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Abstra.t

ThiJ study lnvestipI:ed the Ieaming and te.cmns experiences ofEnglish srudents

and teachers in China.. The putic:ipaDts were forty-two students of English in sc:cood.

third and fourth year at the university level. and thirteen teacben tcacbing diverse

English courses. Two~ questionnaire surveys followed by in-depth discussion

questions were given to ascertain the patticipams' attitudes toward the English

instruction they bad e:xperiencell The survey results sbowed that the snadeuts felt: weak

in speaking and writing skills. especiall:y speaking. Their sense of incompetence in

communiurioo skills brought UIJItfeasam: experiences. Studeots preferred to have more

participation in foreign language learning. and to use the target language as a medium

for knowledge enrichment~ than an end. The study also showed that the English

instruction prevailing in practice tended to make the SlUde:Dts passive in learning and

ignorant ofleaming strategies and learning autooomy. Teac:bers Wft"e fiustrated with the

evaluation devices, limited resources. and inaccessibility of up-to-date pedlgogical.

research information and guidance. The study suggests lhat teachers' professional

development~ a pedag~gy that meets natural ways of learning are two key issues in

further improvement: ofEnglish education in China.
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CbpterOae

IJItroductio.

The English language curriculum in China bas changed a great deal in the past few

decades in tem:l5 of content., pedasogy aDd assessment implemem:ed, and learning

outcomes achieved (Tmg. 1987~ Yug. 1991~ Shih. 1996; Adamson and Morris. 1997).

However, among the observed progRSSive chaDges of the cwricuJum. 1, as a teacber of

English. DOtice an unbalanced development of language siriUs of the students and see a

need for an increase in the amount and quality of intuactioD in instructional pnctice.

This thesis investigates the learning and teaching experiences ofthree sample groups of

students and one sample group of teachers to see if their personal experience

corresponds with my observation. The purpose of this study is to arrive at more

definitive judgements as to where.the weak areas in the development of language skills

are and how we can modify them.

The thesis comprises six chapters. Cbapcer- ODe gives a brief introduction to the

English curriculum. currently practK:ed in China, and the motive, purpose and

significance oCtile study. Chaptcz- two is devoted to a review of the related liteature on

psychological development, second language acquisition, research findings on English

language teaching in China, and curriculum inquiry. These areas all inform the

proposed RUdy and will guide its process from conception to completion. In chapter



three,. an iDt:roduc:tioo to the methodology aDd design of the SlUdy is presented.. The

fourth chapter- analyses the data ptbered IDd presents survey findings. Chapter five

focuses on the discussion of sevenl key issues synlbesiz.ed from the data analysis in

chapter four. The discussion is coDducted within the tbeorerical hmework developed:

in the literature review. The final chapter ofthe thesis draws cooclusions from the study

and presents several recommeudlbons for future modificatioos in English teaching in

China.

[n this chapler. a brief inttoduction to some major compooenIS of· the English

curriculum in amem China is given.. The cbapter also de:saibes bow the idea of the

study was formed, and states the purpose. research questions. significance. and

limitations ofme study.

English language teaching is big business in Chir;ta. It is included. in cumcula as a

compulsory subject starting from junior- high to post graduate eduadion. Moreover, in

recent years. some elementary schools., mostly in metropolitan areas, have

etperimented with providing English programs. They did this even though EngliSh is

nOI a required subject in the syllabus issued by the Swe Education Commission, the

agency of the nattonal government that exercises broad administrative and legal power

in the conduct of education. In addition to the formal educational system. social

organizations or private educational businesses operate IlUlDeroUS long-term and shan·

lenn English training classes for the young and adults to Dleet various needs. In fact,



some soutee5 coutmd that there are more Chiaesc: eurremly studying English than there

are Americans. Estimates raage as high as 250 million Chinese students of English

(McBee, 1985). h is safe to say that:, with the further implememation oftbe open-door­

policy advocated by the Chinese government, the number of Chinese people ieaming

English in the 90s must have increased. Since English lansuase teaching and learning

is conducted on such a large scale in China. it is obviously an important maher to study.

Nevertheless, English teaching and learning in China is too big a topic for a

master"s thesis. The focus here. therefore, wiU c:oooe:utