988). The discrete learning points appeared to stress on declarative

knowledge rather than procedural knowledge and skills. Vocabulary ahd grammar
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practice figure very prominently in each of the 144 lessons.

. The other series of textbooks — Essential English, a nationally recommended
textbooks series by the Ministry of Education, is more form-focused, using linguistic
component as organizational units. Vocabulary and grammar were saliently practiced.
An examination of the unit themes and topics of the textbooks showed that they are
fairly universal common themes and topic, bearing littie relation to any workplace or
future vocation-related situations. In the words of one student:

| think the textbook is ail right. But sometimes | get the fesling that we can’t put what
we've learned into practical application.

(SA-SI-#02-LYH-HSM-F, L202) PrimaryData149

Although the textbook is used for teaching the general English module, it is important
for textbooks to include engaging and stimulating topics relevant to learners’ life and
future working world so that students’ learning interest and motivation can be
enhanced and sustained. The focus of the current textbook series, moreover, was on
drill-ﬁracticed language usape rather than actual language use. In the words of the
teachers, the textbook series was fairly difficult for students of low language

competences.

Relatively speaking, | think many of our English teachers consider the teaching
content in the textbooks somewhat difficult, in particular the Essential English series.
The textbooks are more suitable for those students who want to go to higher
vocational education, because the syllabus designer of the textbook still focus on
grammar.

~ (SA-TI#04-LMJ, LL68-71) PrimaryData150

| think the textbook is not suitable for our students. Students in our sehool, in
particular those manufacturing-sector-orientated students, are very poor at English.
It's too difficult for them to learn sach difficult things, let alone to master them.
(SB-TI-#01-LXY, LL17-20} PrimaryData151

The series of textbook surely can't stimulate student’s learning interest because
they can't understand the things in the textbcok. They can’t understand the things
even from the first unit. The textbook made them feel difficult. Everything should
start from'something easy to more difficult. if the starting point is fairly difficult and is

\
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getting more and more difficult in the later part, then it is a torture for both students
and teachers. 1 think the book series is too difficult, especially for those teachers
teaching the textbook series.

(SB-TI#01-LXY, LL268-271) PrimaryData152

Given students’ current language competences, the textbook series was also

considered by students as beyond their cognitive load (Yeung, Jin, & Sweller, 1997).

5: | don't like the textbook (Essential English). When | open it, there is nothing | can
understand. | can't understand anything at all. If | can understand what those things
mean, | may want to read it and try to understand what it means.

I: Then, do you think the passages in the text are difficult or uninteresting?

S: | can't understand it at all. It's just that [ can't understand what the texts are
about.

(SB-SI-#07-XJP-MDM-M, LL230-235) PrimaryData153
Regarding the textbooks in use, students seemed to prefer easier and more practical

textbooks, especially those which were related to their specialties or future vocations,

as stated by three students:

S: | think ({(makes a noise with her mouth)} Hotel English is easier. The textbook that
we've started learning.

I: How about the Essential English?

S: Essential English, | think it isn't as easy as Hotel English, and it's more difficuit for
us to understand.

(SA-S1-#13 ZS-TRSM-F, L1 186-190) PrimaryData154

The Hofel Englishis more closely related to our sBecialty (i.e., Hotel Service and
Management), and we can make use of the things learned when we later work at
hotels. But Essential English, | think, seems to be of little use in our future daily life.
(SA-SI4#12-HSQ-HSM-F, |.L135-137) PrimaryData155

That textbook - Hotel English — has some sort of relationship with us. But that
English book (i.e., £ssential English), | think, is useless.

(SA-SI-#14-SXX-HSM-F, LL169-170) PrimaryData156

With reference to the new NVES, the two textbook series in use (i.e., Essential English
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and New Concept English) do not appear to meet the objectives depicted in the

national curriculum document:
On the basis of nine-year compulsory education, senior secondary vocational
English curricuium should help leamers further expand their essential English
knowledge, cultivate such language skilis as listening, speaking, reading and writing
so that learmners can possess basic vocational English competences, stimulate and
cultivate learners’ English learning interest, improve their self-confidence in learning,
help iearners master some basic leaming strategies, form good learning-habits, and
improve their self-regulation in isarning; guide learners to understand and

distinguish differences between Chinese and Western culture, cultivate learners’
affective feelings, attitudes, values and ethics. (MOE, 2008b, p. 1)

In summary, the TSA showed th;t students expected textbooks to be less difficult,
more user-friendly, and more relevant to their targeted workplace, with more focus on
communicative language use. Teachers, moreover, expected that textbooks could
integrate the present two isolated modules ~ the general English module and the
English for Vocational Purposes module. The PSA, on the other hand, showed that the
textbooks in use were centered on language structure rather than communicative
language use, with many repetitive mechanical language practice drills. The textbooks

were mostly beyond students’ current language competences and learning needs.
(2) Other Learning Resources

The interview data indicated that a majority of students made limited use of learning
resources either at school (i.e., the school library) or outside school, as one student

stated:

i: Do you read some other materials after school?

S: Nevaer,
(SB-SI-#15-TZ-AS-M, LL175-176} PrimaryData157

As the student stated the most common learning resources that were made use of were

their textbooks.

I: Other than your textbook, do you read other books after school?
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3: No ((smiles)).
(SA-Si-#13-Z5-TRSM-F, LL75-76) PrimaryData158
Other than the textbook, few students made an effort to go to the school library to gain

access to other English learning resources. In the words of the students:

No, even till now i still don't know where the school library is.
(SB-SI4#10-ZRJ-CNC-M, L139) PrimaryData159

S: We sometimes go to the schoot library in our spare time.
I: To borrow some English books?

S: English books? {(smiles)) Oh, no,

I: Do you read English books in your spare time?

S: | don’t read English books in my spare time, but | listen to teachers tentatively in
class.

(SA-SI-#13-ZS-TRSM-F, LL.120-123) PrimaryData160

I: Have you ever borrowed any English books or English reading materials from the
school library?

S: No, never.

(SA-SIH#02-LYH-HSM-F, LL93-94) PrimaryData161

For those who had access to other learning resources, their use of English learning
materials was still mostly confined to materials in Chinese due to their limited
language competences, as remarked by the following two students:

I've read the sort of books, with English on one page and Chinese on the other page.

Basically, | don’t understand Engtlish, so | just read Chinese.
(SA-SI-#02-LYH-HSM-F, LL71-73} PrimaryData162

After school, | mainly read our textbook Hotel English. | also read other books. For
instance, last time | went back to my former junior secondary school and borrowed a
few English books to read at home. But some of the books are too difficult and |
have to look up almost all the words in the dictionary. Because the materials are
difficult, | didn't read much.

(SA-SI-#11-WS-HSM-F, LL90-94) PrimaryData163
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The above statements indicated that students needed proper guidance for their
extracurricular learning activities, such as choosing the appropriate materials to read
or adopting the effective learning strategies. Regarding the learning resources utilized
outside school, English songs and films seemed to be the most frequently used
resources, as stated by three students:

Sometimes { go to the Internet café, to listen to songs and search for materials. ...
Sometimes | read the English song scripts.

(SC-SI1-#20-CM-TSM-F, LLB3-86) PrimaryData164

English songs are beautiful. 1 listen to them via the Internet or MP3.
{SB-SI-#05-LL-MDM-M, L68) PrimaryData165

Yeah, | especially like listening to English songs and see English films.
(SC-Si#23-HHR-TSM-M, L127) PrimaryData166
On the one hand, students made limited use of English learning resources other than
their textbooks. On the other hand, the learning resources that students could make use
of were inadequately provided at the school libraries. Although appearing to be
well-stocked, the materials in the school libraries and the reading-rooms were mostly

beyond students’ language competences, as commented by one teacher:

Speaking of books, | went to our school library the other day, which | think is very
similar to those at the university. The library has many famous books. We also have
a reading room in our school. The materials in the library and the reading-rocom are
different. The books in the library are mostly novels, foreign novels. The materiais in
the reading-room are fine, with such magazines as English Saloon and English
Week, but our students seldom go to read the English magazines ({laughs)). They
prefer to read books in Chinese. (SB-TI-#06-PPP, LL233-237) PrimaryData167
In my school visits, [ also noticed that English magazines or newspapers accessible
and suitable for students on the shelves of the school library and reading-room were
fairly limited. Most of the learning resources that students utilized were acquired from
outside school, such as magazines, cartoon films, short stories or other materials.

These materials they acquired either from bookstores or public libraries, as stated by

two highly-motivated students:
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| didn't go to the school library. Usually | bought materials to read at home, and |
generally prefer staying at home. ) like buying books to read at home. When
finishing reading the materials, I'll go to the library to find some more. ... | usually go
to the biggest bookstore in the city. ... And sometimes, | go to other bookstores to
buy books. And I've even been to the provincial library to borrow books.
(SA-SI-#03-WZ-HSM-F, LL114-120) PrimaryData188

| usually borrow books from my classmates. ... The books we often read are English
textbooks and some short stories.

{SA-SI-#01-SBR-BE-F, LL148-155) PrimaryData169

Further investigation of the type of materials read by the motivated students indicated
that the extracurricular reading materials were mostly related to lexical, grammatical,
and orthoepic competences rather than semantic and pragmatic competences, as
remarked by two students:

Sometimes, | read some materials, which | bought when | was at junior secondary

school. The sort of grammar books with pictures, which we don't learn at school.
(SC-S1#19-LXC-TSM-F, LL28-70) PrimaryData170

The materials | use are: the high frequency English Expressions, the most
frequently used Harvard English, ... and the phonological book the most suitable to

" Chinese - Infemational Phonetics. | think the book Infernational Phonetics is good,
which points out the phonological mistakes that Chinese often make. And there are
also other books, such as Jangbo English, New Concept English, English Grammar
and so on.

(SA-SI-#03-WZ-HSM-F, LL225-231) PrimaryDatat71

In general, students made relatively little use of learning materials other than their
textbooks. Few students made effective use of school libraries or reading rooms in part
because the materials provided were of limited variety and unsuitable for students’
current language competences. The learning resources most frequently used from
outside school were English songs and films, which helped students to get acquainted
with foreign culture. The other sources of materials that students utilized in their spare
time were magazines, newspapers, books and cartoons from public libraries and

bookstores — focusing mainly on lexical, grammatical and orthoepic competences.
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6.2.4.2 Facilities at School

Student and teacher interviews indicated that schools were expected to be
well-equipped with modern language learing facilities for a better language learning

environment,

Speaking of teaching facilities, | expect our school to be well-equippad so that we
can listen to more English materiais with the use of the facilities.
(SB-SI-#09-ZS-CNC-M, L153) PrimaryData172

If multimedia facilities are provided, then for each vocational situation | can at least
make use of the resources | have on hand. For exampis, in the case of hotel English
or the things they need to learn about Western and Chinese food, | have many
video materials, right. If we could watch the video with explanation with the aid of
the multimedia facilities, the learning effects would definitely be much better, yeah.
(SA-TI-#05-ZN, LL79-82) PrimaryData173

Both teachers and students held positive attitudes towards modern language learning

facilities. They considered computer-assisted language learning to be fun and effective

to stimulate students’ learning interest.

It (computer-assisted language learning) is very helpful. All the films we see are in
English. We've been learning English as well as enjoying the film. We've been
enjoying while learmning. | think the way of learning is very interesting.
(SA-SI-#03-WZ-HSM-F, LL172-174) PrimaryData174

So in comparison with computer-assisted language learning (CALL), the mode of
classroom teaching with teachers holding a textbook in the front is very boring. In
fact, students regard the textbook-centered teaching uninteresting, and we teachers
think the samae. | think, English teaching especially in vocational schools should be
more diverse and full of activities so that students' incentives can be motivated. It
can thus become a virtuous cycle with teachers willing to teach and students wiiling
to leam, which is very important.

(SA-TI-#04-LMJ, LL192-195) PrimaryData175

As the teachers stated, teachers expected to make more effective use of modern
facilities for English learning as new technologies could provide more learning

stimulus to enhance and sustain learners® learning interest.
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Students these days are good at accepting new things. How can we keep them
sitting there the way when we were treated at school? They are more active and
can't sit there listening to teachers for long. ... Yes, they can sit in the classroom for
English classes for one week, and then two weeks. But if there’s nothing new to
stimulate them, they'll lose their English leamning interest.

(SA-TI#04-LMJ, LL197-201) PrimaryData176

Each time we have classes in the multimedia lab, students all actively participate in
classroom activities and look forward to the next class when we'll have another
class in the lab. (SA-T1-#04-LMJ, LL190-192) PrimaryData177

{'ve collected a lot of softwars, but | can't show my students the software in the
English class. | can't use the software in class. If | could use the software, surely
students’ incentives can be motivated. Like us, students also like seeing pictures.
So with pictures and situated scenes, they would definitely like to learn.
{SA-TI-#05-ZN, LL86-89) PrimaryData178

Like teachers, students also considered the use of BRodern facilities helpful in
enhancing their language competences, as stated by one student:
Sometimes when we have two English classes, the teacher will arrange us to go to
the language lab {on the sixth floor) to see English films. The teacher usualiy asks

~ us to write down some useful sentences that we can understand. It's a good way to
practice our listening comprehension.

(SA-SI-#03-WZ-HSM-F, LL168-171) PrimaryData179

As Felix (2008) points out “it has been found that technologies have the potential to
engage students and create opportunities, adding value to face-to-face instruction; that
dedicated programs ... are useful; that the multimodal nature of current technologies
appeals to different learning styles, that the use of technologies can have a positive
effect on student attitudes and participation ..."” (p. 154). As teachers and students
stated, the modern facility-enhanced environment could better cater for the learning

needs and learning styles of different students and improve learning effectiveness.

In reality, student and teacher interviews showed that although each school claimed
itself to be well-equipped, tape recorders and overhead TVs were the maost frequently

used teaching facilities in teachers’ teaching practice, as supported by the following
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student and teacher statements:

(The facilities that teachers use are) tape recorders and TVs.
(SA-SI+#02-LYH-HSM-F, LL105) PrimaryData180

Speaking of teaching facilities, | think the teaching facilities in our school are not
wall-eguipped. This might be due to some cbijective factors. The facilities that we
can use in class are tape recorders. The teaching-assisted CDs, which are affiliated
with our textbooks, are all very good. But as our facilities — the hardware facilities
are not well-equipped, we can't use the CDs in class. | think it's really a pity and a
great waste. Other use of facilities is just confined to playing films via the overhead
TVs in the classroom. (SA-TI-#04-LMJ, LL184-188) PrimaryData181
Regarding the modern language labs and multimedia labs, both teachers and students
could make fairly limited use of them due to the limited resources available at school,
as in the words of one student and two teachers:

| don't know there's a language lab. We haven't been there to have our English
class.

(SA-SI-#02-LYH-HSM-F, L107) PrimaryData182

it's basically very difficult for us to use that multimedia lab. There's only one lab for
alt the subjects. Our whole school has just one lab, the multimedia lab on the sixth
floor, yeah.

{SA-TI-#05-ZN, LL82-85) PrimaryData183

We can use the muitimedia lab once a month. Usually | let students see some good
film clips, and involve them into some interactive activities. But such chances are
fairly rare, so students espeacially treasure the opportunities.

(SA-TI-#04-LMJ, LL188-180) PrimaryData184

On the other hand, computer-assisted language leaming has posed challenging issues
for teachers who are used to teacher-fronted teaching, with regard to teaching

management, teaching skills and syllabus design, as teachers and students might have

different expectations of the class.

We take it for granted that the effects should be better, but in fact sometimes it is
contrary to our expectations. When students come to the lab, we seem to have
more difficulties in getting them focused. In the classroom we can manage them,
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but in the language lab, each of them is behind a booth, doing their own bysiness.
They think that once they're in the language lab they can listen to music or see
English films. They'll think things like that. Those are the things that they think about
when computer-assisted language leaming is mentioned. But when | keyed in some
exercises, the classroom would become too chaotic to manipulate. ... Not only was
their learning interest not motivated, but also they became absent-minded as
everything in the computer lab appeared new and afresh to them. | think ...
computer-assisted language learning hasn't really become the chief teaching aid.
(5B-TI-#06-PPP, LL216-232) PrimaryData185

In general, modern teaching facilities, in particular computer-assisted language
learning and teaching, are not commonly used. Classroom teaching in most schools
was typically still in a teacher-fronted mode, with textbook- and blackboard-centered
teaching as the major teaching facilities. Although computer-assisted language
learning was considered to be able to enhance learners’ learning interest, most schools,
however, were still not well-equipped with modern language learning and teaching

facilities.
6.2.4.3 Summary

In brief, textbooks as the chief learning resources used at school were compiled around
a structure-based syllabus, focusing on lexical and grammatical language usage and
isolated language skills rather than communicative language use. Moreover, the
current textbooks were developed for teaching the general English module and the
English for Vocational Purposes modyle respectively, with language competences
trained separately in different textbooks. Other than their textbooks, students made
fairly limited use of learning resources at school. One issue was that suitable and
relevant materials available for students in the school libraries were limited; the other
issue was that students needed proper guidance for selecting suitable materials. The

most frequently used materials outside school were English songs and films.

Regarding the facilities, although schools claimed to be well-equipped, the availability
of modern language learning facilities at school was still very limited. The most

commonly-used facilities were the tape recorders and overhead TVs. To better cater
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for students’ learning needs and learning interests, schools should be equipped with
modern language learning facilities to provide a more engaging and stimulating

language learning environment.

6.3 Findings and Discussion

The qualitative study has provided an in-depth and detailed profile of the research
participants (N=38), in particular of the student participants (N=23) chosen from the
larger cohort (N=707). In synthesizing the data from the different sources — students,
teachers, graduate students and employers — through interviews, classroom
observations and document analysis, a set of pgmmonalities concerning desirable
language learning needs were identified. Thgxd::f’iciencies could be summarized into
three levels of needs: (1) learners’ learning needs, {2) teachers’ teaching, and (3)

resources and facilities, demonstrating the gaps currently existed between the target

situation and the present situation.
6.3.1 Learning Needs

The deficiency analysis revealed that there were gaps between the TSA and PSA of

learners’ learning needs, with the results summarized in Table 6.19.

The deficiency analysis indicated that gaps existed between TSA and PSA, regarding
learners’ general language competences, communicative language competences and
Ianguangills. Given students’ current language competences, effective measures

need to be taken to deal with the language competence deficiencies.
(1) General Language Competences

With regard to learners’ declarative kmowledge, the qualitative study has revealed that
school education needs to develop learners’ knowledge of the world, especially
knowledge of their specialty and knowledge of the workplace. As China is becoming
more globalized, learners need to develop their socio-cultural knowledge and
inter-culture awareness because the workplace expects their employees to understand

and appreciate different cultures and acquire a better understanding of intercultural
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relations at work. Learners — in particular those from the service-sector-oriented

specialties — are expected to possess knowledge of other languages as customers may

be from both English-speaking and non-English-speaking countries. Due to

geographical and economic factors, Korean, Japanese and German are of prominent

importance along with English in the current study.

Table 6.19 Summary of learning needs

Variables Htems TSA PSA
General language | Declarative Knowledge of the specialty and the ¥
competences knowledge workplace
Sociocultural knowledge of foreign v ¥
countries
Intercultural awareness v
Knowledge of other languages ¥
Skills & Practical skills and know-how Yl
know-how Interculturat skills and know-how v
Cominunicative | Linguistic Lexical competence ¥ ¥
language competences Grammatical competence v \
competences Semantic competence ¥
Phonological competence v |
Orthographic competence ¥
Orthoepic competence v
Sociolinguistic Appropriate social language use; v
competences Competence to understand different ¥
English speaking accents
Pragmatic Fluent and effective language use ¥
competences
Language skills Listening (i.e., Service sector) Y N
Speaking {i.e., Service sector) i ¥
Reading (i.e., Manufacturing sector) ¥ ‘u"
Writing v

With regard to skills and know-how, there exist a need for the school-based

curriculum to develop learners’ social skills to deal with interrelationship at workplace,
and to develop their vocational skills, in particular, the technical skills or the
operational skills at workplace. Furthermore, the school curriculum needs to develop

learners’ intercultural communication skills so that learners can adjust themselves to

*
.

the cultural diversity in the working world.
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(2) Communiecative Language Competences

With regard to the first aspect of communicative language competences — learner’s
linguistic competences, school education needs to develop learners’ lexical
competence as currently their competence is far from sufficient to deal with academic
tasks and real life communication at work. The stock of students’ vocabulary varied
from about 100 to around 1,000 words, with a great majority of students having a

vocabulary repertoire of just a few hundred words.

In addition to lexical competences, school education needs to develop learners’
grammatical competence as learners mostly lack the ability to organize isolated
linguistic forms into meaningful grammatical structures although the current school
education focuses more on grammar explanation and overt mechanic grammatical
practice. The language practices, however, are mostly isolated from a situational

context.

Given learners’ poor linguistic and grammatical competences, their semantic
competence was insufficient. Learners were unable to deal with meaningful
communication both in real life situations and at the workplace. School education
hence need to develop learners’ semantic competence so that learners can construct

isolated linguistic units into meaningful language use.

Regarding phonological competence, the current school education over-emphasizes
mechanical phonological training. School education therefore needs to develop
learners’ phonological knowledge and skills in facilitating their lexical, grammatical
and semantic competences for communication. In addition to the knowledge of
phonetic symbols, school education need to develop learners’ phonological

competence at a discourse level, that is, at levels above sentences.

Regarding orthographic competence, school education should provide students with
more creative and productive writing practice rather than merely doing mechanical
copying exercises at a lower cognitive level. This competence, however, is of

relatively minor importance in the workptace.
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Although most learners considered orthoepic competence essential to their effective
language learning, their inside and outside school ianguage learning and practice
showed that, to a great extent, emphasis was placed on reading aloud from the

textbook rather than on honing their productive and communicative speaking skills.

In view of the second aspect of communicative [anguage competences —
sociolinguistic competences, schoo! education, in particular service-sector-oriented

specialties, needs to cultivate learners’ competence to comprehend the various social
p

" dimensions of language use as customers may come from different parts of the world

and speak a variety of English. Currently, there are few such requirements on the
social dimension of learners’ linguistic knowledge and language use in school

education.

The third aspect of communicative language competences is pragmatic competences.
School education need to develop learners’ pragmatic competences to put language
forms into practical and effective use. The present school education overemphasizes
the grammatical accuracy of language forms, at the expense of fluency and complexity
aspects of language use (Skehan, 1998a). In the workplace, the latter two aspects are

essential for effective communication.

In summary, both learners’ general language competences and communicative
language‘competenccs need to be developed in the current school education, in
particular, the current school-based English curriculum. Learners’ general language
competences in relation to their target workplace and their com;nunicative language
competences, especially sociolinguistic and pragmatic competences, need to be
developed to better serve learners’ perceived needs as well as their present learning

needs.
(3) Language Skills

The deficiency analysis revealed that among the four language skills, listening and
speaking top the list in the target workplace, especially in the service sector. Reading is

of secondary importance, followed by writing — the least important skil! among the
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four language skills in the service sector, whereas in the manufacturing sector reading
was considered of relatively more importance. The present schoal curriculum,
however, puts a much heavier emphasis on the receptive learning skills rather than the
productive and interactive communication skills. The school curriculum also focuses
on receptive reading skills (e.g., text- or text-related material reading) and receptive
writing skills (e.g., copying texts and other mechanical writing activities) rather than
training these skills more productively. School education, therefore, needs to stress

productive communication skills, in alignment with receptive language skills.
6.3.2 Teaching Needs

The deficiency analysis has revealed that discrepancies exist between the TSA and

PSA of teachers’ teaching, as shown in Table 6.20.

Table 6.20 Summary of teachers' teaching needs

Variables Items TSA PSA
General language Declarative knowledé"e of the specialty ard the workplace | ¥
competences Dual-specialist professionals ¥
Communicative Linguistic usage v
language teaching Language use v
' Situational context ¥
Language skills Knowledge to skill transfer \
Teaching model Differentiated instruction V
Direct tnstruction )
Medium of L2+L1 vV
instruction L1+L2 v
Classroom Interactive activities \f
management I-R-E mode (initiation-response-evaluation) ¥

Given the identified deficiencies, effective measures should be taken to deal with the
needs regarding teacher education. To develop learners’ general language
competences, teachers should develop their own general language competences in
response to learners’ needs. Teachers need to develop their declarative knowledge
relevant to their students’ specialties and targeted working world and become
dual-specialist professionals. “Such features tend to favor the creation of

individualized opportunities for making learning personally meaningful” (Waters &
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Vilches, 2001, p. 136) for learners.

To develop learners’ communicative language competences, teachers need to adopt
communicative language teaching, focusing on situational language use with chunks
as unit of organization rather than repetitive language usage with isolated linguistic

elements as unit of organization through variety of language activities with
meaning-focused experience in relation to learners’ communicative needs and

experiences (Lightbown & Spada, 1993).

Regarding teaching models, teachers should conduct the mode of differentiated
instruction rather than the currently-adopted direct instruction, with teachers catering
for learners’ individual differences, learning to know learners’ needs, and adjusting
their teaching in response to learners’ language competences through a variety of
interactive activities. A more flexible differentiated instruction could therefore enable
learners to achieve a flow state of happiness and achievement (Csikszentmihalyi, 1997)
between the challenge of the task and their language skills in their process of learning.
At present, a majority of teachers still adopted the direct instruction, focusing on
lexical and grammatical competences rather than the meaningful language use,
following the I-R-F pattern of turn-taking for knowledge transmission (Freire, 1970).
The role the teachers play should hence to be “the guide on the side” rather than “the

sage on the stage” (Murray, 2007, p. 750).

As far as the medium of instruction is concerned, teachers adopting a flexible
differentiated instruction should be encouraged to use as much target language as
possible to create a language learning environment for learners. At present, there were
still a substantial number of teachers adopting forms of rigid direct instruction, with
Chinese — the mother tongue ~ being predominantly used as the main medium of

instruction.
6.3.3 Learning Environment Needs

The study has shown that discrepancies existed between the TSA and PSA of learning

resources and learning facilities provided at different schools. The results of the
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learning environment deficient analysis are summarized in Table 6.21.

Given the identified discrepancies, textbooks as chief learning resources at schoo!
need to be developed in conformity with the learners’ current learning interests and
needs and workplace requirements so that the linkage between school and work can be
more consistent and relevant. Regarding the learning content, the learning materials
need to be more skill- or process-based rather than structure-based, focusing on
meaningful language use. Other than textbooks as chief learning materials, the
availability of learning resources at school, such as the school library and the
reading-room, needs to be in greater variety and be more suitable to learners’
language competences. Moreover, teachers need to provide more learning guidance

regarding learners’ material selection.

Table 6.21 Summary of learning resources and facilities needs

Variables | Items TSA | PSA
Learning Textbooks in | Interesting v
resources use Difficult v
Interface user-friendly ¥
Practical and vocational relevant ¥
Integrated course module v
Other Resources available at the school library v
learning English songs and films ¥ ¥
resources Resources from outside the school ¥
Facilities at | Labs Language labs \,
school Multimedia computer labs i
Other Tape recorders | ¥
facilities Overhead TVs \ v
Chalk and blackboard v v

In view of leamning facilities, schools as the chief educational institutions need to
psovide more modem language learning facilities for language teaching and learning,

such as language labs and multimedia computer labs.

To summarize, given the deficiencies existing at each level of needs — learners,
teachers, and learning environment, effective measures should be taken to deal with
the discrepancies. Once the discrepancies have been identified, needs should be

prioritized according to their immediate importance to learners.
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6.3.4 Priority of Needs

With reference to Waters and Vilches® (2001) proposed NA model for implementing

EFL innovations, the priority of needs in the current study is presented in the form of a
matrix. The vertical axis consists of two main hierarchically-arranged levels of needs:
primary foundation-building and secondary potential-realizing needs. As Waters and
Viiches (2001) point out, in sequencing the priority of needs it is important to advance
in a bottom-up fashion, that is, the lower level shouid be addressed first before moving

on to a higher level of needs.

The horizontal axis is composed of three types of needs: (1) learners’ learning, (2)

teachers’ teaching, and (3) learning resources and facilities (Table 6.22).

The priority of identified needs can further inform syliabus design, curricutum
development and implementation, and language competence framework in senior
secondary VE in mainland China. With reference to the CEFR (Council of Europe,
2001, see 2.4), the current study has revealed that some categories receive more
attention (i.e., linguistic competences) while other categories are not stressed to such
an extent in the current curriculum development and implementation (i.e.,
sociolinguistic competences and pragmatic competences). Finally, the findings and
priority of needs can better inform curriculum development (West, 1994), syllabus
design (Nunan, 2006), the appropriate selection of materials and methods (Brown,

2006), and the provision of the language learning environment.
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Table €.22 Priority of Needs

Needs Learners’ learning Teachers’ teaching Learning
: environment

Potential-realizing General General competences: | Learning

needs competences: Dual-specialist resources:
Knowledge of other professionals Appropriate
languages Communhicative resources from
Communicative language teaching: inside and outside
language English language school
competences: competences Facilities:
Sociolinpuistic Multimedia
competences comaputer labs &
Pragmatic language labs
competences
Language skills:
Practical writing

Foundation-building | General General competences: | Learning

needs competences: Knowledge of the resources:
knowledge of the workplace Adaptive textbooks
working world Communicative Facilities:
Sociocultural language teaching: Language labs &
knowledge of foreign | Differentiated other modern
countries and instruction language leaming
intercultural awareness | English as the chief facilities
Communicative medium of instruction | Language learning
language Knowledge-to- skill software
competences: transfer
Linguistic Interactive learning
competences activities
General sociolinguistic
& pragmatic
competences
Language skills:
Listening & speaking
Reading
Simple writing
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Chapter 7 Deficiency Analysis: Explanation of

Deficiency Causes

In the previous chapter, the NA study of three levels of needs — learners, teachers,
resources and facilities — was described and discussed. In this section, the factors
account for the current discrepancies are explored in answer to the third research
question (i.e., RQ 3. Given the investigation of the present situation and target
situation needs, what factors account for the current discrepancies?).

7.1 Data Description
In this section, the qualitative data, along with embedded quantitative data, are
described, with reference to Gardner’s socio-educational model (Gardner, 1985), in
particular, the mini-AMTB (Gardner & Maclntyre, 1993). Three types of Motivation —
Integrative motivat(én, Instrumental motivation and Other motivation — emerged from
the quantitative an‘éi qualitative data analysis, along with Other factors, all accounting

for the current language competence deficiencies.
7.1.1 Motivation

Motivation, as Ddrnyei claims, “provides the primary impetus to initiate learning the
L2 and later the driving force to sustain the long and often tedious learning process:
indeed, all other factors involved in L2 acquisition presuppose motivation to some
extent” (1998, p. 117). Like Dérnyei, Cummings and Davison also tndicate that
“motivation is a crucial component of engagement for learning” (2007, p. 620). In the
adapted mini-AMTB (e.g., Gardner & MacIntyre, 1993), six variabies - (/)
Integrativeness, (2) Attitudes towards the learning situation, (3) Motivation, (4)
Instrumental orientation, (5) Language anxiety, and (6) Parent encouragement - were

measured, with some aggregated items, as shown in Figure 7.1.

The total complex of the three components — Integrativeness, Attitudes towards the

learning situation, and Motivation — is referred to as Integrative motivation as one of
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the two classes of reasons for language learning in Gardner’s socioeducational model
{1985, 2000), the other class of reasons being instrumental orientation. Learners of
Integrative orientation are reported to demonstrate reasons to interact and
communicate with members of the target community for social reasons. The two
classes of attitudes — Integrativeness and Attitudes towards the learning situation — are
two correlated supports for Motivatio}r, with Motivation as the most directly linked
affective factor influencing Achievement. Instrumental orientation refers to reasons
for learning the target language for practical reasons, such as getting a good job,
getting a high salary, or getting a desired qualification. In addition to the two types of
Motivation in Gardener’s mini-AMTB, Other motivation, such as intrinsic and

extrinsic motivation, was also identified from the qualitative study.

Motivational factors

[ntepgrativeness

Instrumental Other

Integrative motivation

motivation motivation

Attitudes toward the

learning situation

Figure 7.1 Motivational factors

The first four factors in the mini-AMTB are analyzed in the Motivation sector while
the latter two factors are analyzed in the next section. The data analysis and research

findings are presented in the following sections.

7.1.2 Other Factors

As stated in Gardner’s mini-AMTB (Gardner & Macintyre, 1993), Other factors are
not directly assoclated with Infegrative motivation; these factors exert an influence on

learners’ Language achievement, or language competence deficiencies in the current
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study, as presented in Figure 7.2.

Parent
encouragement

Language learning strategics

Other support Other factors

Educational
support

Language anxicty

Integrativene ¥

Language
—t> competences
deficiencies

Moltivation

Y

ms_loward the
wsitualion

Learning habits

Integrative motivation

Figure 7.2 Other influencing factors

These other factors can be language learning strategies (Oxford, 1990), language
anxiety (Horwitz, Horwitz, & Cope, 1986, Macintyre & Gardner, 1989),
self-confidence with the language (Clément, 1980). The qualitative data analysis
indicated that personal learning habits are another factor, which accounts for
individual differences and language competence deficiencies. Language anxiety, a

factor in the mini-AMTB, is analyzed in this section.

In the mini-AMTB, there is another factor Other support, which exerts an influence on
motivation, which in turn has an influence on learners’ language achievement or
language competence deficiencies in the current study. The factor Parent
encouragement was originally included in the mini-AMTB. Another factor
Educational support later emerged from the qualitative study. The data analysis and
research findings of Other factors and Other support are presented in the following
sections,

7.2 Results

The results of the qualitative study, along with an embedded quantitative study, are
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presented in this section. The quantitative study of learners’ general motivational
determinants and the relationship between motivation and language achievement are
presented first, followed with the detailed qualitative as well as quantitative

interpretation.
7.2.1 Learners’ General Motivational Determinants

With reference to using the mini-AMTB, Bernaus and Gardner (2008) recommend
that “researchers direct their attention towards the major attributes in the
socioeducational model by aggregating the item scales, rather than using the scales
individually” (p. 390). Variables, therefore, resulted from the translated mini-AMTB
for the current study were (1) Integrativeness (i.e., three items), (2) Attitudes towards
the learning situation (i.e., two items), (3) Motivation (i.c., three items), (4)
Instrumental orientation (i.e., a single item), (5) Language anxiety (i.e., two items),
and (6) Parental encouragement (i.e., a single item), with scale of over one items

being aggregated.

In the data analysis, the mean scores for the four aggregated items have been computed.
The items éf Instrumental orientation and Parental encouragement were not
computed because each has only one item. Since all items were scored on a 7-point
scale, all variables have possib'e scores varying from 1 to 7. The Cronbach alpha

reliability coefficient (a) of each aggregated category is presented in Table 7.1:

Table 7.1 Refiability coefficients

Variable Reliability
Motivation 0.83
Integrativeness 0.70
Language Anxiety 0.60
Attitudes towards the learning situation 0.56

An examination of Table 7.1 reveals that the reliability of the aggregated variables
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varies from .56 (Attitudes towards the learning situation) to .83 (Motivation), with
Motivation of high reliability. In Masgoret and Gardner’s (2003) meta-analysis of
AMTB (see 4.2.4.2.1), the mean Cronbach’s alpha coefficients are .92

(Motivation), .90 (Integrativeness) and .93 (Autitudes towards the learning situation),
which indicate high internal reliability. In the current study, the Cronbach’s alpha
coefficients are generally lower than those in Masgoret and Gardner’s meta-analysis,
in part because each variable consisted of only two or three items. Internal consistency
(i.e., reliability) tends to decrease as the number of items decreases, other things are

equal.
7.2.2 The Relationship between Motivation and Language Achievement

The purpose of the investigation was to investigate the relationships between the
variables measured by the mini-AMTB and between these variables and language
achievement, an important indicator of languag competences. The procedure was
conducted by focusing on the relationship among these variables using students as the
unit of analysis. The relationship between Motivation and Language achievement
among vocational senior secondary school learners was investigated by calculating the
mean of each item under each of the four motivation/attitude variables — Motivation,
Integrativeness, Attitudes towards the learning situation, and Language anxiety. Aft:r
calculating the mean of the four variables, they were then correlated, together with two
one-single items — Instrumental orientation and Parental encouragement, with

Language achievement. The major results are presented in Table 7.2,

Brown (2005) states that “coefficients either positive or negative up to about +.40, or
-.40 indicate fairly weak relationships” while “relatively strong correlations would be
those that range from +.80 to +1.0” (p. 141). Among the six variables, none were very
strongly correlated with Language achievement although the correlation coefficients

were significant.
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Table 7.2 Correlation of motivational measures and language achievement

Variables INT ALS MOT ANX PE INS ACH
Inteprativeness (INT) 1
Attitudes towards the -

L .59 1
learning situation
(ALS)
Motivation (MOT) 76" 68" 1
Language anxiety .

.09 . A 1

(ANX) 0 o1
Parental 40 447 43”7 .04 |
encouragement (PE)
Instrumental 487 527 547 177 367 L
orientation (INS)
Language achievement 29" 2" 5% 10" 16 59" |

(ACH)

Note: N=684; **p< 0.01, *p< 0.05.

In terms of the correlations between motivational variables, correlations between
Motivation and Integrativeness (.76) and Attitudes towards the learning situation (.68)
were shown to exhibit greater signtficance than the other variables. The evidence
supports previous researchers’ claims that Integrative motivation promotes successful
language learning (Gardner, 1985, 2000; Gardner & Maclntyre, 1993; Gardner,
Tremblay, & Masgoret, 1997). The two supportive factors of Motivation —
Integrativeness and Attitudes towards the learning situation correlated with each other
at .59. Instrumential Orieniation was associated strongly with Motivation (.54), which
indicates that a larger number of students learn English for practical reasons, such as
finding a good job. P’arema{ encouragement correlated with Instrumental orientation
(.36), which indicates that parents encouraged learners to learn English for pragmatic
purposes. Language anxiety significantly correlated with both Motivation (.10) and
Instrumental orientation (.17), although at a lower level. The correlations among
variables demonstrate that the six variables do not exist in isolation but are interrelated

to each other, and to a degree thereby have an influence on Motivation, which in tum
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.

has an influence on Language achievement.

All six variables correlated significantly with the measure of Language achievement,
with Language anxiety negatively correlated with Language achievement (-.10). The
correlation between Language achievement and Motivation (.25) was higher than that
for Integrativeness (.22) or Attitudes towards the learning situation (.21), indicating
that students with higher levels of motivation performed better on the language test
than those with lower motivation. The correlation for Integrativeness was almost the
same as that for Instrumental oriemtation. The correlations for Parental
encouragement (.16) and Language anxiety (-.10) were lower although still significant.
The correlation for the overarching concept Integrative Motivation, with its three
components — Integrativeness, Attitudes towards the learning situation and Motivation
— was .26, higher than that for Integrativeness (.21). The above results illustrate how
some motivation variables are more closely related than others to Language

achievement.

Table 7.3 Stepwise regression predicting learners’ language achievement

Variable B t R adjusted R’ F
Constant -.25 -.34*

Motivation -.260 -7.24** 06** 063 47.14
Language anxicty A2 3.46%* 08 078 29.95

Norte: **p< 0.01; *p< 0.05.

The study also indicates that Integrativeness, Motivation, Instrumental orientation,
and Attitudes towards the learning situations were significantly related to the measure
of Language achievement. Indeed, as shown in Table 7.3, entering all six variables
into a stepwisc regression revealed that only two variables — Motivation and Language

anxiety — predicted unique variance in Language achievement (i.e., 6% and 8%).

In computing the regression, Language achievement was treated as the dependent
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variable, with the other six variables as independent variables: Motivation, Language
anxiety, Integrativeness, Attitudes towards the learning situation, Parent
encouragement, and Instrumental orientation. Only two variables — Motivation and
Language Anxiety — accounted for unique variance with Language achievement
[F(1,681)=47.14 and F(2,681)=29.93]. In the Language anxiety subcategory, there
were two items: English use anxiety (Q. 8. f worry abrguf speaking English outside
class) and English class anxiety (Q. 10. I worry about speaking in my English class).
Of these two items, only the English class anxiety item predicted variance with regard
to Language achievement. This indicates that the learners’ apprehension of their
language learning experience is more associated with the English course rather than
with English use. The two values (.06 and .08) were significant, although at a lower

level. Other variables exhibited no significance.

Statistical analysis indicated that Motivation and Language anxiety accounted for
unique variance with Language achievement. The detailed interpretation of the extent
that attitude/motivational variables contribute to language competence deficiencies

are described in the next section.

7.2.3 Attitude/Motivational Factors

In this section, the results of the qualitative and quantitative study of the
attitude/motivational factors are reported to see to what extent attitude/motivational
variables contribute to language competence discrepancies. The results of the
survey on participants’ attitudes, and motivation with the mini-AMTB (Bernaus &
Gardner, 2008; Gardner & Maclntyre, 1993) are reported, along with the results of
the qualitative study to triangulate the data. The results of the quantitative survey of

23 student participants are presented in Table 7.4.
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Table 7.4 Attitude/Motivational statistics

Attitudes

townrds
Mnemonics Integrativeness the Motivation lnstrum.ental

Learning motivation

Situation
SA-SI-#01-SBR-BE-F 1.67 1.50 2.33 1.67
SA-51-#02-LYH-HSM-F 2.67 1.50 2.00 2.67
SA-SI-#03-WZ-HSM-F 1.00 1.00 1.67 1.00
SA-S[-#04-WY-HSM-F 2.33 2.00 3.00 2.33
SB-81-#05-LL-MDM-M 2.33 2.00 333 2.33
SB-S1-#06-ZXB-MDM-M 5.00 4.00 7.00 2,33
SB-S1-#07-XiP-MDM-M 3.00 6.00 4.67 3.00
SB-SI-#09-ZS-CNC-M 3.33 5.00 4.67 3.33
SB-S1-#10-ZRJ-CNC-M 2.67 1.00 1.33 2,67
SA-SI-#11-WE-HSM-F 2.00 1.00 1.67 2.00
SA-51-#12-HSQ-HSM-F 2.33 2.00 2.67 2.33
SA-SI-#13-Z8-TRSM-F 2.33 £.50 2.67 2.33
SA-S81-#14-5XX-HSM-F 233 1.00 1.67 2.33
SB-SI-#15-TZ-AS-M 1.67 2.50 2.33 1.67
SB-51-#16-RGQ-AS-M 2.00 1.00 1.00 2.00
SC-S1-#17-GT-BE-F 2.67 2.00 2.00 2.67
SC-SI-#19-LXC-TSM-F 1.33 1.00 1.00 1.33
SC-SI-#20-CM-TSM-F 3.67 3.00 3.67 3.33
SC-SI-#21-SHY-TSM-M 433 4.00 6.67 433
SC-51-#23-HHR-TSM-M 233 1.50 1.33 233
5C-S1-#24-WSQ-TSM-F 3.33 1.50 3.00 1.00
SC-S1-#25-JY-TSM-F 3.67 3.00 3.67 3.67
SC-S1-#26-ZTS-TSM-F 1.33 1.50 1.67 1.33
Mean 3.34 275 358 217
5D 1.00 1.38 1.67 1.88

7.2.1.1 Integrativeness

In Gardner's socioeducational model, /ntegrativeness is one class of attitudes,
referring to openness on the part of individuals to identify with the English language
community. This factor measures the degree to which an individual’s willingness and
interest in social interaction with English speaking people. The quantitative data, as

shown in Table 7.4, indicate that 19 students’ integrativeness was relatively positive.
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Student interviews triangulated the quantitative study that students were conscious of
the importance of English and were expected to interact, communicate, and socialize
with English speakers in their future life and career, as stated by the following
students:

Wherever you go, it is quite likely that you will meet foreigners, and you should
communicate with them.

(SC-SI#22-SDN-TSM-F, L53) PrimaryData186

And then you can use English to communicate with people. Anyhow, | think English
is important, and you can use it to communicate with people.
{SA-SI-#11-WS-HSM-F, LL80-62) PrimaryData187

You see, even cooks are required to learn English, let alone waiters and waitresses.
They are even more in need of learning English because they need to have direct
contact and communication with customers. So they need to learn English.
{SA-SI-#04-WY-HSM-F, 1.L47-48) PrimaryData188

In case we become a tour guide and if we have foreign customers, we can then
communicate with them in English. Otherwise, we'll feel rather awkward.
(SC-S1-#26-ZTS-TSM-F, LL95-96) PrimaryData189

Although a substantial number of students showed favorable attitudes towards English
speakers, teacher interviews indicated that students in general did not have a strong
orientation towards English learning. They were at a loss regarding their purposes for
learning English. In the words of the teachers:

The general tendency at present is that students’ incentives in learning English is

getting more and more demotivated. They don't even have a short-term goal. Many

students now, or a large group of students, are at a loss. They don't know what they
are going to do in the future.

(SC-TI-#02-wJ, LL21-30) PrimaryData190

They all think that they won't be able to use English. Where will they be able to use
English?" They don't think that English is useful. So they don't like to learn it.
(SB-TI#01-LXY, L1.38-39) PrimaryData191

Some of the students now are especially at a loss. They don't know what they're
going to do in the future. ... So for the students themselves, they aren't certain what
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they want to be in the future.
(SA-TIH05-2N, LL130-133) PrimaryData192
Since students did not have a perceived vision of how English would be related to their

future, a large number of students were demotivated, and took a negative attitude

towards English. In the words of one student and one graduate student:

I'm not interested in learning English,
(SC-SI-#18-ZJC-BE-M, L70) PrimaryData193

They fee! that English learning is no fun. That is, they don't realty want to learn
English, but are forced to learn the language.

(MA-GS-#01-F, L30) PrimaryData194

Teacher interviews echoed the statement made above that a substantial number of
students were demotivated to learn English, as commented by one teacher:
At present, students’ English level is relatively poor. Many students don't have
interest in English. About one fifth of the students in our class are relatively a bit

beiter and have interest in English. The rest of the large group of students are in the
state of being forced to learn, in the state of being forced to learn ...

(SA-TI#04-LMJ, LL27-31) PrimaryData195

7.2.1.2 Attitudes towards the Learning Situation

In Gardner’s socioeducational model, Attitudes towards the Learning Situation is the
other class of attitudes, referring to an individual’s reaction to anything related to the
English learning context, in particular, their attitudes towards their English teachers

and the English course.

Table 7.4 indicates that a large majority participants (n=19) held relatively a favorable
attitude towards the learning situation. The results of the qualitative study are further
interpreted on the following two aspects: students’ attitudes towards their English

teachers and the English course.
(1) Attitudes towards the English Teachers
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Student interviews revealed that students expected teachers to be more friendly and

more willing to communicate with students. In the words of two students:

I wish the teacher's attitudes towards us could be gentier. Anyway, how to say, i
think the teacher's attitude towards us should be more like a friend, and whatever
we say to her she'll take a serious attitude towards i.

(SC-SI-#26-ZTS-TSM-F, LL72-74) PrimaryData196

| wish the teacher's attitudes towards each of the students could be more friendly.
(SA-SI-#02-LYH-HSM-F, L161) PrimaryData197

Teachers were further expected to be humorous and more patient, and show more

respect towards students, as two graduate students stated:

| expect teachers to be more humorous in teaching, and not too serious.
(SA-SI-#02-LYH-HSM-F, L160) PrimaryData198

The other thing is that | wish teachers could show more patience to communicate

with students, yeah.
(IT-GS-#05-F, LL88-93) PrimaryData189

Teachers are expected to be sort of more patient. Teachers shouldn't lose their
patience just because some students can't understand them from the very
beginning or things Ifke that. There are many teachers who lose their patience just
because they don't have patience to tell us, or to explain to us again after they've
given an explanation. Teachers’ words can easily influence students’ incentives and
let students feal that their self-dignity is hurt. So teachers should be patient.
Students also like teachers who are patient. If they like the teacher, then it's likely
that they will like the teacher's lessons. So, teachers’ patience can enable students
to be more willing to learn English, yeah.

(IT-G5-#006-F, LL.108-114) PrimaryData200

The role of teachers really counts. If the teacher is nice to you and pays attention to
you, you'll get the sense that you grow interested in the course. If the teacher
doesn’t care about you and ignores you, you'll then fee! that the course isn't
interesting at all. Even though you like the course very much, if the teacher doesn't
care about you, then your attitudes towards the course could be totally different.
(SC-SI#25-JY-TSM-F, LL124-128) PrimaryData201
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Teachers, moreover, were expected to show appreciation towards their students, which
could help students to build up their self-confidence in learning English, as the

graduate students remarked:

| wish teachers could at least show respect towards students rather than letting
them feel from the teachers' regards that they were looked down upon once when
they came into the school, that they wouldn't have a bright future, and that they
would just work at the assembly line soon after their graduation. The teachers didn't
show us any appreciation and didn't hold a positive attitude towards us. ... Well, the
respect they hold towards students is really important. The respect that teachers
hold towards us can let us respect ourselves, let us think that we are able to learn

English, and let us rebuild our confidence to learn English.
(IT-GS-#05-F, LL83-86) PrimaryData202

Basically | expect teachers to be able to cater for each of the students in the class,
yeah, so that no one will be left behind.

(MA-GS-#02-M, LL96-97) PrimaryData203

Students also expected teachers to give them encouragement and not to humiliate them
in class, as stated by one student:
The key point is no matter the answers you give are right or wrong, the teacher can
still give you encouragement. The teachers can also show willingness to help you

after class and don't use any humiliating words in class ((makes a noise with her
mouth)).

(SA-SI-#13-Z8-TRSM-F, LL205-206) PrimaryData204

Student interview also revealed that students expect to establish a harmonious
relationship with teachers, with more interaction and communication between teachers

and students, in the words of the following students:

The most important thing is that the relationship between teachers and students
should be harmonious. When the teacher teaches in the front, the teacher should let
the students in the class be willing to learn what she teaches so that the teaching
can achieve its maximum effect. Otherwise, ((makes a noise with his mouth))
psychologically speaking, students nowadays have the sort of rebellious tendency,
that is, if they dislike the teacher, then they don't like fistening to the teacher’s
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lessons and if they really like the teacher, then they'll be more willing to listen to the
teacher.

(SC-SI#23-HHR-TSM-M, LL136-140) PrimaryData205
1 wish that there could be more communication between teachers and students,
(SC-SI-#20-CM-TSM-F, LL118-119) PrimaryData206

| wish we didn't feel too nervous in front of the teacher. We could feel mare relaxed.
(SA-SI-#14-8XX-HSM-F, L184) PrimaryData207

Furthermore, teachers were expected to remind students of the importance of learning
English for their future career and personal development. One graduate student

remarked:

The other thing is when we first entered the vocational schooi nobody reminded us
of the importance of learning English, and we ourselves didn't realize the
importance of learning English. We thought that as a worker on the assembly line it
was quite unlikely that we would need to use English and would get invoived in the
higher administration of the business. We didn't have any practice on English use
and generally we didn't spend any time on English. Only when we went to work did
we find that a group of us would still have a promising future. Even though for those
students who work on the assembly line, they might still have an opportunity to have
technical communication with foreigners. Only when we were at the workplace did
we realize the importance of learning English.

(IT-GS-#05-F, LL101-105) PrimaryData208

Student interviews revea.ed that teachers’ friendly and caring attitudes could exert a

significant influence on students’ attitudes towards the school education. In the words

of the students;

Our English teacher is really nice, and she's really nice to me. ... | know she's very
nice to me and | think § shouldn’t make any trouble in her class. So | started listening
to her in her class. {t seemed that | was able to understand what she taught. When
she asked me a question, | was able to answer it. It appeared that | was able to
understand her class. So | think that I'm not that stupid, and started learning English.
Once | start learning, I'm able to understand it.

(SA-SI-#04-WY-HSM-F, LL201-205) PrimaryData209
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After | came here, Ms D has been teaching us. She's really nice and so | began to
like learning English.

(SC-SI-#26-ZTS-TSM-F, LL34-35) PrimaryData210

Yeah, I'm very happy that | can follow the teacher. The course, | feel, is not that
difficult. And in the class, | feel that everyone is at the same level, and there is no
need to care about other's opinions. In junior school days, the learning differences
between students were great. Some students learned English very well, so the
teacher always cared about those good ones. We didn't feel balanced, quite
unbalanced sort of. Now in the senior secondary education, our English teacher is
quite fair, and tends to care about everyone in her class. So | feel very happy, really
very happy. 1 don't need to care about how others look at me.
(SC-SI-#25-JY-TSM-F, LL24-29) PrimaryData211

In reality, however, there still existed a number of teachers, who took a partial attitude
towards those more capable few in class and had less communication and interaction
with students. One student remarked:

In our English teacher's class, | don't know how to put it myself. Sometimes, when

she teaches, there is littie communication between us. Sometimes she just teaches

in English, in English. Sometimes in Chinese. ... Then there is another point. The

teacher is partial to good students. If the student's English is good, then the teacher
will always ask those good students to answer her questions,

(SC-SI-#17-GT-BE-F, LL99-134) PrimaryData212
It scems that teachers’ friendly and respectful attitudes towards students could really
exert a positive influence on students.

(2) Attitudes towards the English Course

Student interviews showed that students, especially poor language learners, held a
negative attitude towards the English course. To students whose English was poor, the
English course appeared almost a form of torture, as the students stated:

| can't follow the teacher. After learning a new word, I'll soon forget about it. ... In

the English class, | can’t remember what the teacher says. |'ve g headache in
the English class.
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(SB-SI-#06-ZXB-MDM-M, L37-44) PrimaryData213
How to say, | just can't understand the English lessons.
{SB-SI-#07-XJP-MDM-M, L104) PrimaryData214

| don't like listening to the teacher, and | don’t want to listen to the English lessons,
either.

{SB-S1-4#06-ZXB-MDM-M, L180) PrimaryData215
| don't like the English subject. | think it’s not interesting. 2

(SB-SIi-#06-ZXB-MDM-M, L120) PrimaryData216

My classroom observation revealed that teachers in the above mentioned classes

mostly adopted the mode of direct instruction. While in the classes where teachers
adopted the more flexible differentiated instruction, students in general showed a more
positive attitude towards their English lessons, as commented by the students:

I'm in the low-level English class. it's OK. | can understand a bit of what the teacher

says. ... I'min Class A, Class A. The class of the lowest level.
(SA-SI-#14-3XX-HSM-F, LB2-86) PrimaryData217

Now, I'm beginning to like the course. ... Yeah, my interest is a bit stronger than
before.

(SA-SI-#04-WY-HSM-F, LL29-32) PrimaryData218

My interest in English is now getting stronger. I'm more interested in learning now.
(SA-SI-#02-LYH-HSM-F, L L35-36) PrimaryData219

Now I'm interested in fearning English. At the beginning, when 1 first started learning,
that is, when | couldn’t understand, | disliked learning. I'm getting much better now.

(S8-S14#10-ZRJ-CNC-M, LL37-38) PrimaryData220

Both the classroom observation and the student interviews indicated that differentiated
instruction and teachers’ attitudes towards students could make a tremendous

influence on learners’ attitudes towards the learning situation.

7.2.1.3 Motivation

Motivation in Gardnet’s socioeducational model refers to goal-directed behavior,
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measuring an individual’s attitudes, desire, and effort to learn English. The
quantitative data, as shown in Table 7.4 (see 7.2.3), indicated that a comparatively
large group of students (n=17) were to some extent motivated. Although the
quantitative study showed that most students were motivated, interviews with students
revealed that most students had low motivational intensity, putting only a small
amount of time and effort on English in their spare time, as the following students

remarked:

{In my spare time, | just read English} about two or three times a week. ... Less than

an hour. Just a little while,
{SB-SI-#10-ZRJ-CNC-M, LL50-52) PrimaryData221

| dor’t spend much time on English. {The time | spend on English is just the class
time. ... After the class, | almost spend very little time on English.
(SB-SI-#05-LL-MDM-M, LL31-33) PrimaryData222

The time | spent on English is mainly in the class. After class, when going back
home on Saturdays and Sundays, | sometimes can learn English for one or two
hours. This is quite much, | think. (She laughed at this point))
(SA-SI-#02-LYH-HSM-F, LL63-65) PrimaryData223

And, other than the English class, | seldomn learn English in my spare time.
{SA-SI-#01-SBR-BE-F, L100) PrimaryData224
| usually don't study English after class.
(SC-S1-#23-HHR-TSM-M, L49) PrimaryData225
The small amount of time and effort spent on English outside class indicated that

4
students had lower interest in English and expressed no desire to learn English. In the

words of the students:

| have long given up English learning. (SB-SI-#07-XJP-MDM-M, L210)
PrimaryData226

| don't really want to learn English.
(SA-SI-#14-SXX-HSM-F, L115) PrimaryData227

I've become demotivated. If | have motivation and if my motivation is high, then I'll
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spend time on English. You see ever since | came to this vocational school, I've
never spent time on English, except learning in class.

{SB-S81-#09-ZS-CNC-M, LL160-162) PrimaryData228

Because of their low motivational intensity and low desire to learn English, the attitude
students mostly held towards learning English was generally ncgative, as the student
and the graduate student remarked:

To tell the truth, I've never really liked English, or have realized how important

English wil be to my future career. Nor has the teacher's teaching method really
aroused my special interest in English.

{(MA-GS-#01-F, L1.103-105) PrimaryData229

When | first started learning English, | didn't pay special attention to it as | didn't
consider there were a lot to learn in primary education. Then when | was in junior
secondary school, | began to feel that English was getting more and more difficult.
The more | wanted to catch up with the teacher, the more difficult | felt. | was then
left behind. When | was left behind, my parents tried to let me catch up with the
teacher by taking some tutoring lessons outside school. 1 did pretty poor at the
entrance exam for senior secondary education. Now 1I'm terribly afraid of learning
English.

(SC-S)1-#22-SDN-TSM-F, LL.20-23) PrimaryData230

Even for the few highly-motivated students, the time and effort they spent on English

in their spare time was still limited.

After class, sometimes | learn English by myself. Sometimes | learn English mainly
by myself. My main purpose is to learn English well.

{SA-SI-H#03-WZ-HSM-F, LL73-74) PrimaryData231

in my spare time, | sometimes raad some Engiish. If | don't understand, then I'ii ask
other students. Then if there are some good useful sentences, 'll probably write
them down. It's the way | learn English.

(SC-Si-#21-SHY-TSM-M, LL58-61) PrimaryData232

A few students, however, became interested in learning English after coming to the

vocational schools due to the flexible differentiated instruction that teachers adopted,
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as stated by the following four studerits: \
Now here at this vocational school | can generally follow the teacher and have
incentives to tearn. | feel quite happy to learn English now.
(SC-SI-#25-JY-TSM-F, LL21-22) PrimaryData233

Now | feel that | have incentives to learn, and I'm more interested in learning English
than before. When | was in junior secondary school, my English was poor. Now, I'm
more motivated and I'm especially fond of learning English.

(SA-SI-#02-LYH-HSM-F, LL179-181) PrimaryData234

After all, it is mainly thlissue of interest. When | have interest in Engtlish, | would
like to learn a bit more.

(SB-SI-#15-TZ-A5-M, LL120-121) PrimaryData235

Now, if you have any interest, you'll find English very interesting and would like to
recite a few more words. If you have interest, then it's easier to learn things by heart.
(SC-SI-#21-SHY-TSM-M, LL76-77) PrimaryData236

The flexibld differentiated instruction adopted in language teaching and the teachers’
friendly attitudes towards students resulted in students’ improved attitude towards

learning English, as commented by one student:
L

We should learmn English well because foreigners, such as English people, can learn
to speak Chinese well. If they can learn Chinese well, why can't we learn foreign
language well. | wish | could learn English well.

(SC-SI-#20-CM-TSM-F, LL193-194) PrimaryData237

7.2.1.4 Integrative Motivation

The qualitative and quantitative data analysis of the three aggregated variables of
integrative motivation — Integrativeness, Attitudes towards the learning situation, and
Motivation — shows that these three variables exert a great influence on learners’
language-related affective disposition, determining language choice, and the general
level of effort the learners intended to invest in the learning process (Dérnyei &

Clement, 2001).
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Although most students were aware of the importance of learning English, little time
and effort was actually spent on their English learning outside school. Their attitudes
were relatively more positive in the more flexible differentiated class. Students, further,
expecteﬁ teachers to be more friendly, caring and patient, and to show more respect
towards students, with the courses conducted more in line with students’ language

competences.

Generally students have shown a somewhat negative integrative orientation towards
English speaking people although they have demonstrated an interest in understanding
foreign culture. The findings are in line with previous research that integrative
motivation is more relevant to second language learners than it would be for students

learning a foreign language (Ddrnyei, 1990; Ellis, 1994; Oxford, 1996).
7.2.1.5 Instrumental Motivation

Instrumental orientation, along with integrative motivation, is the other type of reason
for language learning. Unlike in countries where English is used as a second language,
English in China is a foreign language, in particular for students in vocational

education.

Table 7.4 (see 7.2.3) indicates that a large group of students (n=22) had a stronger
instrumental motivation. Student interviews triangulated the quantitative statistics that
students learned English for pragmatic reasons, due to its potential usefulness in the

future. In the words of the foliowing five students:

English is useful. I'm interested in it because it's useful. Now that China is getting
more internationalized, English will surely be useful.

(SB-SI-#09-ZS-CNC-M, LL48-49) PrimaryData238

| isten to the English class attentively because it is related with my future. If it has
nothing to do with my future, then | won't listen to the English class.

(SA-SI-#04-WY-HSM-F, LL129-131) PrimaryData239

| think English is useful. Well, some jobs require the use of English. So | wish | could
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learn more at school.

(SA-SI-#02-LYH-HSM-F, LL187-188) PrimaryData240

It is quite likely that we'll encounter English either in cur work or in communication.
(SB-81-#05-LL-MDM-M, L57) PrimaryData241

English should be useful. Because companies now all need people who can speak

English, people who can speak fluent English, to communicate with foreigners.

(SA-SI-#01-SBR-BE-F, LL34-36) PrimaryData242
Student interviews revealed that students learned English due to its relevance to their
specialty and their future career. It was out of these pragmatic reasons that students
chose to learn English, as the following students stated:

Learning English, the most important of all, is for the sake of my specialty. itis
completely for the sake of my specialty that | choose to learn English.

(SC-SI-#23-HHR-TSM-M, LL142-143) PrimaryData243

In terms of English learning, | feel that English is especially important to my
specialty. So | especially want to [earn. For one thing, it is very useful, otherwise |
won't learn. For the other, English is very important to whatever specialty.

" (SA-SIH#04-WY-HSM-F, LLL46-47) PrimaryData244

It is especially when | came to this school did | find out that English can cause some
problems in getting a job. It is for the sake of my future job that | should learn

English well. It is very important and I've just found it out.
(SC-SI-#21-SHY-TSM-M, LL23-26) PrimaryData245

| think English is important. In current society, you should master a language, or
even several languages. | now feel that English is pretty important. it is not that you
should learn the language well, but you shouid also be able to use it. Learning
without use won't work. You should be able to use the language. Regarding your
future work requirements, you should tearn a few more languages.

{ibid., LL208-212) PrimaryData246
Interviews with graduate students and the employer revealed that in the workplace

English was essential for career development, such as job promotion in the workplace.

One graduate student and one employer remarked:
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In terms of job premotion, English is quite helpful, yeah. If your English is not good
enough, then | believe none of hotel managers will hire a mid-level manager with
poor English.

(SV-GS-#04-F, LLB5-86) PrimaryData247

| think it's helpful for most of our workers today and people at the line. | don't think it
is really required to fulfill the joby, but if you, if young people are pretty interested in
China to grow, right. So a lot of people are excited and there are a lot of
opportunities out there, they are trying to get, increase the salary and so on. So if
you are a young guy and you want to do something more than just for 20 years
working in the line, they need to have to. If you want to be team leader or group
leader level then from that level onwards, Ist's say, group leader level, then you
need to have some basic skills. (SY-EP-G-M, LL143-149)

In comparison with integrative motivation, instrumental motivation seemed to be a

more important reason for learners to learn English.
7.2.1.6 Other Motivation

In addition to integrative orientation and instrumental orientation, other reasons for
fearning English exist, such as intrinsic and extrinsic motivation. Intrinsic motivation
is usually associated with high academic achievement and enjoyment by learners
while extrinsic' motivation is derived from outside of the performer (Deci & Ryan,

1985). The results of the qualitative data analysis are presented below:
(1) Intrinsic Motivation

The qualitative study revealed that the number of intrinsically mativated learners was
fairly limited. Among 23 student participants, only two were intrinsically motivated

to learn English.

For English leaming, sometimes it mainly depends on you. Well, personally | want
to learn English well.

(SA-SIH#03-WZ-HSM-F, LL73-74) PrimaryData248

Speaking of learning English, if you don't want to fearn the language yourself,
nothing from outside can really exert an influence on you. It's mainly yourself who
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really count. if you have the incentive to learn English, then you can learn it well.

{SC-SI-#24-WSQ-TSM-F, LL88-91) PrimaryData249

(2) Extrinsic Motivation

Many student participants, however, were driven by extrinsic motivation, such as

passing exams, as stated by one student:

The things that the teacher requires us to recite are surely far from sufficiert, You
see we are going to take the higher vocational entrance exam. For our specialty —
the air service specialty, if we don't have a higher vocational degree, then we won't
be able to find a job, won't be able to find a job. For example, there's going to be a
higher vocational entrance exam for senior secondary vocational students this year.
if you have a look at the exam syllabus, you can see that it has many things. Some
of them are phrases. There are a lot of phrases. Since we are going to take the
axam, | have to read all those books, and memorize a iot of things. Some of the
things the teacher has already taught us, but there are still quite a lot that we
haven't iearned at school. We need to read more and remember more so that we'll
be able to do well in the exam.

{SB-SI-#16-RGQ-AS-M, LL57-63) PrimaryData250

There were nonetheless students who learned English for other external reasons, such
as getting higher scores, winning admiration from others or for the sake of
face-keeping and face-saving, as remarked by the following four students:

The teacher gives us some extra scores for encouragement. { think the sort of

scores is really important. It is especially important to me, which causes me to like

learning English.
(SA-SI-#13-ZS-TRSM-F, L59) PrimaryData251

i think leaming English can let others think that you've received good education.
Moreover, foreign languages have now become a popular currency. If you can
speak fluent English, then you can win admiration from others. That's my sort of
thinking. |

(SC-SI-#23-HHR-TSM-M, LL144-145) PrimaryData252

| think English is important. Usually if you receive foreign tourists, you should at
least to be able to speak a little English. When the guests ask you questions, if you
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can't answer their quastions in English, you'll feel really embarrassed. You'll feel
that it's really face-losing and you'll feel really awkward.

(SC-SIH#19-LXC-TSM-F, LL45-47) PrimaryData253

Back at home | seldom learn English. Sometimes when going back home, |
suddenly have the impetus to learn English. When | see people who can speax
English very fluently on TV, | got the incentive to learn English well. Then I'll start to
recite a couple of new words. | can recite things very quickly. | can remember those
things very soon. But |'ll forget haif of them the next day. My English learning is just
the way like this.

(SB-SI-#15-TZ-A8-M, LL38-41) PrimaryData254

The results of the quantitative and qualitative data analysis revealed that learners
learned English out of various orientations: Infegrative motivation, Instrumental
motivation, Intrinsic motivation and Extrinsic motivation, which exert a direct

influence on learners’ language competences.
7.2.4 Other Attributing Factors

In the mini-AMTB, there are Other support and Other factors. The Other support
exerts a direct influence on motivation, which in turn has an influence on learners’
Language achievement. The Other factors scale, according to Gardner and Tremblay
(1994), does not have a direct influence on Motivation, but has an influence on
Language achievement. The results of the qualitative study as well as the quantitative

study are presented in the following sections.
7.2.4.1 Other Support

In the mini-AMTB, there is only one factor included — Parent encouragement. In
addition to the Parent encouragement factor, the other factor ~ Educational support —

emerged from the qualitative data analysis. The detailed interpretation is presented

below.
7.2.4.1.1 Parent Encouragement

The results of the quantitative survey are presented in Table 7.5.
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Table 7.5 Parent encouragement statistics

Senle Frequency Percent
1 16 61.5

2 2 1.7

3 2 1.7

4 I 38

5 I 3.8

6 i 38
Total 23 100
Mean 1.61

SD 1.41

Table 7.5 indicated that a large percent (61.5%) of parents were extremely supportive
towards their children’s English learning. The qualitative data triangulated the
quantitative statistics that parents often went out of their way to provide a family
support system to encourage their children to learn English, as the following two

students stated:

When | was young, | didn't like learning English. | especially didn't like learning
English. By the time | went to the junior secondary school, we were expected to sit
the entrance exam for senior secondary education. At that time [ couldn’t follow the
teacher in class. Then my mum tried to let me go to other tutoring classes to learn
English. During summer holidays, my mom took me to an informal English learning
center, which allowed parents to audit classes. So my mom quitted her job, and
went to the class with me every day, each single day.

{SB-SI-#16-RGQ-AS-M, LL20-23) PrimaryData255

My mom has quitted her job for a few years. All these years, she’'s spant her time in
accompanying me to study.

{ibid., L105) PrimaryData256

Since | started leaming English, my Mom has been working together with me. | think,
how to put it, half of my achievement attributes to my mom's effort. | think that in the
informal English learning center, if my mom was not there with me, | wouldn't have
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listened aitentively to the teacher. Since mg mom was there, sifting at the back of
the class, | had to listen to the teacher attentively even though | didn’t feel like
learning Engiish. But after class, when going back home, | had to depend on myself
to learn English. | couldn't quite understand the lessons at the beginning. | did it
completely in a rote learning manner. When | really understood what | had learned,
really knew the way to learning English, then | became more autonomous and more
depended on myseilf to learn.

(ibid., LL196-200) PrimaryData257

My mom says to me,” you should study well. If you want to go to an English learning
center to learn English, I'm quite willing to pay as long as you learn.” My mom
always says this, "if you think you need, and then ['d like to pay.” if | think a book is
useful than she'll buy it for me. As long as | study, it's OK. My mom is quite happy to
spend money on my study. Whenever t tell her that | want to go to the bookstore,
my mum is always happy. 'How much money do you need?’ my mom will ask. | told
her that | don't know how much money | would need. ‘Will 300 yuan be enough?”
When | told her that it might not be encugh. Then she would say, "take some more”.
Then she would say, “I'l go to the bookstore with you.” ... My mom always says o
me, “you should leam English well." | tell her thiat | know the importance of learning
English. My mom especially cares about my English, fairly, fairly care about it.

{SA-SI-#04-WY-HSM-F, LL248-256) PrimaryData258

Like parents elsewhere, parents had high expectations of their children and

encouraged them to develop to their full potential. In the words of two students:

My parents have high expectations on me. ... They encourage me to study English.
But they don't say the same thing repetitively. They mainly leave it to me.

(SB-S1-#09-Z8-CNC-M, LL77-79) PrimaryData259

After my graduation, | want to continue my study. My mom says that she expects
me to go to a higher vocational college.

(SC-S1#26-ZTS-TSM-F, L100) PrimaryData260
Interviews with students revealed that parents considered English an important tool for
pragmatic purposes, such as getting a good job or develop well along the career ladder.
This was consistent with the quantitative study (see 7.2.2) that Parental

encouragement correlated with Instrumental orientation (.36). Parents, therefore,
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often encouraged their children to learn English well at school, as stated by the

following five students:

My parents encourage me to study English well. They say, "if you can leam English
well, then you can have a brighter future.

(SC-S1-#19-LXC-TSM-F, L99} PrimaryData261

My dad says, “learning English well is more important than anything else.”
(SA-SI-#14-SXX-HSM-F, L200) PrimaryData262

My parents expect my English level to become higher and higher.
(SB-SI-#15-TZ-AS-M, L208) PrimaryData263

My parents expect me to learn English well to find a good job.
(SB-SI-#10-ZRJ-CNC-M, |113) PrimaryData264

My mom and dad work at our home restaurant and they are busy with restaurant
work. They don't have time to monitor my study. Sometimes | don't go back home
after school. | can only rely on myself to learn English at school or at home. But
every morning my mom, every morning my mom would urge me to work hard, to
work hard at English for my future and so on.

(SB-SI#15-TZ-AS-M, LL44-47) PrimaryData265

Family as a key unit in society plays a significant role in students’ personal and
character development. However, many vocational students, according to the teachers,
experienced inharmonious family relationships at an early age, which ruined their
English lcarnit{g and resulted in low language competences, as remarked by two
teachers:

A majority of vocational students are from divorced, separated or single-parent

families, which resulted in their diminished learning interest and declined academic
achievement.

(HZ-IP-#01-F, LL56-58) PrimaryData266

Speaking of these children, | always think that they are not solely the ones to be
blamed for their study. It's only that there are things that they can’t change, such as
the divorce and the separation of their parents. Sometimes | have sympathy on
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them, even though sometimes the students act up in front of me. ... But after |
became Mother, my attitude towards them gets more tender. When we had a taik
after class, they told me that they treated me as Mother. When told, | became more
sympathetic towards them. For example, there's a little girl in my class, whose
mother has been in France for many years. Although the parents haven't got
divorced, the father has developed his own affection for another woman. So out of
anger, the girl shut herself from communication with others. Later, she told me that |
remind her of her mother. There are many children like her.

(SC-TI-#03-DF, LL68-89) PrimaryData267

As ong teacher indicated, family factor played an important role in developing or

ruining students’ Janguage learning motivation.

| think student’ low motivation was due to their families because in our vocational
school many students are from families, relatively speaking, single-parent families.
They experienced less family attention and care. So in terms of parent
encouragement, the students experienced relatively less, which in turn affect their
language competencaes. ... Relatively speaking, about half of the students in my
class grew up in those single-parent families. Some of them lived with their
grandparents from either maternal or paternal side, or with their relatives, since they
werg very young. Slill there are a few students who were sent to live in the boarding
school, the sort of boarding school. Many students have almost never experienced
the cozy family environment and the family care, so they don't seem to care about
others. We can see this when we teachers first got in touch with them. They were
quite upset at the beginning. They didn't want teachers to take care of them as they
haven't been taken care of for quite a long time. But gradually as time passed,
students would accept the teacher and grow to realize that the teacher really cares
about them. Only then will students develop the feeling that there is still someone in
the world who really cares about them. It's the sort of feeling, yeah. | think it is not
that students themselves don't like to study; various reasons contribute to their
present status. It has formed a sort of vicious cycle.

(SA-TI-#04-LMJ, LL35-58) PrimaryData268

Parent encouragement, therefore, exerts an influence on learners’' motivation to learn

English.
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7.2.4.1.2 Educational Support

Interviews with students and graduate students revealed that students generally
showed a positive disposition towards English at the outset, with motivation declining
over the subsequent couple of years due to the lack of educational support. The first
two years in junior secondary education was a critical period, when most of them
encountered learning problems, especially grammatical problems, in their English
learning. As a result, they could not follow their teachers in class, as stated by one ~

student and one graduate student:

We, the generation born after 1980s, started learning English since Year 1 at junior
secondary education. No one was a poor learner from the very beginning in Year 1.
We were all very interesleé in English at the beginning. | remember at that time

when | was in Year 1, my English was very good and | was very interested in it.
(IT-GS-#05-F, LL54-55) PrimaryData269

When | started learning English, | was very interested in it. When back at home, my
parents would urge me to learn the new words by heart. Things went along fine at
the beginning. Then, since Year 1 at junior secondary education, ... It was also in
Year 1 at the junior secondary school that we started to learn grammar. | started to
Have problems with grammar. Some of the grarhmar that the teacher explained in
class | couldn't remember. When we were asked to do exercises, | couldn't
understand the exercises even though the teacher had explained. And when we
were asked to apply the grammatical knowledge learned, | had difficulty in applying
grammatical knowledge to actual language use. From then on, | gradually became
disinterested in English, and especially didn't like memorizing things.

{SA-SI-#02-LYH-HSM-F, LL20-26) PrimaryData270

The learning problems or difficulties encountered, and the teacher-dominated
grammar-focused instruction during such critical periods discouraged students from
learning English, as remarked by the following three students:
The terrible grammar that the teacher taught, | didn't like to listen to. | didn't like
listening to the teacher, and dislike listening to the teacher at ali. And, little by little, |

couldn’t understand what the teacher taught. Finally, | completely couldn’t
understand what the teacher taught at all.
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(SA-SI-#04-WY-HSM-F, LL180-181) PrimaryData271

At that time, the teacher always taught grammar and the text in the class. So the
ctass atmosphere was the sort of, sort of boring. And | felt a bit sleepy.

(SB-SI1-#05-LL-MDM-M, LL76-78) PrimaryData272

The way that the teacher taught was so rigid, not inleresting at all. Alsa, the teacher
didn't show any patience when teaching, which let the poor English learner formed
the concept that they were incapable of reading and learning English. So they didn't
want to learn. What's more, the teacher's teaching was not interesting at all.

(SA-SI#03-WZ-HSM-F, LL179-181) PrimaryData273
When students encountered problems in their English study, they could not seek

timely support from their family as most of the parents had a fairly limited knowledge

of English. In the words of the following five students:

My parents can't heip me with my Engiish. | have to rely on myself ({sign)}.
(SA-SI-#03-WZ-HSM-F, L1 03} PrimaryData274

They don't know English at all.

(SA-SI-#01-SBR-BE-F, L189) PrimaryData275

They don't know English themselves, either.

(SB-SI-#06-ZXB-MDM-M, 1.29) PrimaryData276

They can't help me with my English.

(SB-SI-#07-XJP-MDM-M, L53) PrimaryData277

My parents can'’t help me with my English as they both don't know much English.
My mom knows a littie and can urge me to remember things in'English. She can
only read some simple English. When it comes to more difﬁcdlt English, she knows
nothing. She can't do those exercises in English. She can only read some English
words.

(SA-SI-#02-LYH-HSM-F, LL51-54) PrimaryData278

Due to parents’ limited repertoire of English, informal English teaching institutions or
English tutorial classes seemed to be the only place that could provide the English

learning help and support that their children needed. Alrgost all of the students
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interviewed had an early experience of learning English outside the formal education
systern, as stated by the following four students:
At the very beginning, | didn't know much about English. Then my mom sent me to a
tutoring English class. | went there to learn English after school, went there to learn

after school. But still | didn’t do well with my English, and | didn't quite like learning
English.

(SC-SI-#20-CM-TSM-F, LL25-27) PrimaryData279

When | was in Year & in primary school, | had an English tutor, who helped me with
Year 7 English. Later | stopped going to the tutoring English.

(SB-S1-#07-XJP-MDM-M, L57) PrimaryData280

Ever since | was very young, | started learning English. At that time, my mom sent

me to an informal learning center to learn English, ...
(SCaSI-#23-HHR-TSM-M, LL14-15) PrimaryData281

| started learning English when | was in Year 4 at primary school because | did my
Year 1 and Year 2 study not in this city. | moved back to the schoo!l here when | was
in Year 4. Then my mom sent me to leam English in an informal training center,
where we were mainly trained for our spoken English.

(SA—SI-#O2-LYH-HSM-F. LL18-20) PrimaryData282

Although parents had high expectation of students, the informal teaching institutions
did not seem to contribute to students’ language improvement as most of the students
were forced by their parents to go there to learn. On the other hand, schools as formal
learning institutions, however, did not seem to perform their due function of teaching
according to students’ learning aptitudes. Secondary education, both junior and senior
secondary education, is the most competitive test-driven period in China mainland’s
educational system. th many cases, a teacher’s teaching in a junior secondary school is
closely linked with the number of students being admitted to senior secondary
education, especially the key schools. Both students and teachers experienced great
pressure in junior secondary education. Due to the pressure from within and outside

the school, teachers developed a sophisticated attitude towards students. As one
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teacher remarked:

The junior secondary teachers, | think, are very sophisticated. it's likely that we
don't have a good understanding of them. It might be that they are under the
test-driven pressure or because of other outside pressure.

(SC-TI-#03-DF, LL66-68) PrimaryData283

Amid the competitive test-driven culture, the sophisticated attitude that teachers held
towards students made teachers only focus their attention on the most capable few,
with less able students being ignored or even laughed at in large size classes. In most
junior secondary schools, normal class size is over forty students, somewhat too big
perhaps for teachers to cater to individual learning differences. The language learning
environment at school was not supportive for poor language learners, as students

retold their negative past learning expertence:

But the teacher didn't pay attention to us. The teacher only paid her attention to the
few top students, and didn't care about the few poor students. So {(makes a noise
with her mouth)) I didn't do well with my Engiish.

{SA-S|-#13-Z5-TRSM-F, LL49-50} PrimaryData284

Later the teacher just taught in such a way. My English was just so-so. The teacher
only focused her attention on the students sitting in the front rows, those sitting in
the front rows. The classroom in our junior secondary school was not the same as
our present classroom. it was more spacious, with more students. It was the sort of
long desk for two students, with four students forming a row. The eight students
sitting in the first two rows are especially good at English. So in the English class the
teacher mainly communicated with them. | was sitting in the front three or four

row. ... But the teacher didn’t even bother to look at me. Even though ! was able to
answer the questions the teacher asked, and even though | put up my hand, the
teacher just didn't have a look at me because the teacher was afraid that | wasn't
able to answer het questions well. And at that time if we weren't able to answer her
questions correctly, other students would faugh at us. So | was always afraid that |
couldn't speak correctly and that | could make mistakes. The teacher aiso never
asked me to answer her questions, never asked me to answer her questions. If
suddenly | was asked by the teacher, and | happened not to be able to answer her
question correctly, then the whole class would laugh at me. All the students in the
class would laugh at me. Then | became even more disinterested in English. |
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always made mistakes and there were always a group of people laughing at me. So
| became even more disinterested in learning English. Little by little, my English was
left behind.

(SC-SI417-GT-BE-F, LL147-157) PrimaryData285

In junior secondary school, there were huge differences between students. Some
students are particularly good at English, so the teacher always éared about those
good students. This didn't let us poor students feel balanced, the sort of
psychological balance. So we didn't have any incentives to learn English. In the
English class, we just hided ourselves at the back of the class, and the teacher just
didn't care about us. So we finally gave up our hope of learning English,

(SC-S1-#25-JY-TSM-F, LL25-28) PrimaryData286

Research has indicated that classroom language learning experiences are important for
developing motivation in EFL settings (D&myei, 1990). The teachers’ attitudes held
towards poor students and the lack of timely support from the formal educational
system ruined students’ self-dignity, self-confidence and self-concept, which made
them further reluctant to perform in the English class. As a result, less able students
became even more incompetent in English and had even lower motivation to learn
English. Many poor language learners, therefore, became early casualties of the school

system.

Both of the two factors discussed above — Parent encouragement and Educational
support — are external factors, related to learners’ language learning Motivation. Along
with Other support factors, there are still Other factors related to learners’ language

competence deficiencies.
7.2.4.2 Other Factors

In the mini-AMTB, there s only one factor included — Language anxiety. The
qualitative study emerged with the following three themes — Language learning
strategies, Self-confidence and Learning habits. These factors exert an influence on

language competence deficiencies.
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7.2.4.2.1 Language Learning Strategies

Language learning strategies constitute meta-competence in the holistic competence
model (Le Deist & Winterton, 2005). Learning strategies and the ability to learn are
developed in the process of language learning, which enable learners to “deal more
effectively and independently with new language learning challenges, to see what
options exist and to make better use of opportunities™ (Council of Europe, 2001, p.
106). Student interviews indicated that students expected teachers to teach them
effective cognitive learning strategies, such as vocabulary learning strategies, as three
students stated:

What I'm really fond of is that teachers can teach us some special strategies to

remember words and sentences, and the things like that.

{SA-SI-#12-HSQ-HSM-F, LL110-111) PrimaryData287

What we really want to know is to get to know the associative ways of remembering
words.

(SA-SI-#12-HSQ-HSM-F, L 113) PrimaryData288

I wish teachers could teach us some sirategies so that we can remember words
faster and making greater pragress in English.

(SC-Si-#21-SHY-TSM-M, LL52-53) PrimaryData289

In reality, student interviews revealed that students lacked effective learning strategies
in their language learning. The usual learning strategies they adopted were
form-focused rote-learning strategies isolated from social context and social

interaction (Lantoif, 2000; Lantolf & Thorne, 2006), as in the words of three students:
{The learning strategy | adopt) is just rote-learning method.
(SA-SI-#02-LYH-HSM-F, L79) PrimaryData280

It's just learning by rote. ... To memorize new words. To memorize mechanically

lefter by letter. ... | haven't got (good learning strategies). | always forget things
we've learned and forget them in a while.

(SB-SI-#06-ZXB-MDM-M, LL85-31) PrimaryData291

292



It's just rote-learning, that is, learn everything by rote.

(SC-SI-#18-ZJC-BE-M, L24) PrimaryData292

Due to the lack of effective cognitive learning strategies, knowledge or information
kept in their short-term memory could not be effectively and meaningfully turned into
long-term memory, as remarked by two students:

The way | use to learn English is just rote-learning. Rote learning words and

sentences. | don't have any effective learning strategies. So it is difficult to

remember things. For example, a word is remembered today, and is forgotten two
days later.

{SC-SI-#18-ZJC-BE-M, LL115-116) PrimaryData293

Basically, the strategy | use is to memorize a word whenever | encounter a new
word in my study. Learn a word by heart when | encounter it. For example, there are
many phrases in grammar. Now | mainly focus on such things as tenses.

(SB-SIH16-RGQ-AS-M, LL123-1286) PrimaryData294

In addition to the letter-by-letter and word-by-word mechanical learning methods,

translation (i.e., Chinese into English) was also adopted, as one student stated:
When the material is easier, 1 don't feel like having a headache. | can read it and
then translate it into Chinese. If | can't translate it into Chinese, then | don't know
what to do. ... For each short text, | usually read it first. After reading the text, | will
memorize it. After memorizing the text, i'll translate the whole text. ... And then, I'll
learn by rote the text in both English and Chinese. ... Because after transliating

English into Chinese, I'll know what it means. If | know what it means in Chinese,
then {'ll know how to read it in English.

(SC-S|-#22-SDN-TSM-F, LL83-92) PrimaryData2985

Students themselves also acknowledged that they had not acquired effective learning

strategies. In the words of a student:

It should be the ineffective learning methods. if | have mastered good learning
strategies, it is quite likely that | can learn English well and become more interested
in English.

(SB-SI-#07-XJP-MDM-M, LL77-78) PrimaryData296
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In general, students lacked effective direct learning strategies, in particular memory
strategies and cognitive strategies in their language learning (Oxford, 1990). Théir
ability of language learning was still object-regulated or other-regulated rather than
self-regulated (Lantolf & Appel, 1994; Lahtolf & Poehner, 2008), with low level of
metacognitive strategies, such as low aftention span and self-learning ability, as two
students remarked:

Usually in class, | can easily become absent-minded after a little while, get

absent-minded after a while. That is, | often think of other things. | don't knaw why.
(SC-SI-#20-CM-TSM-F, LL148-149) PrimaryData297

Sometimes | can't understand those materials myself. Self-learning is not as good
as teacher's teaching.

{SA-SI-#12-HSQ-HSM-F, L107} PrimaryData298

In summary, students lacked the ability to make effective use of learning opportunities

and effective strategies to organize their study, as shown in the Table 7.6.

Table 7.6 Language leamning strategy deficiencies

Items TSA PSA
Direct strategies (i.e., memory, cognition, compensation) Xl )
Indirect strategies (i.e., metacognitive, affective, social) |

The study has revealed that learners lacked effective memory strategies and cognitive
strategies, as well as appropriate phonological strategies. Their metacognitive learning
strategies were at a relatively low level as a large majority of students were unable to
manage their language learning in an effective way. Effective learning strategies,
especially indirect learning strategies, such as metacognitive, affective and social
str-ategies, should be developed towards more self-regulation (Lantolf & Appel, 1994;
Lantolf & Poehner, 2008).

7.24.2.2 Language Anxiety

Language anxiety measures learners’ apprehension experienced in the English class or

in situations where English is used. The qualitative study revealed that students

.
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experienced different extents of apprehension when called upon to use English in class,

as two students stated:

But | always feel nervous whenever the teacher asks me to answer her questions. |
don't know wha't\the matter is. ... | can't get compietely relaxed. Whenever I'm
asked to answer questions, | feel ... Yeah. | can easily forget things. My mind goes
blank.

(SC-S1-#23-HHR-TSM-M, LL129-134) PrimaryData299

For those serious teachers, | feel that | dare not to speak English with her for fear of
making mistakes. If | want to speak English with her, then | have to speak a
complete sentence. | don't like that kind of feeling in class.

{SB-SI-#15-TZ-AS5-M, LL55-56) PrimaryData300

The quantitative regression analysis indicates that learners’ apprehension of their
language learning experience is more associated with English use in class. Along with
their apprehension over speaking English in class, students expressed their anxiety
about speaking English outside class, as two students remarked:
It was the first time for us to perform the play in public. We were so nervous that we
made some mistakes. It happened that our class was the fourth to put on the play.
The first one played was the same play as ours. We had no other choice, but to try
our best to perform the play. We were so nervous because the play by the previous
class was the same as ours. We were so stressful that we made a lot of mistakes.

We made mistakes, spoke the wrong scripts, forgot the scripts, and even played the
wrong paris.

(SC-SI#17-GT-BE-F, LL83-87) PrimaryData301

I didn’t dare to greet foreigners. ... | didn’t dare to greet them (because of my poor
English). It's so embarrassing.

(SA-SH#12-HSQ-HSM-F, LL139-144) PrimaryData302

Student interviews revealed that a friendly and harmonious atmosphere created in
class might contribute to students’ lessened apprehension and more relaxation in class,
as two students remarked:

Before, in the last term, | felt a bit stressful, eh, because I'm not as good as other
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students. | felt stressful. As time passes, Ms D always tells that we don't need to feel
s0 nervous in her class. She has tried all sorts of means to let us not to be nervous
in her class.

(SC-SR#23-HHR-TSM-M, LL96-99) PrimaryData303

Sometimes the teacher can tell us some jokes in the English class. Then we will all
have a good laugh, which makes us feel less nervous. | feel much better than
before,

(SC-SI#20-CM-TSM-F, LL114-115) PrimaryData304

Teacher interviews revealed that teachers were aware of the apprehension that students
experienced inside and outside class, with teachers trying various means to involve

students into class activities. As one teacher remarlced:

| told them, “when you get into society, there are many opportunities. It's not that the
opportunity wili fall upon you while sitting there. You have 1o try your best. It's not
that you can gain the opportunity once you step into society. When you are at
school, all | can do is to create the sort of opportunity you desire, the opportunity
you want.” | told them, “in our English class you can try to gain an opportunity, yeah.

{SC-TI-#03-DF-12-F, L1 253-256) PrimaryData305

The teacher tried to convey the message to the students that less apprehension of
language use woulid enable them to be able to take up the challenge or opportunity in

their future life and career. In the words of one teacher:

| once told them a story, a story of 2 man in red. The story was about a man. He was
actually not the most excellent among many of his co-workers, but he wore a red
sweater every day. Every now and then the boss would see him, see him
occasionally, Yeah, after a while, the boss discovered that the man in red seemed
to work pretty hard, and was actively involved into his work. | told them it was not
that other workers didn't work as hard as him. Some might work even harder than
him. But he has created a chance for himself. Next time, when there is an
opportunity of promotion, the boss will probably think of the man in red. The man in
red has created an opportunity for himsef. | told them that the case can be applied
to them. They need to win the opportunity for themselves. For example, if a travel
agency comes for the interview and they dare not to have a try or even to put up
their hand, what opportunity they will be able to get. Such messages are gradually
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conveyed to them.
(SC-TI-#03-DF-12-F, LL256-264) PrimaryData306

The teacher’s effort and encouragement has exerted an influence on her class so that
students had less apprehension of language use in class, as the students in her class

remarked:

QOur English teacher doesn’t ignore any student in her class. She never, never
fgnores anyone. If students don't like to answer her questions in class, she'll ask
them to answer her questions or make dialogues with them. Basically, each one in
the class will have an opportunity. | think the learning atmosphere created is very
harmonious. ... Even when we make mistakes, our English teacher stilt encourages
us. She won't make us feel embarrassed. ... | really like the leamning environment in
our ciass. First, the relationship between our classmates are very harmonious.
Second, the relationship between the teacher and students are also very
harmonious. Usually after class, we and our teacher are like friends. ... When we're
on holiday, we add our English teacher into our QQ (i.e., online chatting group) and
chat with her online. Yeah, the relationship between us is very harmonious. ...
because we are no longer like what we were in the junior secondary school, being
afraid of putting up our hands. Our English class now is just like games-playing. It's
just very interesting, and nobody is afraid of having the English class.
(SC-S1-#23-HHR-TSM-M, LL90-114) PrimaryData307

In the English class, | think all the class can get involved when our English teacher
teaches. Students, whether they are good or bad at English or and whether they
don't follow i@achers in other classes, can all listen atientively in our teacher’s
English class. They can all get invelved in our English teacher's class.
{SC-SI-#25-JY-TSM-F, LL133-134) PrimaryData308

Teachers’ friendly attitude towards students helped establish harmonious group
cohesiveness, with friendly group norms — the general rules of behavior within the
group (Dérnyei, 2007) — established between the teacher and students, as illustrated in
the above examples. Unfortunately, among all the six teachers interviewed and nine
classroom observed, only one teacher had experimented various means to lessen

students’ apprehension to use English inside and outside class.

297



7.2.4.2.3 Self-Confidence

Interviews with teachers revealed that students generally had low self-confidence,
which exerted an influence on their language competences, as the following three

teachers remarked:

In our vocational school, thare is a fairly greater part of students, whose English was
fairly poor at junior secondary education and who don’'t have any confidence in
themselves. Even in the Engiish class, they themselves will think that they aren't
good at English and that they can't understand the lessons. They themselves have
lost confidence in themselvas. There are a substantial number of these students.
{SA-TI-#05-ZN, LL44-47) PrimaryData309

First, in view of students themsselves, | think it might be that when they were at junior
secondary school they were not cared about by the teacher due to their poor
academic achievement. And then, because of their academic achievement,
because of their poor academic achievement, they might feel humiliated and didn't
aven like to study, which has formed a vicious cycle. So when they came to the
vocational schoo!, it is quite likely that they lack self-autonomy and learning interest
in English.

(SA-TIH#04-LMJ, LL32-35) PrimaryData310

Because he has never experienced the learning success, it can be said that he
always feel depressed in the school leaming environment.

(SC-TI-#02-WJ, LL68-69) PrimaryData311
Student’s echoed confirmed teachers’ comments that they had low self-confidence in
their English study.

Sometimes | don't have self-confidence, as | don't know the sort of things such as
grammar. Now I'm quite worried.

(SC-51#26-ZTS-TSM-F, L85) PrimaryData312

So the poor students formed the concept that now that they couldn'’t read and
understand they didn't want to leamn. Moreover, what the teacher taught isn't
interesting to them at all. | think they were not confident in themselves.

(SA-SI-#03-WZ-HSM-F, LL180-182) PrimaryData313

Teacher interviews revealed that the respect that teachers showed towards students
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could help students build up their self-confidence, which in turn could exert a positive

influence on their language learning, as remarked by one teacher:

Then my impression towards them is that the mare you think these children in the
senior secondary vocational school helpless, the more likely that they'lt give up their
hope of English learning. They will think that they are destined to be a loser, and
what'’s the use of learning English. And they can behave even worse than this. But
the more you respect them, the more hope you show towards them, they’'ll respect
you more and wouild like to follow you. It's the sort of things like this.

(SC-TI-#03-DF, LL93-96) PrimaryData314

Teacher’s respect shown towards students resulted in their increased self-confidence

and improved language competences, as confirmed by the following three students:

The attitude that the teacher have shown towards you is the sort of respect that you
feel. It's the kind of feeling that you're being taken care of. Whether you are good at
Enblish or not, the teacher concerns about you. It's quite unlike the feelings we
experienced in the junior middle school. At that time you felt that the teacher always
cared about others, those good students. You felt that you were ignored. So you
always, always stayed behind, gradually you became silent in class, and the
teacher took no notice of you. You got the feeling that you were not good, not good
at English at all. But now, our English teacher Miss D has helped us establish
self-confidence. Whether you're good or bad at English, she treats you the same
with respect.

(SC-SI#25-JY-TSM-F, LL43-47) PrimaryData315

Now | feel, | feel that English is not that difficult. When | listen more attentively in
class, English doesn't seem to be that difficult. Gradually, | feel! that | can almost talk
about things in English. In the past, it was very difficult for me to introduce myself in
English. Now | feel that it is not that difficult. | can now talk about myself. The feeling
is really wonderfui.

(SA-SI#03-WZ-HSM-F, LL67-72) PrimaryData316
... | now feel that I'm very self-confident in this class. | really feel good.
(SC-51-#25-JY-TSM-F, LL40-41) PrimaryData317

As student and teacher interviews have shown, students’ early unsuccessful learning

experience led to their demotivation and low self-confidence, which resulted in their
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low language competences. The study also revealed that the respect that teachers
showed towards students helped them build up-their self-confidence. More effective
measures need to be taken at schools and more respect and attention need to show

towards learners to establish their self-confidence.
7.2.4.2.4 |.earning Habits

Student interviews revealed that students attributed their lack of motivation and
interest in learning English to their own poor learning habits, with such words as

“laziness”, and “not hard-working” frequently used by students.

In the past, | was lazy, and I'm still pretty iazy.
(SB-SI-#15-TZ-AS-M, L92} PrimaryData318
Anyway, | didn't study at that time and was very lazy
(SA-SI-#12-HSQ-HSM-F, 1.52) PrimaryData319

Things went on well at the beginning. And then, in Year 1 at junior secondary school,
in Year 1 | started to get lazy.

(SA-SI-#02-LYH-HSM-F, LL21-22) PrimaryData320

Actually, | started learning English pretty early. When | was in Year 2 at primary
school, my mom started forcing me to go to an informal learning place to leamn
English. But at that time, | was too young to know the importance of learning English.
I didn’t work hard at English, and | haven't been warking hard at it ever since |
started leaming.

(SC-SI-#25-JY-TSM-F, LL12-13) PrimaryData321

According to teachers, students® poor learning habits resulted in their poor language

competences and demotivation in English, as one teacher remarked:

For example, in this class when students first came to the vocational school they
had motivation. But boys like playing a lot. Sometimes they're so indulged in playing
that they may learn one subject and ignore another. So they may catch up with one
subject and lag behind in another subject. ... At the beginning, students was able to
follow the teacher and answer some of the teacher's questions. But gradually they
resumed their old habits of playing. Since they were lazy, they didn't like doing
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homework and memorizing new words. They didn't like memorizing new words.
Gradually, they couldn't eatch up. Then they thought that since they couldn't catch
up with the teacher, they didn’t want to listen to the teacher in class.

{SB-TI-#01-LXY, LL56-64) PrimaryData322

The teachers also indicated that students’ lack of self-confidence and poor learning
habits were, to a greater extent, caused by students’ unstable emotional states and

inconsistent learning performance in class.

The student, | tell you, | can't understand him. He has been like this for some time.
He's always been like this. For one day, he may be very active in class, putting up
his hand to answer questions. For the next day, he may be completely different. He
may either not listen or sleep in class. He's such sort of student.

(SB-TI-#01-LXY, LL256-260) PrimaryData323

The other point is that students are extremely emotional. On one day, he may be
happy. Because he's happy, he may like to learn with you, and the learning may go
on pretty smoothly. But on ancther day, he may be urthappy or something's gone
wrong with him, he'llimmediately lose his interest and won't listen to you. His study
tacks consistence. He doesn't have the consistence. He may understand what was

- taught the first day, but got confused about what was taught the following day. The
day after, he might not be able to follow the teacher, and he couldn’t understand the
lesson again.

(SC-TI-#02-WJ, LL223-227) PrimaryData324

In addition to their lack of perseverance in their English study, the friends students
have made also exerted some negative influence on their English learning, as one

teacher commented:

The next factor, | think, should be the social cause. Many of our students at
vocational schools made friends with those early school-leavers, who left school to
work in society before they finished their nine-year compulsory education. Our
vocational students still keep contact with them. Their friends’ working environment
is quite different from that of the school. These friends may exert some influence on
our students, both positive and negative. They may exert a negative influence on
students who have already lost their interest in leaming, which may result in their
further disinterest and less incentives to leam English.
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/
(SA-TI-#04-LMJ, LL38-44) PrimaryData325
Learning habits, which students formed in their English learning, have been firmly set
— with the corollary that it is difficult for them to change their old learning habits, as
one teacher stated:
Students sometimes unconsciously use their old learning methods, the methods

which have formed stereotype over the years. It's difficult for them to get rid of the
‘stereotype.

(SB-TI-#01-LXY, LL351-352) PrimaryData326

All these factors, both personal and social, prevented students from forming positive

attitudes towards English and forming good language learning habits.
7.2.5 Summary

To conclude, this section has explored two categories of underlying causes —
attitude/motivational factors and other attributing factors — of the language
competence discrepancies of vocational school learners. The qualitative interviews
with students, teachers, graduate students, inspectors and employer were triangulated

with the data acquired through the quantitative survey.

The qualitative data has illustrated that attitude/motivational factors exert a great
influence on the process of English learning. Regarding the attitude/motivational
factors, three types of motivation — Integrative motivation, Instrumental motivation
and Other motivation — have been described and analyzed, with Instrumental
motivation playing a more dominant role in mainland China’s vocational context.
Both quantitative and qualitative studies have shown that Motivation is related to

learners’ Language achievement, an indicator of learners’ language competences.

In addition to attitude/motivational factors, the current study has found that there are
other attributing factors, influencing learners’ language competences. The two
categories of variable are: Other support and Other factor, with each consisting of its

own sub-components. Other factors, such as Language learning strategies, Language
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anxiety, Self-confidence and Learning habit, all contribute to learners’ language

competence deficiencies.

7.3 Findings and Discussion

In this section, the qualitative study with an embedded quantitative study has been
conducted. The qﬁantitative study has investigated learners’ general motivational
determinants and the relationship between Motivation and Language achievement.
The qualitative study has provided a more enriched understanding and interpretation
of the underlying causes of language competence deficiencies. The findings of the

mixed-method study are presented in Figure 7.3.
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Figure 7.3 Underlying causes of language competence deficiencies

Figure 7.3 shows that there exist various types of motivation at senior secondary VE in
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mainland China and that there are causal relationships between attitude/motivational
factors and language competence deficiencies, as well as other factors and language

competence deficiencies.

The quantitative study has demonstrated that there are positive relationships between
indices of language achievement in the language test and attitudes, motivation, and
orientations. The correlation of Motivation with Language achievement is higher than
that for the other variables, as has been reported in previous studies (e.g., Clément,
1980; Dérnyei & Clément, 2001; Gardner, 1985, 2006; Noels, 2001b). The current
findings are consistent v ‘th previous studies that Motivation plays a primary role in L2
learning, with Integrativeness and Attitudes towards the learning situation playing a
supportive role (Gardner, 1985, 2000). The results further indicate that the variables

do not operate independently, but are associated with one another.

In the light of Gardner’s socioeducational model (Gardner, 1985), the qualitative
analysis is in line with the quantitative study that Motivation plays a key role in
English language learning. The three variables — Integrativeness, Attitudes towards the
learning situation and Motivation — form Integrative motivation, a reason for learners
to learn English. In the current study, Instrumental motivation, as another type of
language learning orientation, outweighs the importance of Integrative motivation
since a large majority of students learn English for pragmatic reasons, such as finding
a good job or getting a promotion at workplace. In addition to the above mentioned
two orientations, there is another orientation identified — Other motivation, which is
essentially intrinsic and extrinsic motivation. The three types of motivation coexist at
senior secondary VE in mainland China, with [nstrumental motivation playing a major
role. Along with Integrativeness and Attitudes towards the learning situation, Other
support — with two identified variables — also exerts an influence on Motivation. The
external support from educational institutions and families, such as Parent
encounggement and Educational support, has exerted a strong influence on learners’
language learning Motivation, contributing to their present language competence
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discrepancies.

The quantitative study has also demonstrated that not all the variabler account for the
unique variance in the stepwise regression. Only Motivation and Language anxiety
account for individual differences in Language achievement, Motivation, along/wim
* Language anxiety, is a positive predictor of English Language achievement or
Language competence deficiencies, with both being significant and correlating at a
moderate level. In addition to the new identified variables, such as Other motivation,
the qualitative study has enriched the mini-AMTB (Gardner & Maclntyre, 1993) with
more identified variables in the current study, such as Educational support from inside
and outside the formal school education and learners’ Learning habit. The variable
Other factors, with four identified variables (i.e., Language learning strategies,
Language anxiety, Self-confidence and Learning habir), account for learners’
individual differences (Dryei, 1990, 2001a & b). The findings have important
implications for understapding which attitude/motivational factors or other factors
account for language competence deficiencies of senior secondary VE in mainland

China.

Conclusions can be drawn from the results in the study. First, all classes of variables
are related to current language competence deficiencies. Second, many factors account
for current language competence deficiencies, with Motivation exerting a more
significant influence on learners’ language competences. Although Integrative
motivation for learning English is considered stronger than Instrumgntal Motivation,
the correlation between Integrative motivation and Language achievement (.22) was
almost the same as that for /nstrumental motivation (.22) (see Table 7.2) as

paintaining integrative motivation is not easy in an EFL context like China where
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direct contact and communication with target language users is limited (Qin, 2002;
Dornyei, 19%4a & b). It is more likely that Instrumental orientation can lead to
successful language learning in an EFL context (D&rnyei, 1990, 2001b). The
quatitative study has confirmed the quantitative study that among the three types of

motivation, Instrumental orientation plays a leading role.
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Chapter 8 Conclusions

The identified research questions first led to a comprehensive literature review of the
two key concepts: language competences and needs analysis, which further led to the
mixed methods research design and the empirical data analysis and interpretation. In
this chapter, an overview of the current study is first described, followed by a summary
of major research findings, suggestions, limitations and implications in the current
study.

8.1 An Overview
In the current study, the research context of the essential background of senior
secondary VE in mainland China was first introduced, with the research questions
made salient against the contextual background. The research questions (RQs) in this

study have been:
RQ 1. What is learners’ general profile in formal senior secondary vocational education?

RQ) 2. What discrepancies of needs currently exist between the target situation and
present situation of senior secondary vocational schoo! students in terms of their language

competences?

RQ 3. Given the investigation of the target situation and present situation needs, what

factors account for the current discrepancies?

Regarding the three research questions, the first RQ is a quantitative research question,
the second RQ is a qualitative question while the third RQ is a qualitative question
with an embedded quantitative question, aiming at exploring the what and why aspect
of the research phenomenon. On the basis of the research questions, a mixed methods
research design was depicted. In the quantitative study, stratified random probability
sampling and two research instruments (i.¢., the mini-AMTB and language
achievement test) were introduced, foilowed by procedures for data collection, with

the purpose of acquiring a general understanding of learners. The qualitative study,
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along with an embedded quantitative study, was the primary focus of the current study,
involving multiple sources and methods. The purposive sequential sampling of student
participants and multiple purposive sampling of teachers, graduate students, inspectors
and employer were described, along with the multiple methods of data collection (i.e.,
observation, interview and document analysis). The mixed-method data collection
was then introduced, followed with the findings of both the quantitative and the
qualitative studies. The major research findings are discussed in this concluding
section.

8.2 Summary of Major Research Findings
Several important insights and recurrent themes emerged, regarding learners’

language competences deficiencies.
8.2.1 General Demographic and Educational Profile of Learners

The quantitative study has presented a holistic profile of the student participants in the
three selected schools, regarding their age, gender, specialty and family status, to name
just a few. The study shows that there is a greater eight-year age difference among
vocational school learners. Females in generai outnumbered males, with females
mostly from service-oriented specialties and males from manufacturing specialties.
Uniike their senior secondary counterparts who are all from the city proper, the
sources of vocational learners vary with a substantial number of them from rural areas.
The investigation further indicates that most learners were from low SES families,
with their fathers being workers, farmers or temporary workers. The language test
further indicates that learners in general are of low language competences, with a
substantial number of learners being poor academic achievers during their primary and
Junior secondary years. Moreover, learners from rural areas learned English at a later
stage than those from urban areas. The investigation also shows that a great majority of

learners were of low entry levels and generally spent less time and effort on English

outside class.
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8.2.2 Language Competence Deficiencies

Given the current learners’ general demographic and educational profile, the
mixed-method deficiency study has confirmed previous studies that there are
discrepancies between the school curriculums and workplace requirements (Biinning,
2007; OECD, 1992; Psacharopoulos & Loxley, 1985). Several important insights and
recurrent themes have been identified regarding learners’ language competences at
various curriculum levels, that is, at macro (i.c., the new NVES), meso (i.e.,
school-based curriculum) and micro (i.e., classroom teaching) levels, in view of three

levels of needs — learners, teachers, resources and facilities.
8.2.2.1 Deficiencies in the New NVES

Regarding the two cognitive competence dimensions — general language competences
and communicative language competences — in the new NVES (MOE, 2009b), it
can be seen that the new NVES at the national level focuses more heavily on
communicative language competences, with a rather weak focus on general language
competences. The aspects of declarative knowledge, and skills and know-how are only
mentioned in the section of “aims and goals” of the new NVES (see 2.5), the rest of the
four sections (i.e., teaching content, skill requirements, teaching implementation, and
evaluation and assessment) being on communicative language competences. Given
the rationale of the new NVES to be “employment-oriented, competence-based, and
learner-centered” (MOE, 2009b), the general language competences described in the
new NVES cannot perform its due function of building up the linkage between school
and work. As the TSA indicated, workplace expected learners to possess
operational/technical competence, communication competence, interpersonal
competence, as well as information competence while the qualitative interviews,
classroom observations and document analysis showed that the new NVES still

focused on isolated linguistic competences.

In view of the aspect of communicative language competences, the new NVES
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assumed that the entry language proficiency of the targeted learners are approximately
of the level of those who have completed their nine-year compulsory education
without taking into consideration learners’ other general characteristics, such as their
family background, age, gender, age of starting learning English, learning habits and
attitude/motivational and other factors. Research has indicated that all of these factors
exert a greater influence on learners’ language achievement (e.g., Dérnyei, 2003, 2005;
Gardner, 1985, 2000, 2001). Although the new National English Curriculum (2001)
for primary, junior and senior secondary education has been implemented since the
new millennium, most learners enrolled into vocational senior secondary schools
definitely have not met the minimum requirements of Level 5 for graduation from
junior secondary schools as the current mixed methods study has disclosed. According
to the new National English curriculum, leamers are required to “demonstrate an
ability to use 600-700 words and 50 phrases at Level 2; 1,500-1,600 words and
200300 phrases at Level 5 (Wang, 2009, p. 99). Given learners’ present language
competences, it is difficult for a majority of learners to meet the minimum requirement
of 1,700 werds and 200 phrases of the linguistic competences, along with
sociolinguistic and pragmatic competences prescribed in the new NVES (MOE,
2009b). Although the new NVES stresses the importance of stimulating and sustaining
learners’ motivation, the minimum requirements stipulated in the official curriculum
still sounds challenging and unrealistic to a substantial number of learners given their
current language competences and the limited teaching hours prescribed for the

general vocational English module (i.e., 128-144 hours).

Regarding module classification, the new NVES includes three modules: (1) general
English module (i.e., 128-144 hours), (2) extended general English module (.., not
specified), and (3) English for Vocational Purposes module (i.e., 54-72 hours), with
the general English module compulsory, extended general English module optional
and English for Vocational Purposes module selective. The suggested teaching hours

and the teaching contents signify that corresponding teaching materials should be
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developed to cover the range and scope of English language competences. At present,
textbooks in relation to each module have been developed. Given the diverse
individual differences and diversity of vocational sectors, the current unified textbooks
recommended by the MOE pose a number of challenges for both teachers and learners
to deal with. The teacher and student interviews, moreover, revealed that the current
classification of modules was artificial. The general English module and the English
for Vocational Purposes module should be merged so that English for life and English

for work might be integrated.

In general, language competence deficiencies exist between the national curriculum of
the new NVES, the current implemented school curriculum and the targeted working

S
world.

8.2.2.2 Deficiencies at the School Level

The new NVES, as the national intended curriculum, is a set of general guidelines for
curriculum implementation at all the senior secondary vocational institutions in
mainland China, such as national key schools, provincial key schools, municipal key
schools, or schools affiliated to different bureaus. The multiple levels of schools may
demonstrate different features and have different industry orientations, such as
manufacturing, service or agriculture, since vocational education is closely linked with
national and local economy and industries. The new NVES cannot serve as rigid
principles for all types of schools at various regions. Given the school features and
learner differences, each individual school should develop its own school-based
curriculum in accordance with its own situational learning needs, involving such
stakeholders as teachers, employers, graduate students, and students. Vocational
schogls as curriculum implementation institutions at the meso level are the actual

place, where the new NVES is adapted, implemented and evaluated.

With respect to general language competences, the current school education has been

infusing learners with more declarative theoretical knowledge and less hands-on
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practical skills while workplace require learners to possess declarative knowledge of
the working world, sociocultural knowledge of foreign countries, intercultural
awareness and knowledge of other languages, along with practical vocational skills
and intercultural skills and know-how. Due to lack of situational and situated learning
provided at school, learners in general are unable to build a linking connection

between what they learn at school and what they will use in the workplace.

In view of communicative language competences, the schools in general do not have
their own school-based curriculum to guide teaching and learning at school. Teaching,
however, is mostly conducted rigidly according to the textbooks recommended by the
MOE or textbooks available to teachers, with some textbooks completely
structure-based and bearing no relation with students’ current life or future working

life.

In view of the language learning environment created at school, the teaching and
learning resources and facilities for supportive autonomous learning contexts provided
are insuffictent. Other than their textbooks in use, learners seldom make use of the
learning resources inside and outside school. School libraries hardly contain any
suitable learning materials, such as graded readers, for learners to use. Modern
language learning facilities, such as language labs and multimedia computer labs, are
not yet readily available to a substantial number of learners and teachers, with

blackboard and chalk, tape recorders and overhead TVs as the major teaching aids.
8.2.2.3 Deficiencies at the Classroom Level

Classroom is the place where the implemented curriculum and the experienced
curriculum take place. The qualitative interviews and classroom observations revealed
that learners’ language competences and their individual differences have not been

sufficiently dealt with at the micro curriculum level.

In view of learners, since a substantial number of them come from different social and

economic background, possess different learning styles (Gardner, 1999), and have
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different learning experience, learners of senior secondary VE are of greater
differences with regard to their language competences. To attract more learners, many
vocational schools practice the open-door policy, with learners getting enrolled
without even sitting the entrance exam. This has further created a huge discrepancy in

learners’ language ability and achievement.

In addition to their language ability differences, there exist eight-year age differences
among learners. The heterogeneous age group has created a great challenge to
classroom teaching. The quantitative questionnaire survey and the qualitative
observations and interviews further disclosed that a great majority of iearners were of

low learning motivation and learning interest, along with low language competences.

With respect of general language competences, a substantial number of learners have
insufficient knowledge of their future working world and lack practical vocational
skills as most teachers themselves have insufficient knowledge of their students’
specialty and their future workplace requirements. The isolation between

school-to-work exists in most of the language classrooms.

Regarding communicative language competences, classroom teaching puts more
emphasis on linguistic competences rather than the other two competences —
sociolinguistic competences and pragmatic competences. Classroom teaching mostly
centered on context-isolated linguistic elements, such as words and sentences, while in
the workplace effective language use is more important. In the workplace, learners are
required to possess sociolinguistic competences and pragmatic competences for
effective communication. The current form-focused and structure-focused teaching
has resulted in learners’ incompetence of knowledge-to-skill transfer at real life and

vocational situations.

Given learners’ language competences and individual differences, the current
teacher-centered and transmission-oriented direct instruction mode is incompetent to

satisfy learning’s learning needs. A substantial number of teachers still adopt the
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textbook-based traditional grammar-transiation and audio-lingual pedagogical
approaches by teaching vocabulary and grammar in greater detail in Chinese,
translating texts from Chinese to English and vice versa, memorizing grammatical
paradigms via sentence-pattern drill repetition, and practice (Adamson & Morris, 1997;
Spada, 2007). A large group of teachers are unable to make flexible and adaptive use
of textbooks and teaching materials in accordance to learners’ learning interest,
language proficiency and learning needs. Under the teacher-fronted
knowledge-transmission direct instruction, teachers perform the role of sage and are
the only “significant others” (Williams & Burden, 1997) in the classroom with

learners as passive receivers.

8.2.3 Positive Relationships between Motivation and Language

Achievement

The quantitative study has indicated that there are positive relationships between
motivational determinants (i.e., motivation, attitudes and orientations) in the
mini-AMTB (e.g., Gardner & MaclIntyre, 1993) and language achievement. The
statistical analysis is consistent with findings reported in other studies (e.g., Clément,
1980; Dornyei & Clément, 2001; Gardner, 1985, 2001; Noels, 2001b) that the
correlation of Motivatten with Language achievement is higher than that for the other
variables, indicating that language learning motivation plays an essential role in

English language learning.

The quantitative study also shows that all six variables in the mini-AMTB — (1)
Integrativeness, (2) Attitudes towards the learning situation, (3) Motivation, (4)
Instrumental orientation, (5) Language anxiety, and (6) Parent encouragement — are
associated with each other. Integrative motivation consists of three variables —
Motivation, Integrativeness and Attitudes towards the learning situation. In Chinese
vocational English context, Instrumental orientation plays a more important role than

Integrative motivation since a substantial number of learners learn English for
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pragmatic reasons. In the EFL context, such as in maintand China, it is more likely that
Instrumental orientation can lead to successful language learning (Qin, 2002). The
variable Language anxiety, however, does not have a direct influence on Motivation,
but is one of the factors related to learners’ Language achievement. The variable
Parent encouragement, as one of supports, exerts an influence on Motivation. The
regression shows that among all the six variables in the mini-AMTB only Motivation

and Language anxiety account for individual differences in Language achievement.

8.2.4 Multiple Factors Contributing to Language Competence

Deficiencies

The current study has shown that multiple factors attribute to the current language
competence deficiencies. The quantitative study shows that there are causal
relationships between attitude/motivational factors and other factors. In addition to the
variables in Gardner’s mini-AMTRB, other factors are identified through qualitative
study, such as Other motivation, Educational support, Self confidence and Learning

habit.

Regarding the attitude/motivational factors, there exist two motivation orientations in
Gardner’s mini-AMTB ~ Integrative motivation and Instrumental motivation
(Gardner, 2001). In addition to these two motivation orientations, Other motivation,
which includes extrinsic and intrinsic motivation, has been identified in the qualitative
study. Unlike in other ESL context, where Integrative motivation plays a key role, a
substantial number of learners of senior secondary VE in mainland China are
instrumentally motivated to learn English, which is in consistent with other research
findings (Dtrnyei, 1998). The current mixed-method study has also revealed that a
large majority of learners have low Integrativeness and negative Attitudes towards the
learning situation, which contribute to their low language learning Motivation. In turn,

the low motivation has exerted a negative influence on their language achievement.

In addition to the attitude/motivational factors, two other categories of attributing

315



factors — Other support and Other factors — have causal relationships with learners’
current low language competences. Two types of external support — Parent
encouragement and Educational support — have an influence on learners’ Motivation.
The study revealed that when learners encountered learning difficulties in English at
junior secondary education, the school, as formal educational institution, did not
provide timely academic support due to the prevailing test-driven culture. As poor
language achievers, a large group of learners were ignored in class by teachers.
Although most parents encouraged their children to learn English, they could not
provide academic support at home due to their own educational background.
Moreover, unhappy background family issues, such as divorce, separation and
single-parent families, have exerted a negative impact on learners. Both Parent
encouragement and Educational support have a direct influence on learners’ low

English learning motivation and low language competences.

The other category of attributing factor — Other factors, with its four identified
learner-related subcomponents: Language learning strategies, Language anxiety,
Self-confidence, and Learning habit, contributes to learners’ low language
competences. The qualitative study has revealed that a substantial number of learners
have no effective language learning strategies. School education addresses more on
mechanic rote-learning rather than strategy-guided language teaching and learning.
Rote-learning is the most frequently used strategy that learners adopt in their language
learning. Learners, moreover, experience apprehension both inside and outside
English class due to their low self-confidence and poor learning habits formed in their
English learning. All these factors contribute to learners’ curremt low language
competences and the discrepancies between the perceived vision and the present

reality.
8.2.5 Summary of the Section

To summarize the major research findings of mixed-method NA study, the
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quantitative study has presented a holistic picture of learners’ demographic and
educational profile. The qualitative study, along with an embedded guantitative study,
has revealed that there are discrepancies between the current vocational curriculums
and workplace requirements, with current curriculums, such as the new NVES, the
school curriculum, and the implemented curriculum, being remote from the world of
work and learners’ future working life. The findings are in line with other research
studies (e.g., Bilnning, 2007; Cooke, 2005; Mayer & Solga, 2008b; Psacharopoulos &
Loxley, 1985; Schulte, 2003). After the deficiency analysis, the quantitative study
presented the results of learners’ general motivational determinants and the
relationship between Motivation and Language achievement. The study confirmed
that there are positive relationships between motivational determinants and language
achievement (e.g., Gardner, 1985, 2000; Gardner & Maclntyre; Gardner, Tremblay, &
Masgoret, 1997) in senior secondary VE in mainland China, with learners in general
demonstrating low language learning motivation and poor language achievement.
Further causal analysis revealed that attitude/motivational factors and other attributing
factors, such as external support from family and educational institutions and other
leamler-rclated factors, contribute to learners’ low language competences. The
two-phase mixed methods explanatory study thus provides a more comprehensive NA
study of English language competences in senior secondary VE in mainland China.
8.3 Recommendations
The purpose of conducting NA has not been solely to identify discrepancies or gaps,
but to find possible solutions to bridge the gaps and narrow the discrepancies by
working out a better curriculum at both the intended and implemented curriculum
levels. On the basis of the researcher’s growing insight into the research phenomena in

the mixed methods study, five suggestions will now be proffered.
8.3.1 Better Linkage Between Education and Workplace

The deficiency analysis of the current study has revealed that there are gaps between
*

the educational curriculum and workplace requirements, with each isolated from each
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other. Given the current situation, vocational education in general and vocational
English language currlculum in particular should be geared more closely with the
world of work by bunldlng a better linkage between thc educational system and the

workplace (e.g., Cheung & Wong, 2006).

The new NVES, as the national curriculum yardstick, should incorporate the
employable general language competences into the current language curriculums,
with the general language competences made more salient than implicitly stated in the
current document. The declarative knowledge of the working world and the essential
vocational skills should be integrated with the communicative language competence
teaching and leaming, with a focus on learners’ future career and personal
development. It is in this sense that the new NVES as national curriculum will be more

“employment-oriented” (MOE, 2009b).

Regarding the communicative language competences, the new NVES includes such
linguistic competences as phonological, lexical and grammatical and semantic
competences while the sociolinguistic and pragmatic competences are only slightly
touched in the section of skill requirements. Given the effective communication
requirements in the workplace, the language competence dimensions in the new

NVES should be expanded to better meet the requirements from the world of work.

Meta-competence or the language learning strategies in the new NVES should be
made more salient in the new NVES as they are the enabling tools to facilitate
learners’ present language learning and future lifelong learning. At present, a
substantial number of learners still rely on rote-learning method. Given learners’
sustainable development at the workplace, more effective language learning strategies,
such as cognitive and indirect learning strategies, should be conveyed to learners to
help them develop from object-regulated and other-regulated learners to self-regulated -

learners (Lantolf & Appel, 1994; Lantolf & Pochner, 2008).

With respect of the current learner- and learning-diversity and specialty differences,
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the national 0ufriculum — the new NVES — should be made more flexibie, covering
more levels on its vertical language scales and integrate a more closer link between
school and work along its horizontal descriptive scheme. The multi-level and more
flexible national curriculum can serve as a better national guideline. Furthermore, the
NA conducted for the development of the new NVES should not come to an end once
the document as the national curriculum was issued. The social, political, educational,
- family, personal and affective factors may still pose challenging issues in the process
of its implementation and decision-making. The NA study as an effective informing
too! should be constantly conducted to inform future curriculum development of the
target objective needs and thf; present subjective needs and wants of vocational
learners so that the new NVES can perform its due function as the national curriculum
guidelir‘.

8.3.2 Developing School-Based Curriculums

Regarding ilts own vocational orientation and learners’ learning needs, the universal
national curriculum — the new NVES — cannot work effectively in each individual
school’s context. Each school should develop its own school-based curriculum, taking
into consideration both learners’ target situation needs, but also the practical realities
that exist in different schools. To implement such a more balanced curriculum,
teachers should be actively involved in school-based curriculum development so that
the curriculum resulting from the process will be more suitable for implementation

given individual school’s contextual strengths and weaknesses.

Learners’ general language competences should be more oriented towards learners’
future working world to equip learners with better understanding of the working world
and practical vocational skills. Schools should provide more situated workplace
learning for learners so that learners will have ample opportunities to apply the
theoretical knowledge learned at school to actual use in the workplace. The situated

learning provided to learners will enable them to develop quickly from apprenticeship
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learning and acquire a better understanding of the whole working system. Moreover,
learners will have a better understanding of such competences as interpersonal
competence, communication competence and information competence, along with

communicative language competences.

Regarding the issue of communicative language competences in school-based
curriculums, the cultivation of communicative language competences should be done
in simulated or situated vocational context, rather than training learners’ linguistic
competences just for the sake of language usage itself. For instance, phonological
competence should be trained from the basic phonetic symbols to above the sentence
level. Lexical competence, the key focus of current classroom teaching, should be
progressed from common core vocabulary to more specialized/technical items (Nation
& Macalister, 2009). According to Nation and Macalister, “the first 1,000 words
account for 75 per cent of the successive words in a text; the second 1,000 words
account for 5 per cent of the successive words in a text” (2009, p. 73). The
school-based curriculums should hence take into account of the first most frequently
used 1000 and 2000 words, along with the most frequently used vocational vocabulary.
When grammatical competence is concerned, the progression for grammatical items
should be arranged on the basis of frequency and complexity in accordance to the real
life and vocational situations. The organization and sequencing of grammatical items
“should provide the best possible coverage of language in use through the inclusion of
items that occur frequently in the language, so that learners get the best return for their
learning effort” (Nation & Macalister, 2009, p. 38). Moreover, the theme-based,
topic-related, notional and functional semantic syllabus should be adopted to develop
learners’ semantic competences. The language use rather than the form-focused

language usage shouid be the focus of the action-oriented language syliabus design of

the school-based curriculums.

In line with linguistic competences, the aspects of social interaction, politeness

conventions and register differences should be taken into account in developing
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learners’ sociolinguistic competences. Moreover, all of the sociolinguistic aspects
should be linked with real life and vocational situations so that learners will be able to
know how to communicate appropriately at situations which they will encounter in the
future. On the basis of linguistic competences and sociclinguistic competences,
pragmatic competences should be developed, with focus on discourse competence and
functional competence. Through more situated learning and hands-on practice
relevant to learners’ current life and future work, learners will be able to develop from
a peripheral observer to an active participant by using language for meaningful
communicative functions. In the future working world, it is common for people to
change their jobs four or five times, the strong communicative language competences
as well as general language competences will enable learners to pursue their

vocational development more suceessfully along the career ladder.

In view of educational resources and facilities, a great variety of learning resources
should be provided at school libraries for learners, in addition to their textbook
materials. Modern teaching and learning facilities, such as language labs and
multimedia computer labs, need to be made easily accessible to both teachers and
learners, along with the current use of TVs and tape recorders, to enhance learners’
motivationa! value and narrow down the digital divide (Murray, 2007). Moreover,
computer-assisted language teaching should be encouraged at various levels of
vocational education as the information technology can enable learners to have
unlimited access to a wide range of learning resources (Legutke, Miller-Hartmann, &
Ditfurth, 2007). Studies have indicated that information technology has greatly
enhanced the possibilities for learner-centered approaches of learning and teaching
(Ellis, 2003), and that learners are mor; interested in computer-assisted learning and
are more likely to stay in class (e.g., Felix, 2008). It is therefore important to

incorporate modern facilities into English language learning to overcome the

traditional constraints of classroom learning.

Vocational schools should, moreover, take into account the amount of time available
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for the course modules, such as the general English module and the English for
Vocational Purposes module. At present, the required teaching hours for each of the
three modules have been cut back. English as literacy education has not been on each
individual school’s agenda. To develop learners’ English language literacy as more
qualified human resources, more balanced school-to-work course modules should be
developed with an orientation from learners’ present foundation-building towards

future potential-realization.

Finally, the development of a school-based curriculum is a dynamic process, with
constant negotiation between different stakeholders (Adamson & Morris, 1997), such
as inspectors, ‘grassroots teachers’, learners, future employers and graduate students.
The multiple sources involved will enable the school-based curriculum to have a

sustained vitality towards more balanced school-based curriculums.
8.3.3 Cultivating Qualified Dual-Specialist Professionals

Teachers are the driving forces in the curriculum implementation and an important
part of the social change process (Fullan, 2007). Without their willingness,
understﬁnding, cooperation, and participation, no change can effectively take place
(White, 1988). Unlike their senior secondary school counterparts, vocational school
teachers are expected to become dual-specialist professionals — a language as well as

vocational expert.

Given the expectation, vocational senior secondary schools should provide more
opportunities for teachers to do situated workplace learning and practice so that
teachers can get to know the line of work to become a vocational specialist, such as a
certified tour guide. The qualitative study has shown that most teachers were
unfamiliar with their students’ future vocation. It is important that teachers be
provided with ample opportunities of situated learning so that they can have a better

‘underswanding of what are required of learners at the workplace, as one inspector

remarked:
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| think schools should provide more opportunities for us teachers, who are teaching
basic cultural literacy subjects, to do more situated learning. ... We teachers should
first understand industry requirements and our learners’ future job requirements so
that the teachers can teach learmers what learners are required to possess within
two- or three-year learning at school. Only in this' way can the teaching be more
relevant to their specialty, to their future vocation, and only in this way can
vocational teaching be effective.

(IP-#01-F, LL195-216) PrimaryData327

Once teachers become a vocational/technical specialist, they will be able to create
more situated learning for learners, and wili be able to adapt the learning materials
more suitable to learners’ future vocational needs. The separated general English (GE)
module and the English for Vocational Purposes (EVP) module will then be better

integrated.

In addition to the situated workplace iearning, schools as well as other educational
institutions should provide more in-service training opportunities for teachers so that
they will he able to constantly upgrade their language competences. Once teachers are
competent at English themselves, they will be more willing to use English as the
medium of instruction in class, which, in turn, will create a better English learning
environment for learners (Borg, 2006; Tsui, 2003). Their competence at English will
further enable them to make more adaptive and creative use of English learning
textbooks and other learning materials to meef learners’ present learning needs and
future target vocational needs. Further their competence at teaching skills will enable
them to motivate learners, develop their language learning strategies, and design
problem-solving activities. Schools as well as other educational institutions should
provide constant professional support for teachers, where they will be able to go for
professional and teaching seminars. At present, other than their in-school peer support
few teachers have the opportunities to attend teaching workshops, seminars and
conferences. One possible option is for schools to involve more practitioners from

industry as adjunct language teachers to conduct team teaching with school teachers,
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which will enable teachers to gain more practical knowledge and skills, and enhance
links between industry and schools. Schools should consider providing teachers with
more in-service training both inside and outside school. Moreover, schools should
adopt favorable policies to attract more qualified dual-specialist professionals to

teach and conduct team teaching at vocational schools.

Along with the situated workplace training, in-service educational training and support,
schools and educational institutions should provide teachers with appropriate and
adequate training to exploit new technologies, and with technical support both before
and during instruction (Murray, 2007) so that teachers will be able to make effective
use of new technologies in their classroom language teaching and learning (Debski,
2003; Kennedy & Levy, 2009; Stockwell, 2007). To become better school-based
curriculum designers, teachers should be encouraged to make effective use of
multimedia technology and multimedia resources, along with the TVs and tape

recorders in use, to create an optimal language learning environment for learners.
8.3.4 Conducting L.earner-Centered Differentiated instruction

Given learners’ language competence deficiencies and individual differences at the
classroom level, teachers should be encouraged to change their conventional mode of
direct instruction and adopt meaning-focused, context-related, and more eclectic

differentiated instruction.

Teachers should be encouraged to make adaptive use of the learning content, process,
and product according to learners’ learning needs (Tomlinson, 2003; Wormeli, 2007),
recognizing that “each student may follow a different path to knowledge” (Tomlinson
& Strickland, 2005, p. 90). The learning content should be adjusted to suit the learners’
language competence level before delivered to learners. Textbooks and materials
| should be designed or adapted moee reievant to real-life and workplace situations, with
course content more meaningful to learners. The learning content, moreover, need to

be more interesting, mo}'vating, and comprehensible (Krashen, 1982). The learning
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materials should be more slightly beyond learners’ current language competences but
sufficiently comprehensible for them to understand, in low stressful environment
(Krashen, 1981, 1982). More attention should be given to the high-frequency items in
English. “Low-frequency items should be dealt with only when the high-frequency
items have been sufficiently learned. It may be more efficient to teach the learners
strategies for learning and coping with low-frequency items rather than for the teacher
to present the low-frequency items themselves” (Nation & Macalister, 2009, p. 41).
The appropriate *graded readers’ (ibid.), and a variety of authentic vocation-related

materials should be adopted to cultivate learners’ language skills.

Along with the exposure to meaningful and motivating comprehensible input, content
organization should also be taken into account. If linguistic knowledge is transmitted
to learners successively in large quantity and amount, learners will have no time to
digest the knowledge or apply the knowledge into practical language skills. A large
amount of linguistic knowledge will put a heavy cognitive information load on
learners (Larsen-Freeman & Long, 1991). The incomprehensible learning materials
will thus, to a greater extent, lessen the learners’ motivation and self-efficacy, and kill
learners’ desire to learn. Teachers should therefore include more interesting, authentic
and meaning-focused input, relevant to learners’ life and study, in a variety of real

world and vocational contexts.

The process of learning should be a constant interactive negotiation between teachers
and learners (Breen & Candlin, 1980; Candlin, 1984, 1987; Clarke & Winch, 2007),
with more tearner-initiated interesting classroom and extracurricular learning
activities provided (Allwright, 2006). Such extracurricular activities can help create
more authentic English learning opportunities for learners to actively participate and
practice common-core language items. It is worthwhile in language teaching that
learners are given ample opportunities and sufficient practice of re-use and re-structure
language forms (Council of Europe, 2001) in situated contexts, as in the words of one

inspector:
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Students think that learning English is useless. To deal with such line of thought, at
the beginning, we taught them some vocation-related knowledge as soon as they
ware enrolled. We've done some experiments on our English teaching. In relation
with their specialties, we made a list of the things that they are going to deal with in
their spacialties. For example, we've done an experiment in a cookery class in a
tourism vocational school. Most of the students in the class are boys. The students’
English in the cookery classes is likely the poorest among the whole school. In the
Engtlish class, we didn't use textbooks to teach them at the beginning, we just taught
them the names of dishes and the seasonings. Each class, we didn’t teach them
many things, just five fo ten dishes ... in relation to their future work. We first
provided them some work-related knowledge, added some supplementary things
and printed some more materials for them. Students felt that they were abie to tell
the things in English after the English class. So in this way, we've conducted our
teaching relevant to learners' future vocation. For example, the cookery class in the
vocational school has done pretty well on this aspect. Many of their students will
work as chef in luxury hotels or go abroad to work. Sc#t is quite likely that the chief
chef will be a foreigner, and he may ask them to fetch or pass something. They can,
at least, know the name of the items. So in our experimental teaching, we've made
a list of all the possible items in the kitchen and their names in English, then we
integrate thase things in our teaching.

(IP-#02-F, LL219-232) PrimaryData328

These aétivities have helped learners improve their knowledge and their ability to use
the knowledge (e.g., Spada, 2007) and move towards greater self-regulation {Lantolf,
2007) from basic understanding to higher-level thinking along Bloom’s taxonomy

(1956) through scaffolded teaching and learning (Lantolf & Poehner, 2008; Lantolf &

Thorne, 2006), as indicated by one inspector:

By building scaffolding tasks before the real authentic tasks, we try to gquide

students to do things in a step-by-step manner. Litile by little, learners will be able to
have confidence in doing things.

{IP-#02-F, LL215-218) PrimaryData328

Teaching, on the other hand, can be described as “the continuum of adaptation”
(Stodolsky & Grossman, 2000) in learner-directed differentiated instruction. With the

help of the significant others (e.g., more capable peers) in pair or group activities,
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language teaching and learning can be conducted within learners “zone of proximal
development” (Vygotsky, 1978) since active participation in communicative
interaction “is a necessary and sufficient condition for language development”
(Council of Europe, 2001, p. 140). By allowing more flexible seating arrangements,
teachers could pair low level learners with more capable and proficient learners to
build a support system. The autonomous learning- and learner-centered community
(Cotterall, 2000) created will help facilitate language learning (Long & Crookes,
1992), as one inspector commented:
We are currently experimenting two things: one is the activity class, that is, to use
activities such as games to stimulate learners’ participating interest; the other is
communicative class, which focuses on language practice. ... For example, in our
communicative class, like what we've done in our classroom observation, we have
done a lot of classroom observation. While doing classroom observation, what has
impressed me most is the role play after the teacher's explanation, in tourism and
hotel specialties. In these classes, students were required to do some practice on
the simulated hotel situations, the authentic situations. When learners get familiar
with the language practice, the greatest advantage, i think, is that when they go to
the workplace, and when they meet foreigners, they can automatically come up with
“Can | help you?" | think, such kind of practice — the communication-focused

practice in class - can be effective in cultivating learners’ future vocational
competences.

(IP-#02-F, LL149-160) PrimaryData330

Through the autonomous learning, learners will be able to become self-regulated
language learners with sustainable learning ability “to make choices in respect of
obj ecti\./cs, materials and working methods in the light of their own needs, motivations,

characteristics and resources™ (Council of Europe, 2001, p. 142).

In the learner-centered differentiated classrooms, teachers would exert time and effort
to cultivate learners’ meta-competence, teachers should “train learners in how to learn
a language and how to monitor and be aware of their learning, so that they can become
effective and independent language learners” (Nation & Macalister, 2009, p. 38). The

current rote-learning method should be directed towards strategy-guided leaming,
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with learners making effective use of language learning strategies, such as direct and
indirect learning strategies (Oxford, 1994), both for current foundation-building and

for future potential-realization (Waters & Vilches, 2001).

The evaluation of the learning outcomes should be more flexible and more
competence-based, rather than solely test-driven summative evaluation. Conducting
formative evaluation, such as learners’ language portfolios, is of particular importance
in vocational education. It is through the accumulative interactive evaluation of
learners’ language performance and language learning outcomes that learners will be
able to access their own language learning progress and achievements made in the
process of learning, and demonstrate their language competences to their future
employers. Teachers can also make use of the language portfolios to assess learners’
learning progress made in the process of learning, and utilize them as a reference for

curriculum implementation and design.

Regarding the medium of instruction, the effective and appropriate use of mother
tongue and target language is important in language learning. Research has indicated
that the quantity and quality of target language input are crucial factors in L2 learning
(Gass & Setinker, 2001; Gass & Mackey, 2007) while Vygotsky’s (1978)
sociocultural theory viewed mother tongue as providing important scaffolding support
for learners to negotiate form and meaning. The appropriate use of mother tongue and
English plays key roles in learners’ {anguage learning. According to Spada, “in foreign
language settings, where the learners’ exposure to the target language is restricted to
the classroom, it is advisable to maximize target language exposure and minimize L1
use” (2007, p. 281). It is therefore advisable for teachers to make effective use of the

target language to create a language learning environment for learners.

To maximize learners’ learning needs, learners’ role in learning should be changed
from passive recipients to active participants, with the teachers’ role changing from

knowledge provider to meaningful learning facilitators, organizer and counselors.
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Given roles that teachers are expected to play, Legutke, Mbller-Hartmann, and
Ditfurth (2007) propose four role categories: pedagogical, social, managerial, and
technical. In terms of pedagogical role, teachers should conduct teaching with a more
meaningful language use orientation; in the social role, teachers should create a
harmonious friendly learning environment; in the managerial role, teachers should
make effective division of time frame in class, with learners taking more active
participation, and; in the technical role, teachers should be abie to make effective use
of modern technology and facilities. In short, teachers should be able to deal with the
diversity and complexity in the classroom in a more flexible and attentive way
(Wormeli, 2007). Only when learners are actively involving in learning will language

learning really take into effect.
8.3.5 Enhancing Learner Motivation

The present mixed methods study has revealed that learners in general demonstrate
low motivation towards English learning. Enhancing learners’ language learning

motivation, hence, will be of paramount importance.

A great majority of learners are poor academic achievers in their previous learning
experience. In the test-driven culturg, many of them were ignored or looked down
upon in the mainstream classes. They have low integrativeness towards English and
hold negative attitudes towards the learning situation. Moreover, a substantial number
of learners are from families of low social economic status, whose parents cannot
provide academic support to their English study. As a resuit, learners have low

motivation, low-self esteem and low self-confidence in English.

As Nation and Macalister (2009) point out, “Keeping the learners interested is a very
important principle in language teaching” (p. 203). To stimulate learners’ motivation
and learning interest towards English, teachers should encourage learners to set
achievable and realistic learning goals in their process of learning (e.g., journal

writing), so that learners will be able to keep records of their progress and see their
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continuing success, as one teacher stated:

Since this term, | began to let them write weekly joumnals. Each week, they set up
one goal for the week. The goals car be pretty minor, such as not sleeping in class
for the week or not sleeping for just half of the day if they used to sleep every day.
Then, each Monday or Tuesday If I'm not free on Monday, I'l write my requirements
of them in each of their journal, and te!l them not to show what !'ve written for them
to other students as it's a secrete shared between us. The students are very happy
about what I've written to them. Sometimes if | don't write much in their journals,
they will say to me, “Teacher, you are so mean. You should write more for me." |
think journal-writing is a good way of encouraging students.

(SC-TI-#03-DF, LL354-361) PrimaryData331

Teachers also should adopt appropriate teacher behaviors, such as treating learners as
their equal and with more respect and dignity, showing patience towards the slow
learners, and providing timely help when in need so that teachers can establish a good
relationship with learners, maintain a pleasant and supportive atmosphere in the
classroom, and provide appropriate group norms to promote a cohesive learner group
(Dérnyei, 2001). The positive attitudes that teachers hold towards learners will help
them build up their self-confidence and self-esteem, which will further help learners
maintain their learning interest in the language. Harmonious relationship between
learners and teachers will therefore be established for effective teaching and learning
at vocational senior secondary schools, with learners gradually coming to value their

’

language {earning (Ddrnyei, 2001).

The suggested possible solutions presented above are in consistent with other related
research findings. For example, Dbrnyei and Csizer (1998) have suggested 10
commandments for teachers to improve learmers’ motivation. Dornyei (2001, p. 29)
further grouped the strategies into four categories — (1) creating basic motivational
conditions; (2) generating initial motivation by enhancing leamers’ language-related
values and attitudes, increasing their goal expectancy of success, making the
curriculum relevant, and creating realistic learner beliefs; (3) maintaining and

promoting motivation by making learning stimulating and enjoyable, presenting tasks
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in a motivating way, setting specific learning goals, protecting the iearners’
self-esteem and increasing their self-confidence, allowing learners to maintain a
positive social image, creating learner autonomy, promoting self-motivating learner
strategies, and promoting cooperation among the learners; (4) encouraging positive
retrospective seif-evaluation by promoting motivational attributes, providing
motivational feedback, increasing learner satisfaction, and offering rewards and
grades in a motivating manner. Since learners are more likely to become demotivated
in language learning than in other subjects (Macaro, 2001), it is therefore more

challenging and important to motivate learners in the process of language learning.
8.3.6 Summary

To sum up, this section has proposed five possible ways of meeting the needs. To deal
with the issue of language competence deficiencies, it is important to establish the
linkage between education and workplace requirements, and much effort should be
devoted towards a more balanced school-based curriculum. In order to train vocational
school learners into more employable qualified human resources, teachers should be
encouralgcd to become qualified dual-specialist professionals. Only when teachers
become dual-specialist professionals will they be able to integrate language teaching
and learning into job-related context. To better cater to learners’ diverse learning
needs and current varied individual differences at senior secondary VE, teachers
should be encouraged to move away from their current direct instruction towards
differentiated instruction. However, language learning only takes place when learners
themselves are motivated to learn and to participate. Stimulating or intriguing
learners’ language learning motivation will therefore be of crucial importance in
improving learners’ language competences. All the above mentioned possible
suggestions and solutions attribute to a more “employment-criented,

competence-based, and learner-centered” (MOE, 2009b) English curriculum,
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8.4 Limitations and Implications

Conducting research requires time, resources and the concerted efforts and expertise
knowledge of researchers. Due to time, resources and expertise knowledge of tl}

researcher, certain limitations in the current study must be pointed up.

One limitation in the current study involves the comprehensiveness of the data
collected. For instance, only one employer was interviewed regarding workplace
needs, as gaining access to employers was difficult due to time constraints, as was
gaining their consent to be interviewed. Moreover, the mixed methods study was
conducted in slightly over one month in one selected city, with the qualitative study
immediately after the quantitative study. Although two pilot studies had been
conducted before, both the size (N=707 & n=38) and sources (students, graduate
students, teachers, inspectors and employer) of the participants were far greater. While
coding the text data, some of the apparent saturation data in the field appear to have
room for further investigation due to the researcher’s personal research expertise.
Sufficient time should therefore be taken into account in designing and conducting

mix-methods inquiries.

The current study is a sectional mixed-methods study of language competences in
senior secondary VE in mainland China. The findings from the current study have
revealed the current status of learners’ language competences. At present, all the
studies about language competences in mainland China have been cross-sectional
studies conducted at a defined time as they are easier and more convenient to conduct
than longitudinal studies. The issues of how learners’ language competences are
developed at senior secondary VE and later in their future workplace have not been
studied in the current VE studies. Given time and resources, longitudinal studies on
language competences, such as long time ethnographic study, can be conducted in
future to see how the organization culture can exert an influence on learners’ language

competences.
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The current study is a comprehensive NA of language competences in senior
secondary VE in mainland China, with the incorporation of such NA methods as
language audit, target situation analysis, present situation analysis, deficiency analysis,
and strategy analysis, within a month-long study. The current study has essentially
been z; discrepancy analysis. To gain a more comprehensive understanding of learners’

language competences, more context-related on-the-spot means analysis should be

conducted for a more balanced school-based curriculum.

8.5 Conclusion

The mixed methods NA set out in the current study has proved useful for
understanding English languape competences at senior secondary VE in mainland
China, with the process revealing more significance and being useful in assessing
learners’ language learning motivation, language competence deficiencies and
underlying causes. Although the study was conducted at only three vocational schools
in one city, the findings present both a general learner profile and specific
understanding of the research phenomena: (1) a substantial number of vocational
education learners are poor language achievers with low motivation, (2) there exist
discrepancies between the educational curriculums and workplace requirements, with
school curriculums focusing on isolated aspects of linguistic competences and being
remote from the world of work and learners’ future life, and (3) many factors - social,
educational, family as wel! as personal — contribute to the language competence
deficiencies. The research findings support the three research questions posed at the
outset of the research, and are consist with other previous studies (¢.g., Biinning, 2007;
Chang, 2002; Lai & Lo, 2008; Schulte, 2003; OECD, 1992; Psacharopoulos & Loxley,
1985; Saul, 1998).

New insights have also been gained regarding English language competences in senior
secondary VE in mainland China. The mixed methods NA study has provided an

overview as well as a snapshot of the research phenomena. Regarding learners’ needs
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to develop their language competences, curriculum development can deal with
learners’ language learning needs at two hierarchical levels, transcending from
foundation-building needs towards potential-realizing needs. With reference to the
CEFR (Council of Europe, 2001), a vocational English language competence
framework, in particular the horizontal competence descriptive scheme, can be

developed on the basis of the current study.

Overall, the study constitutes a potential and valuable source of information for
meeting learners’ needs in senior secondary vocational education as well as in other
fields of education. It is anticipated that the current study will be of value to
researchers and teachers conductihg NA of English language competences, and will be
adaptablc to a wide variety of VE situations in creating meaningful and relevant
experiences for learners. It is also hoped that the comprehensive mixed methods
adopted in the current study can be applied to NA studies, with the involvement of
multiple sources and multiple methods. Moreover, the current study shows that NA
studies can be treated as a more complex dynamic and ecological system rather than
simply a once-for-all product at the initial planning stage of curriculum development
(Berwick, 1989; Brindley, 1989). NA should be conducted as a cyclic ongoing process
(Long, 2005¢; Richterich & Chancerel, 1980; Yalden, 1983). The development of
learners’ language competences on the basis of NA, therefore, requires the continuing
commitment of teachers and learners, institutions and society at large in the whole

process of curriculum implementation.

-
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Appendices

Appendix A Observation Protocol

QObservation Protocol

Diana ZHAO
Heading:
Class: Code No.
Date:
Number of student: (M: 3 )
Teacher: (M/F)

Lesson’s title:

Teaching content:

Teaching facilities:

Classroom setting and organization (Draw a diagram on a separate sheet):
Students seating organization (Draw a diagram on a separate sheet):

Observation notes:

Descriptive Notes Reflective Notes

Guideline: Guideline:

Subjects, dialogues, physical setting, | Reflections on analysis, method,
events, activities, observer’s behavior | ethical dilemmas and conflicts,
observer’s frame of mind

References:

Teaching /learning: objectives, content, teacher’s personal characteristics,
teaching approaches, classroom interaction, teacher taiking time (TTT),
students’ talking time (STT), interaction: (T-S & S-S}, students’ tasks, types
of questions, classroom management and atmosphere

Observer Comments:
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Appendix B Interview Protocol for Teachers

Interview Protocol for Teachers

Diana ZHAO
Heading:
School: Code No.
Name: Gender:___ {M/F)
Code No.
Date of interview: Time of interview:

Place of interview:

Opening remarks:

Hello, my name is Zhao Wen and [ am conducting a project on vocational education
for my PhD study. I would like to talk with you for about 30 minutes. The data from
this interview will be anonymous in the dissertation. The interview is voluntary.
Nobody from the schoo! will have opportunity to get access to the data from the
interview.

Interview question guideline
1. Educational background
History as a teacher
Views regarding teaching
In-service training ‘
Views regarding students’ most felt needs with regard to language competences

Views regarding the school English curriculum

e ol

Views regarding the school, resources and facilities (e.g., textbook, audio-visual
aids, computer hardware and software)

Views regarding support systems within and outside school

9. Views regarding students’ targeted language competences at workplace
10. Problems causing the current realities

11. Measures having been taken to deal with the deficiencies

12. Measures to be taken to further alleviate the deficiencies
Closing statement:

Thank you for your time, Are there any final comments you would like to add?

Descriptive Notes Reflective Notes
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Appendix C Interview Protocol for Students

Interview Protocol for Students

Diana ZHAO
Heading:
School: Code No.
Class: Code No.
Name: Gender: {(M/F)
Code No. Date of interview:

Time of interview:

Place of interview:

Opening remarks:

Hellp, my name is Zhao Wen and [ am conducting a project on vocational education
for my PhD study. I would like to talk with you for about 30 minutes. The data from
this interview will be anonymous in the dissertation. The interview is voluntary.
Nobody from the school will have opportunity to get access to the data from the
interview.

Interview question guideline
1. Family background and support
English learning experience
* Attitudes towards English leaming
The most felt needs with regard to language competences
The importance of English learning

Views regarding school English teaching

A G

Views regarding the school, resources and facilities (e.g., textbook, audio-visual
aids, computer hardware and software)

o]

Views regarding support systems within and outside school

9. Views regarding language competences required at workplace
10. Views regarding language competences

11. Views regarding language teaching at school

12. Views regarding resources and facilities
Closing statement:

Thank you for your time. Are there any final comments you would like to add?
Descriptive Notes Reflective Notes
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Appendix D Questionnaire Survey
RiBE X1 ZhHL R 38 (English Learning Motivation)
% & 1 [E % (Dear Student):

IF ! XA AN ENRE TSN ILREIMR, AR IS G
EXE, FRESCHXFEWRNELRIE. EARMUHWEILERATEHMA,
FiA 5 EEEXMME ST NRE, FT&ATHERR. FHBREEREW
K& 5PrBh. (The purpose of the questionnaire is to find out some information
about your English learning. Please read the instructions carefully and respond to the
questions as best pertains to your own case by filling in the blanks with your
information or selecting the appropriate number. All the information provided will be
treated as confidential and will definitely not be used for any other purpose other than
current research. Your full cooperation in taking your time and completely filling out
the questionnaire would be greatly appreciated. Thank you in advance.)

H—imss AABRKIESR (Part | Personal Profile)

1 4 (Name):
2 ﬁ%‘] (Sex):

3 tH 4 B #H (Date of birth):
4 %3k (Specialty):
5 K E W & (Family background):

(I3 H(city)/ (2) & i (county)/(3) R ¥ (countryside)

6 FER ¥ EI(School type):

(1) E & (national)/(2) 4 2 (provincial)/(3) T L (municipal)

7 Frif % S EE K &P (Age of starting learning

English): (1)8% UL T (before the age of eight)/(2)9-12 % (between 9
and 12)/(3)13-15% (between 13 and 15)

8 BB 514 3 JE1E BT 8] (Weekly English learning time after

school): (1)2bF 3/ Bf(less than 3 hours)/(2)4-6/) it (between 4 to 6
hours)/(3)7-10/N&f (between 7 and 10 hours)

9 k4 HARFEE LR (English score in the previous school

term): (1)30-494> 7 |8](between 30 to 49)/(2) 50-694> Z [a] (between
50 and 69)/(3)7041- L4 L (above 70}

10 A\ 28 A9 3EE R4 (English score upon entering the

school): (1)30-4943 2 [8](between 30 to 49)/(2) 50-694F 2. |d] (between
50 to 69)/(3)7043 LA L (above 70)
11, S RHRAY ()T A(worker)/(2)

R E(farmer)/(3)ME L # (self-employed)/(4) 2 £ 7 (public
servant)/(5)7G iIE 2 ERMV & (not formally employed)/(6)H Ath(others)
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%:%ﬂﬁ HEmMA (Part IT Questionnaire)

FTHERRDMKRTFEIDNHEE, ENMNEEEHE1-7MES, HHRR-BRE
B, RERBIE, TARET. WREGHLHHR, EFRHENAGRT,
M A8k —T0. (Below are 12 constructs on motivation on Likert scale, with |
for the most positive, 4 for the neutral and 7 for the most negative. Please respond to
the question pertaining to your own case. Note that for each item you can only select
one number for your case.)

1. My motivation to learn English in order to interact with English speaking people
is (REZFIJTEHNABFHREHABITZR) -
STRONG (38) 1 ; 2 ;3 ;4 ;5 ; 6 ; 7 WEAK (3§)

2. My attitude towards English speaking people is (B3 SRiBEMARER) .
FAVORABLE (A¥F) _1 ; 2 ; 3 ;, 4 ; 5 ; 6 ;, 7 UNFAVORABLE CTAST)

3. My interest in English is (E3TRIBHINE)
VERYHIGH ClFR®) 1.2 .3 .4:.5;6:7 VERYLOW CIE¥(L)

4. My desire to learn English is (B 3 HiERME)
STRONG (#8) 1t ; 2 ;3 : 4 :5 : 6 : 7 WEAK (§%)

5. My attitude towards learning English is (BRX % S) $EiEFRFHERE)
FAVORABLE (##E) 1 :2:3:4:5:6 ;7 UNFAVORABLE (3440

6. My attitude towards my English teacher is (AT 5% ZIMMAR) -
FAVORABLE (K 4F) ;.2 ;3 ;4 ;5 ; 6 ; 7 UNFAVORABLE (A\K4T)

7. My motivation to learn English for practical purposes {e.g., to get a good job)
is (REIRERHTEABL (Hm. RO ITHE) D
STRONG (3&) 1 ; 2 ;3 ;4 ;5 ; 6 ; 7 WEAK ()

8. 1 worry about speaking English outside of class (R XT7ER/MHEEFE) -
VERYMUCH (E#A) 1.2 .3 :4;5 ;6 ;7 VERYLITILE (3E#/M)

9. My attitude towards my English course is (B3 35X [ TIRIARE) -
FAVORABLE (FMR) 1 :2 :3 :4:5:6:7 UNFAVORABLE (#§#0)

10. 1 worry about speaking in my English class

(RMELBR LU EFTHR)
VERYMUCH (3E®K) ) ;2 :3 :4:5:6 ;7 VERYLI®YLE (dE%/N)

11. My motivation to learn English is (B %23 23&MB0H) -
VERYHIGH (JF##) 1 ;2.3 :4:.5;6;7 VERYLOW (IEHIE)

12. My parents encourage me to learn English (33 85X 5 2 57 588 10 5 hawy
VERYMUCH (3FH#K) _1 ;2 .3 ;4.5 ;6 ;7 VERYLITTLE (EH/M)
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Appendix E Language Test

I, BHUER—NAGBERAHNANET P, BHF-DERBOLET, FHEE
BB R L.

##01. Allan: s it going to be a nice day today?
Betty: I don't know. I'm not sure it will rain or not.

A. when B. because C.as D. whether

##02. Allan: When did these two old friends last meet?
Betty: Oh, they each other since 1997,

A. haven’tseen B. won’tsee C.don’t see D. didn’t see

##03. Allan: What does Peter enjoy most?
Betty: Oh, he enjoys at home.

A. working B. work C.to work D. worked

##04, Allan: Isn’t it a nice day today?
Betty: Yes, there isn’t a cloud the sky.

A.on B, above C.in  D.under

##05. Allan: Remember, Betty—after you the bus, cross the road and walk
straight on, you will find the hotel.

Betty: Thanks. It won’t be a problem.

A.getoff B.geton C.getinD.getup

##06. Allan; fine day it is!
Betty: Yes, let’s go swimming,.

A. WhatB. How C. Whata D.Howa

##07. Allan: Who can do better? Jack or Jim?
~ Betty: I don't know. I think Jack is just Jim.

A.socleveras B.ascleveras C.cleverthan D.cleveras

##08, Allan: ’m sorry, Betty. [ was late that I missed the train.
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Betty: Oh, that’s OK.

A.too B.s¢ C.such D.very

##09. Allan: What’s the matter you, Betty?
Betty: I don’t feel very well.

A.to B.for C.of D.with

##10. Allan: You'd better give up , Betty. 1t's bad for your health.
Betty: Yes, [ know. I am trying.

A.smokes B.tosmoke C.smoked D.smoking

1. BEEME—REE T =RMEX, WEEC AR, ASRAEIR DR -
MEMER, HHBERRBIZRR L.

Reading Passage 1

These days §'m very busy. [ always work hard. My wife asked me to have a good rest.
She said, “Listen, you’ve been too tired. You must have a good rest. If you don’t, you
will be more than tired.” But | didn’t pay any attention to her words. | went on with my
work. Several days later, | felt very bad. | got a high fever and a cough. How regretful
I was!

##11. These days the writer has .

A. much free time  B. little free time C. no work

##12. When his wife says he will be “more than tired”, she means he will be

A.“nottired”  B. “nothing” C. “ill”

##13. After talking to his wife, .

A. he had a rest. B. he worked hard as usual. C. he went to the doctor.

##14. “1 felt very bad™ here means the writer was .

A. not well B. regretful C. unhappy

##15. From the passage, we can see his wife's words are

A.right B.wrong C. justsoso
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Reading Passage 2

Mr. Green had a few days’ holiday, so he said, “I'm going to the mountains by train.”
He put on his best clothes, took a small bag, went to the station and got into the train.
He had a beautiful hat, and he often put his head out of the window during the trip and
looked at the mountains. But the wind pulled his hat off. Mr. Green quickly took his
old bag and threw that out of the window too. The other people in the

carriage (¥FM) laughed. “Is your bag going to bring your beautiful hat back?” they
asked.

“No,” Mr. Green answered, “but there’s no name and no address in my hat, and there’,
a name and an address on the bag.” “Someone’s going to find both of them near each
other, and he’s going to send me the bag and the hat.”

##16. Where did Mr. Green go for his holiday?

A. To his hometown. B. To a big city. C. To the lake. D. To the mountains.

##17. How did he go there?
A.Bybus. B.Bybike. C.Bytrain. D. On foot.

##18. The wind puiled his off.
A.bag B.hat C.clothes D.carriage

##19. What did Mr. Green do with his bag?
A. He got off the train at once.B. He called for help.

C. He threw it out of the window. D. He began 10 cry.

##20. Why did he throw his bag out?
A. Because his wife asked him to. B. Because it was too old.

C. Because the wind was too strong.  D. Because he wanted to get his hat back.

Reading Passage 3

At the age of thirteen, ] began to keep a diary (3 12) in English. At first it seemed
difficult to me, but now it has become easy. [ know it’s not possible to learn English
well without more practice (%5 X). | like reading, !1stenmg, and speaking. After school
I often go to the school library to read English stories. My English teacher always
helps me put some passages into English. [ never have any time to watch TV. After |
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finish writing my diary, 1 always try 1o correct mistakes with the help of the dictionary.
I think that keeping a diary is one of the best ways to improve our English study.

##21. The writer began to write diaries

A. when he was thirteen B. before he was 13 C. for 13 years D. when he was old

##22, it was not easy for the writer to keep a diary in English.

A Atlast B.Atfirst C.Now D. Usually

##23. The writer says that it is to learn English well without practice.

A.easy B.best C. possible D.impossible

##24. What does the writer say that he does NOT do?

A. Read English stories. B. Use a dictionary. C. Watch TV.  D. Use the library.

##25. How does the writer correct some of the mistakes in his writing?

A. He uses a dictionary. B. He talks to his teacher. C. He goes to the library D. He
reads English stories.

. TREF —RBE AT, NEEHNNEG S ®RE -MERER, H
BERBRBEBRA L.

Jim is an American boy. __(##26) __is twelve years old. He __(##27)__ a sister.
__(##28)__ name is Joan. She is only ten. Jim is a middle school student. He
__(##29)_ in a middle school. Jim’s father is a doctor. He works in a hospital. He
usually goes to work _ (##30)__ car. He _ (##31)__ home very early and comes
back very late every day. He is very busy. Jim’s mother is a teacher, She  (##32) _in
a middle school. It is not far from her home to school. So she usually goes to work by
bike. Sometimes she goes there  (##33)  foot. Jim’s mother loves her work. She
loves her students, __ (##33) . Afier class, she often plays games with her students
and helps them with their homework. The students like her __ (##35) _ and are always
happy to see her.

##26. A. She  B. He C It D. You
##27. A.have B. had C. has D.is

##28. A, His B. Hers C. She’s D. Her
##29. A. studies B. study C. studied D. studying
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##30. A. for B. by

H##31. A gets  B.comes
##32. A, teach B. teaching
##33. A. on B. for

##34. A, either B. very
##35. A.well  B. very much

.of

. leaves

by

. oo

D
D
.is teaching  D. teaches
D
D
D

. much more

.in

. goes

. with
. even

. too good

V. ®if: REWHAEHREIHAE, SEATIINE, HFHERRIEHEL.

Dialg_gue 1—At the doctor’s

Doctor: Sit down, please. (##36)
- (##36) . [ ] A. How long has this been going
David: I don’t feel good, and I've on?
got a headache. (##37) B. Should  take some medicine?
Doctor: _(##37)_ [ ] C. What seems to be the trouble?
David: It started yesterday. D. No, and ! don’t have a sore
Doctor: I see. Do you have a throat, either.
7

temperature (##38) E. Thank you for your advice,
David: _ (##38) [ ] doctor.
Doctor: It's nothing serious.
David: __ (##39)__ (##39)
Doctor: No, just have a good rest. [ ]

You have been working

too hard, I think.
David: _ (##40

avid:_(#H40) _ (#4#40)
[ ]

376




Dialogue 2-On the telephone

Secretary: (answers telephone)
Good morming.

Betty: Good morning.
(##41)

Secretary: Just a minute, please.
Tom: Hello, Tom here!

Betty: Hi, Tom. Listen, 'm really
sorry, but | can’t come to
dinner tonight. [ have to work
late.

Tom:  (##42)

Betty: Yes, I really want to meet
your parents.

Tom:  (##43)

Betty: That’s fine. __ (##44)
Tom: I don’t know. __ (##45)
Betty: OK, I'll see you then. Bye.

Tom: Bye.

(H#41)
[ ]

(##42)
[ ]

(##43)
[ ]

(##44)
(1

(#H#45)
[ ]

A. Oh, that’s too bad.
B. What about next Friday?
C. May | speak to Tom?

D. By the way, when are we
going to play tennis again?

E. Let’s talk about it on Friday.

END OF TEST
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TEST KEY:
Items
H#H01D
#4024
HHO3A
##04C
#H05A
HH06C
#4078
##08B
#409D
##10D

RCs

1. Tired BCBAA

2. Mr Green DCBCD
3. Diary ABDCA

Cloze

* BCDABCDACB
Dialogues

. Doctor CADBE
2. Phone CABDE
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Appendix F Analytical Codebook

TSA

Expectation on
learners' language
attainments (peneral
language and
communicalive
language
competences;
language skills)

Knowledge/Declarative
knowledge (savoir)

Knowledge of the warld;
Socio-cultural knowledge;
Intercultural awareness;

Skills and know-how
(sevoir-faire)

Practicel skills and know-how;
Intercultural skills and know-how;

Ability to leam

Language and communication awareness

| General phonetic awareness and skills;

Study skills;
Heuristic skills;

Linguistic competences

Lexical competence;
Grammatical competence;
Semantic competence;
Phonological competence;
Orthographic competence,
Orthoepic competence;

Sociolinguistic competences

Linguistic merkers of social relations;
Politeness conventions;

Expressions of folk-wisdom;

Register differences;

Dialect and accent;

Pragmatic compelences

Discourse competence;
Functional competence;
Design competence;

Strategic competences

{dentifying cues/Inferring;
Turn-taking (Repented),
Cooperating;

Asking for clarification;
Planning;

Compensating;
Monitoring and repair,

Expectation on
teachers’ curriculum
implementation

Curriculum impiementation

Curriculum objectives;

Content organization,

Teaching mode;

Teaching styles;

Attitudes towards learners;
Language learning cnvironment;
Language skills;

Curriculum assessment

Formative:

Portfolios;

Projects;

Participation in class;
Presence;

Summative:
Paper-and-pencil tests;

Expectation on
institutions, resources
and facilities

Educational institutions

Formal educational institutions;
Informal educational institutions.

Resources

Textbooks;
Magazines;

Facilities

Library;

Language lab;,
Multimedia clessrooms;
TV,

Tape recorders;
Internet;

MP3 and MP4;

Maobile phane;

..
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PSA

Leamers' present
learning needs

Knowledge/Declarative
knowledge (savoir)

Knowledge of the world;
Socio-cultural knowledge;
Intercultural awareness;

Skills and know-how
{savoir-faire)

Practical skills and know-how;
Intercultural skills and know-how;

Ability to leamn

Language and communication awareness;
General phonetic awareness and skills;
Study skills;

Heuristic skills;

Linguistic competences

Lexical competence;
Grammatical competence;
Semantic competence;
Phonological competence;
Orthographic competence;
QOrthoepic competence;

Sociolinguistic competences

Linguistic markers of social relations;
Politeness conventions,

Expressions of folk-wisdom;

Register differences;

Dizlect and accent;

Pragmatic competences

Discourse competence,
Functional competence;
Design competence;

Strategic compeiences

Identifying cues/Inferring;
Turn-taking (Repeated);

. Cooperating;

Asking for clarification;
Planning;
Compensating;
Monitoring and repair;

Teachers' curriculum
implementation

Curriculum orientation

Curriculum objectives;

Content organization;

Teaching mode;

Teaching styles

Attitudes towards learners;
Language leaming environment;

Language use activities; Listening, Speaking,

Reading, and Writing;

Formative;

Curriculum assessment
Summative.
Resources and Educational institutions School environment.
facilities at Resources Textbooks;
institutions | Magazines;
Facilities Library;

Language lab;
Multimedia classrooms;
Prints;

TVs;

Tape recorders;
Internet;

MP3,

Mobile phone;
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Causes Affective factors Existential competence Attitudes:

underly- (savior-étre) Integrativeness (Integrative orientation;
:]';Ec‘rt? Interest in English; Attitudes towards
pancies English speakers);

Attitudes towards the leaming situation
{English teacher evaluation; English
course avaluation).

Motivations:

Motivation intensity;

Desire to learm English;

Attitudes towards learning English;
Instrumental orientation,

Language anxiety:

English class anxiety,

English use anxietality factors;

Other factors

Social factors
Family factors
Educational factors
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Appendix G Transcription System

T Teacher

L Learner {not identified)

L1:12: etc., Identified leamer

LL Several learners at once or the whole class

/okfok/ok/ Qverlapping or simultaneous utterances by more than one
learner

Y S .. Simultaneous speech

[1 Square brackets indicate the onset and end of a spate of
overlapping talk

(do you understand?)/(1 Overlap between teacher and learner

see)

= Turn vontinues, or ene turn follows another without any pause
Pause of one second or less marked by three periods

{4) The number in brackets indicates the length of pause

() A dot enclosed in a bracket indicates a brief pause

? Rising or question intonation

CORrect Esnphatic speech: falling intonation

((4)) Unintelligible 4 seconds: a stretch of unintelligible speech with
the length given in seconds
Lengthened phonemes {e.g., fla:g)

- Incomplete or cut-off utterance or truncation {(e.g., fla-the flag)

Q)] A description enclosed in a double bracket indicates a non-verbal
activity

hh Audible exhalation (a sigh)

*} Unintelligible speech, with * equal to one syllable

i(s) An informed guess of an unclear segment

(is) An informed guess of an unclear word

(oeeee ) Untranscribable or missing words

- Some words omitted

XXX The presence of an unclear fragment on the tape

the Unusual emphasis

THE Higher volume than the preceding & following utterances

Paul, Peter, Mary Capitals are only used for proper nouns

T organizes groups Researcher’s comments (in bold type)
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Appendix H Primary Data in Chinese

PrimaryData001 in § 6.2.2.1.1

| think the best thing is for the school to make arrangement for students to go to the
sort of their future workplace several times for practicum. For example, our school
have connections with certain hotels, the sort of hofels which have long-term
connection with our school. The school can make arrangement for students, even
just once, for them to go and see their future working environment, which has
relation with English use. Or the school can make arrangement for students to visit
the sort of Western food restaurants, even just once, to gain an experience. The
experience will do well to students. Otherwise, whatever and however we explain
things to them in class do not make any sense to them. They can't build the
connection (between what is learned at school and what is required at workplace).
(REBFFME, Z{0N6E, EEIAD, EIWMRIEG, EREERFEILKX, R
AT T EmEA A ARBREMEREMHPERER, KHPERBMH, B4tE
A0, SEEH—KELE, B THRALEMBANITEE, GEMEEFT XM, SKFLLM
BBHTBITH 28, 8, RREBH—K, BEES—T, HLBERLS. BEFRR, KE
FiRm, &EaRE, RERT.)

(SA-TI#05-ZN, LL166-170) )

PrimaryData002 in §6.2.2.1.1

You've got to know each department, although you may not know each department
well. In the case of eati‘ng and dining, you've got to know each depariment, each
related department with eating and dining. It is not easy to have an understanding of
all the other related departments at work. If you just learn eating and dining, without
an understanding of lobby or sales, although they aran't closely related, | think you'll
be confined solely to do service work all your life. You won’t get the opportunity to
be promoted across the career ladder. (E B RENEIIHER T, BRRTS—T®
PMEIVERAEN, TEMRERTX R, EREGNHNTMBEANIE, S THREN
I#, SERESITHEXHPEENARN XERERES, BEGXMUREFH.
B AT RPOX )L, BRENTHAMEHRAFENE BT EREENN
XFR, BRARBK—ETHRS. LerNmBAH R, ) (SV-GS-#04-F, LL110-114)

PrimaryData003 in §6.2.2.1.1

The tuxury hotels really focus on rotation training. In my case, ! worked at the bar,
but | did a nine-month practice at the coffee bar. Take me as an exampie. I'm now
working at the bar, if | just know about eating and dining, especially Chinese cuisine;
| think it's far from enough, as you don’t even know how to set the table for Western
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cuisine. (0 LE KRR EVMET . MR, REBATE, RESEunE
FEATONTA, B, MREGE -HELXHFMRBBIK, PHEKXLRE, HEH
FZRAHE, EATRNESREARME. ) (ibid., LL122-124)

PrimaryData004 in §6.2.2.1.1

They expect us to get a holistic understanding c?f the whole working system. They
have an organization flowchart. For each depariment, we are required to go there to
learn its main function, such as the function of the lobby, although we still focus on
eating and dining since our specialty is hotel management. We are also required to
learn housskeeping, but our main focus is still on eating and dining. Since all the
departments are inter-related with each other, even though we work at the eating

~ and dining department, wé can understand the functions of other departments in the
whole working system. (F— 1 &&R T, WINE—TESHEE, QEG
(IWe, BMNHMESEES, ZNTWIEERMMAL2W, WTEMMTAN, RIMEEFER
EAERK, EABNFAREEEEMH, UEELIE, BEERINLEF, AAERE
BUXERME-&, 2INER REXTHRIR, 85 -LERUXR &
IR K AR W CLAnE e 8T THEHER . ) (SV-GS-#04-F, LL116-120)

PrimaryData005 in §6.2.2.1.1

My friends came to this vocational school. So | came here with them, (B A hTR
BRRERT . ) (SB-SI-#06-ZXB-MDM-M, L118)

PrimaryData008 in §6.2.2.1.1

My family considered the spacialty fine, so | came to the school. (& B #LiX A& Wik
AILA, BRACERME T . ) (SB-SI-#07-XJP-MDM-M, L85)

PrimaryData007 In §6.2.2.1.1

I don't know much of the workplace. ... It seems that the job market is in need of my

speciaty. (B ARKSE. oo REMBIFRE, BRETIERS A
(SB-SI-#05-LL-MDM-M, L157-159)

PrimaryData008 in §6.2.2.1.1

The majority of students in my class enjoy listening to English songs. Although our
English is not good, we can learn English songs very quickly (BATHE— R EEE W

XM, BRARBFEEIE, EREIHRH-FTHS. ) (SC-SI-#20-CM-TSM-F,
LL116-117)

PrimaryData009 in §6.2.2.1.1

Yeah, | especially like listaning to English songs and seeing English films. (31, 4%
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FIEHIF SRR B B, ) (SC-SI-#21-SHY-TSM-M, L54)

PrimaryData010 in §6.2.2.1.1

| usually like watching English films. | always see some English films. Although |
can't always understand those films, | always like seeing the films in English. 1 think
the English films are more vivid. (R ERERNEX AR, HERREEF i
A, LR, BRARTAMMBRITAEE, EE2ERERSRESE. BiLHERMW, [LRE
%Eh—i, ) (SC-SI#23-HHR-TSM-M, LL51-51)

PrimaryData011 In §6.2.2.1.1

Students just don't know what use that English will perform in their future. ({5 %4
WIXADHE, XEETME T 28K, ) (SC-TI-#02-WJ, L142)

PrimaryData012 in §6.2.2.1.1

Most important of all, they don’t think English will be useful in the future. It won't be
of any use to them. (B %, BEREAXNAIENTHEHA gk, BA L. ) (ibid.,
L1886}

PrimaryData013 in §6.2.2.1.1 '

So many foreigners are co;ning to China. It's impossible for you to communicate
with them in Chinese. At least, some of them can't speak English. {(HiZL&5MF AT
dpfE R, RATREIGERARTHM, MIIEEFIAILSRIEN. )
(SA-SI-#04-WY-HSM-F, LL322-324)

PrimaryData014 in §6.2.2.1.1

if you want to work at a certain luxury hotel, then you should at least learn some
other foreign languages, because at present in the hotel, there are not only English
and American guests but also Koreans, Japanese and Germans. ...Acquiring other
foreign languages can be of greater help to us in our work. Many employees in our
hotel are now learning some Asian languages in jheir spare time. (40 R 2 4RLASE 45
WREERGWIEN, DA E CREMBREE S EORSHER, FNNE,
AEERMASRIE, K, KEA, ZEA, EEFREBEAN, ROEA, #
BAW, - RESHBMUESFBROERE, BARECARNBEERTREE
SERTEE I/ MEH, W@, ) (SV-GS-#03-F, LL141-153)

PrimaryData015 in §6.2.2.1.1

In today's society, you should master a foreign language or even several more
foreign languages. | think, the most important thing now is not just to learn English
well but also to be able to use it. It doesn’t make any sense if you just leamn it without
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being able to make use of the language. Moreover, you should learn a few more
foreign languages in relation to your future workplace needs. (fRILEIX S,
VARRE—ET, BREEZIEE. RME, RBHR4A HEHTEHIE, &
B, TARETF, SBRENA, FESTAENARRT. S8H, RER, &3t
WIFUENBEE, BE¥LE/Li15ME. ) (SA-SI-H03-WZ-HSM-F, LL208-212)

PrimaryData016 in §6.2.2.1.1

Yeah, | want to learn Japanase, Japanese and other Asian languages. (3f, 8%
Figen, Higw, XEMEER0, MNERHMLE, ) (SA-SI-H#04-WY-HSM-F, L318)

PrimaryData017 in §6.2.2.1.1

| think vocational schools shod!d teach more foreign languages, such as Asian
Iaﬂnguages and German. Now, | think knowledge of other foreign languages is pretty
important. (REFX M T FENZME &, Bm—BHITRRT 4N ERE,
FHFREMEEE, REBMARLEEEN. ) (SV-GSH03-F, LL124-126)

PrimaryData018 in §6.2.2.1.1

It will be much better if schools can provide some other Asian language courses. It
will be far much better, ... But to students, they can learn English first and then learn
other foreign languages in their special interest class. If students, for example like
myself, want to be promoted to a certain position in the hotel, | think they can take
the special interast class, for example the Korean class ... (FTLLRR ISR, L¥KE
TR — B E S EIF, B2, W, B, MBEEERIRRY
AP, BEEFRETL, HETERGRE MRS IR, KREEERKER
RECUERAE M ENSEEMELN 1, —MIEWIE BREBBMETU
#—T, H—TREEIEEH, - ) (SV-GS-#03-F, LL143-149)

PrimaryData019 in §8.2.2.1.1

I think the school should provide some Asian language courseas, yeah, if students
would like to fearn. | think there’s no need to force them to learn. If they want to
learn, they can just take the language class. We can provide such classes as
Korean or German. This is just my suggestion, yeah. (R385 iZF —&/NEFR, 18,
BE MR, FENRHCEEEZY REGNALELDEE, BRBELS,
MR —PBIL, ROTTUFR—AEREIIWEA ALK, EEFISXEN, XRRERN
— i, 9. ) (ibid., LL184-186)

PriiaryData020 in §6.2.2.1.1

" The most Impertant thing is the operational skills as well as your technical skill,
which are both important. (28, BREREMZIEENT, X4, . LHFRB
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MR RIBHER, "8, XAHEANN, W, ) (MA-GS-#02-M, LL146-148)

PrimaryData021 in §6.2.2.1.1

For example, if we learn things now, | think the most important thing should be
eating and dining. Even if we major in hotel management, eating and dining should
also be dealt with. Other things, such as social skills, should also be concerned as
well. (B0 RBAIMAEMREEE, RE[ABTEN, ETBRAHPMZEEUXRILL,
MR ERZIWEETEANE, BYOXRAGERETR—T. HeEm—udMmiz
—4ERPE, PRI —TFETEL. ) (SV-GS-#04-F, LL26-28)

PrimaryData022 in §6.2.2.1.1

| think social skills are very important, It seems that communication is reaily
important. Whether you can adapt yourself to the environment around you or not
depends on your social skills. (JIANREREALBEER, EAIFRCEN Tk
s g EEMN, UEAMEREREN, RAMENFBEXAEER 7, S SR
XA AMZERRRE 1B — LB A MBEF R RN, M. ) (MA-GS-#02-M, LL140-142)

PrimaryData023 in §6.2.2.1.1

For example, in the workplace, | can see many newly graduate students, who don’t
have adequate vocational skills. It is quite likely that they have learped some
theoratical knowiedge, but in the workplace they lack practical vocational skills,

- such as how to hold a tray, how to pour wine fo customers, to what extent should
the wine be served, and knowledge of various kinds of wine. They appear to know
nothing, you know, they especially lack practical vocational skills. When they hold
things, they either break them or appear to be unprofessionally trained. (#RIQILTETE
BTHELSY, FREKZMNN, WEAFEMI, TSN RS L — il
WHM, ERLEFRIENEFROMRAMIFANE, REXITELWXMCEW. T2
ZEEANEZEEE, NZEABMER, JLWH. NH B PEN -, k)
WAKM, MERFGHNRE., REWRKRNFEK, T2TT, BE.  HARLRNERH
5%k, ) (SV-GS-#03-F, LL50-54)

PrimaryData024 In §6.2.2.1.1

The problem with our students is that although we teachers have spent a lot of time
in training them, we give them a lot of vocational training. But when they really meet
foreigners, they still can't speak out. There exists a problem. ({H R EAINELRE
— MR, BABRMNBWMALET REMWAGMBEN, SHELUIBULENE, ST
REMXA NS ERIM—BIBEADNBANE, BEREAHR, REFEH
f1—A ) BT . ) (IP-#02-F, LL182-184)
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PrimaryData025 in §6.2.2.1.2

| think for us Chinese to learn English it seems that more vocabulary would be
better. (RN AMAIREANLHBFEBIE, TRKRALES — LT, )
(MA-GS-#02-M, LL85-87)

PrimaryData026 in §6.2.2.1.2

| think we should remember more words s0 that our reading comprehension skills
can be improved. (BB E ZH AW, (BT, REMEBIEAKT. )
(SB-SI-#10-ZRJ-CNC-M, L45)

PrimaryData027 in §6.2.2.1.2

| basically have no vocabulary. ... | only know a few (fixed expressions). (4 L%
Ha veee MRS LA, ) (SB-SI-#06-ZXB-MDM-M, LL104-108)

PrimaryData028 in §6.2.2.1.2

When English is concerned, | know no more than 100 words, just a couple of tens,
which | know their meaning, and am able to speak. (EiEW, #ARHEIT1004. JL
TR, REAGEETAER, KE&UiR. ) (SB-SIH#07-XJP-MDM-M, L176)

PrimaryData029 in §6.2.2.1.2

My vocabulary isn't large. it's about 1,000, around 1,000 words. (i8)iL #—L A%,
it —T 4, —FELMW. ) (SB-SI-#09-ZS-CNC-M, L98)

PrimaryData030 in §6.2.2.1.2

As to my English vocabulary, how to say, | myself fesl that my English isn't good,
because my vocabulary is fairly limited. Sometime when | see a word, the word
looks familiar to me, but | don't know how to say it in English. Sometimes when |
read a text, | can read the whole text. But if asked to translate the text into Chinese,
| don't know what the sentances in the text mean. My vocabulary is terribly limited.
(RIEBARE, BAMNFALE, ARBTELR, XEELARR, RECHREARELR
RASHILE, BOHECRIED, MEMMIRAE, @XM MEE, BRFMEEAR,
HEOyEHR - VR, EEX, REWHETRT, BREREE RTMNEREL2
EE, #EATEEENR. ) (SC-SI-#17-GT-BE-F, LL102-106)

PrimaryData031 in §68.2.2.1.2

Foreigners speak English so fast that you can't understand what they're talking
about at all. And sometimes, even if you can say a little English, but because of your
limited vocabulary, you can hardly answer the foreigners' questions. (B(&7MNE AR
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FEXRIRT, BBERASWABE R4, mAFHEHER THRIMESLAIEE, B4R,
BT B R, BEAMRER F XA 4. ) (SC-SI#17-GT-BE-F, LL124-125)

PrimaryData032 in §6.2.2.1.2

For language use in the future, grammar is more important than those isolated
individual words. (iE LA G R1E, B HAEE, HAARWHR. ) (SB-SI-#16-RGQ-AS-M,
LL122-123})

PrimaryData033 in §6.2.2.1.2

You should know more words and grammar, Those things can't be remembered just
once for all, you should learn them again and again, and read them time and again
to consolidate your learning. (& 4 BEM AR R FEMLE, BERAT, 1
REZKRERT, UEHEEMICE, ZARAREE, RENELES, THE ARE
AR, ) (SC-SI-#24-WSQ-TSM-F, LL96-97)

PrimaryData034 in §6.2.2.1.2

The problem is that there are a lot of problems with grammar. ([ 8K 2 ((makes a
noise with his mouth))igi®, ZEiEEE %, HFEMRBEE. ) (SB-SIH09-ZS-CNC-M,
L113)

PrimaryData035 In §6.2.2.1.2

| have no difficulty in memorizing vocabulary, but my grammar is still poor. (# 2
A3y, HEMBIBEMAAMTER. ) (SB-SI#16-RGQ-AS-M, L71)

PrimaryData036 in §6.2.2.1.2

Unlike Chinese which is our native language, English is sometimes very
complicated. You know, the various sorts of grammar are really difficult to
understand. (B A FEBRBIGEREM, FLUFOMRRERESR, HESHiE
E& B, ) (SC-SI-#21-SHY-TSM-M, LL48-50)

PrimaryData037 in §6.2.2.1.2

Sometimes I've no self-confidence because | don't know much about grammar.
Now I'm quite worried. | can't read those grammar books, the books that | bought at
junior secondary school. | can't understand those books at all. It was the sort of
things like that. (BT FHERRKRA B8, REABMEEHANBIME, RE, K5
BB, o AERERX BBV FAERITHRAN B, &P & FHEFS HE,
BAH. ) (SC-SI-#26-ZTS-TSM-F, LL85-89)

PrimaryData038 in §6.2.2.1.2
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I still have problems with English grammar, problems with some grammatical
phenomena. Anyway, | have difficulty in doing exercises. Sometimes when you
want to make a sentence, how to say, the sort of pattern drill exercises. You know
the meaning in Chinase, but it's still difficult to write down the sentences in English.
There's still another type of sentence transformation exerciss. That type of exercise
is relatively easier. Once you are required to transiate Chinese into English, it's not
easy. Somaetimes | can’t understand the grammar. ... Now | spend more time mainly
reading the sort of things like tenses. (B BRiGiFER EE, FWIEEF SJLEE.
RIEEBAH, MEESkILSRE. FHrEREe £, B—EA3E, KEHR
MER, X—-BEGEHRT, WEBXMMITRAGET, EFBNHELE R -KE
JEALRBEBUS A F, IBEERRIFE T, —BERXRATGASRESR, RABGEILMR
ERENNK, PESTHR, ANRKEAHERBIEET . - RIEIERE T E K
2, TEFEHETAMXLERTE. ) (SB-SI#15-TZ-AS-M, LL118-125)

PrimaryData039 in §6.2.2.1.2

Students like us should not only memorize, memorize sentences, but also ... need
to know what they really mean. So, | need to know more words, you know. | need o
know how to combine the words into sentences, you know. What's the use of
knowing many werds without knowing how to make sentences with them? You
should know how to turn them into sentences. (Bt R, RBALXRE, REMRE, 8,
W, WA, TRENEA ... LEMENIBLRK L. A sk? ((pauses and
smiles)id, BB L AAHNRE, REMER? KRR, BHQEZLREELRAK
WFEF, = oo R RMERZEBRISBETEEAE, fRMEELREN
FRFF. ) (SA-SI-#04-WY-HSM-F, LL337-341)

PrimaryData040 in §6.2.2.1.2

But my requirement is that they should not only be able to learn things by heart, but
can also make use of what they've learned. They need to know the meaning and
why it is used that way, Maybe I'm a bit more demanding. (B B INERE, 8/
TMAREEE TR, TEEMAES, OERHLAEB, SrAX4l, THERS &)
(SB-TI-#01-LXY, LL53-54)

PrimaryData041 in §6.2.2.1.2

We learned grammar in junior secondary school, But still there are some
grammatical aspects that | can’t remember. When we do the exercises, and
sometimes when the teacher explains, we can't fully comprehend the grammar. And
when ih use, we can't put the language knowledge into meaningful language use.

(LMPRVRRET, RALMY, RE, TIWET, BRENERETE, RE, T
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BEARA. MRS, FEHEREWD. VPR, RERARHERS. FeETEEE. RS, N
RprHEN A . ) (SA-SI-#02-LYH-HSM-F, LL22-24)

PrimaryData042 In §6.2.2.1.2

The teacher we had in junior secondary school, our English teacher. When we
learned Oxford English, the teacher only asked us to recite, to rote learning those
consonants and the things like that. | can't remember anything now. We never
learned to use those things. I've just started to use those things. After her
explanation of the text, the teacher would teach us how to read, and then gave us a
test to see how well we could recite. She didn't teach us how to use those things,
and we never learned to use them. She just talked, talked about those things in one
class until finally all of us could recite. Although we couid all recite the things in the
end, we don't know how to make those rote-learning things into meaningfut use,
that is, how to put them into meaningful use. (BREID, PEEMIAIL, WPRER
IR IR, FHABATLERDE]E, WA R L, FEARLERTE, B
EHPEEBRT, FHT, RENSAMLERE., KRR WHdmEA®T, &
EEEX-REAN T, WRBELH REHBTH. kM- 2RE[TREMLED,
RE, FIBELMEEBRETRT, T MEELR, MELALHW. )
(SB-S1-#16-RGQ-AS-M, LL.226-231)

PrimaryData043 in §6.2.2.1.2

If you want to leamn English well, you need to know phonetic symbols. (¥R &84,
LA ERR. ) (SA-SI-#03-WZ-HSM-F, L111)

PrimaryData044 in §6.2.2.1.2

The phonetic symbols, the phonetic symbols are very important. | think if you know
the phonetic symbols, then it's easier to remember words. If words can be easily
remembaered, then it can be extended to sentences. (Ftr, H iR EE((laughs)),
BEBEFGEST, BARFCT. £TF2, REXRIAENMDTFHAMMA. )
{SA-SIH#03-WZ-HSM-F, LL233-234)

PrimaryData045 inn§6.2.2.1.2

in the past, 1 just followed the teacher to read the words and expressions. When
reciting the text, { just memorized the text word by word, the way quite different from
foreigners who speak consistently with liaison. | expect to learn after our English
teacher, to read the words with liaison. ... Yes, | wish  couid speak with liaison and
reduction itke the way foreigners speak. It's OK if 1 can just sound like foreigners.
(B RBRFEM, ERA, E—RaTFEE. BRRZH, RBEEHE—8E
BRMHE, TEREF2RIIBEABFETHERRE. RRREZIMER. R B
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\_/_—Fﬂ
i, B4, RERE, BEBLMHE, A3, &L, RSERRIEA—
B, KEHIT. ) (SB-SI-#15-TZ-AS-M, LLB1-86)

PrimaryData046 in §6.2.2.1.2

For vocabulary learning, the most important thing is to know the phonetic symbols.
Once you know the phonetic symbols, it is easier to remember words. Usually if you
know the phonetics, you can remember the words more quickly, it's especially much
faster. it's almost the case that once you know the phonetic symbols, you can
pronounce the words. It's quite likely that some letters are always represented in the
same phonetic symbols. You can just thirk about how the word is pronounced, and
then you'll know how it can be written. There might be some words that you may not
encounter them before, but sometimes once you heard the word is pronounced, you
know at once its written form. In that way, you get familiar with the phonetic symbols,
(XA, XA BENRE, EERERER, RAEERMESTT, REHFL¥WURT. 2
HARHTFET. —BLSERNTRIASNER, HEEIBLER, LTHRETER, T,
e AR ENR RESEE, RERARE, REDR—NER ARRRBRAE,
BAERERENFE, R EBNMLRELE, FRNEEAET, FHAFERE
AR, ARF I RE - ERERMEX N A EANAELE, BESHFERAEIRT.)
(SB-Si-#16-RGQ-AS-M, LL65-69)

PrimaryData047 In §6.2.2.1.2

But | think there are quite a faw of students who may not know phonetic symbotls.
For me, | still can't recognize all the phonemes now. (1B &I H{5 7 L A TT BE SR 40
ARE BRBREAERILDERBIASL. ) (SV-GS-#04-F, LL162-163)

PrimaryData048 in §6.2.2.1.2

When | went to junior secondary school, | started going to some tutoring classes to
learn phonetic symbols. After that, | got to know some phonetic symbois. Since |
didn’t spend much time on English, | could only know some simple phonetic
symbols, words and sentences, Even till now, my knowledge of English is still at this
sort of lovel. (52 L#1R, FEMAR, IR, TALAHER 5 BRAEALE,
RERMERTT, ELRRIE, &85, BIBE X ((smies)). )
(SA-SI-#14-SXX-HSM-F, LL15-16)

PrimaryData049 in §6.2.2.1.2

We can't understand what foreigners are saying to us because they speak very fast
with the sort of pronunciation and liaison. We don't know anything about those
things. Actually, we know the sentence, but when a foreigner speaks, we get
puzzled and can’t make sense of it. (AR RTINS, HAEREARN, RER
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BREMTahl, EEA 48, BEBENBESAMEEARE. HEiX aF—HH
1, R —. T RA AN E 4B %. ) (SA-SIH03-WZ-HSM-F, LL132-134)

PrimaryData050 in §6.2.2.1.2

Well, to tell the truth, in the luxury hotels the opportunity of writing is pretty rare. in
the workplace, no guest will ask you to help him write an English word. The chances
of writing a word are pretty rare, although writing should be learned at school. ...
Usually we don't write. ... We don’t need to write words at all. (3, EQREIEHERE
SBEBSHIRD, RETEHMERTEARLEHERE -0, EFEMIe
£RAD, BR—EEEZ, BRIMN-ABATHEASARNT. RAEFASLEIXANH
. ) (SV-GS-#04-F, LL73-80)

PrimaryData051 in §6.2.2.1.2

Each time when we finished learning a unit, the teacher would give us a dictation. If
we made a mistake, the teacher would then ask us to write the correct forms of the
words or expressions ten times. We were then given another dictation, and then
repeated the writing and copying actions another ten times. The action would
continue repetitively. (BAR IR EN, — P RITLERUE, B, UBINERE,
MEHETHE, KRLRNE R, RETR AERSETLEBREZES, KBE
Fr B APP. ) (IT-GS-#086-F, LL128-131)

PrimaryData052 in §6.2.2.1.2

What the teacher requires us to do isn't that kind of questions that you need to
answer by yourself. it's the sort of things like copying words and texts. (I8ZfH
hARBRHECEE, FELDRERAFAN, PDBILZEMR., )
(SB-SI-#10-ZRJ-CNC-M, LL182-183)

PrimaryData053 in §6.2.2.1.2

1 simply ask them to copy the text, and the words and expressions, and yet they still

dislike doing these things. (R A P#RL, PPRE, MILIETE. )
(SB-TI-#01-LXY, L644)

PrimaryData054 in §6.2.2.1.2

Shouldn't your pronunciation be correct? (R &8 R, AH4#G? )
(SB-SI-#10-ZRJ-CNC-M, L132)

PrimaryData0565 in §6.2.2.1.2

Usually the way we learn English is to read more. It would be quite nice if we can do
more reading practice of words, phonological symbols, and things like that. (3¢ % &
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HiE, MABE, Sk, THEEFZEWN, BT T . ) (SA-SI-#13-ZS-TRSM-F,
LL73-75)

PrimaryData058 In §6.2.2.1.2

Anyway, | wish | could do more reading aloud practice. (& 1E, R2ZEE. )
(SA-SI-#12-HSQ-HSM-F, L45)

PrimaryData057 In §6.2.2.1.2

Now 1 think that reading aloud is important whether my orthoepic competence is
good or bad. Even though | may make mistakes, it doesn’t matter. In junior
secondary school, even if | know how to read, | dare not to read aloud. If | still
bshave the way as 1 did in junior secondary school, then I'll never be able to learn
English well. (REEBKERE, FEEFAITFEHAHEHR. |, RETHASE, AL
AR RR, BEXM. PASORREATY, RBEF—ACEHETSIE. )
(SC-S1#25-JY-TSM-F, LL75-78)

PrimaryData058 in §6.2.2.1.2

When back at home, | will read aloud. The teacher says that reading aloud is good
for our oral English improvement, go | do reading aloud, recitation and writing. (7£
R, KFEE. BMBKFENEBROBRTEL ReRkiE. #. 5. )
{SA-SI4#11-WS-HSM-F, 1.81)

PrimaryData059 in §6.2.2.1.2

Although we have given them a lot training, when they are face in face with
foreigners they still are not able toc communicate with them. There exists such a
problem. (S TR Z XA g, BERRXN—ISEAEHMBAN IR, hERR
AR, REFEHH—EEFE. ) (P-#02-F, LL183-184)

PrimaryData080 in §6.2.2.1.2

Because {n the luxury hotels, our guests are from various places of the world. Of
course it'd be much better if they are all Americans or Englishmen {(smiles)). ...
Right. If we have a Korean guest and when he asks for coffee, it'd be really bad if
we can't understand him {(smiles}). So it's really a contradictory issue. No matter
how well you've learned English at school, when the guests are hungry, for example,
our lrish guests, who have very strong accents, we can't understand many of the
words they say. ... We generally don't have many problems in our daity
communication in Engtish. After being in the workplace for a period of time, we
could understand what a customer tried to communicate with us. But still sometimes
there might be some misunderstandings. ... It's mainly due to the guest's accent.
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(RAEELEER, EAF—H, AR ER, LSAEEXEAMKEARIET—
Ro wooeoo 3, MRABZSEAME, MRUekMRR, REMAFTRE, BT LIS
RIRFEH—GHE. BRREXEOFE, SibN—00L, SERITEBANMRE
BN AR ZHOFFHE, BT B QRFEHETRES. o RERBNEF—B
Wi, AR AN, EREMEKT, WitirthRikl, B MHNR
FERER—EPGRE, - ERBBERFMEAE. ) (SV-GSH04-F, LL29-40)

PrimaryData061 in §6.2.2.1.2

Self-practice doesn't work. There are still some discrepancies between us and
foreigners. We still can’t distinguish what they are talking about when they speak.
(EBECEMMT, BRETEMBMARKETHEE, HEBBEHER N, FROFARH
KX AKTE. ) (SB-S#16-RGQ-AS-M LL161-162)

PrimaryData062 in §6.2.2.1.2

Once in face-to-face communication with the foreign teacher, | couldn’t understand
him. | couldn't understand what the foreign teacher was talking about. (—#& I 4} #,
WA HERSEMEMKET AN, B4 HIFFH. ) (SC-SI-4#17-GT-BE-F,
LL132-133)

PrimaryData063 In §6.2.2.1.2

But there still exists a problem for our students. Although our teachers have spent a
lot of time and effort in giving them English training, in vocational context, when they
really face foreigners, they still can't talk. There still exist such problems. ({22 H.17
R ERE — M A, BRAAVEIHE TIRES ML), 224bE IR,
LA TREMZAN VG, BRKN—F2SIEATIIBIIE @R, BERLEFHE, &%
SHEXHEM— A FABFE. ) (P#02-F, LL182-184)

PrimaryData064 In §6.2.2.1.2

I think now the most important thing is to learn English well. it is not just to learn it
well, you should also be able to use it. It won't be of any use if you just learn it
without being able to use it. (RME, WHUE, MEBREEFRE, 8T, FAE
FHf, BRENA, HRELTALNHBFIT. ) (SA-SIH#03-WZ-HSM-F,
LL209-210)

PrimaryData065 in §6.2.2.1.2

Still you need to use English more. What's the use of it if you can't put the language
learned into actual use even though you've leamed a lot? (&, BB, Rk
¥FMBLRBAE, EHFEEHAW. ) (SA-SI-H#04-WY-HSM-F, LL341-342)
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PrimaryData066 In §6.2.2.1.2

You should be able to comprehend and to use the language. You need to let others
understand what you're trying to say. If you just copy, know how to change the
tenses and things like that, it's true that you know how to change these things. The
key point is that you don’t understand what others are talking about. What on earth
is the use of the language you've iearned? ({R1GREVTHE. #RELE, HREBILARD
REMTHRIZRI R 4. HARE, HRHIE4A, %‘H’(&R%N@ XA, RET
MELELM, T4, &T. MAWAKUEE, FEWARH, Fitita ARTTE,
XA REEMW. )} (SA-SIH03-WZ-HSM-F, LL217-219)

PrimaryData067 in §6.2.2.1.2

Actually in students' future workplace, 'they don't need to do the sort of things, such
as doing exercises, those grammatical sort of things. What is really required is the
use of subject and predicate to form sentences, without making quite obvious
mistakes. For exampie, like the practice they have now, when they talk with
foreigners, even though they make mistakes, the foreigners can still understand
them. With time passing, they can generally communicate in English. (3L Sz {4}
WRBRERL, WAHE, BEPRR—LEH, HRN—L, BiE3igsata
B, AKX BHERE, REBRE, BERBHEGI, BRIEB/BESITBHIERR
H— A e AERSUT A, MREREK T, BRBKITT . ) (SB-TI-#06-PPP, LL83-87)

PrimaryData068 in §6.2.2.1.2

The other problem is that students can learn the dialogue by heart very fluently and
can role play the dialogue pretty well in the simulated situation. But when they really
in communication with foreigners, they can't put the language into effective use. (i
AR VIR TR b HH AT LR 03 TR B, 2 00y R 40— A S a0 i
fitrole piay, #W@AMIEWKLTF, I A-FRSIEARBERHR? ) (IP-#02-F,
LL186-188)

PrimaryData069 in §6.2.2.2

| think listening and speaking should be more important. To these senior secondary
vocational students, it depends more on their future vocational needs, the needs of
the vocational sectors, such as hotels, tourism. These vocational sectors have more
intaraction with foreigners. It is quite likely that these sectors have higher demands
on students’ listening and speaking skills, that is, students should be more skillful at
these skills. (ATRELL R L HIELRREWR YT, BHXMIRERERENS, RITFVH
FORMRAA RIBBIRY, RIEW, HHE, XEMERES ATTELRZ T,

HARTHERR 2 UEf 4= MU AU T B O ER R LM, ER RS REHMKEH. )
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(IP-#01-F, LL97-99)

PrimaryData070 in §6.2.2.2

I think that listening and speaking are more important. ... A majority of students will
work in hotel and restaurant service sectors. When serving cusiomers, students
simply need to understand what their customers are saying and conduct simpie
communication, which, | think, will be quite sufficient. (A5 TRV iRAEHEEE
B e REBBFERRAFZNRTRNERRFALRE —4&, ©BMNARRAENN
AHI AT RNR, BENVTHEXS T4, RERITHENTH, RESXHERET. )
(SA-TH#04-LMJ-07-F, LL238-242)

PrimaryData071 in §6.2.2.2

| think listening and speaking are the most important skills. To the air service
specialty students, listening and speaking are definitely the most important, You
need to be able to comprehend, but it won't be of any use if you can't speak in
£nglish. You should communicate with people. What's the use of language? Isn’t it
used for the sake of communication? (BB REREE. EEREWH, RIS
AHEBA, HMEBREFTERWARBREBEEN. Rel, FHERELEMRITE. E
BRFERESRBEEAS, WKRAFZRE. E5TH 40?7 FREARTHNA. )
(SB-SIH#15-TZ-AS-M, LL471-473)

PrimaryData072 in §6.2.2.2

First of all, you need to be able to comprehend. Listening should take at least 60%.
This is the most important skill. Because if you can’t understand, you don't know -
what or how to serve customers. Second, you need to be able to speak. Speaking is
definitely a more important part of skills. ... Listening and speaking are especially
important in luxury hotels. If you can communicate well with customers, or
communicate quite appropriately with guests, and if customers can reaily
understand you and are willing to communicate with you, then in the proéess of your
daily communication, you can have a better understanding of each other.
Sometimas customers would like to share with you some of their life stories. After
hearing his stories, then you fee! that you've becorme friends. Listening and
speaking skills are very helpful for job promotion. Well, if your English isn't good
enough, | believe no luxury hotel managers would like to choose a poor English
speaker. (B 507, W ZE/DEHEN60%. XTREFZEN, BAFRITAEETS
HEAEAREHARELM: BIAREE, B2, SHIARBEMRKE
Gro eeee REREREES, RNREBZEAHBR. B, RERENTFL FAHRRE
B, REBMR, WAPHENEPRIRLGH, £F-LRE, AR TH &,
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BAHRIBRE, BiEW, SEFERAEASERIMRR — 208/, RITsEZ B IR
K13, RIGABREMAERT ((smiles)). T BEFRBIX—HIL, RFRXHHLR,
3. BEARFEXAKFNE, BRAFEA - FKEEERZL0E, BFA2ER IR
XA MFEY. ) (SV-GS-#04-F, LL75-86)

PrimaryData073 in §6.2.2.2

Among the four skills, | think speaking is the most important. Take me as an
example, it's quite likely that my English proficiency, or my ability to take the test,
isn't better than students at school. But my spoken English is much better than them
because | often use English at work. It's quite likely that my grammatical
competence in taking the exam is not as good as those students, but my spoken
English is good as | use English every day. | think at present school education
should focus more on spoken English. Speaking skills should be more stressed. (Ur
HIEERMXSMEENTEENT, RAEHLTRBAEN, TRRAVEEKFE,
HrEEg, RUABHERTEXS, BREFEM RERNERZRRITERFE MR,
EROBHFETLE, HHEMRZMELBOEE BAZREEM. FELEPLERER,
HEfHE, BEELHNREHERAE THRSRFARR, BE—RMXHRE. £
FRREEDR. REREFX, FEMZRERGKRLZANOESTT, NEARERH. )
{SV-GS-#03-F, .L.128-132)

PrimaryData074 in §6.2.2.2

Relatively speaking, | think | will take reading and speaking as secondary
consideration. (EERRAR, RN KEMRSKELE. ) (MA-GS-#01-F, L144)

PrimaryData075 in §8.2.2.2

To tell you the truth, in the luxury hotels, the chances of using writing are quite rare.
When at work, no guest will ask us to help write a word. Such chances are pretty
narrow. ... Among the four skills, writing only takes a few percent or just more than
0%. Usually we are not required to write. (BARLFEERBEESHIBL, HSET
NN BEFEARLEGHRE MR RE, XEMNSERD. 5, B¥%

EENMESZ B ZERELWE, BiIT—RIWA THRASHXNE.) (SV-GS-#04-F,
LL73-77)

PrimaryData076 in §6.2.2.2

With regard to reading and writing, | should say that the enterprise doesn’t have
high demands on these skills. Speaking of reading, it's quite likely that our
vocational students can't reach the standard required by the workplace. So
relatively speaking, the requirement for reading and writing is not very high. (384 3t
FTEREFEEIER, Wi, XFOAWFRAFRHBHNER, By —BEH
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BISQIEXEHTEE, WHERMNPIEEREARE, WAACHE, B AT e 7T §eik
B HFERTER . ) (HZ-IP-#01-F, LL99-102)

PrimaryData077 in §6.2.2.2

In terms of reading and writing, the specialties in our school are mostly related with
hotel service. it's quite likely that student might work at the front desk in the future.
All they are required to do is to be able to read what others have written. Seldom will
they be required to write some simple sentences. (IERE, KILMBTERRIE SV
LS —Lk, MITATRMBENS, XEMFEETMEERMAN, NAGNRELIES
i, MEMET-LEHRARAT, INLEL. ) (SA-TIH#04-LMI, LL238-240)

PrimaryData078 in §6.2.2.2

| think the importance of skiils varies from specialty to specialty. It depends on
students' future job requirements. Generally speaking, service-sector-oriented
specialties may have higher requirements for listening and speaking skills whereas
for manufacturing-sector-oriented specialties students rarely have any opportunity
to use English. (LB ATREE R A FH S = B EERE K LLBA, WEBIX 50T 6E
ERE, FhaF RN FWEERER, —REVI MR, BRSEMAIE,
AR 2R RAE D E KB, BaF A THE, HUEAF &5,
AT FEBR IR A ARA A L. ) (IP-#02-F, LL77-80)

PrimaryData079 in §6.2.2.2

| think listening is more important to us. |'ve realized these days that listening is
especially important although the teacher has frained us on this aspect. ... | think
listening is fairly important and we should do more listening practice. (B8 Vr, K
HVEATE, REH[, BAFXHNBE, HZPERZT, F4A0RMHAH, BREZTH
g, LEWH, HEREAWHEEE, - RAEEBN EEE, NEZEWH. )
{SA-SIH#03-WZ-HSM-F, LL132-136)

PrimaryData080 in §6.22.2

| think {Istening is more useful, but I'm very poor at listening. (R iZR&E R, BREL
BT ((smiles)). ) (SB-S1-#09-2S-CNC-M, L51)

PrimaryData081 in §6.2.2.2

I think speaking is more important. For example, if you study well or if you have an
oppertunity to go abroad, and if you can understand what people are talking to you
and communicate with people in English, then it would be really nice. Anyway,
speaking is fairly important as you can communicate with people. (N iZBiHIE, ------
EAHBRIENE, WRREFNEISHASITRE RERRIT T, FSE, KSR
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WARESMS 4. RESRETUMARFRETR, BB, REREEES. T
FAWIE. ) (SA-SI-#11-WS-HSM-F, LL59-62)

PrimaryData082 in §6.2.2.2

Because companies now need people to be able to speak English. Spoken English
and things like communicating with foreigners, ... So speaking is more important.
(EAREA T HHEXFPIES, EFRG A, BABATXERTE., - i
Bith M EE. ) (SA-SI#01-SBR-BE-F, LL34-37)

PrimaryData083 in §6.2.2.2

But the main teaching method that our English teacher adopted was explaining the
text. For example, she might start with explaining a very short text about food or
about asking directions. Following that, it waé the dictation of the new words. We
were then asked to read and write repetitively. Finally, the teacher would explain the
exercises in the textbook, which were mainly multiple choice and fill-in the blank
axercises. ... We were mainly taught in such a way. (1B R BRI1HEE, BILBELIN
HEBNEEFALE, RTZEEW—FRX, —HRERENEX, EXHAEREN
HERRYT, EAREE - TXANBBNIZESEM, —TH, REFIE/L K
HIL, REMNES, RENOZE B BEBWHHRENIE, BRREMIE
CHERNTREIERBERBENRTE, - W, FERBXHEN--TRL )
(IT-GS-#05-F, LL36-41)

PrimaryData084 in §6.2.3.1.1

| think knowledge of the workplace is definitely helpful. in particular, that's why |
teach with more at ease, ]dst like the sort of fish in the water. Regarding the hotel
related specialty, | myseif have done a lot of situated experiential leaming, and |
know those things inside and out. I"'ve acquired the tour guide certificate, and have
worked as a tour guide. So when | teach, what i teach sounds very convincing to the
students, yeah. (BB AL, RHEE, RKAMBE, KIRFEREHBDE
BAR—GR, XMEIENTLREESLAE, BFETHHSKA, RREKTE
FE MERTEILFHIE, REWHTEA, FURREBMBI, KR4 4, MBI
HEAHEME D, M. ) (SC-TI-#03-DF, LL303-305)

PrimaryData085 In §6.2.3.1.1

There are about twenty of us, who took part in the training, and only about ten
obtained the certificate. ... | just couldn't understand the specialty knowledge taught.

(RIVFRET20ZAHWE, FIOMELERRAK, REHFT ., - EERKR
. ) (SB-TI-#01-LXY, LL321-323)
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PrimaryData086 in §6.2.3.1.1

There are some disconnections between school and work. For example, many of
our teachers graduate from English education major. The knowledge we ieamed at
the university was mostly concerned with teaching methodology, educational
psychology and so on. As English teachers, we know little about those vocationat
specialties. Only when we started teaching, did we begin to read specialty-related
books. In our English teaching, it's quite likely that we encounter certain
specialty-related knowledge, and our knowledge is fairly inadequate when
vocational knowledge is concerned. The chances for us to go outside the schooi
and to go to the workplace for vocational practice are pretty rare. We are completely
at a loss conceming what kind of workers the industry requires, what English
language competences workers need to possess, and on what aspects of language
competences they need to improve. (A frEfHL Yy, thinis, RBMOBEEMIE,
BIEHE Ty, MOVFAFTTRAZEMEHZEER., LRZXHFIA, RAT
Zimat Wik GRS TH, EERIETHEZER, RIFAHRRKIE,
SEF-BXHNETLE, 88 R B AEEES WL EMERE. AT
g, BABRMNALFEREERTUHMRBRN — LTk, EBHRIZGEHER R,
MEF —BE RO R T, BATZHEX A HKA — 8Kk, RN E X,
Bk EEMNS. EEIPNSBERLD, MUMRESLRESTAKHA, KLE
FEIGEFT M TBEMLEEE ), FEWLE LRRE, XRNMTRFTLRLEBIRE. )
(SA-TI-#04-LMJ, LL204-211) '

PrimaryData087 in §6.2.3.1.1

After all, our job is to serve students, and students will in turn serve industries and
society. Since we don't know industries, our teaching can't be workplace-oriented.
But if we know the workplace requirements, we can then teach them words and
sentences related to their workplace needs. Actually, how much English that they
can really make use of in their working environment we don't know. Ws might have
taught them quite a lot of knowledge, which they can hardly make use of at
workplace. Whereas what is really required in the workplace, we teachers don't
know how to feach them. So | think industries should let us teachers go into the
enterprise and have a better understanding of our students’ future work
environment. This is especlally beneficial to our students’ English learning. (B4
fIERRHFEMRSE, FLERRKEALVRE, HHESREN, BRIOIEGX LAWK
ARIBTHR, FFURMEKSFOMIZRIIM B OMENT R, BRI LUREA
SRPHAAR, HESiheia, MAMOT, AREGTERNRERREA LD, F-&
ARERNSTRS, MNTEFELREAALED, MRNTENRIIZMENy
MR HEA M), FRAEEX AN ZR I, RIS TR XA 0
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dby £2 THE—T MR THEEFMRIRE, XHEXPRENEDR, REAHNFL
Ak, ) (SA-TIH04-LMJ, LL214-220)

PrimaryData088 in §6.2.3.1.1

You see there are now some new specialties, many new specialties, such as trail
service and air service, in our school. We teachers actually .... You see the -
underground railway system has not been built up in the city. We don't know what
service our future underground system will need. We can only teach them some
simple routine service English, such as selling tickets. But there are other things,
such as equipment, and we don't know the names of the aquipment in English. If we
can go for vocational practice in the companies, and if those companies are really
willing to provide us an opportunity, how to say, if they really welcome us to leam in
the enterprise, then we can have a batter understanding of the companies. Actually
many companies just make do with our site-visiting. When we go to a workplace,
people in the companies just show us around the workplace. All right. That's all for
the site-visiting. So sometimaes the school can do nothing about the site-visiting. Itis
a social issue, anyway. (R MRERMNAEN T LCREL . FIFOE L, Shek.
TR, ROZEWHEE, REETRERKORERA, RITKEMH KD
CEREELAHNBSE, TTEEREREN, TAREMXEARNTUEM, RARERH
THEEEH —SREMEARE, RIMBARMTE. WRBRIMESELXA DI
B RATTLAR SRR A, Badk, RARERILERDERLEN, SREA
A A1t h TREAT RN, X THRNES. TTRET, ~WITT, BT, 3t
XN, FUTERRFZENREREME MR- AHESEE, RE. )
{SA-TI#04-LMJ, LL.228-235)

PrimaryData089 in §6.2.3.1.2

| wish teachers could pay more attention to those students with poor Engilish
foundation, and, | don't know how to put it in words, cultivate their English leaming
interest, (M2 A BEMBIIMEE XERXT —LEMEN L., BARE REBHEFE—
TABAIIR X, ) (IT-GS5#06-F, LL162-163)

PrimaryData080 in §68.2. 3.1.2

With regard to teaching, | think that if teachers could teach more systenmatically or
are \Mlling to listen to each individual student's opinion or things like that, then each
student would have a good starting point, yeah .1 expect that teachers couid teach
more systematically. For example, if you missed a lesson, then the teacher could
give you somg more extra explanation to help you make up the lésson. in that way,
you could be mors intergst in your English study. If you have missed a couple of
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lessons and the teacher continued with her explanation, then you wouldn't be able
to follow the teacher. Gradually, you would lose your learning interest in English,
yeah, (REBHEMRBEFRERSEHEE, KLEIMERBRMEREL —S)L, SUFRK
Rpmia e, REWWEBANEENELN, HRELELH, MEGNFEH
B NER¥EIMMA A, B, - REEMBRREYGE — A, KELLMBBRRIDEY
R, B THAREE, EMEHMMARNINH, SR — L, BRRES R
h—, WRLEH#IMETEF— AL, MRRFHFILERBA LT, RELZMER
W REASEHVTAE, REERERAN, XN RERRET BREIGE, W, )
{MA-GS-#02-M, LL163-174)

PrimaryData081 in §6.2.3.1.2

To those students who would like to cooperate with you, they prefer to have some
question-and-answer activities in class, eh, some group activities, more interaction
with situations, those created situations, and more games. They really like to get
involved in the activities. (8K T — L] LAAERSIRRIC & RU 4ok H0E, b, LLBIR
—8iflE FRRE, ], SRENEREY, —BEE), ABER HEER, &
H—LEERIT, --i5E), hMEREMETN. ) (SC-TI-#02-WJ, LL124-126)

PrimaryData082 in §6.2.3.1.2

| expect that we could have more spoken English practice, situational practices and
the things like that, so that we can apply what we've learned to practical use. (£ %
WMMRE—LOBNES T, HREIBTLH, GRFUSA. ) (T-GS-#05-F,
LL111-112)

PrimaryData093 in §6.2.3.1.2

T: Nextone. I'm going to have some friends over for dinner. Ok. Here in this

senience there is a phrase. We can treat it as a phrase; have some friends over for
dinner, which means to invite some friends for a dinner together. Eh, OK. Thal's
right. Suppose we have some friends sharing a room in a dorm, what are the friends
calied? (iIX P %FF —MEiE, TUBERE—/EEM, have some friends over for
dinner, #iR, —RPRAE—KL. RER. & XNT. BFT. mRik, B0, 9,
X PTEBNBER, BRM2EE? )

LL: Roommates.

T: Eh, that's right. Then when we want to say X— M EEMERE - RERRT
([Bts T . ;ﬂ!&‘ﬁ’]l ﬁ*%ﬁimiﬁﬁmﬁﬂﬁuﬂ? )

T & LL: 'm going to have some roommates over for dinner.

T: Eh, all right. Then what about your classmates? (i€, #7 7. BRIIE¥E—ER
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BRI )

LL: I'm going to have some classmates over for dinner.
T: Classmates.

LL: Classmates.

T: Over for dinner. Ah, all right. Now there's a new organization. It's called '3} 22 ',

isn'tit? These're somebody's '#3£¢'. Ali right. Let's get some "#1#’ for a get together.
What is ¥4 called? (#d. 77, MRAELH - MFXEAHA, Wit+4? HEE, &
AR? X, RS, T, R—SRERR B0, BLHdokE?)

LL: Fans.

T: Fans. Ah, now make up a sentence. (Mg, #IE. )
LL: I'm going to have some fans over for dinner.

T: Fans over for dinner. Ok, very good. {($#£4f. )
{SC-CO+#07-TSM2)

PrimaryData084 in §6.2. 3.1.2

T: NOW, let's look at the conversation. Hello, Mary! Merry Christmas! Merry
Christmas! What's meaning?

LL: ZEWHER!?

T. EtR5K! Ok. Merry Christmas. Ok. Then what about if | want to say 'SEWRF'?
(HSdn SR i B EEARRWR T )

LL: Happy New Year!

T: Happy New Year. Ok. Then what about '# 355, which we have learned in
junior secondary education? (FBUARTEAIM P L, FHREREMTAT?)

LL: Happy Spring Festivall

T: Happy Spring Festivall OK. | remember in 2009 Spring Festival, Da Shan, the
one who played in the cross-logue program ~ the Five Senses Arguing for Their
Share of Contribution. He'spoke of "#F R 5! ', but he did not say ‘Happy Spring
Festival | ' What did he say? Chinese New Year! Yes, it also maans '‘TF¥ iR 5. He
;dldn't say ‘Happy Spring Festival! ', which means also ‘ZF ¥ #5k’. OK, when you
hear these words, what would you say? How would you answer? (¥, BRiCBESE
X AERE, BARL, RREREALESINEE, ©RET 4 FHRE it
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¥ S Happy Spring Festival! 892147 Chinese New Year. Happy Chinese
New Year! &, tHAFWIR S ((writes on the blackboard))! Ok. H{RITRXHEY
GRET R, RRZRT A NiZEAKEE?)

LL: Thank you. The same {o you.

T: Eh, Thank you. The same to you. ({The teacher writes on the blackboard))
(SC-CO-#07-TSM2)

PrimaryData085 in §6.2.3.1.2

The skill transfer Is a thorny problem, ... To deal with the issue of skill transfer, we
provide opportunities for students to go to companies for vocational practice for a
week after a period of leaming at school. Then they come back to schoof to study,
and then go to the workplace for practice again. We did school learning and
vocational practice alternatively when we taught trade and commerce spoken
English. For example, after | taught the lesson, | might give students some
assignment, such as receiving a foreigh guest or selling clothes or doing other
things, using the knowledge we've learned. Then we asked students o do a
reflection of the situated context. They were then asked to apply it to actual use, and
we teachers also go to the workplace. To answer the problems encountered in the
process of practical learning, we gave them more intenslve training, that is, more
intensive training on certain aspects so that their knowledge can be transferred into
skills. | think the main focus of our skill training should be listening and speaking. (£
REE MR- RRAIES. ... AR EE, BalEib$E, REEES—
BETUERESWEI A, TTLUEFLX, H%3, AEHED. IETFRD
AN BRNEPEEXH A OFEHOM R, MRRXE, RRRRTEMET HFL,
RIXAET XA, BAARKR L IRA XSS — M EARE R FHER R —
MNMERR, THUREB G 2T, 587 LU RICEIRE a1 R4 — 1 i,
EREM—ARE, RERE—NIEERIMOR, RERINZIMT XMW, 5
TSR X RSP HAN B, B hERNGR R RREDNERLESH
B, REATCHBRERXMEE, BIEMREA/TRERIHEE, #L
WA I A A VigR. ) (IP-#02-F, LL190-201)

PrimaryData086 In §6.2.3.1.2

At present, students basically hide behind when they see foreign customers. Before
we do the situated workplace training, it was usually the team leader who moved
forward to greet customers. The other employees would just stay behind. Now after
the situated workplace tralning, students are able to step forward to greet customers,
and ask what they would like to order. The team leader only comes out when they
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have difficuities in communicating with customers. t think students now are at least
not afrald of communicating in English. In the past, when they saw foreigners they
were afraid of making greetings. Even such simple things as ‘hello’, they dare not
use to greet foreigners. After such situated training, the effects are quite obvious
and the entemprise has also provided us with positive feedback. (JX 2F4IE, E
REMER, ZOBHIEFEARTUS, F2UEFHET, UAHREKL, th—
BIEARMEEESE, NEES EHSLEBT, mRBEELMT EXITITHR, 14
B AR, RFHRSN, HEHLEKUETAXEFR. BREEOBEHRT.
AEUN—FHEAN, BREHEREMRNORHelloX LRI, M, HE
fbRER T #ABER, REXFISGTRIARLERELS N, XPHHANRMAERE. )
(IP-#02-F, LL202-207)

PrimaryData097 in §6.2.3.1.2

T: ... Now let's do vocabulary dictation. OK, I'll ask a few students to come to the
blackboard. Any volunteers? If you put up your hand, please make sure that you
can write them all correct. (W B /LANRHE. BT, RAANMEE. B¥EFHRE? &
FERLRMBEXE, ) (SB-CO-#04-CNC5)

PrimaryData098 in §6.2.3.1.2

Actually, | wish | could teach students more grammar aithough in my class | shoulid
focus more on oral English. But | always think that they don't seem to understand
the grammar. So sometimes | try to teach them more grammar, explain more
grammatical knowledge so that students can consolidate their grammatical
knowledge. Otherwise, I'm afraid that they can’t catch up with the textbook currently
used in our class. That's what ['ve been thinking about. So sometimes | try to spend
more time on grammar in my class. ... But | think teaching those
(manufacturing-specialty-oriented) students English clauses, teaching them clauses
ts more difficult than going to the moon. (X[ JIBRREBR BT ELES —
A, RENZMETRES —&A. BEEREEAGIIFREFRRED, FUREN
FRAEHICEERPUEFL — K, BE-FJL, BLANERE-K BERR, Ak
TR LiXE . RMIXAKN, FUFRRESERBEHK, BiH. ... BRAR
HRBEENDF, S4biINR, BE—WERRELERTE. ) (SB-TIH01-LXY,
LL529-540)

PrimaryData089 in §6.2.3.1.2

T: Please read after me according to the phonological symbols. (ER B3R B EHRIE
—if. } ...

T: Eh, let's read it again. ("8, FHiE—i#. }...
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T: OK. Let's turn back to Page 27. There are a few phrases in the vocabulary part.
Turn back to Page 27. Please read after me. (7, XFILTHIEIX. FHIRBITLH
JUAMAImE, BHEIR27 7, HRRIE—ERS. )

(SA-CO-#01-TRSM4)

PrimaryData100 In §6.2.3.2.1

So in our teaching, | think the ‘layered teaching’ is very important. With respect to
different students, we should use different textbooks and adopt different teaching
methods. We should also set up different requirements for different students,
especially for those poor English learners. If the requirements are too demanding,
then they will make no sense to the learners. They will think that it is too demanding
for them to reach. (FTLLE R, WTRERMNEBF NS, IMBREREFEE,
R FARMEE, BRIOBNZATRNEHARGHEE, REHEUFRKER,
¥HENE—HSREMLLRZNSE, MRBRTURMERTEREIXEAKR, 15T
THREAR AT E, FAREET. ) (IP-#02-F, LL85-88)

PrimaryData101 In §6.2.3.2.1

Teachers should adopt some effective measures and methods. They should stop
the way of asking students to rote learning new words and things like that. (#})= 2
Bk —8aR. Ak BREFAEFE SEEZHREWEHAR. ) (IT-GS-#05-F,
LL110-111)

PrimaryData102 in §6.2.3.2.1

| wish teachers’ teaching wouldn't be too rigid. | wish the class could be more lively
and the textbook learning could be associated with some interesting stories.
({(makes a noise with her mouthEH#HR, FTEREAIEE, BEEER, RE. B, 6
Bt EANEE, REESRI 2 %I ((makes a noise with her mouth)). )
(SA-SI-#13-Z8-TRSM-F, LL1049-1086)

PrimaryData103 in §6.2.3.2.1

We also expect teachers to be able to create animate learning atmosphere in their
class so that we can have more interest in learning. (B —&Jf, TEWERKR,
LRFANR, BABR R AFEKRAN, M8, RIMEEEFNRES, )
(SB-SI1-#09-ZS-CNC-M, LL153-154)

PrimaryData104 in §6.2.3.2.1

I: ... | noticed that each time in your lesson you would start with Everyday English.
(B\ G LRI R 3% — 1 Everyday English.)
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T: That's right. (X% Xt. )

I: The materials are not included in the textbook, but are developed by yourself.

Right? (R2FBEK, TEHMERN,. BAT)

T: Yeah, | try to find some suitable materials for students. Sometimes | read the
English Hope magazine. After reading the magazine, V'd like to add something to
the textbook. Every day | would encourage my students to speak English for five or
six minutes. | give them some sentence patterns and phrases, ask them to learn
them by heart, and practice them with their partners. I've been teaching teaching
them in this way. (AR, HEANGRAMEMT A (FEREY T, TFRE.
RERE, FRrARBERBEEEN. BEXRE, ANIASH, BRibfbNAsgx
i, REHAMINAJUEET, M98 7, bW TR, RERLCREE, Rixkt
. )

I: Have you been using the method since the beginning of the school term? (B X/
ik, MIFIBAZRH —HIBRFIXEHME? )

T: Yeah. | think the textbook should be supplemented with something. Something
needs to be added to the textbook. I've been doing this in my teaching. ("8, Xf. #
RERRAHMIE, RENZBTHAE, TTRREAME? RXHEFE. )

(SC-TI-#03-DF, LL191-201)

PrimaryData105 in §6.2.3.2.1

Sometimes | taught them some English songs, once or twice a month. | choose

- those songs which are easy and can enhance their learning interest. Seven or eight
songs in one semester. Within the four-month long semester, | can teach them
more than one song a month. (B &, FHRRBBNEMAIE — LA, RE—F
AW, 8F~—K, BRK, SA0I8300HKi. RENK —REMer i, R51h
I EBIGBAIVTFD, BHL, GHEAN7. SEIE, R—¥WMBT. — ¥ BH
i, RERANS, MR- ARE—YES. ) (SA-TI-H#05-ZN, LL67-70)

PrimaryData106 in §6.2.3.2.1

The seating arrangement in my English class is different from their usual seating
arrangement. In my English class, as long as they don't talk nonsense with sach
other, they can sit with whoever that can help with their English leaming. ... |
generally respect the students’ choice, but still | need to monitor a bit. (B £, R
fir, Fof RSB ERRBABAET—H. LEFREE, EABBBRTRRA

B4, RARRRIE, MERTHEE. - EX LREERNHER, BERSB
R —TF. ) (SC-COH#07-TSM2, LL216-217)
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PrimaryData107 in §6.2.3.2.1

For exampie, we usually talked about layered or tiered teaching before. To me, | ask
them to form one-on-one partnership. | tell them now that our country stress
afflliated responsibility, we can also form affiliated responsibility in our study. If your
psriner can't understand what we've learned, then both of you will get punished. Eh,
this has been working pretty well. Those students who didn’t like to follow the
teacher can now learn with the help of their classmates. (Bt , HCIMELLAT, @8 iR
SRREEL, BHEBERE, REERRILANEE —F—((aughs)), —#H—. R
HRERRABREFRET 4, RNEILERRET. FRKLBERIS, BRBIRMA
—E¥. &, BEEF, REM—LJLBARFE, REXHEREESESR, BibE
HFET. ) (SC-CO-#07-TSM2, LL029-212)

PrimaryData108 in §6.2.3.2.1

{'ve created an ABCD method. For instance, in a sentence, the chunks of A, B and
C are fixed while the chunk D is for substitution. You can substituts it with the things
you like, such as adverbial of time, adverbial of place, people or predicate verbs.
Basically it's the substitution of sentence patiems. ... The ABCD method can also
be used in English-Chinese translation. For example, I'm now teaching a class, the
students of which are going to enter higher vocational education. The students
sometimes just do the sentence translation according to the sentence order. | tell
them that if they divide the sentence into A, B, C and D chunks, then they can do it
accordingly. When we were at Year 1 at primary school, we did the sort of
reordering exercise. So I've used the method to teach them translation. it's been
used for some time and | think the effects are pretty good. Through the sort of
practice, students gradually have regained their self-confidence. (R B 2% T — 1
ABCD¥:., BE, XTI, XABC=HREBEN, WDATLAMHER. MRALRIE
REMEAT. BER, BAEE EEEEREE2? i, FERES. RE
Hhmw. AW, sERIREDE, REFT —S9ET, REE. AW, #
BRI, MRERRILIFMFE, LW, QRERERY, FEFORK, M2
M EAHEIE, BIRGTLEERNREITD, HBABCDER. FEBER/NEM,
hE—EZAREBNMBAHE LT REEXMTAAHEEREERNGRTE, XTET
USEL BT K. RIBMBIK T REEX MR BTN, KA, RiEMN
BB B{ET . ) (SC-TI-#03-DF, LL168-174)

PrimaryData108 In §6.2.3.2.1

| call the method - matrix method. The reason | name it matrix method is that in
doing vocabulary learning, we can list the synonyms vertically, such as Aarm, hurt
and so on. In this way, when you think of a word, you can think of its synonyms,
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which have similar meaning. Horizontally, you can remember such words as care,
carelul, carefully and so on. In this way, it's easy to master the language points. And
if | can think of ane word, then | can remember a list of words vertically and
horizontally. So in this way, | can associate words in a most efficient and effective
way. (BRERMBCMZXD, RBEHE(laughs)). RBXPEEE RERE, ES
AR R REHER, TATAT LB R MBI E, B X A harm, &F B4
hurt, RREXLIEUE, RATLIEHFS, BAR? REXFEMNIE, RABRE—E,
RARTHR—B, BRRBEDE . HEAIRILM, A care, careful, carefully,
carefulness fH4f, Xi, BiFHHEM, XHFENE, QRARBROIEEFEEL? W
BiR, BREEREE & RMAESRL 8K, XESRBELIHEA(0aps)). )
(SC-TI-#03-DF, L. 186-192)

PrimaryData110 in §6.2.3.2.1

Eh, we expect teachers to have more interaction, more interaction with students.
Teachers shouldn't just give the rigid explanation of those texts, vocabulary and
things like that. Teachers should stimulate students’ leaming interest. If teachers
can tell students some stories related with the texts, then students will be more
interested in listening to the teacher. Once students have the leaming interest, they
would like to listen to the teacher. (8, EMMMRLEHS), RESRFELEF), HKiE
FEENFERBOHBLRL, #4400 4KN. FHRELLRZITEGTNGE, B
MK AR 28, MEFXRKEFEF 48, GRZH-HMTIAN, BHERFRR
0 A, AhE N EEFE Y. ) (SB-SI#16-RGQ-AS-M, LL86-89)

PrimaryData111 in §6.2.3.2.1

| think the interaction, the interaction can help me understand things faster.
Because unlike Chinese — our mother tongus, English is very complicated. Its
various forms of grammar are really difficult. | expect teachers can give us some
life-related examples and occasionally do some interactive games with us. This can
help us remember things faster. (KR E3), BETFSLERE, BCOBMEEHR—
L, RAFEMREIEEFIEM, MUFHRRRLEER REEEESLR
A, BRSO —FET. BRBRNE—SEIDHR, CHEHR. )
(SC-SI#21-SHY-TSM-M, LL49-51)

PrimaryData112 in §6.2.3.2.1

It's quite nice to do some games. ... For example, eh, the guessing games. ... Or
the games about English speiling, such as word chain. Very Interesting. ({8 8 {4k
BB, REREFH, - bt R R R —B e kiR, - RERE, MRIER
FHGHE, BMEE, BRI, BEA EB M. ) (SA-SI#03-WZ-HSM-F, LL158-162)

41G



PrimaryData113 in §6.2.3.2.1

| expect to have dialogue practices or the sort of English games. ... Let me see. For
example, the teacher speaks the first half of a sentence and students continue with
the latter half of the sentence. ... (331% & & M4 4 ZEWFRRM, 28K sl
—48((nolse from the playground))tb B ZIMR AT LT T, BEIFEEEFEA. )
(SB-SI-#05-LL-MDM-M, LL78-82)

PrimaryData114 in §6.2.3.2.1

Teachers, in particular excellent teachers, can use whatever methods to have
students highly involved into classroom teaching. The involvement is not just simply
the participation of some activities but the focused attention on teachers. In the
process of teachers' classroom teaching, students can concentrate their attention
on teachers. The attention of students is centered on teachers’ classroom teaching
so that they can get completely immerged into the classroom teaching. This is, of
course, an ideal sort of teaching. (M4 N ZRAFIEN, FAEMRAMST2HEAH
% BARGERERMN—RRTRER CHFELEES5HEER XIMS5ETERIME
& 55— gz, RRAMAAEREZT, MEXN ZIPENR R LG AMTREYED,
MEE RS KO LR Y, REMBE K —MREE—EZMREHS,
MEEXEEN, BaXPREEHFH—F. ) (IP#01-F, LL165-168)

PrimaryData115 In §6.2.3.2.1

Since last year, we have implemented the stratified ability-based teaching in some
speclalties, such as cooking and hotel specialties, according to students’ entry
English scores and the oral and written test given by our own school. We then
divided students into three ability levels. To those relatively high-ability students, we
designed some operational situational dialogues to improve their listening and
speaking skills. A large majority of students could catch up with the course. To
those mid-ability students, we tried to simplify the textbooks and incorporated some
teaching contents that they were willing to learn. Eh, to those low-ability students,
who showed no interest at all in English or who had a headache upon reading
English, we tried to use interest enhancement teaching methods to design some
simple games, cards or rhymes. We just designed some simple things for them to
learn. The stratified ability-based teaching has been experimented for nearly a year
in our school, and we can see that students of different levels have improved and
benefited from tlje layered teaching. So we think that the stratified tieredftayered
teaching is rather practical at vocational senior secondary schools. (B 3R I EE
FroRwe, fE—SEk, EXE. WETWRTT 4E8%, REBFENFEN RN
BNERACHAMERNONE, SERZER, RNSE=E/1BR £, #ix
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EREREF AR, ), RITEHZPHRT LIS BBE &, W, TTREERR-—L&
WS EH, RERMEENWRED, KBSEEMER L, PEBREER, &
IR ZREHRBLMBTAL—L, ShEHRESANN—LRE, BREBSTERS
BNXFEETER. 18, BE—RJUERNEER, hIIMETURNEEES -
MABERRE, RSB EE AL, 5 LA BAZ 0 R B MR,
WL PR, X R A, RERE RG], Sbs— RGO
TiXfer), MARE, EFHRMNRE, bMEHRR. HPRE 28 XARI—FT.
REBRMNERERBEEMLAEL, 2AMBRNFE, ERAZOBASBELE, 5
FriRm, MAMREK FUBMNRBEITERFEREBRIAN, ERLFR. )
(SA-TI-#04-LMJ, LLBY-09)

PrimaryData118 in §6.2.3.2.1

| have to force them all day every day. You know, if they don't do their homework,
then nobody in the class is allowed to go home after school. All the class should
stay at school to finish their homework. (RAFEMAIH. RAER, RE/ELSY,
B, WEAREE, REXILE. )(SB-TI#01-LXY, LL109-111)

PrimaryData117 in §6.2.3.2.1

Students don't take in any knowledge. They don't take in anything unless | force

them. If they can't recite the text that we have learned, they aren't allowed to go

back home the next day. This immediately takas into effect. They can recite the text
at once, and they can racite it. You have to treat them this way. Only when they are
treated this way, are they able o recite. They're the sor of students who can move
one step forward when you push them. ... ({68, FEBEmE#E, TEREEIL, BRIER
A, XERESRRE TR, BRBEERIGE. RIXBRITE, B ETRSERY
R, FHEAEH WBXAK, FRE, METE—TE—EREHEE - ) (ibid.)

PrimaryData118 in §6.2.3.2.1

T: ... Now look at this sentence (M4 i3 )i%), Elephants are the biggest animais
living on land. What does this sentence mean? ({+4 &EM? )

T&LL: K& - - B XMz, FEIEFER, living on land, A5 & AM5)
%.

T BARIEY.
{SB-CO-#04-WL-CNCS)

PrimaryData119 in §6.2.3.2.1

T: ... The first sentence. (8 —#Ji%. ) First sentence. L3.
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L3: Read Jimmy's card to me please, Penny 4/RIBE RABHE K LTI,

T: OK, sit down. Ok, read, read. The word in Chinese is  “i#’. OK. It also has the
meaning as in ‘reading a book'. In this senience it means to read postcards. ‘2% 2k
HIRAfE A SR BT —IF, %R (OK, sitdown. 28F. OK, % THl, Read, readiXx/
7, % e, SHENEE 549, ELEREUEANER, REXNBEEAS
KR —-Nr, B2E, W.)

(SB-CO-#01-AS1-F)

PrimaryData120 in §6.2.3.2.1

T. ... No.3. Do you often take activities that are bad to your health? Bad. What's the
meaning? Bad. What does the word 'bad’ mean? (G4 --4 %15, bad B4
B?)

L. H¥A.
T:'HRE/HY, what else does it mean? (F®H, EHA?)
L 476y, '

T:'"ANEFRD, B . ' Then, what does the sentence mean? (A U161, Bil. BE4ix4)
BN A HEE? )

L: #REH SN RGN IFIIEE) 47

‘T: ‘Take’ means ‘&', ‘activities’ means ‘W53, Then, what about the last word
‘health’? What does the whole sentence mean? L23. (&0, activities, 153). /)5
W? s —4, health, XA FERFRS L7 L23)

L23: B EB M IR R FHEE4 7

T: Ok. Sit down, please. Very good. Do you often take activities that are bad to your
health? (IFHLF, KEXLH S M FERITHKESFA? )

LL: No.

T: No. Excellent. You are all good students. I'm very glad to hear that you can all
answer the questions. (B4F 7., KERRIEFE, WRAKHEMIE, KFKXENEZ,
REXH. )

(SA-CO-#09-HSM1)

PrimaryData121 in §6.2.3.2.1

T: Please open your book and turn to page ... Look at the vocabulary part. As usual,
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we first look at the words on Page 27. The first part. The phonetic symbols are on
Page 120. Let's look at the phonstic symbols. | give you 30 seconds to get yourself
familiar with the phonstic symbols. The first six words on Page 120 should be
mastered in this lesson. | give you 30 seconds. Now try to read these words by
yourself .... OK. Stop here. Ok, stop here. Now read the phonetic symbols after me.
You're poor at phonetic symbols. Please read the phonetic symbols after me. (K&
SIEBEE. XA PR S, RREGIRILTALESE, 27T, B—HE, BN
EARE12001. KEAEFEFR, HRFLMSHHNE B BB XA FHES. 120 15
BMPABRINZITREREN. H¥08h, BOABFE—TM. ... BT, Bix/L.
HRIRBEFFRE— T, KFEFRREH, PRAkMETFE 8. )
(SA-CO-#01-WJ-TRSM4)

PrimaryData122 in §6.2.3.2.1

T. B. Answer the following questions. The first one, L1. Are rich persons
successful? {Initiation)

L1: No. (Response)
T: No, they aren't. (Feedback)
(SC-CO-#08-YHY-BE1)

T: ... Now let's look at the first sentence in the text, the first sentence. There is a

new word. (initiation) (-~ MAFE— T E—if, ¥—qiF, XKEH - #iFE. (The
teacher wrote the word "biggest” on the board.))

LL: The biggest. (B KX#. ) (Response)

T: The biggest. (Feedback) Then what's its original form? (Initiation) (B K. &8
REAMAT)

LL: Big. (Response)

T: Eh, big. (Feedback) Then what form is this? (Initiation) (& £ E#H 4 B ?
(Referring to the word on the board.))

LL: The supertative form. (Response) (B &% . )
T: The superlative form. (Feedback) (B #%. )

(SB-CO-#04-WL-CNC5)

PrimaryData123 in §6.2.3.2.1

Relatively speaking, the mode of instruction is stifl unsatisfactory. There still exists
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the traditional teacher-centered teaching. Teachers just talks throughout the class
while ignoring students’ feedback. At present, there still exist a substantial number
of teachers. (LB ATRARMIAR, 7[R RAEHOVMH, LIEBWMAPLOH, L. B
MELEIRZEY, RERATEENXIN R, XHEMAMREERFEN, MA
MiZRERE RS, ) (IP-#01-F, LL169-171)

PrimaryData124 in §6.2.3.2.2

i still think that the language learning environment is essential. It would be better if
we can always use English. If the environment is good, then we don't need to learn
English very systematically. (%8, TREMBARXMOIEFSE, BIFHARRRKE
A4l FHEWIFAME, ARBEAFABELRLERST . ) (SA-SI-H#03-WZ-HSM-F,
LL74-75)

PrimaryData125 in §6.2.3.2.2

That English teacher teaches in a more flexible way. She doesn’t teach solely after
the textbook. She seldom read after her textbook. From the beginning of her class,
she communicates with students in English. If students can’t understand her, then
the teacher will use other simple English, and will speak slowly. Only when students
completely can't understand her in English, will she begin to use Chinese. (#AJ5 34~
ZIMVFRRIERE— A, MERNBA RSB LY, REROEY, WRR
A, WM ERFMG, EAMER LR -HUE RAXE, RELTEERINE.
ERRR-FEERETR, —RARFGER, RENRERWAERE, ZWA T
WHAWE. ) (SC-SI#17-GT-BE-F, LLL177-182)

PrimaryData126 In §6.2.3.2.2

T: And this Is a pillow. Pillow, pillow. Look, he’s messy. What should we say to him?
(RBEFME-CAME, RZBR4?)

LL: Make up your bed.
T: OK. Very good. (FE&ELF. )

T: Then this is a lazy lady. The dressing table is very dirty, so we can say? (/51X
MR~ lazy lady®] BATRMERES LR, BILLRMTA? )

LL: That's a dirty dressing table.

T: Ok.

T: ... OK. Now, let's ask students to come to the front to role play the dialogue. It's

»
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the Spring Festival, with fire crackers outside. People are wearing new clothes. Two
friends have just met. What should they say? Ok. L11, ({F T, A3, #HFE%FHk4%
—TF. €T, WEcisRSMEEEHRE. FRBEEGFT, BMARET. Nixik
Ha? k. L11)

L11: Hi, L12. Happy Spring Festivall
L12: Hi, L11. The same to you.
(SC-CO-#07-TSM2-F)

PrimaryData127 in §6.2.3.2.2

T: ... The second sentence. What does “at birth" mean? Wall, look at the words and
expressions, which is below the vocabulary part. The phrase "at birth” is one of the
three phrases. "At birth” means “H!{ 4/, th 4" Now let's look at the sentence - “a
baby elephant weights about ...." How much does it weight? 90 kilograms, 90F 7.
Then, please remember the phrase “at birth", which means "7&... H4 K, HER"
Now next sentence - “which is about the weight of a grown man”. What does it
mean? “E&— T EAMKE. " That's to say "ERIHE M ZRRETOT R, £—
AMRAEARAE, REARNMEKE. * What's after “It's about”. He's about 90 what?
What does “HIGH" stand for? (- A %), atbirth {+4AEB? "8, 87 FiHh
. ZINMAHZPH—A, atbith HAER, HER, BAFXAE,. ababy
elephant weights about A#1®E£/>? 90 kilograms, 90T ®. Ba— N PMRIEHE
B RHEIT . Maatbirth, 2fEXAREA, 7. BEM, HERN. T—4 which
is about the weight of a grown man. - 4? ER— I REANEE. BAMART
AL ERIRBA0T R, B—IREANBSE, RFEANSE. Its about .. Tl
Rt A? MBKHI90M 47 RIGHEFRFT AT )

LL: #

T: tt's height. What's its height? 90 centimeters. Now, next sentence. Look at the
next sentence. “When it reached the age of 12 years. ", ¥TKH. ... (ERIRR.
#&/7 Q0HX%K. B—F, T —4). When it reached the age of 12 years, 34T &

T & LL: 1255 iy 4%,

T: "It dossn't", what happened. Here's a phrase "grow anymore”. What does "not
anymore” mean? (It doesn't ~AHBE4l? grow anymore, XBEHPMEH. not
anymore, f+4&M8? )

T&LL: AF B
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T: “M¥ERX124 BIRHR," what happened? "B R A" (Y EFIE12F KNk, BE
4T BEA)

LL: &£K7T
T %, BRAKT, BhARKT.
(SB-CO-#04-WL-CNCS)

PrimaryData128 in §6.2.3.2.2

T: OK. Sit down, please. Eh, let's turn to Page 205. Listen to the tape. The tape is
very, eh, the tape ... After listening to the tape, you'li find that it's very interesting.
Don't laugh. Be sure not to laugh. OK. Turm to Page 205. Look at the text. It's a
dialogue between an old woman and her daughter. The woman in the tape really
sounds like an old lady. Don't laugh. Be syre not to laugh. (4F.Sit down, please. "%,
BAHCHER205T, B— T EMRF X FHHLE B, X4 FE. .. {{The teacher
is manipulating the tape-recorder in the front of the class.)). iXR %% I 4V T
LA, TR AL BT E R, JI%E, T4 H%K. ((The teacher is rewinding the tape
to the right place.))OK. {&HEFI205T1. & TR, B— MK KFM L )LARTE.
EAZARKIRBERLEY, KW THHR. ) (SB-COHO5-LXY-AS1)

PrimaryData129 in §6.2.3.2.2

T: OK. Sit down, please. OK. Sit down. These few words are actually very easy.
When we first started learning English, almost al! of us have learned these few kinds
of animals. Open your book. The text. We're going to leam the text. Let’s first look at
the topic of the text. What does 'elephant' mean? (Ok. 2 F#. 7., ¥ TF. XLt
R LRI R, RA VB FF 44 S BN HE LT M S B L s, BT FF BT,
BAMCHEICSKHE—TH, HEF—-TRIXWEB, eclephant TA®E?)
(SB-CO-#04-WL-CNC5)

PrdmaryData130 In §6.2.3.2.2

Our English teacher, eh, | don't know how to put it, sometimes has little
communication with us. Sometimes she speaks in English, and sometimes she just
teaches in Chinese. (BRIIZM LR, #AF, ¥, K, E4HRE. AHEE L&
MR RAIERREL, FHHERRERANE, FHMEHEEENR, FHUMRRLA
PLiKk. ) (SC-SI#17-GT-BE-F, LL99-102)

PrimaryDatai31 In §6.2.3.2.2

The problem lies in the speed that the teacher speaks with us. She's afraid that we
can't hear her clearly or we can't understand her so she tries to speak as slowly as
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possible, by speaking word by word in English. (X8 IRE RNV ZHMBAI I T
ol HBAFAHE, THREWAHE, KEREBE, —HiE—RENXA
#. ) (SC-SI-#17-GT-BE-F, LL120-122)

PrimaryData132 in §6.2.4.1

Textbooks should be made more interesting. (41 8 H Wk —L. ) (SC-TI-#02-WJ,
L187)

PrimaryData133 in §6.2.4.1

Speaking of textboqks, the most important thing is still on how to motivate students'
incentives in learning whan using textbooks. | think this is really worth doing. (3
MHEH ki, BEEMTERDE REREMABAEE, REHE. REXDNB
TREL RS, REQXEEIORESMN. ) (SB-TI-#06-PPP, LL301-302)

PrimaryData134 in §6.2.4.1

Siudents should prefer those more interactive textbooks, which are ralatively easier.
Students should be more willing to accept those less difficult textbooks. (4K, &
REiZRE M W — e H Zh3m— S MM, TUER AR — L, iR AR LR IRE, 1
AREE A BT, ) (SC-TI-#02-WJ, LL38-40)

PrimaryData135 in §6.2.4.1

If textbooks can include less difficult mini-dialogues and miniature situations, then

students may have interest to learn. (WIS B — LRI AEK/ATIE. AT RE, 2450
BEF NB Ak, ) (SA-TIH#04-LMJ, LL74-75)

PrimaryData136 in §6.2.4.1

Students, we should say, prefer to learn things with situations, which are more vivid
and more interesting. Relatively speaking, students have less interest in things with
more grammar and language points. Regarding the textbook dasign, if the textbook
looks fovely and atiractive, then student would be more likely to leam. And if the
whole articles or the whole textbook is crammed with Engtish words, then students
are afraid of using it. (F4EM, NIZREEER—ERE2RGTHRN, fF B4,
. WERALXNEARE. A FXN—EEEA. SINALBRESHAE, BTN
Bh—, AWM AR, MREE NP ERRETRN. ESIAAER,

RAEEMER—L, MREXACE, ISR ETFERN, DHTARBRAT. )
(SC-TI-#02-WJ, LL94-99)

PrimaryData137 In §6.2.4.1

i think texibooks should have lass focus on grammar with shorter and more
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practical mate;'ials. (RN ZRIEPXMEERRILA, RREMAEE N, I
FAME— LS LB AT — 1, ) (SA-TI-#04-LMJ, LL83-85)

PrimaryData138 In §6.2.4.1

| think textbooks should be made easier according to our actual language level.
They shouidn't be made too difficult. Textbooks should be written in accordance to
our actual language competences ((makes a noise with her mouth)). (5655 %Lk
BE R LA NG VIEKiERMAT, BRMET. REKE. ) (SA-SI#13-ZS-TRSM-F,
LL159-160)

PrimaryData139 in §6.2.4.1

{ wish the textbooks could be more related to our specialty. For example, our
specialty is mechanics, but the whole textbook has no vocabulary related to
mechanics. We didn't have any opportunities to use the vocabulary in our future
work. ... | think vocational English textbooks should be different from those of senior
secondary English textbooks. Definitely they should be easier, but with a differant
focus. (SeMEMMBPEMEEREA, MUEAREEERR, HEFRRAK—
o oo REREAE A Skt L, BEARMENMM I, BEARDEHM DT
CEses, MLUUSHRAREM. ) (IT-GS-#05-F, LL113-120)

PrimaryData140 in §8.2.4.1

Well, textbooks should also be made in accordance to our specialty. The knowledge
in the textbook should be reinforced according to their specialties and the sort of
things, yeah. Well, it's not good if we all use one set of textbook. | think textbooks
should be developed in accordance to students’ learning aptitudes. (', RAE, &5
RIRB\EFLES, BESLARFEEERXAD, XMERBRE, 3. KR, HEM
M—BEHERE R, AXF, REEBEHMEHW. ) (SC-SI-#24-WSQ-TSM-F,
LL164-185)

PrimaryData141 in §6.2.4.1

it would be nice if textbooks are more related to real life. (3 E#H4AIRMILETE
BUIRARIE, MRETRET. ) (SB-SI-#05-LL-MDM-M, L123)

PrimaryData142 in §6.2.4.1

There were things in the workplace that we didn't learn at school. For example, the
boot-shaped goblets. Of course, we couldn't learn English just for the sake of one
hotel. We should learn to say things in general. But some of the things are very
special. At present each hotel definitely has its own special items. Some of the
items are not included in the textbook. For example, the word ‘lemon tongs'. In the
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workplace, when guests ask for them, we don’t know what they want. There are
also other words, such as mustard, which we don’t learn at school at all. So | think
our English teaching should be more related to the present hotel situations, with the
inclusion of such things as utensils and dinner service sets. Such words should be
collected from the workplace and be included into the textbooks. | think the
information could enrich the textbooks. There are many other things that we can
encounter in the workplace. Although we've learned many things at school, in the
past few years in the workplace, we've naver had the opportunity to use them.
There are stiil other things, which we haven't learned at school, but we actually
make frequent use of them in the hotel. Actually they've been used very extansively.
| still think that textbooks should include those frequently used items in fuxury hotels.
(FELRBERMENRRFT, 656, ¥, KRGO EOHREERE, RNBA, #XH
WIE, HRBATETHE G o XRIX —FERPFRINORI, BELBmELN, BR
FERBFAETH AN, RENESEETESE —HHFNARTE. FlnfERAxL
FTHEAAEE, SR, W, iR, FRIGXEFATREERE LEFIX,
XA, HEREAZXATMEERITAE, TMmERERT4: EF—EFER, &
IR, HRIRARWARE, FURRANZEN - TRENEENBEWRERCTH
HA. 8, NEARE LR AFNMABRERRD, XHESHF L. BAFER
1, FERERTMRCLSET. ERAKENELPRBMARBRE —URET, B
FYERERE, WERNEALT, MERKAMNIEED, ¥ EZ, BEBTEEN XK
ERZEEWR— LIS WA BIRIKTE. ) (SV-GS-#04-F, LL40-51)

PrimaryData143 in §6.2.4.1

If the textbook could provide some specially dasigned situations, then we teachers
could design some spacific and operable situations according to our students’
language competences. | think such textbook designs could better serve our
teaching needs. (R EBM LR EL P EIF—2, —SXRNME, RERIEZIM
BHREENEERER, Wit — SRR, TTHRELMXEHR, BEANHERK
REF—, ) (SA-TI-#04-LMJ, LL79-81)

PrimaryData144 in §6.2.4.1

I: Then what aspect do you think textbooks should focus on if they are to better
serve the needs of senior secondary vocationatl students? (MR BEHERES
FERMFELE, Wik ElERTERANSHE? )

T: For those service-oriented students, the focus should be more on communication.
(MEATIRI A, ATH, 9, XAM, B—HA. )

(SB-TI-#01-LXY, LL518-519)
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PrimaryDats146 in §6.2.4.1

1 know that the books we use now are divided into general English textbooks and
vocational English textbooks. ... But if the textbook could have a small section, just
a small section of essential English integrated with vocational English. The small
section is ... If textbooks could integrate the two modules, we can then directly
transfer to the vocational module after the general English module study. (S{B7ER,
il B AR 45 R 2 EERNBE U AR P B Bk e WpRnRiXAPHE, BF DR,
BIX4—/0 8k, HIIEEMAOMIAREHREMBPLRE, X—pPRELE. ... XH
prERAERERMNR, RE¥ET, 8D ERaEEERNTNE, MATNERRE L,
RIS, ) (SB-TI#06-PPP, LL325-331)

PrimaryData1486 in §6.2.4.1

| think textbooks could be designed in this way. For example, if the textbook is for
tourism specialty. Then the textbook could include the core vocabulary in the new
NVES, the stock of vocabulary that is required to master. But after learning the
vocabulary, after I've taught the essential knowledge, | can immediately make use
of the vocabulary for vocational activities. Students can learn the essential English
words in the dialogue, which are also included in the new NVES. In this way,
students cgn learn the vocabulary both required in the syllabus and used in the
vocational field. ... That is, to combine the two modules into one in the textbook. (

&, thin—8F. K5, L EXAD T EE, RETLEE, XRE— Dk
WFEWME. REEXNFWRY, KEEMTCRRERT AR, RERFLER,
HEXMASKHEZE, RRHTHEMMIR DL, iR RIAEMTES, FRE
X5 Bk ZHBA BB/, BEGBICKHRENRE, XFNERITCCRENLHH
RIRE R, - MAE|—AFF. ) (SB-TI-#06-PPP, LL341-347)

PrimaryData147 in §6.2.4.1

Actually, | think we can do an experiment. ... For example, the
manufacturing-sector-oriented students will stop learning general English when
they're in Grade 2. It's not that they don't have the English course, but that they
have such a crammed schedule for their speciatty courses. it's quite likely that it will
be months later that they can learn English for Vocational Purposes. By then, they
might have forgotten the things they've learned in the general English. (¥ L2,
HA/T R - EARBINERHRZH, W ZFERENRAZE, RARF
T, FOMERERTAT, HEHEBFHRFREITELBERTR, XIS
RESESE T . LM AR BR2E TV IE, EMRST . ) (SB-TI-#06-PPP,
LL361-3686)
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PrimaryData148 in §6.2.4.1

For Year 1 students, we use New Concept English for listening and speaking class.
For Year 2 students, we use some spoken English textbooks related to tourism and
hotels. (W RBANIFN —EERIBFLHR RS . EERXAWA. OEW, —
FEE, RE, BRIMBERN—BREFEETXRNDELS . ) (SC-TIH02-WJ,
LL90-91)

PrimaryData149 in §6.2.4.1

| think the textbook is all right. But sormetimes | get the feeling that we can't put what
we've learned into practical application. (B EHEITLL, KEBSKMNE, NAR
F. #BA. ) (SA-SI#02-LYH-HSM-F, L202)

PrimaryData150 in §6.2.4.1

Relatively speaking, | think many of our English teachers consider the teaching
content in the textbooks somewhat difficult, in particular the Essential English series.
The textbooks are more suitable for those students who want to go to higher
vocational education, because the syllabus designer of the textbook still focus on
grammar. (AR, MR, BEBRIMBEEBMFA LT L, REETILRL
BARAHRBA M, IPEFEEEMETFXA, XNFER. BABEHREMN
REMNREEREEVELMEXTHEN. ) (SA-TI#04-LMJ, LLEB-71)

PrimaryData151 in §6.2.4.1

| think the textbook is not suitable for our students. Students in our school, in
particular those manufacturing-sector-orientated students, are very poor at English.
It's too difficult for them to learn such difficult things, let alone to master them. (4
BEXABH AR EE—EIIREN L, XEENEE, LR Z/760%4E, b
MRETATTS. EREENEXAENRE, ELLT. ) (SB-TI#01-LXY,
LL17-20)

PrimaryData152 in §6.2.4.1

The series of textbook surely can't stimulate student's learning interest because
they can't understand the things in the textbook. They can't understand the things
even from the first unit. The textbook made them feel difficult. Everything should
start from something easy to more difficult. If the starting point is fairly difficult and is
getting more and more difficult in the later part, then it is a torture for both students
and teachers, | think the book series is too difficult, especially for those teachers
teaching the textbook series. (XA, EWEREERLFRIERM, BARSbR
. B—RAFGBERTS, GREE%E, TAREHRBBME £17. —Fam
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A, CUSEE, BORALSEE—H, BREAENEZH, REMS AET. FXAHER
U, MAXNERBAZAZIT. ) (SB-TIH#01-LXY, LL268-271)

PrimaryData153 in §6.2.4.1

S: | don't like the textbook (Essential English). When | open it, there is nothing | can
understand. | can't understand anything at all. If | can understand what those things
mean, | may want to read it and try to understand what it means. (R E¥. - BR.
—BARE, BEHATERN, RELAHE, REERRABITAEE, HRARIK
i, ERERE I CEHAEE. )

I: Then, do you think the passages in the text are difficult or uninteresting? (A3 35
BAXREETH, TEEFRER?)

S: | can't understand it at all. It's just that | can’t understand what the texts are about.
(RETM, TE, R, RERATDEXEFNEMZ. )

(SB-SI#07-XJP-MDM-M, LL.230-235)

PrimaryData154 in §6.2.4.1

S: 1 think ((makes a noise with her mouth)) Hotel English is easier. The textbook that
we've started learning. (B8 ((makes a noise with her mouth))it &£ K IR #E 5,
B tLERR. ((makes a noise with her mouth)) B ZE RN 1H G LA, )

~ I: How about the Essential Englist? (MEEAIRHAAE? )

S: Essential English, { think it isn’t as easy as Hotel English, and it's more difficult for
us to understand. (AR, EARMAA, RUEBREBIEL, R, (makes a
noise with her mouth))E2AR#E R LL B R A . )

(SA-SI-#13-ZS-TRSM-F, L L186-190)

PrimaryData155 in §6.2.4.1

The Hotel Englishis more closely related to our specialty (i.e., Hotel Service and
Management), and we can make use of the things learned when we later work at
hotels. But Essential English, | think, seems to be of little use in our future daily life.
(RS, MAREEIE, RERMEBRELRER, DUEHEIBTHA L. BEEMN
BIA, FARBANBREKE, FRUBBEEAAS L. ) (SA-SI#12-HSQ-HSM-F,
LL135-137)

PrimaryData156 in §6.2.4.1

That textbook — Hotel English — has some sort of relationship with us. But that
English book (i.e., Essential English), | think, is useless. (BN, RIBRBHER
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P E—AE SR S LIS, FBAREE, REBERT2H. ) (SA-SI#14-SXX-HSM-F,
LL169-170)

PrimaryData157 In §6.2.4.1

i: Do you read some other materials after school? RELIEL A & H RSME— L H4h
FiEY? )

S: Never. (WREH. )
(SB-SI-#15-TZ-AS8-M, LL175-176)

PrmaryData1568 in §6.2.4.1

I: Other than your textbook, do you read other books after school? (JEERE T #2Z
B, BT EMZN DEMABE?)

S: No {(smiles)). (FELET. )
(SA-SI-#13-ZS-TRSM-F, LL75-76)

PrimaryData159 in §6.2.4.1

No, even till now { still don't know where the school library is. (2%, MWE, REL
MIMTEMRE B, B . ) (SB-SIH#10-ZRJ-CNC-M, L139)

PrimaryData160 In §6.2.4.1

S: We sometimes go to the school library in our spare time. (B, 841, L&F
BHEl &£ M. )

I: To borrow some English books? (5 f#ff 3 i&#157? )
S: English books? ((smiles)) Oh, no. (RiEHEH? BF. )
i: Do you read English books in your spare time? (il Ei M FEEBHEFG? )

S: i don't read English books in my spare time, but { listen to teachers tentatively in
class. (RAREH, RAELH, HRB LMEHENEE. )

(SA-SI413-Z8-TRSM-F, LL120-123)

PrimaryData161 in §6.2.4.1

1. Have you ever borrowed any English books or English reading materials from the

school library? (MELR B, #4 RFH—LEESE? EANEYZ K60 F SR
B4R )

S: No, never. (®F. )
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(SA-51-#02-LYH-HSM-F, LLO3-94)

PrimaryData162 in §6.2.4.1

I've read the sort of books, with English on one page and Chinese on the other page.
Basically, | don't understand English, so | just read Chinese. (BiEL, MEMF, &K
BIA, XEAREL, REXMRIGE, BEXN, BEXIELEAHA, RERIER
& T (8She laughed before she finished the sentence.). ) (SA-SI-#02-LYH-HSM-F,
LL71-73)

PrimaryData163 in §6.2.4.1

After school, | mainly read our textbook Hotel English. | also read other books. For
instance, last time 1 went back to my former junior secondary school and borrowed a
few English books to read at home. But some of the books are too difficult and |
have to look up almost all the words in the dictionary. Because the materials are
difficult, | didn't read much. (iR5b. #EMEE, TL, TETHERL, FLLBA
R (REFEY . 85, WINRLE. B, BEBEREZ-BFER, RERR
SIS, MEREMET LEFINE, WEXE. BE, FOHLET, SAEFHL
RIBTMATTEE, HXMFEHRD— A, ) (SA-SI#11-WS-HSM-F, LL90-94)

PrimaryData164 in §6.2.4.1

Sometimes | go to the Internet café, to listen to songs and search for materials. ...
Sometimes | read the Engiish song scripts. (IR, HiHERE, RBUWLER,
AR, ... FH&EMKF. ) (SC-SI-#20-CM-TSM-F, LLB3-86)

PrimaryData165 in §6.2.4.1

English songs are beautiful. | listen to them via the Internet or MP3. (30 BKEESTF. &
M RS E REMP3, #WRET. ) (SB-SI-#05-LL-MDM-M, LG8)

PrimaryData168 in §6.2.4.1

Yeah, | especially like listening to English songs and see English films. (%, 455
BT SEEAE . ) (SC-SI#23-HHR-TSM-M, L127)

PrimaryData167 in §6.2.4.1

Speaking of books, | went to our school library the other day, which | think is very
similar to those at the university. The library has many famous books. We also have
a reading room in our school. The materials in the library and the reading-room are
different. The books in the library are mostly novels, foreign novels. The materlals in
the reading-room are fine, with such magazines as £nglish Saloon and English
Week, but our students seldom go to read the English magazines ({laughs)). They
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prefer to read books in Chinese. (B-HMH, E#4ENE. MARREET, BLHE,
BEB/RBATRERHERY, FEBETLARE. RE, BERLE, RISES
HARNEG, BHERAOPBESR RS, SMEDRA2H, REREEED
AT, MWERNN CGLEYRY . (HEER) 4t ERRFRNEZLERME
DEMEETRA, BIIMEEET XK. ) (SB-TI-#06-PPP, LL233-237)

PrimaryData168 in §6.2.4.1

1 didn't go to the school library. Usually | bought materials to read at home, and |
generally prefer staying at home. 1 like buying books to read at home. When
finishing reading the materials, I'll go to the library to find some more. ... | usually go
to the biggest bookstore in the city. ... And sometimes, | go to other bookstores to
buy books. And I've even been to the provincial library to borrow books. (BH . H#R
B, —BRERBEEER, —BK BHRELKFEFRER(augh). KRE, THEAEXBX
BxE, B, BEEPEEER, GBI - RE, THAEE,
EMAFEFE, o EBEXE, RE, EFBE,, SEBE, Eit.)
{SA-Si-#03-WZ-HSM-F, LL114-120)

PrimaryData169 in §6.2.4.1

| usually borrow books from my classmates. ... The books we often read are English
textbooks and some short stories. (B8, RERFEARKE—T. - W, KEHE.
RfE, —2/NE. ) (SA-SI+#01-SBR-BE-F, LL148-155)

PrimaryData170 In §8.2.4.1

Sometimes, | read some materials, which | bought when | was at junior secondary
school. The sort of grammar books with pictures, which we don't learn at school. (H
EREAE, ME—EPRERHEEMAT A, BEN, #EOBMERE, REXRR
WEFMLKRE, FW. ) (SC-SI#19-LXC-TSM-F, LL28-70)

PrimaryData171 in §8.2.4.1

The materials | use are: the high frequency English Expressions, the maost
fraquently used Harvard English, ... and the phonological book the most suitable to
Chinese - International Phonetics. | think the book /nternational Phonetics is good,
which points out the phonological mistakes that Chinese often make. And thers are
also other books, such as Jiangbo English, New Concept English, English Grammar
andsoon. (W, #RE— B ER— —MEERELN, RE (SUERE)  AFZLHE
— 2, BEFHABAN—REH 4 (B3R ¥, oo REREA, BEEPE
AR ®, B, (EREHF . REGBEBER, BBEPEAR RTWLHE
REFHMAET, EEREBD, EEPEAN (IHIGEY B, My (X
EEE) » RIXE, ) (SA-SIH03-WZ-HSM-F, LL225-231)
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PrimaryData172 in §6.2.4.2

Speaking of teaching facilities, | expect our school to be well-equipped so that we
can listen to more Engiish materials with the use of the facilities. (8%, MEWRES
A, MW AR), MERMLE. ) (SB-SI-#09-ZS-CNC-M, L153)

PrimaryData173 in §6.2.4.2

if multimedia facilities are provided, then for each vocational situation | can at least
make use of the resources | have on hand. For example, in the case of hotel English
or the things they need to learn about Western and Chinese food, | have many
video materials, right. If we could watch the video with explanation with the aid of
the multimedia facilities, the learning effects would definitely be much better, yeah.
(EREZHRERENE, ELH-—IHR REARRERGHRR, KNERASRME
WiF, NERMBNEFTBN2Z2ERN. FPRH, REFRLRSMNOAMB TR,
2. WL EMAUE, BB REHFNENT, REAXSSHEETHERES L8,
B R RIEEELT, 3. ) (SA-TI-H05-ZN, LL79-82)

PrimaryData174 in §6.2.4.2

it (computer-assisted language learing) is very helpful. All the films we see are in
English. We've been learning English as well as enjoying the film. We’ve been
enjoying while fearning. | think the way of learning is very interesting. ($TBH#ERM.
1R, £MRAERNY, LEFRE RAEHEEER, RERREESXE. BE. K
KT . ((pause))iEBHEA BEM . ) (SA-SIH03-WZ-HSM-F, LL172-174)

PrimaryData175 In §6.2.4.2

So in comparison with computer-assisted language learning (CALL), the mode of
classroom teaching with teachers holding a textbook in the front is very boring. In
fact, students regard the textbook-centered teaching uninteresting, and we teachers
think the same. | think, English teaching especially in vocational schools should be
more diverse and full of activities so that students’ Incentives can be motivated. It
can thus become a virtuous cycle with teachers willing to teach and students willing
to learn, which is very important. (BT EABELK 3, BRGBMNEBWMERE L, TEHE—
AHBPW, XFHERRG, Bk, FAREAERE, EMtEHEREIN. ¥iER
R, EHFEILRERLER, NiEZEH, FEEE KW, &ME3), REHEE
FEMBENE, 8. XERZZMERES, 2 aTEE, RER N —F R,
IXAERER. ) (SA-TI#H#04-LMJ, LL192-195)

PrimaryData176 In §6.2.4.2

Students these days are good at accepting new things. How can we keep them
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L

sitting there the way when we were freated at school? They are more active and
can't sit there listening to teachers for long. ... Yes, they ¢an sit in the classroom for
English classes for one week, and then two weeks. But if there's nothing new to
stimuiate them, they'll lose thelr English leaming interest. (B A SEENE, i
RFEHRIAL AEERR, RRREAE A RIAICIAT LR aRAL R, b
TNREMBRBIEIFEKAY, BRE. ... X, BEEAFRHRERNSIRIE, M,
A&, —RiX#H LIT, T-RAXERXS L, SFEiie 2Xid, BREan
HEE, 8. ) (SA-TI-#04-LMJ, LL197-201)

PrimaryData177 in §6.2.4.2

Each time we have classes in the multimedia fab, students all actively participate in
classroom activitias and look férward to the next class when we'll have another
class in the iab. (R LXHRKEHRE, FEMEZ SRR IR, REHHE
B T — KR ABHREA L 68 LiXAERIR. ) (SA-TIH#04-LMJ, LL190-192)

PrimaryData178 in §6.2.4.2

i've collected a lot of software, but | can't show my studenis the software in the
English class. | can't use the software in class. If | could use the sofiware, surely
students’ incentives can be motivafed. Like us, students aiso like seeing pictures.
So with pictures and situated scenes, they would definitely like to learn. (B8 4455
BE, REGESMIT, x4, REAHL. WREGKE BETEIRAREZEERR,
BFRMEIMEE, FRHASEELAMY, REDNZAHRRME, X, FEHFT. &
EABMERT. BhEERE, $EFTFE. ) (SA-TI-H05-ZN, LLE6-89)

PrimaryData179 in §6.2.4.2

Sometimes when we have two English classes, the teacher will arrange us to go to
the language lab {on the sixth floor) o see English films. The teacher usually asks
us to write down some useful sentences that we can understand. It's a good way 1o
practice our listening comprehension. (JR/5 RATEN & AEHRE, BV EIEERNE 1%,
ZMBRKXEPN LEMEFEZEE, BRNECRE, REULBRIIE—E-—HFRK
WT48, RER REGWHRRY, SEETHR. REXZSHW W, XEREF. )
(SA-SI-#03-WZ-HSM-F, LL168-171)

PrimaryData180 In §8.2.4.2

f
(The facllities that teachers use are) tape recorders and TVs. (&L, RELH R

A, ) (SA-SI#02-LYH-HSM-F, LL105)

PrimaryData181 In §6.2.4.2

Speaking of teaching facilities, | think the teaching facilities in our school are not
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well-equipped. This might be due to some objective factors. The facilities that we
can use in class are tape recorders. The teaching-assisted CDs, which are affiliated
with our textbooks, are all very good. But as our facilities - the hardware facilities
are not well-equipped; we can't use the CDs in class. | think it's really a pity and a
great waste. Other use of facilities is just confined to playing films via the overhead
TVs in the classroom. (IR RMIXTIOE, REBVAERAOREHRHE, W, 1B
Re®, XANTRLE—SEARERE, BRNERELEANLKEREN H
MR BANEM B KIRSE YR, MBEFY, ERRMNXIMRE, BARER
AR H, FUBMNIBEART, BREGSXBERE. BERRN. HERNRIA
BETRFHRAETERE R MBBEE, BB, ) (SA-TIH04-LMY,
LL184-188)

PrimaryData182 in §6.2.4.2

i don't know there's a language lab. We haven't been there to have our English
class. (4N, BIBEE Eit. ) (SA-SI-#02-LYH-HSM-F, L107)

PrimaryData183 in §6.2.4.2

It's basically very difficuli for us to use that multimedia lab. There's only one lab for
all the subjects. Our whole school has just one lab, the multimedia lab on the sixth
floor, yeah. (RAMIIRI BG4, BEREX L, ENDG, FHEORL —HFE-—
AN, BMLEB—DTTLBHEAS, oMM EIsE, 3. ) (SA-TI#05-ZN,
LL82-85)

PrimaryData184 in §8.2.4.2

We can use the multimedia lab once a month, Usually | let students see some good
film clips, and involve them into some interactive activities. But such chances are
fairly rare, so students especially treasure the opportunities. (ZEFEIEHE R hE L —
MREE KB, RFFEF-SHBFN—-SEAE, BF -LHEaE, ZIHEOL
RiR%, BRXFMHS, FHEBR/HINBHE. ) (SA-TI-#04-LMJ, LL188-190)

PrimaryData185 In §6.2.4.2

We take it for granted that the effects should be better, but in fact sometimes it is
contrary to our expectations. When students come to the lab, we seem to have
more difficulties in getting tham focused. In the classroom we can manage them,
but in the language fab, each of them is behind a booth, doing their own business.
They think that once they're in the language lab they can listen to music or see
English films. They'll think things like that. Those are the things that they think about
when computer-assisted language leaming is mentioned. But when { keyed in some
axercises, the classroom would become too chaotic to manipulate. ... Not only was
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their learning intarest not moiivated, but also they became absent-minded as
averything in the computer iab appeared new and afresh to them. [ think ...
computer-assisted language learning hasn't really become the chief teaching aid.
(RAAEBPRNZEES, MEE, HEREELE, FHMRIEESRE, F4ARX
NZE, PIFRERFEHAEER DM, EAEBREFEEREE. AR EME
— A AMREERBREZE, BREME, WHRERATHAT, TRTHEGR—FNE
FET., FROUSE -MEIRSEIRREIFHBRERZREH LK, 20T, BIMWAE
g7 WEFAG? ((laughs)if— . ZIMBEFEITELG? XL . BITE R
HERXA8M), RERERCHBHRMGITHRN 28, EH8ZERBAERNS
Ta cnien AMEXMEBRA RSER, FOMRLNTRERE., bILbkEEs, X
ATREABERYE S T8, GRKEMADRBEFER KA, REMBTRE... CRES GBI EEM
B FSBh. ) (SB-TI#06-PPP, LL216-232)

PrimaryData186 in §7.2.1.1

Whearever you go, it is quite likely that you will meet foreigners, and you should

communicate with them. (B BIEEFTHEEARSFE A, KR EHMBERLR. )
(SC-S14#22-5DN-TSM-F, L53)

PrimaryData187 In §7.2.1.1

And then you can use English to communicate with people. Anyhow, 1 think English
is important, and you can use it to communicate with people. (JRE#HRBEATLIMA K
B, RBE, REREEEMN, TLURARIE. ) (SA-SI-#11-WS-HSM-F,
LLE0-62)

PrmaryData188 in §7.2.1.1

You seg, even cooks are reqguired to learn English, let alone waiters and waitresses.
They are even more in need of learning English because they need to have direct
contact and communication with customers. So they need to learn English. (R,
KB FHRZEEER, EARREAT=-RRET, BEHEEZAERTHN, EB¥T.)
(SA-SI-#04-WY-HSM-F, LL47-48)

PrimaryData189 in §7.2.1.1

In case we become a tour guide and if we hava foreign customers, we can than
communicate with them in English. Otherwise, we'll feel rather awkward. (& 77 --
BOUEMSET, ERRHEEARZUAIMERMEZR, ERAEME, RS
RERBT. ) (SC-SI-#26-ZTS-TSM-F, LLI5-96)

PrimaryData{90 In §7.2.1.1

The general tendency at present is that students’ incentives in learning English is

430



getting more and more dermotivated. They don't even have a shori-term goal. Many
students now, or a large group of students, are at a loss. They don't know what they
are going to do in the future. (AIX M REARIRARAC(RAIE, HL7E BI85 4 22 SR
RAERKE, BEMXADFEEE, MTMEE—A B4, .. NERSET.
AR KRS X T HEEIERN, b AmiERRKE T4 . ) (SC-TIH02-W,
LL21-30)

PrimaryData191 in §7.2.1.1

They alt think that they won't be able to use English. Where will they be able to use
English?” They don't think that English is useful. So they don't like to learn it. (Ei &

B, M ERE AR, REREWERHIGEE? MNEBRAR. R
RREAEZ. ) (SB-TI-#01-LXY, LL38-39)

PrimaryData192 in §7.2.1.1

Some of the students now are especially at a loss. They don't know what they're
going to do in the future. ... So for the students themselves, they aren't certain what
they want to be in the future. (R 2B ZER 24N, TR, LA miBEMhERGE
EFoE, ... B & SRR, BRI KRG RN BREM 4, 2. )
(SA-TI#05-ZN, 1..130-133)

PrimaryData193 In §7.2.1.1

I'm not interested in learning English. (@&, ) (SC-SI-#18-ZJC-BE-M, L70)

PrimaryData194 in §7.2.1.1

They feel that English leaming is no fun. That is, they don't really want to learn
English, but are forced to learn the language. (BRI A KB, KiEARMLEH
TRZH, MREEEEFN. ) (MA-GSH#01-F, L30)

PrimaryData195 in §7.2.1.1

At present, students’ English level is relatively poor. Many students don't have
interest in English. About one fifth of the students in our class are relatively a bit
better and have interest in English. The rest of the large group of students are in the
state of being forced to learn, in the state of being forced to leam ... (¥4 3GEIR
HEM[E, BNETTERNF KPR LRE L&, REFEXNABFRE, REAMS,
BARMNARTELB LS —BRNZTE, MRENZREMBHRET— )L, X
FLELRILRE MR, AT AMSFERAEE LR, EFFMRRRE, - )
(SA-TI-#04-LMJ, L.L27-31)

PrimaryData196 in §7.2.1.2

431



| wish the teacher's attitudes towards us could be gentler. Anyway, how to say, |
think the teacher’s attitude towards us should be more like a friend, and whatever
we say to her sha'ill take a serious attitude towards it. (i 2HBMET A8, REHRE
—@, EARE, RIEGEE, BEBNEBEREN, RE RRBARLY, KB
WA A EEH AT AR X0 TR, ) (SC-SI-#26-ZTS-TSM-F, LL72-74)

PrimaryData197 in §7.2.1.2

| wish the teacher’s attitudes towards each of the students could be mare friendly.
(M AR F RSN AEHME— 5 L. ) (SA-SI#02-LYH-HSM-F, L161)

PrimaryData198 in §7.2.1.2

| expect teachers to be more humorous in teaching, and not too serious. (B HELEID
LRSS, REFERTH. ) (SA-SIH02-LYH-HSM-F, L160)

PrimaryData199 in §7.2.1.2

The other thing is that | wish teachers could show more patience to communicate
with students, yeah. (5 4F—" Bt R Al 622 8 0 0 BRZ A F 4 £ AT 487, )
{IT-GS-#05-F, L.L.88-93)

PrimaryData200 in §7.2.1.2

Teachers are expected to be sort of more patient. Teachers shouldn't lose their
patience just because some students can't understand them from the very
beginning or things like that. There are many teachers who lose their patience just
because they don't have patience to tell us, or to explain to us again after they've
given an explanation. Teachers' words can easily influence students’ incentives and
let students feel that their self-dignity is hurt. So teachers should be patient.
Students also like teachers who are patient. if they like the teacher, then it's likely
that they will like the teacher's lassons. So, teachers’ patience can enable students
to be more willing to learn English, yeah. (ZIi—EERH SULE ORMF, FTER
REAFTHRE TR EREAN, FREZW, KERTAE, ZMKsETH
OHEFFRT, REGFERBUERTBEEIRNET, BREMERRARITH S
RORRRYE, MiLFAEBEEHG EMGHIF, Ul —EEaRL, TREMIE, $4
RENBEEREN. RN RERZIHNR, FURE, XSRS
ENEXEE, W. ) (IT-GS-#06-F, LL108-114)

PrimaryData201 In §7.2.1.2

The role of teachers really counts. If the teacher is nice to you and pays attention to
you, you'll get the sense that you grow interested in the course. If the teacher
doesn’t care about you and ignores you, you'll then feel that the course isn't
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interesting at ali. Even though you like the course very much, if the teacher doesn't
care about you, then your attitudes towards the course could be totally different. (&
ZIWEEAK R, tRBITX REFEGE, BB EMREE, R RE G 8
M, NRBIPKEBERKFER, EEBARRM, LRTEHR-REE, PBERBE
WRAFIXTTRIEM — FULE B BRA . RE IR ERRA0E, WZN T 200 =) BT,
AN RBHESHFIRAONE. ) (SC-SI-#25-JY-TSM-F, LL124-128)

PrimaryData202 in §7.2.1.2

i wish teachers could at least show respect towards students rather than letting
them feel from the teachers’ regards that they were looked down upon once when
they came into the school, that they wouldn't have a bright future, and that they
would just work at the assembly line soon after their graduation. The teachers didn't
show us any appreciation and didn't hoid a positive attitude towards us. ... Well, the
respect they hold towards students is really important. The respect that teachers
hold towards us can let us respect ourselves, let us think that we are able to learn
English, and let us rebuild our confidence to learn English. (REMBE¥E—ANFH
W&, EWPBRBEATXSY Y, TEECER—#EIMMERLL 8 CHNFER
BE R A, M EMEEA EBRERNE N ZIMHERERER, RXI/LLENELE
HEHRBARSHERXKNH R, RREEL Y FREEREE~E E—X, RET IR,
FUARA S BRAIKBHES, NeXTFERT. ., HRREER, ibd kBN
HWENAD, REBRNACEREEHTRK. TUEFHLLEE R, EWREFE
AR, ) (IT-GS-#05-F, LL83-86)

4

PrimaryData203 in §7.2.1.2

Basically | expect teachers to be able to cater for each of the students in the class,
yeah, so that no one will be left behind. (B4 L RF B ZIMAMMEI ST, 18, BKE
BRALLE — AR . ) (MA-GS-#02-M, LL96-97)

PrimaryData204 in §7.2.1.2

The key point is no matter the answers you give are right or wrong, the teacher can
still give you encouragement. The teachers can also show willingness to help you
after class and don't use any humiliating words in class ({(makes a noise with her
mouth)). (R EARR LA TREEBTERNT, RE, STHA. RE. ERT
FEREEBER FRLEBETAHMEEIERT. ) (SA-SI-#13-ZS-TRSM-F, LL205-206)

PrimaryData205 in §7.2.1.2

The most impoi‘tant thing is that the relationship between teachers and students
sfiould be harmonious. When the teacher teaches in the front, the teacher should et
iha students in the class be willing to learn what she teaches so that the teaching
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gan achieve its maximum effect. Otherwise, {(makes a noisa with his mouth))
psychoiogically speaking, students nowadays haye the gon of rebellious tendency,
that is, if they dislike the teacher, then ey don't like listening to the teacher's
lessons and if they really like the teacher, then they'll be more willing to listen to the
teacher. (M EEN R EENEZTNZ [, B ERBMEE L, B2 IHERTE ¥R,
PHEETHEEERLUHSHENHR, XAME, REXHVIRESET. E44 KR F
B A HLEEmE, ABJLMEE — RO, RREETUX AN E KA Z WX E T
R, BERHEREWREN, KEHY, fEERERY L. ) (SC-SI#23-HHR-TSM-M,
LL138-140)

PrimaryData2086 in §7.2.1.2

t wish that there could be more communication between teachers and students. (2
ZITREERAENZE —L, ) (SC-SI-#20-CM-TSM-F, LL118-119)

PrimaryData207 in §7.2.1.2

| wish we didn't feel too nervous in front of the teacher. We could feal more relaxed.
(oo BRUG, REBRAAMENME, MBEI—L. ) (SA-SIH#14-SXX-HSM-F, L184)

PrimaryData208 In §7.2.1.2

The other thing is when we first entered the vocational schoo! nobody reminded us
of the importance of learning English, and we ourselves didn't realize the

. importance of learning English. We thought that as a worker on the assembly line it
was quite unltkely that we would need to use English and would get involved in the
higher administration of the business. We didn't have any practice on English use
and generaily wa didn't spend any time on English. Only when we went to work did
we find that & group of us would still have a promising future. Even though for those
students who work on the assembly line, they might still have an opportunity to have
technical communication with forelgners. Only when we were at the workplace did
we realize the importance of learning English. (B4t — 1 R&, BRINERIFHENER
ik, BETAAZRERD, ROBSUFANNXFERINEE, ERRIN1E>
KLHTAN, WRREMTEN, GSTIALTMEETAN, BEXFENAES
e, FA—BATBRHAAEAZES. BEXEELTHERGEL RN, WinH —8
SERBARRORE, BEEREFR LOFAE, ik BB — St R HRES
B4, BERAZRRANBERMOREE. ) (IT-GS-#05-F, LL101-105)

PrimaryData208 in §7.2.1.2

Our English teacher is really nice, and she’s really nice to me. ... | know she's very
nice 1o me and I think | shouldn't make any trouble In her class. So i started listening
to her in her class. It seemed that | was abie to understand what she taught. When
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she asked me a question, | was able to answer it. It appeared that | was able to
understand her class. So | think that I'm not that stupid, and started learning English.
Once | start learning, I'm able to understand it. ("B 13EEZIMS I, NREFT
{(smiles)). ------ﬁﬁt%ﬂ%ﬂﬂi?ﬁﬁﬂﬁ. BITXT BIX AL, REAHERM, RRiEER
WikiE, WRIFIFRMSE T ((smiles)). EEW—AE, REET. REGHRELKE
TR, TARET, RETBPAKE, BREM, F—¥RET. )
(SA-SI-#04-WY-HSM-F, LL201-205)

PrimaryData210 In §7.2.1.2

After | came here, Ms D has been teaching us. She's really nice and so | began to
llke learning English. (/%K. HMEXHIX TH. HXLZ/E, DEMET, DEWMEA.
BRDEM ALY, RERERE. ) (SC-SI-#26-ZTS-TSM-F, LL34-35)

PrimaryData211 in §7.2.1.2

Yeah, I'm very happy that | can follow the teacher. The course, | feel, is not that
difficuit. And in the class, | feel that everyons is at the same level, and there is no
need to care about othar's opinions. In junior school days, the learning differences
between students were great. Some students learnad English very well, so the
teacher always cared about those good ones. We didn't feel balanced, quite
unbalanced sort of. Now in the senior secondary education, our English teacher is
quite fair, and tends to care about everyone in her class. So | feel very-happy, reaity
very happy. | don't need to care about how others look at me. ([[#¥8. f#R L, HEFL
B, XTREBEEEREREY. TEEAREHFHE, hWBEMESE, REFMN
HAEE, MAREEM A AR, MPEIIREERNRIK. FORENEHLT,
FrCLEVTE SR TR, M AR ECBRAKRTE, FHERE, R
LBBRET, MESD 8, ZMETREARRT, THURBHT. THHEP, ZhH
BAHEL TR, MWK, FLUBRHEMNES, KFC, GRAAERMAMRE. )
(SC-S1-#25-JY-TSM-F, LL24-29)

PrimaryData212 in §7.2.1.2

In our English teacher’s class, | don't know how to put It myself. Sometimes, when
she teaches, there Is fittle communication between us. Sometimes she Jjust teaches
in English, in English. Sometimes in Chinese. ... Then there s another point. The
teacher is partial to, good students. If the student’s English is good, then the teacher
will always ask those good students to answer hér questions. (/5 B4, BATEN
LR, R, 8, AKX, E4RK, AREHR, LROEDENED, FHRER
REBEHNE, ANHEAIGRE, AREKRKEANE. - RERF—-RBRE,
EZNRERTRET, BRNRZMRET, REEIFNFE, REXITETRS
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8, B EEBRAMBZ K. ) (SC-S-#17-GT-BE-F, LL9-134)
PrimaryData213 in §7.2.1.2

| can't follow the teacher. After learning a new word, !'ll soon forget about it. ... In
the English class, | can't remember what the teacher says. I've got a headache in
the English class. (BRA L, &8—4, —&JILBEET. = L, WABEE, WSl
SE&. ) (SB-SI-#06-ZXB-MDM-M, L37-44)

PrimaryData214 in §7.2.1.2

How to say, | just can't understand the English lessons. (iR B4 RIE. WAEA,
M. ) (SB-SIH#07-XJP-MDM-M, L104)

PrimaryData215 in §7.2.1.2

| don't like listening to the teacher, and | don't want to listen to the Engiish lessons,
either. (A EW, RAMEK. ) (SB-SI-#06-ZXB-MDM-M, L180)

PrimaryData216 in §7.2.1.2

| don't fike the English subject. | think it's not interesting. (FEXk, REBX4/ R, ®
#, WEMA. ) (SB-SI-#06-ZXB-MDM-M, L120)

PrimaryData217 in §7.2.1.2

I'm in the low-level English class. It's OK. | can understand a bit of what the teacher
says. ... 'min Class A, Class A. The class of the lowest level. (RER N TEAFHN
WA, 4T HiLAYREUTHEA. ... EaB, aPf. ... BAFHIRA. )
(SA-S51-#14-SXX-HSM-F, L82-86)

PrimaryData218 in §7.2.1.2

Now, I'm beginning to like the course. ... Yeah, my interest is a bit stronger than
before. (RI—EAHRIBIK. -~ W, F—KT, LLWRET. )
(SA-SI-#04-WY-HSM-F, LL28-32)

PrimaryData219 In §7.2.1.2

My Ihterast in Engtish is now getting stronger. I'm more interested in Iaaf'nlng NOw.
(RERERE, WERBRELRT, KFEFT. ) (SA-SI#02-LYH-HSM-F, L1.35-36)

PrimaryData220 in §7.2.1.2

Now I'm interested in Igamlng English. At the beginning, when | first started learning,
that is, when | couldn't understand, | disliked learning. I'm getting much better now.
CH, MENTT, Bk, RIFHERN R, RRLR, F&BEL, REE, RERT.)
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{SB-Si1-#10-ZRJ-CNC-M, LL.37-38)

PrimaryData221 in §7.2.1.3

(In my spare time, | just read English) about two or three times a week. ... Less than
an hour. Just a little while. (5, FB=&KM, - WA R — 4 het, RE—S. )
(SB-SI4#10-ZRJ-CNC-M, LL50-52)

PrimaryData222 in §7.2.1.3

I don't spend much time on English. (The time | spend on English is just the class
time. ... After the class, ! almost spend very little time on English. (F X%, M, @®L
R AR, -eeer FiREEAx - RRET . ) (SB-SI#05-LL-MDM-M, LL31-33)

PrimaryData223 in §7.2.1.3

The time | spent on English is mainly in the class. After class, when going back
home on Saturdays and Sundays, | sometimes can learn English for one or two
hours. This is quite much, | think. (FEREMER LIRANE. ARG, #X, KES
BA. RRBREFARORAR, FAEHE BE--FI K. BRE, RE, Bk, X
MEEZHT, RWA. (She laughed at this point)) (SA-SI-#02-LYH-HSM-F, LL63-65)

PrimaryData224 in §7.2.1.3

And, other than the English class, | seldom learn English in my spare time. (iX
LB TERZAMRA. ) (SA-SI-#01-SBR-BE-F, L100)

PrimaryData225 in §7.2.1.3

| usually don't study English after class. (RiEH TRASHE.... )
(SC-S1#23-HHR-TSM-M, 1.49)

PrimaryData226 In §7.2.1.3

| have long given up English learing. (M RBERBHET . )
(SB-SI-#07-XJP-MDM-M, L210)

PrimaryData227 in §7.2.1.3

| don't really want to learn English. (SR ERF|AME. ) (SA-SI-#14-SXX-HSM-F,
L115)

PrimaryData228 in §7.2.1.3

I've become demctivated. If | have motivation and if my motivation is high, then I'li
spend time on English. You see ever since | came to this vocational scheol, I've
never spent time on English, except learning in class. (XEhHAE, FiXFER, W
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REREMNE, R—PEHMBKET., FRX, XM EXBE—HR, AEAE, &
7 L. ) (SB-SI-#09-ZS-CNC-M, LL160-162)

PrimaryData229 in §7.2.1.3

To tell the truth, I've never really liked English, or have realized how important
English will be to my future career. Nor has the teacher’s teaching method really
aroused my special interest in English. (R M%7 A A0 £ 1 3018 3 IE B ARX
AHRAE, REZANRAENTFHCHRRTSEE, HRFEDE-LMAXREEEN
UBMXT BT HA AR, FXEBHOFE. ) (MA-GS-#01-F, LL103-105)

PrimaryData230 in §7.2.1.3

When | first started learning English, | didn’t pay special attention to it as ! didn't
consider there were a lot to learn in primary education. Then when | was in junicr
secondary school, | began to feel that English was getting more and more difficult.
The more | wanted to catch up with the teacher, the more difficult | felt. | was then
left behind. When | was left behind, my parents tried to let me catch up with the
teacher by taking some tutoring lessons outside schooi. | did pretty poor at the
entrance axam for senior secondary education. Now I'm terribly afraid of learning
English. (— ¥ IR EATEY, UPEREBLEAT LB, REZEE
P T RBAE RN, R, B, BRLRALET, RERRTT. BT
FRATER, RKKRE, BZhE, HRELAEAN, SEABPEMIHEGRETHA,
#8/b, REMA((makes a noise with her mouth)) L ZE B H R I\ ((smiles)). )
(SC-SI-#22-SDN-TSM-F, LL.20-23)

PrimaryData231 in §7.2.1.3

After class, sometimes | learn English by myself. Sometimes | learn English mainly
by myself. My main purpose is to learn English well. (Fi ... BHRFHHRES,
AR BEEEAS, RE TEEABIERITRET. ) (SA-SIH03-WZ-HSM-F,
LL73-74)

PrimaryData232 in §7.2.1.3

In my spare time, | somsetimes read soms English. If | don’t understand, then I'll ask
other studants. Then if there are some good useful sentences, I'll probably write
them down. It's the way | learn English. (ZENHBRT, HONBLSE %, T4N
#, @XMNE-—T. &5, HBLBFNGTLAQF, SRS T, XH#H. )
(SC-S1#21-SHY-TSM-M, LL59-681)

PrimaryData233 in §7.2.1.3

Now here at this vocationa! school | can generaily follow the teachar and have
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incentives to learn. | feel quite happy to learn English now. (3t BL7F MRTE t ZBLL &
BERRMG L, # I HEE BB, BREAEEIO/M. ) (SC-SI-#25-JY-TSM-F, LL21-22)

PrimaryData234 In §7.2.1.3

Now [ feel that | have incentives to learn, and I'm more interested in learning English
than before. When | was in junior secondary school, my English was poor. Now, I'm
more motivated and I'm especially fond of leaming English. (B RMERRME: |
T, MEMLLATEET . RUAHP, BOEIARTY, BAERBE LR T 84S
BB ) (SA-SI-#02-LYH-HSM-F, LL179-181)

PrimaryData235 In §7.2.1.3

After all, it is mainly the issue of interest. When | have interest in English, | would

like to learn a bit more, (557 MR IER, M EXT, HEAKHER, MABEH-K.)
(SB-SI415-TZ-AS8-M, LL120-121)

PrimaryData236 in §7.2.1.3

Now, if you have any interest, you'll find English very interesting and would like to
recite a few more words. If you have interest, then it's easier to learn things by heart.
(BRAERMR T BEWRARE S 36HR, MAARERET L, BEEHNMRIER)L, 7K
ICHEMEERE. ) (SC-S5H#21-SHY-TSM-M, LL76-77)

PrimaryData237 In §7.2.1.3

We should learn English well because foreigners, such as English people, can learn
to speak Chinaese well. If they can learn Chinese well, why can't we learn foreign
language well. 1 wish | could learn English well. (B iR %R KE, 20F. BAKS
RS EARRBER A, FALHEPEE, PXEL, BT QRN
EEYE, RMHPBFFHIN. ) (SC-SIH#20-CM-TSM-F, LL193-194)

PrimaryData238 in §7.2.1.5

English is useful. I'm interested in it because it's useful. Now that China is getting
more internationalized, English will surely be useful. (A, HMEX B RRFUA X
A, e, REPEEBE EERL FUE, HERER, X4, )
(SB-SI-#09-ZS-CNC-M, LL48-49)

PrimaryData239 in §7.2.1.5

| listen to the English class attentively because it is related with my future. If it has
nothing to do with my future, then | won't listen to the English class. ((A JLWr I
((seriously)). ERERBF XM, BRI XY, AR T. BBELUSEH, RKBW.)
(SA-SIH#04-WY-HSM-F, LL129-131)
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PrimaryData240 in §7.2.1.5

i think English is useful. Well, some jobs require the use of Engiish. So | wish | could

{earn more at school. (RAEM/AE . hZR4, FHWITELAERD,, $LHIED,

TERFERAERN L2 A . FEEHNN AL % 2.) (SA-SI-#02-LYH-HSM-F,
LL187-188)

PrimaryData241 in §7.2.1.5

It is quita likely that we'll encounter English either in our work or in communication.
(ETHER BT RAAEIBEIT . ) (SB-SI-#05-LL-MDM-M, L57)

PrimaryData242 in §7.2.1.5

English should be useful. Because companies now all need people who can speak
English, people who can speak fluent English, to communicate with foreigners. (fz
ZEERR L BB S X R 3iENF, OBt 4, MSMEATRREEHNE. )
(SA-SI-#01-SBR-BE-F, LL34-36)

PrimaryData243 in §7.2.1.5

Learning English, the most important of all, is for the sake of my speciaity. It is
completely for the sake of my specialty that | choose to learn English. (% 3 #iE—
BEERNE, ((makes a noise with his mouth)) %1, HERERESEFEMER
FEXANEW F, BRERFEIIFEERN. ) (SC-SI-#23-HHR-TSM-M, LL142-143)

PrimaryData244 in §7.2.1.5

In terms of English leaming, | feel that English is especially important to my
spaciaity. So | especially want to learn. For one thing, it is very useful, otherwise |
won't learn. For the other, English is very important to whatever specialty. { LRI,
BREBEXN TR FWRBEREER, FUR, FFUBRASINEE, nERERAM
BEREAF. BHILEREN 2 9l RIBPHEEER. ) (SA-SIH#04-WY-HSM-F,
LL46-47)

PrimaryData245 in §7.2.1.5

It is especially when | came to this school did | find out that English can cause some
problems in getting a job. It is for the sake of my future job that | should learmn
English well. it is very important and {'ve just found it out. (L R 2 T iXAT2ERe,
AERFAR AR FRESF RO RE, AT R, FUEEHERN RIS
—T. BEER, A RER. )(SC-SI-#21-SHY-TSM-M, LL23-26)

PrimaryData2486 In §7.2.1.5
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1 think English is important. In cursent sceisty, you should master a language, or
even several languages. | now feal that Engiish is pretty important. It Is not that you
should learn the language well, but you should also &e able to use it. Learning
without use wort't work. You should be able to use the language. Regarding your
future work requirements, you should learn a few more languages. (R 2, G0 E
. FREXAHS, ROFEEE-1ES, EZREMNES. RHE, EHAE,
HEBRETLKE, B, FHREYN, RORENA, FRFE2TH2EABRIT.
SN, RER, AR ERTEUGHEHE, BEELELSMNE. ) (bid, 1LL208-212)

PrimaryData247 in §7.2.1.5

In terms of job promoction, English is quite helpful, yeah. if your English is not good
enough, then | believe none of hotel managers will hire a mid-level manager with
poor English. (fif A IRRZ—HIL, BFRCHFEIN, 3. BAREIRKET
M, RAEEEFT—RAEERERIE, HLLER—ELAETH. )
(SV-GS4#04-F, LL.B5-86)

PrimaryData248 in §7.2.1.8

For English learning, sometimes it mainly depends on you. Well, personally | want
to learn English well. (iR A MFHERE, SHHEHLESC, ME FEILRAE
HiHRIF. ) (SA-SIH03-WZ-HSM-F, LL73-74) .

PrimaryData249 in §7.2.1.6

Speaking of leamning English, if you don't want to leam the language yourself,
nothing from outside can really exert an influence on you. It's mainly yourself who
really count. If you have the incentive to learn English, then you can learn it well. (&
BXAFRAENL, mBRECAUENE, BIMIREL2HETFRBREH, TERERF
H oM. mMRAEME, BEAMEEEE. ) (SC-SI-#24-WSQ-TSM-F, LL88-9Y4

PrimaryData250 In §7.2.1.6

The things that the teacher requires us to recite are surely far from sufficient. You
see we are going to take the higher vocational entrance exam. For our specialty -
the air service specialty, if we don't have a higher vocationat degree, then we won't
be able to find a job, won't be able to find a job. For example, there's going to be a
higher vocational entrance exam for senior secondary vocationat students this year.
If you have a look at the exam syllabus, you can see that it has many things. Some
of them are phrases. There are a lot of phrases. Since we are going to take the
exam, | have to read all those books, and memarize a lot of things. Some of the
things the teacher has already taught us, but there are still quite a lot that we
haven't learned at school. We need to read more and remember more so that we'll

44]



be able to do well in the exam. (EJTiLRERMLE R E T . RBESFHITE
WAETHEN, BT LAERAXEME, REAE, BALRSEMIE. BEE
BARAMA®EFE, BWAECHRAIM, FERAKAH, REERNEETET. HH,
FEERANEEW, BEE, TH, BIWMEAKESZBRBAIEALR, REEBIE
ft20), EE2EZEBRENT. RBWBRS, 8, FURKREMHL, FRIMAER
i, HBELEF—F, L3, PR NBEA L. ) (SB-SI-#16-RGQ-AS-M,
LLE57-63)

PrimaryData261 in §7.2.1.6

The teacher gives us some extra scores for encouragement. | think the sort of
scores is really important. It is especially important to me, which causes me to like
learning English. (&4, RS, RERAESFEE, YTACOKER, #R®F
T . ) (SA-SI-#13-ZS-TRSM-F, L59)

PrimaryData252 in §7.2.1.6

| think leaming English can let others think that you've received good education.
Moreover, foreign languages have now become a popuiar currency. If you can
speak fluent English, then you can win admiration from others. That's my sort of
thinking. (5 BEBH 22 3038 K Rl R g LSO A BESS B PRI KA M LR &, SME R
il —, BRUEHARE L, REXAMIEME((makes a noise with his
mouth)). ) (SC-SI-#23-HHR-TSM-M, LL144-145)

PrimaryData253 in §7.2.1.6

I think English is important. Usually if you receive foreign tourists, you should at
least to be able to speak a little English. When the guests ask you questions, if you
can't answer their quastions in English, you'll feel really embarrassed. You'll feel
that it's really face-losing and you'll feel really awkward. (BB EEM, —BHE
#((makes a noise with her mouth)) B2/ B E R VAR THORE, KER
—R#HAL, AKAR, EHNEFEEAL BCHBEREF. FHEE. )
(SC-SI4#19-LXC-TSM-F, LL45-47)

PrimaryData254 in §7.2.1.8

Back at home | seldom learn English. Sometimes when going back home, |
suddenly have the impetus to learn English. When | see people who can speak
English very fluently on TV, | got the incentive to learn English well. Then I'll start to
recite a couple of new words. | can recite things very quickly. | can remember those
things very soon. But I'll forget half of them the next day. My English leaming is just
the way like this. (EIFB0H . REFHREIRE, FFNOER, & ML
EXRT, KR, AHEXREUMER —BHALERGNGN, RERRE, &
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PUBREFITY:, MERTHRBHENRE, WE, REER, —SJIRETFTRT, R
BRETHR BIRXREGNE0% . H—EEidH, RixK. ) (8B-SIH#15-TZ-AS-M,
LL38-41)

PrimaryData255 in §7.2.4.1.1

When | was young, | didn't like learning English. | especially didn't like learning
English. By the time | went to the juntor secondary school, we were expacted to sit
the entrance exam for senior secondary education. At that time | couldn't follow the
teacher in class. Then my mum tried to let me go to other tutoring classes to learn
English. During summer holidays, my mom took me to an informal English learning
center, which allowed parents to audit classes. So my mom quitted her job, and
went to the class with me every day, each single day. (B/\BH{RRAFERE, ¥
AEg%, BMPUG, BB RH, REMPEH AN, RELFITARBR LT,
REREMABMELRA R, WATJLEBET, REREHEREAMRYE, FHRHE
AR R ICIERE 2 LR, RERIGMA LD, KREBRLLE, K. )
(SB-SI4#16-RGQ-AS-M, LL20-23)

PrimaryData256 In §7.2.4.1.1

My mom has quitted her job for a few years. All these years, she's spent her time in
accompanying me to study. (RIBEJLER LT, ERERPRF T . ) (ibid, L105)

PrimaryData257 in §7.2.4.1.1

Since | started leaming English, my Mom has been working together with me. | think,
how to put it, half of my achievement attributes to my mom's effort. | think that in the
informal English learming center, if my mom was not there with me, | wouldn’t have
listened attentively to the teacher. Since my mom was there, sitting at the back of
the class, | had to listen to the teacher attentively even though | didn’t feel like
ieaming English. But after class, when going back home, | had to depend on myself
to learmn English. | couldn’t quite understand the lessons at the beginning. | did it
completely in a rote learning manner. When | really understood what | had lsamed,
reaily knew the way to leaming English, then | became more autonomous and more
depended on myself to learn. (R—FFiRERE, 8, E4EE, —EEBRDG,
—4EBE. RESR, RRELDBTIMRENOMTE, BARE, RAIERATLIUR
EWR, RPEFEELN, BIWHRRTER. WKl ERRE, TEAKAS
W, —FHREWAAE, 2RACEE,. BEXHEAT. NMNMEANT —&, AN
RBoEEN, 188 LEMIE K. ) (bid., LL198-200)

PrimaryData258 in §7.2.4.1.1

My mom says to me,” you should study well. if you want to go to an English leaming
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center to leam English, I'm quite wllling to pay as long as you learn.” My mom
always says this, “if you think you need, and then I'd like to pay.” If | think a book is
useful then sha'll buy it for me. As long as | study, it's OK. My mom is quite happy to
spend money cn my study. Whenever | tell her that | want to go to the bookstore,
my mum is always happy. 'How much money do you need?’ my mom will ask. | told
her that § don't know how much money | would need. "Will 300 yuan be enough?”
Whaen | told her that it might not be enocugh. Then she would say, “take some more”.
Then she would say, "'l go to the bookstore with you.” ... My mom always says to
me, “you should tearn English well.” | tell her that | know the importance of learning
English. My mom especially cares about my English, fairly, fairly care about it. (43
REFRIFEFE, REREFIMNERRBHRI, RIEFFERIT, BBRXAKE. RiErg,
BELAEH. RNV FRARTULER, ARFE, EHET, REOKXIERE. R
HE—R EHE, RETAET, RBEAESE,. RERQM, SQEE3008178?
RUar e, A, MRELEES, FREDEW? RRA@M, BREHRE. -0
RB—RKEMBE, KA ERFTEE, BN, ROMT. REGFH, SRTEE
AXRE, HWEIEE. ) (SA-SIH04-WY-HSM-F, 1LL248-256)

PrimaryData258 in §7.2.4.1.1

My parents have high expeciations on me. ... They encourage me to study English.
But they don't say the same thing repetitively. They mainly leave it to me. (i@

[ TR TR #%eER. B2 AFFbNERE, FTEHSEFREC. )
(SB-S1-#08-Z5-CNC-M, LL77-79)

Primai in §7.24.1.1

After my graduation, | want to continue my study. My mom says that she expects

ma to go to a higher vocational college. (BB 2 /5, RE—AENEEIM, HILH
U EXE., ) (SC-SI-#26-ZTS-TSM-F, L100)

PrimaryData281 in §7.2.4.1.1

My parents encourage ma to study English well. They say, “if you can leamn English

well, then you can have a brighter future, (ik 84774, RBIK G RRERIEKE
T, BERERIF—5. ) (SC-SI#19-LXC-TSM-F, L99)

PrimaryData262 in §7.2.4.1.1

My dad says, “learning English well is more important than anything else.” (&,
LR SERIRENF T bt a3, ) (SA-SI-#14-SX(-HSM-F, L200)

PrimaryData263 in §7.2.4.1.1

My parents expect my English level to become higher and higher. (i1 . 3i&, K
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PR RRE. ) (SB-SI#16-TZ-AS-M, L208)

PrimaryData264 in §7.2.4.1.1

My parents expect me to learn English well to find a good job. (A S B E,
WAFTHEM. ) (SB-SI#10-ZRJ-CNC-M, L113)

PrimaryData265 in §7.2.4.1.1

My mom and dad work at our home restaurant and they are busy with restaurant
work. They don't have time to monitor my study. Sometimes | don't go back home
after school. | can only rely on myself to learn English at school or at home. But
every morning my mom, every morning my mom would urge me to work hard, to
work hard at English for my future and so on. (RISIRIBZERN BSHKERISE, TR
JEE, A - ANFSRE, XSRGHRIL. RERS RAMREFRIRER.
MERGERRAC, EEREFERY, THERFEME, HROOBEXELHL L
MRBE RIS FIFES, B THREXMIN. ) oB-SI#15-TZ-AS-M, LL44-47)

PrimaryData266 in §7.2.4.1.1

A majority of vocational students are from divorced, separated or single-parent
families, which resulted in their diminished leaming interest and declined academic
achievement. (RERELIRENRE, EAHARMFELHT, MAXKEBRY. BT
R, PRIRAT, XL E. FTLLEARARNT, MR E I PBRASRNG T, )
(HZ-IP-#01-F, LL56-58)

PrimaryData287 in §7.2.4.1.1

Speaking of these children, | always think that they are not solely the ones to be
blamed for thelr study. It's ogly that there are things that they can't change, such as
the divorce and the separation of their parents. Sometimes | have sympathy on
them, even though sometimes the students act up in front of me. ... But after |
became Mother, my atlitude towards them gets more tender. When we had a talk
after class, they told me that they treated me as Mother. When told, | became more
sympathetic towards them. For example, there's a littie girl in my class, whose
mother has been in France for many years. Although the parents haven’t got
divorced, the father has developed his own affection for another woman. So out of
anger, the girl shut herself from communication with others. Later, she told me that |
remind her of her mother. There are many children like her. (R ER B @MW, X
BB TR, RIREAEEENFE, AAgH SRR, tRniRKs,
B FE-E. - BHRHR B RECRARNN, RE[FNEEE, K2, LR
B, REMFEERBE RS AN, - BEW, HFhETURE, H{EBRK
R, SEBmMEL--AN, AGAFAMNARTREMBESRRE, W, EIOIFREK
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R, MhiXA— R, AN GEEMTIETE T . thkinila &, 85K
EEESTEET, JORFRMEN, hEE, PRGREREE, HARBEER
Sh— il T IR, REMBE, R L TEHAILERA R AR, MEEM LT,
MR ARERAA WA . REEXR, RRESHMBRRITL—AE, ZNREHFEERET, %
KRBT ... ) (SC-TI-#03-DF, LL68-89)

PrdmaryData268 In §7.2.4.1.1

I think student’ low motivation was due to their families because in our vocational
school many students are from families, relatively speaking, single-parant families.
They experienced less family attention and care. So in terms of parent
encouragement, the students experienced relatively less, which in turn affect their
language competences. ... Relatively spaaking, about half of the students in my
class grew up in those singie-parent families. Some of them lived with their
grandparents from either maternal or paternal side, or with their relatives, since they
ware very young. Still there are a few students who were sent to live in the boarding
school, the sort of boarding school. Many students have almost never experienced
the cozy family environment and the family care, so they don't seem to care about
others. We can see this when we teachars first got in touch with them. They were
quite upset at the beginning. They didn't want teachers to take care of them as they
haven't been taken care of for quite a long time. But gradually as time passed,
students would accept the teacher and grow to realize that the teacher really cares
about them. Only then will students develop the faeling that there is still someone in
the woﬂd who really cares about them. It's the sort of feeling, yeah. | think it is not
that students themselvas don't like to study; various reasons contributa to their
present status. It has formed a sort of vicious cycle. (B3 EERKEEIRE, BHAHRIIA
WERREEEMFER, W SEFEHNE %, KEXOXHFERKE -, B
RAERKR{BEES, MEENFHRCRTTMBHEHEGESE L, FroldgmT#
., XH TR K2, e MR, RBON—PHAEBREH L EBHEE.
MEBEFR. BNFAEAPRBRETIE, M, NERRNFNEE, A005
MBFR—HEBMHE, BB EERERFKEMHNFEEE LEREHR
FLERFRBETIIRENTRHER. BEX0, HUBITTHERELEHIAEL XS
Akl BMEBEENRBRITEN, KT HRAMBEMN R, MRS —RERB®,
FARBRT, REABRT, AT THRBIEX/IE, MEHRSEZR, &
WALEWALE LEXRORT., MRERABERE, EFAEXMER LEX
By, MiKFEE. ¥, REBELLERTETIRROMNEGTIERES, HEHRE
PRI HE, MR P REMREFIN, ) (SA-TI#04-LMJ, LL35-58)

PrimeryData269 In §7.2.4.1.2
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We, the generation born after 198Qs, started learning English since Year 1 at junior
secondary education. No one was a poor learner from the very beginning in Year 1.
We were all very interested in English at the beginning. | remember at that time
when | was in Year 1, my English was very good and | was very interested in it. (£
1180/ AN MM —FFORM, 41 -MIHEBRFT R - LRMBEESRE, FEFHTE
WEMMMBNER. CBRIMY- -BIFHE, FIMERIEWEFN. WRBNE. )
(IT-GS-#05-F, LL54-55)

PrimaryData270 in §7.2.4.1.2

When | started learning English, | was very interested in it. When back at home, my
parents would urge me to learn the new words by heart. Things went along fine at
the beginning. Then, since Year 1 at junior secondary education, ... It was also in
Year 1 at the junior secondary school! that we started to learn grammar. | started to
have problems with grammar, Some of the grammar that the teacher explained in
class | couldn't remember. When we wera asked to do exercises, | couldn't
understand the exarcisaes even though the teacher had explained. And when we
were asked to apply the grammatical knowledge learned, | had difficulty in applying
grammatical knowledge to actual language use. From then on, | gradually became
disinterested In English, and especially didn't like memorizing things. (7 & 057 iR 8k
EEXNEY, RAERMRAHAHKKARKRET. ARRE, FHOMGRE, RE
MAS, ARER, W 0, ANEL - BRERS BETIRNNEWRET . RET
MNERY R, EYPRVEERE T, MASME, BME, EWMHT, HEAFMKIL
BEAE, RE, FHBA, B8, GrHREmTE, R U, MEHFFHREA. T
MM, RE, NARREEAAL BREEA. RENGR, BEGHRA RS
PEKIEE, MARMNENT. ) (SA-SI-#02-LYH-HSM-F, LL20-26)

PrimaryData271 in §7.2.4.1.2

The terrible grammar that the teacher taught, | didn't like to listen to. | didn't like
listening to the teacher, and dislike listening to the teacher at all. And, littie by little, |
couldn't understand what the teacher taught. Finally, | completely couldn't
understand what the teacher taught at all. (ZWidp L5, - /A MAEE:, TET.
ARV BN, RE—R)L—- R, —fLEBART, BBRERILT. ZMURE
RV . ) (SA-SI-#04-WY-HSM-F, LL180-181)

PrimaryData272 in §7.2.4.1.2 -

At that time, the teacher always taught grammar and the text in the class. So the
class atmosphere was the sort of, sort of boring. And | felt a bit sleepy. (EARTE .
EPWMMEERRL, KRG, AHERE BN, RS, TRES KR, )
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(SB-SI#05-LL-MDM-M, LL76-78)

PrimaryData273 in §7.2.4.1.2

The way that the teacher taught was s0 rigid, not interesting at ali. Also, the teacher
didn't show any patience when teaching, which et the poor English learner formed
the concept that they were incapable of reading and learning English. So they didn't
want to learn. What's more, the teachar's teaching was not interesting at all. ({2
WA HR T, BEE. BEE, EWBNARC, RE, RAERRANIPRS,
BEETH. A RELAREBE, EMHMEER. ) (SA-SI-#03-WZ-HSM-F,
LL179-181)

PrimaryData274 in §7.2.4.1.2

My parents can't help ma with my English. | have to rely on myself ({(sign)}. (A L.
MEKBCD. ) (SA-SI#03-WZ-HSM-F, L103)

PrimaryData276 in §7.2.4.1.2

They don't know English at all. (4"1fi. ) (SA-SI-#01-SBR-BE-F, L1898}

PrimaryData276 in §7.2.4.1.2

They don't know English themselves, either. (b il A&, )
(SB-S1-#06-ZXB-MDM-M, L29)

PrimaryData277 in §7.2.4.1.2

They can't help me with my English. (SBA7 T . ) (SB-SI-#07-XJP-MDM-M, L53)

PrimaryData278 in §7.2.4.1.2

My parents can't help me with my English as thay both don't know much English.
My mom knows a littke and can urge me to remember things in English. She can
only read some simple English. When it comes to more difficult English, she knows
nothing. She can't do those exercises in English, She can only read some English
words. (I~ L. #¥. BBMNBA&. RE. MERIGHE— A, RERFER
WAORE, MEREMEMTEHESE RNBRAET. ERNRETHE, RiEg
FIERESE A, ) (SA-SI-#02-LYH-HSM-F, LL51-54)

PrimaryData279 In §7.2.4.1.2

At the very beginning, | didn't know much about English. Then my mom sent me to a
tutoring English class. | went there to learn English after school, went there to learn
after school. But still | didn't do well with my English, and | didn’t quite llke learning

English. (RIFFBFREHLEMEARE. AEREBRSER TAKEH, BAERS
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FIHEREKEE L, MERBREFEE, REERFNRARKET, TNEAKEHIE
7. ) (SC-SI-#20-CM-TSM-F, LL25-27)

PrimaryData280 In §7.2.4.1.2

When | was in Year 8 In primary school, | had an English tutor, who helped me with
Year 7 English. Later | stopped going to the tutoring English. (/&4 (R & ik, b
M—0, *FEE. AETH. ) (SB-SI#07-XJP-MDM-M, L57)

PrimaryData281 In §7.2.4.1.2

Ever since | was very young, | started learning English. At that time, my mom sent
me to an informal learning center to learn English, .... (MR /MR, BRI EE
T BAOBWGUATHE, DRFRRAREMANZEIE, . o )
{SC-SI-#23-HHR-TSM-M, LL14-15)

PrimaryData282 in §7.2.4.1.2

| started learning English when | was in Yeer 4 at primary school because | did my
Year 1 and Year 2 study not in this city. | moved back to the school here when { was
in Year 4, Then my mom sent me to leam English in an informal training center,
where we were mainly trained for our spoken English. (/N¥TIER TS, B4, B
-, ZEREXDLE, RAERR¥E, RABEEFEMANE LXLERT . HSEHit
AT (An English training center)# 3iE, ARG, B4, FEEQDEW. )
(SA-SI-#02-LYH-HSM-F, LL18-20)

PrimaryData283 in §7.2.4.1.2

The junior secondary teachers, | think, are very sophisticated. It's likely that we
don't have a good understanding of them. It might be that they are under the
test-driven pressure or because of other outside pressure. (BR7FH 1 & EiiX — b
JL, TTEEMEMIBRBRA KT #brs, EERBEMFEEIW, BRERE—EREH, 5
RE BT, B RRBE, WAL LITE, BRI ) (SC-TI-#03-DF, LL66-68)

PrimaryData284 In §7.24.1.2

But the teacher didn't pay attention to us. The teacher only paid herattention to the
few top students, and didn't care about the few poor students. So {{makes a noise
with her mouth)} | didn’'t do well with my English. ({BR2ZMAEY, MILREREKE
BEAN, BLALTRELET. RE, LHORTEALTT. ) (SA-SIH#13-ZS-TRSM-F,
LL49-50)

PrimaryData285 in §7.2.4.1.2

Later the teacher just taught in such a way. My English was just so-so. The teacher

449



only focused her attention on the students sitting in the front rows, those sitting in
the front rows. The classroom in our junior secondary school was not the same as
our present classroom. it was more spacious, with more students. It was tha sort of
long desk for two students, with four students forming a row. The eight students
sitting in the first two rows are espectaliy good at English. So in the English class the
teacher mainly communicated with them. | was sitting in the front three or four

row. ... But the teacher didn't even bother to look at mse. Even though | was able to
answer the questions the teacher asked, and even though | put up my hand, the
teacher just didn't have a look at me because the teacher was afraid that | wasn't
able to answer har questions well. And at that time if we weran't able to answar her
questions correctly, other students would laugh at us. So | was aiways afraid that |
couldn't speak correctly and that { could make mistakes. The teacher also never
asked ma to answer her quastions, never asked me to answer her questions. If
suddenly | was asked by the teacher, and | happened not to be able to answer her
guestion correctly, then the whole class would laugh at me. All the students in the
class would laugh at me. Than | became sven more disinterested in English. |
always made mistakes and there were always a group of people laughing at me. So
| became even more disinterested in learning English. Little by little, my English was
feft behind. (EWi/E KM BIZMT, REIBME BT, ZINBEE M FFH
=M —H#((a teacher comes In)), RI—#E. ERETME, PEMBEFRREHN
BE, HELRK, 2EHBRE. RAEKEERINBHOAL, HE—K, N2
BN AR, WTHAHRESN A RFBHFHTH, FALTRE LRERZRR
ARATE. RMARABERI, 4F, o EMEEREERTBAFR MR, LBRRX
B ERE, 8FT7, HEMBAER, REEHZMHREST. REB TR
EHRERMNERERAGFNE, HARKIERN, sHRALT, HEH RAEZMR
BAME, BAMR. EMRR, BREREF T, LHAEEBWMY, S2BEE—EX
. MEHRELRRE. B, WHRBRE, —HA-EXR, REFARLEET,
HERXL4—AAETT. )(SC-SI#7-GT-BE-F, LL147-157)

PrimaryData286 in §7.2.4.1.2

In junior secondary school, there were huge differences between studsnts. Some
students are particularly good at English, so the teacher always cared about those
good students. This didn't let us poor students feel balanced, the sort of
psychological balance. So we tiidn‘t have any incentives to learn English. in the
English class, we just hided-ourselves at the back of the class, and the teacher just
didn't care about us. So we finally gave up our hope of learning English. (70 {241
BEZERNGEH K, FHRENIGHLT, FrilEmEosNrLire, R ASIRE
DERNKTR, THEBHY, BRAHABEBET, REEM—R, TMBETELE
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$RT . FTERBIBEET . ) (SC-SI-#25-JY-TSM-F, LL25-28)

PrimaryData287 in §7.2.4.2.1

What I'm really fond of is that teachers can teach us some special strategies to
remember words and sentences, and the things like that. (SR8 XXM, MAE, ZIF
BB SRR RTRIAM, REC-THEUJLZENKRE. )
(SA-SI-#12-H5Q-HSM-F, LL110-111)

PrimaryData288 In §7.2.4.2.1

What we really want to know is to get to know the associative ways of remembering
words. (EEBUER, MRR, 18, BAREM 12— A 8. ) (SA-SI-#12-HSQ-HSM-F,
L113)

PrimaryData289 in §7.2.4.2.1

| wish teachers could teach us some strategies so that we can remember words
faster and making greater progress in English. (ic B BB IV — &AM
4/, BHRER L, RAERFERWEBR. ) (SC-SI-#21-SHY-TSM-M, LL52-53)

PrimaryData290 In §7.2.4.2.1

(The learning strategy | adopt) Is just rote-learning method. (F . )
{SA-SI-#02-LYH-HSM-F, L79)

PrimaryData281 in §7.2.4.2.1

Iit's just learning by rote. ... To memorize new words. To memorize mechanically
letter by letter. ... | haven't got (good learning strategles). | always férget things
we've learned and forget them in a while. (St 2%, ...... MERWHRE, ... — A
N GH, - B, BRWHIERE, —&J/LRE. ) (SB-SI-#06-ZXB-MDM-M,
LL85-91)

PrimaryData282 In §7.2.4.2.1

It's just rote-leaming, that Is, leamn everything by rote. (2%, FEIRHER. )
(SC-SI-#18-ZJC-BE-M, L24)

PrimaryData293 In §7.2.4.2.1

The way | use to lsarn English is just rote-learning. Rote learning words and
sentences. | don't have any effective learning strategles. So It is difficult to
remember things. For example, a word Is remembered today, and is forgotten two
days later. (Lif], ZEWRAMGTF, SOBRHAFE, REdE ANSRETET,
SRR ET . ) (SC-SI-#18-ZJC-BE-M, LL115-118)

451



PrimaryData294 in §7.2.4.2.1

Baslcally, the strategy | use is to memarize a word whenever { encounter a new
word in my study. Learn a word by heart whan | encounter It. For example, there are
many phrases In grammar. Now | malinly focus on such things as tenses, (RIREX
X ERBE—TERARIE— AL, F—PERART—R, BEEEALSERAR
%, MEBERRTHRE, EEHFIHT 40X ERT. ) (SB-SI-#16-RGQ-AS-M,
LL123-126)

PrimaryData285 In §7.2.4.2.1

When the material is easier, | don't fael like having a headache. | can read It and
then translate it into Chinese. If { can't transiate it into Chinese, then | don't know
what to do. ... For each short fext, | usually read it first. After reading the text, | will
memorize it. After memorizing the text, I'li translate the whole taxt. ... And then, I'll
learn by rote the text in both English and Chinese. ... Because after transiating
English into Chinase, I'll know what It means. If | know what it means in Chinese,
then I'tl know how to read it in English. (IR — SRBRBFLET, BASIE,
KRERTFE, AELSHEHE RENKT. BAEXHAEE, ERZE,
REW, We2EREuRsmieiLik. - Kig, Wi—EidM((smiles with a
sign))s e BANERIERT, ROGARERDEH AKE. UEmEit A8,
FHRR MBI LR T . ) (SC-SI-#22-SDN-TSM-F, LLB3-92)

PrimaryData286 in §7.2.4.2.1

it should be the ineffective learning methods. If | have mastered good learning
strategles, it Is quite likely that i oan learn English well and become more interested
in English. {((makes a noise with his mouth)) %A% 3 FikA8Y, ERNRE T
AFEABRRERETE, TRBKBENET . ) (SB-SI-#07-XJP-MDM-M,
LL77-78)

PrimaryData297 in §7.2.4.2.1

Usually in class, | can easily become absent-minded after a little while, get
absent-minded after a while. That is, | often think of other things. | don't know why.

(MR Fed LRAYHHR, AV —SRER, W—&REH, RE REAHNME,
WA ((smiles)). ) (SC-SI-#20-CM-TSM-F, LL.148-149)

PrimaryData208 in §7.2.4.2.1

Sometimes | can't understand those materials myself. Self-lsarning is not as good

as feacher's teaching. (FRIN BT O HC, B4 WBREZMHMT(smiles). )
(SA-SI-#12-HSQ-HSM-F, L107)
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PrimaryData299 in §7.2.4.2.2

But | always feel nervous whenever the teacher asks me to answer har questlons. |
don't know what the matter is. ... | can't get completely relaxed. Whenever I'm
asked to answer questions, | feel ... Yeah. | can easily forget things. My mind goes
blank. (£, REEZE)LEMMBMOEIERRSREKR, FOEEAEFENL
((smiles)), M. - FRGHIAT A, HE—MBEERENTR, KH=--3F, 5,
F((smiles)). BESHET . Xhi—H<H., MAE. ) (SC-SI-#23-HHR-TSM-M,
LL129-134)

PrimaryData300 in §7.2.4.2,2

For those serious teachers, | feel that | dare not to speak English with her for fear of
making mistakes. If | want to speak English with her, then | have to speak a
complete sentence. | don't like that kind of feeling in class. (5 )2 Jifi 5k B 5 A BL
BRufu R, MERAEAEERLR B — MR EIE—AE R R, RESAERB. )
(SB-SI-#15-TZ-AS-M, LL55-56)

PrimaryData301 In §7.2.4.2.2

It was the first ime for us to perform the play in public. We were so nervous that we
made some mistakes. It happened that our class was the fourth to put on the play.
The first one played was the same play as ours. We had no other choics, but to try
our best to perform the play. We were so nervous because the play by the previous
class was the same as ours. We were so stressful that we made a lot of mistakes.
We made mistakes, spoke the wrong scripts, forgot the scripts, and even played the
wrong parts. (B—EIEMMAFHERINHE, HHIBFHLBRBER — S, THEHLRET,
AR ERNHARENS, BOME. B—MENSEMRI—#, RERKRE
i, RERRBLBPEHLERE. AERAENLREK LHEREKEDT—A
PEBRE A1, BAF-ANHFEDW, XERE DEBRRRS, RHET. HET,
EifT, ®FHFSMARILT, 24, ) (SC-SIH#M7-GT-BE-F, LL83-87)

PrimaryData302 in §7.2.4.2.2

| didn’t dare to grest foreigners. ... | didn't dare to greet them (because of my poor
English). It's so embarrassing. {(smiles)) B} H B EFNEITH/ME. - M, KEANT
{(smiles)). ) (SA-SI-#12-HSQ-HSM-F, LL139-144)

PrimaryData303 in §7.2.4.2.2

Before, in the last term, | felt a bit stressful, eh, because 'm not as good as other
students. | felt strassful. As time passes, Ms D always tells that we don’t need to feel
s0 nervous in her class. She has tried all sorts of means to Iet us not to be nervous
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in her class. (W, FEHBEREEREET —AJL, B, AmHnEEmsEREA,
BHE—SEH, SR—BMEFHBEMSERNKSRIK, ARS8, Tk,
MR, 8, CLEFFRM LT, B, EaEaEssEAT, M, ) (SC-SI-#23-HHR-TSM-M,
LLS6-99)

PrimaryData304 in §7.2.4.2.2

Sometimes the teacher can tell us some jokes in the English class. Then we will all
have a good laugh, which makes us feel less nervous. | fesl much better than
before. (BN EMERE LHE, @FMRE—TXIE, RERIMMBEE—T, HU
B, REBLRKT. REEMBIZTHF— ALK, ) (SC-SI#20-CM-TSM-F,
LL114-115)

PrimaryData305 In §7.2.4.2.2

| toid them, “when you get into society, there are many opportunities. It's not that the
opportunity will fall upon you while sitting there. You have to try your best. It's not
that you can gain the opportunity once you step into society. When you are at
school, all | can do is to create the sort of opportunity you desire, the opportunity
you want." | told them, “in our English class you can try to gain an opportunity, yeah.
(BRME, REEHS L, RENS, FREBREN, NEW—THRERRBER L, #
BEFD. FEHPFRITERRILS FREENN, RESKE, E8ZXk, Bk
WER, RBEBIH A0S, RRSGAARNMNES. BELNEMENE LR
L. ARFETHE. ) (SC-TI-#03-DF-12-F, LL253-256)

PrimaryData306 in §7.2.4.2.2

| once told them a story, a story of a man in red. The story was about a man. He was
actually not the most excellent among many of his co-workers, but he wore a red
sweater every day. Every now and then the boss would see him, see him
occasionally. Yeah, after a while, the boss discovered that the man in red seemed
to wark pretty hard, and was actively involved into his work. | told them it was not
that other workers didn't work as hard as him, Some might work aven harder than
him. But he has created a chance for himself. Next time, when there is an
opportunity of promotion, the boss will probably think of the man in red. The man in
red has created an opportunity for himseif. | told them that the case can be applied
to them. They need to win the opportunity for themselves. For example, if a travel
agency comes for the interview and they dare not to have a try or even to put up
thelr hand, what opportunity they will be able to get. Such messages are gradually
conveyed to them. (3, RUAESMmIIE— N E®E, BE (CEER) MKW,
BREREZIF DA, ERIT—EALSPTHE, HEMAFERMEN—/, ERH

454



HERRFOGEN, BERBRRITFREFZETALSHEME, FLBESE 21,
i, TTHEHETRER, K, XFAEEXRLY, XTAFRIEREI AN, BER
B, REFRTEMATFERMM, FATRE L, EBE2MATRRET 82X
&, ERTE, —4, BREFA—MRANGHE, KS18E, & BINMFLCEERN
WA TEHW, TLHSbIXMHE. RBHNER—F, FHESSXSR, kW
BEARBMESERFRRAART, HESHAME, EEFHEARE, HFEFS
MW, ixkea, BiB0EiE. ) (SC-TIH#03-DF-12-F, LL256-264)

PrimaryData307 In §7.2.4.2.2

Our English teacher doesn't ignore any student in her class. She never, never
ignores anyone. If students don't like to answer her questions in class, she'll ask
them to answaer her questions or make dialoguses with them. Basically, each one in
the class will have an opportunity. | think the learning atmosphere created is very
harmonious. ... Even when we make mistakes, our English teacher still eniiourages
us. She won't make us feel embarrassed. ... | really like the learning environment in
our class. First, the relationship between our classmates are very harmonious.
Second, the relationship between the teacher and students are also very
harmonious. Usually after class, we and our teacher are like friends. ... When we're
on holiday, we add our English teacher into our QQ (i.e., online chatting group) and
‘chat with her online. Yeah, the reiationship between us is very harmonious. ...
because we are no longer like what we were in the junlor secondary school, being
afraid of putting up our hands. Qur English ciass now is just like games-playing. It's
just very interesting, and nobedy is afraid of having the English class. ({1, RN
EMRETR, Feg—FSBIRURLE N34, REES LGNME2E, BER
BRET. MRBEHAMBER, RERMEIIE AN, BIEEREAN, i
TRERNBEN B R UHB AT A REFHER, BARE—EAEAN. b
YR, §ERERIIFIFY, REZmit@ms, REMEZRRLEME. R
NAREEMARLE, FwfF RO RABRB LR, 8. . R, MENR
EymaQ, FEVTWMRmH 287, @, BlLLRME. - BEARA. WML
SMPHPER, WIRKELEFR, RHUKNEREAN. HARERTIMERE EREHR,
BB RARWARLIE, ((makes a noise with his mouth)) Bt BEH2EH KB,
HREF BB MH 40, ) (SC-SI-#23-HHR-TSM-M, LL90-114)

PrimaryData308 In §7.2.4.2.2

In the English class, ] think all the class can get involved when our English teacher
teaches. Students, whether they are good or bad at English or and whether they
don't follow teachers in other classes, can all listen attentively in our teacher's
English class. They can all get involved in our English teacher's class. ( 3R,
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BEMREITVEIEHR 2 TIRMET 3 Z, FAEEIFTTH, SRE LR RS,
THHBRER, BEM—HRBWHET. ) (SC-SI-#25-JY-TSM-F, LL133-134)

PrimaryData308 in §7.2.4.2.3

In our vocational school, there Is a fairly greater part of students, whose English was
fairly poor at Junior secondary education and who don't have any confidence in
themselves. Even in the English class, they themsalves will think that they aren’t
good at English and that they can't understand the iessons. They themselvas have
lost confidence in themsaives. There are a substantial number of these students.
(MBMTRMERL BT - KHS, HRERT IR, MFIERBMALF, REXSDE
CHRFECHEM, RAEAQBENRMAMNR, LESR, RE B BCEHHR
B4, RBRAT, RVEAE, B, SCHEARBIRERELC, FHY M XH
4. ) (SA-TI-#05-ZN, LL44-47)

PrimaryData310 in §7.2.4.2.3

First, in view of students themselves, | think it might be that when thay were at junior
secondary school they were not cared about by the teacher due to their poor
academic achlevement. And then, because of their academic achievement,
because of their poor academic achievemant, thay might feel humiliated and didn't
aven like to study, which has formed a vicious cycle. So when they came to the
vocational school, it is guite likely that they lack self-autonomy and leaming interest
in English. (B5t%#4 BRI, B4 RE T FAN GRAM R RAMMLBAL, 7]
REAZXEW, REASR, B AHARE ATREEGRRERINEE, AH—F
BAEEEE, FLUbB Bk, SaERiXH e ¥ IMMENBRE, RENE., )
(SA-TI-#04-LMJ, LL32-35)

PrimaryData311 in §7.2.4.2.3

Because he has never experienced the learning success, it can be said that he
always feel depressed in the school leaming environment. (B X fib— B ¥ 4% Flix
FRLDHAO R, —HRXAFM BRI, cTAHEZEMN. ) (SC-TIH02-WJ,
LL68-69)

PrimaryData312 In §7.2.4.2.3

Sometimes | don't have self-confidence, as | don’t know the sort of things such as
grammar. Now I'm quite worried. (SR 2 EHSHRIREVT S8, RER/MEXRT AMER
i, WA, MEEHXFAN. ) (SC-SI-#26-ZTS-TSM-F, L85)

PrimaryData313 in §7.2.4.2.3

So the poor students formed the concept that now that they couldn't read and
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understand they didn't want to learn. Moreover, what the teacher taught isn't
interesting to them at all. | think they were not confldent in themselves. (B &i& Bk
xR, REHAH. WAL, REBARE, EMIKNERE. BIEMW/, i
R BEREME. ) (SA-SI-#03-WZ-HSM-F, LL180-182)

PrimaryData314 In §7.2.4.2.3

Then my impression towards them is that the more you think these childran in the
senlor secondary vocational school heipless, the more likely that they'll give up their
hope of English learning. They will think that they are destined to be a loser, and
what's the use of learning English. And they can behave even worse than this. But
the more you respact them, the more hope you show towards them, they'li respect
you more and would like to follow you. It's the sort of things like this, (4R /& x4t {188
PBESR, R MRALTIZFRNE, R, B, BRAIT, REANPIREE,
A RBF? (BN G, BRREET, FEBRTRY, EETRILEBEZXESR
W, EARRHEMN RESHAE. R METRAMER, dEmREE, KX
. ) (SC-Ti-#03-DF, LL93-96)

PrimaryData315 in §7.2.4.2.3

The attitude that the teacher have shown towards you is the sort of respect that you
feal. It's the kind of feeling that you're baing taken care of. Whether you are goed at
English or not, the teacher concerns about you. It's quite unlike the feelings we
experienced In the junior middle school. At that time you felt that the teacher always
cared about others, those good students. You felt that you were ignored. So you
always, always stayed behind, gradually you became silent in class, and the
teacher took no notice of you. You got the feeting that you were not good, not good
at English at all. But now, our English teacher Miss D has hslped us establish
self-confidence. Whether you're good or bad at English, she treats you the same
with respect. (ZWIM R ER, WELLR, BB BHGRMAE, BR xRN dL Bt
KREAY, FERERT T EMNR, MLERIIR, TREPHE, REMEEN
BN, MM, RBEERRE, FR—EH -ERBEET--R, 98
BELRRET, EWEFRAEHRT. BELCELRBEA KT, MRE- SELT, R
EREEEEFARIMBEOERN, B EMESEERYE, MR E., )
(SC-SI-#25-JY-TSM-F, LL43-47)

PrimaryData316 in §7.2.4.2.3

Now | feet, | fesl that English is not that difficult. When t listen more attentively in
class, Engiish doesn’t seem to be that difficult. Gradually, | feel that | can almost talk
about things in English. In the past, it was very difficult for me to introduce mysslf in
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English. Now | feel that it is not that difficult. | can now talk about myself. The feeling
is really wonderful. (REMM, MR, REKE, REBRE, HERKES, FRR
ARM2MET . REFLEFLFAEERIG AR THE, REXLTHERER, WER
¥%, BSHRKES, XLREFREASZHER. UTARXAMBECH, ... v Bt
AR, REKES®, & LIRS, KORAEEK BKE BEFH.)
(SA-SI-#03-WZ-HSM-F, LLB7-72)

PrimaryData317 in §7.2.4.2.3

... | now feel that I'm very seif-confident in this class. | really feel good. (+**** BT
XA BISH AL, R . ) (SC-SI#25-JY-TSM-F, LL40-41)

PrimaryData318 in §7.2.4.2.4

In the past, | was lazy, and I'm still pretty lazy. (BiX AN, FRAE, 8. BLER LM, )
(SB-SI-#15-TZ-AS-M, L92)

PrimaryData319 in §7.2.4.2.4

Anyway, | didn't study at that time and was very lazy. (R EtE A K%, tLEM. )
(SA-SI-#12-HSQ-HSM-F, L52)

PrimaryData320 in §7.2.4.2.4

Things went on well at the beginning. And then, in Year 1 at junior secondary school,
in Year 1 | started to get lazy. (JFUiRIBHRIREF, REHA, AER, ¥, N
B, NERFTFHEMMT . ) (SA-SI-#02-LYH-HSM-F, LL21-22)

PrimaryData321 in §7.2.4.2.4

Actually, | started learning English pretty early. When | was in Year 2 at primary
school, my mom started forcing me to go to an informal learning place to learn
English. But at that time, | was too young to know the importance of learning English.
| didn’t work hard at English, and | haven't been working hard at it ever since |
started leamning. (RKEME, WBUREIHBEIINERN, BA_ERBEK
FroR BB EAMRIE T, BRMEEILD, AER, BBBIFLF¥(smiles)), —HAA
UFiF%E. ) (SC-SI-#25-JY-TSM-F, LL12-13)

PrimaryData322 in §7.2.4.2.4

For example, in ihis class when students first came to the.vocational school they
had motivation. But boys like playing a lot. Sometimes they're so indulged in playing
that they may learn one subject and ignore another. So they may catch up with-gne
subject and lag behind in another subject. ... At the beginning, students was able to
follow the teacher and answer some of the teacher’s questions. But gradually they
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resumed their old habits of playing. Since they were lazy, they didn't like doing
homework and memorizing new words. Thay didn't like memorizing new words,
Gradually, they couldn’t catch up. Then they thought that since they couldn’t catch
up with the teacher, they didn't want to listen to the teacher in class. (I®ix4. X4
B4, ERERRIRMAREAEDN, BEEERRILCEA, WAMRTTIL, RENSB
~ANKA T, BAXIMAET, ETMXATIE, BARXMAET ., - RIETTRE
RIFFEh, RERBL, REERNER. VR, TEBEL, FEHERE, REFR
HARER, MEHEEN, HFERBALT. BA LMEES, RERBRALT. B
WA T . ) (SB-TI-#01-LXY, LL56-64)

PrimaryData323 In §7.2.4.2.4

The student, | tell you, | can't understand him. He has been like this for some time.
He's always been like this. For one day, he may be very active in class, putting up
his hand to answer questions. For the next day, he may be completely different. He
may either not listen or steep in class. He's such sort of student. (IX% 418, R ER4b,
BREVETELRFE, ZEENREAR--KMWRT. hliXEFE KEe KRR
MTHRELER, BEFRET, B2XK, LrTERE--BWR BEALREZWR, B4
LREMBER, WMiXa—PF4d. ) (SB-TH#01-LXY, LL256-260)

PrimaryData324 in §7.2.4.2.4

The other point is that students are extremely emotional. On one day, he may be
happy. Because he's happy, he may like to leam with you, and the learning may go
on pretty smoothly. But on another day, he may be unhappy or something's gone
wrong with him, he’ll immediately lose his interest and won't listen to you. His study
lacks consistence. He doesn’t have the consistence. He may understand what was
taught the first day, but got contused about what was taught the following day. The
day after, he might not be able to follow the teacher, and he couldn’t understand the
lesson again. (B4 EFIER — R EMWEILFRIE, BARBHRTIO, ... {2 4
KENTMATRREET, RENMETHET. THET, WBXIBIKAT. RS
KEHLET, D LMRET, BEAYT, fBMREIBEZ - Mg, Rk
b H M, BSREME. LBRUNAS. BFX, LEASLRME, XA
£7 . }(SC-TI#02-WJ, LL223-227)

PrimaryDatad25 in §7.2.4.2.4

The next factor, 1 think, should be the social cause. Many of our students at
vocational schools made friends with those early school-leavers, who left school to
work in society before they finished their nine-year compulsory education. Our
vocational students still keep contact with them. Their friends’ working environment
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is quite different from that of the school. These friends may exert some influence on
our students, both positive and negative. They may exert a negative influence on
students who have already lost their interest in learning, which may result in their
further disinterest and less incentives to learn English. (G & —1, RE/NZR
HEFEEMW, BEAHRMNFIRS ZEGOIORZEVNPHMERTAMEES LTHT,
REBMNAZECHIBNE L ROMRR, BAHE - bhareiid, THEMR
BA—8H, BREMNBROEFEEGMRIAYEE R EmMN, WH St Rgsime,
FreAmB R ATEWNLE, }EEE, ARMEXRE, RFARREUEIMEERE,
T HE SBALITE R T % X PP NEBIEURYE T . ) (SA-TI-#04-LMJ, LLIB-44)

PrimaryData328 in §7.2.4.2.4

Students sometimes unconsciously use their old learning methods, the methods
which have formed stereotype over the years. It's difficult for them to gset rid of the
stereotype. (fl{I 14 d9aT4k, THRIRRE, AN AE. MBS ECNTECRER
FERET, BT AR AL, ) (SB-TIH#01-LXY, LL351-352)

PrimaryData327 in §8.3.3

| think schools should provide more opportunities for us teachers, who are teaching
baslc cultural literacy subjects, to do more situated learning. ... We teachers should
first understand Industry requirements and our learners’ future job requirements so
that the teachers can teach lsarners what learners are required to possess within
two- or three-year leaming at school. Only in this way can the teaching be more
relevant to their specialty, to their future vocation, and only in this way can
vocational teaching be effective. (IR, SR TIEEENER T, RBRUTEEMN
Bl RRTERSMERD L XM BREN, BAeMATLREA M. - SRR, B
RHBAIEWET MATI AR TER, THMRINFERRYHGHER, ETURE
FA BEXGERE ZFMIL R LR SR EFHER, XA R D5k
M ARG QR B, AR R BB, ) (IP-#01-F,
LL195-216)

PrimaryData328 in §8.3.4

Students think that iearning English is useless. To deal with such line of thought, at
the beginning, we taught them some vocation-related knowledge as soon as they
were enrolied. We've done some experiments on our English teaching. In relation
with thelr speclalties, we made a list of the things that they are going to deal with in
their speciaities. For example, we've done an experiment in a cookery class in a
tourism vocational school. Most of the students in the class are boys. The students'
English in the cockery classes is likely the poorest among the whole school. In the
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Engtish class, we didn't use textbooks to teach them at the baginning, we just taught
them the names of dishes and the seasonings. Each class, we didn't teach them
many things, just five to ten dishes ... in relation to their future work, We first
provided them some work-related knowledge, added some supplementary things
and printed some more materials for them. Students felt that they were able to tell
tha things in English after the English class. So in this way, we've conducted our
teaching relevant to learners’ future vocation. For example, the cookery class in the
vocational school has done pretty well on this aspect. Many of their students will
work as chef in luxury hotels or go abroad to werk, So it is quite likely that the chief
chef will be a foreigner, and he may ask them to fetch or pass something. They can,
at least, know the name of the items. So in our experimental teaching, we've made
a list of all the possible items in the kitchen and their names in English, then we
integrate these things in our teaching. (F B &t 33 S MR A HIXAN HE . I—#K
WERR AL —TT 4, AT RE F AW L, AL - ULR A b- - 2 &b f K38
%, WLARMNEEHE DR RIZAN, KELSGAME MR, Hild)—Gihs
Ab Sk adb AR LR @R, BRANERBY GBS, WMIITRAE, YITH
MBETEE AR, XGER, RNTHENFETRLIREM, SFHREN. B5E
TEUERMNEIMRR, —FFRBMNFBOXAN B, REBEXNMREELR, BIRE
AW, ZTWEEAER, THRAHE, BRESH 10, - HiA KRR,
KSR E — T IR, BNk, E—Lebiiedfb, SETHRRAEEN,
i, RETRMUE, REESWIZANT. RTLUSR, BESLSMRL, XPFRY
WA, R, RBROMTICELHEIERAHG, A RSLLBRE -
LHBEUEZMBEN, FHESEHALRR, WA, FoRReER KF ek
REMHEA, MNOTE, BERM0iFeMMA, KTMEA, REMBET. FTUR
11 -FreREN, T DR, A EICANEE B 2 HIRNRN, BibslT
—EHL, RIS A A, ) (IP-#02-F, LL219-232)

PrimaryData320 In §8.3.4

By building scaffolding tasks before the real authentic tasks, we try to guide
students to do things in a step-by-step manner. Little by little, learners will be able to
have confidence in doing things. (M4 RAIAMEIRHR, KEE ARLEEF N —
WRIEH TR, BRI, RER--P—P05 S¥ L RHE L2088
A — 2470 R BAULEN . ) (IP-#02-F, LL215-218)

PrimaryData330 in §8.3.4

We are currently experimenting two things: one is the activity class, that is,.to use
activitles such as games to stimulate learners’ participating interest; the other is
communicative class, which focuses on language practice. ... For example, in our
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communicative class, like what we've done in our classroom observation, we have
done a lot of classroom observation. While doing classroom observation, what has
imprassed me most is the role play after the teacher’'s explanation, in tourism and
hotel specialties. in these classes, studants were requirad to do some practice on
the simulated hotal situations, the authentic si{uations. When learners get familiar
with the languagse practice, the greatest advantage, | think, is that when they go to
the workplace, and when they meet forsigners, they can automatically come up with
“Can 1 help you?" | think, such kind of practice ~ the communication-focused
practice in class — can be effective in cultivating learners' future vocational
competences. (RNNEZXKIE, BRORERI:ZERMAM. —4 &, BIEDHERE.
AR %R, MER W, KMRAEENESHNE: 2F -PMR, RE
—FhAERR R, W4 ARRIE LR 0 — SR R, o e an P IRANIM
MAERFRE, REOCBHAMGDEN S, HITRS R BARLRAOR RN,
fE—dthkd. RIEXWHRRESLMHWTRNLEXD, REDR, REZMERRXLR
BT, RTUE, hdESA —SMEMMNIN. BREERE, BB RIBRLR,
KWREHS, KT R, Ba, FXTREBRETLREME, RESHH—-1
HANE, FEMEARNUHIXFERWRUE, SFAHEREA, RRLMEH
MiZEAR, MATLUROM M, Can | help you? FAEBRE R SIXFEH— KL
BEEZHRAE A RO T, 23R A R UNE B LR A . )
(IP-#02-F, LL149-160)

-

PrimaryData331 in §8.3.5

Since this term, | began to iet tham write weekly journals. Each week, they set up
one goal for the weak. The goals can be prefty minor, such as not sleeping in class
for the week or not sleeplng for just half of the day if they used to sleep every day.
Then, each Monday or Tuesday if I'm not free on Monday, I'll write my requirements
of them in each of their journal, and tell thern not to show what I've written for them
to other students as it's a secrete shared between us. The students are very happy
about what I'va written to them. Sometimes if | don't write much in their journals,
they wiil say toc me, “Teacher, you are so mean. You should write more for me." |
think journal-writing Is a good way of encouraging students. (F M X4 $ & ik4b A
BRAERLE, RAEHRRE—D, RERE-BH. RERRAD, KSR, MHRx
A LERERT, BERUMNRRIEE, BXERILEE SSHN. 85 RE
-, HRHER--RANN, MB, BRRSBNS, 4 4AILS, REFME
BB RMA A0 RERBBINENRBERAESHWAS ROFEZ AGHE. RE,
FHRYR, && BABART, HMNEA%, & bNTENT. By, S=THN

IRRERTHIMING, £, FRICGK, FBERGRW, RIXREN, BRI )
(SC-TI-#03-DF, LL354-361)
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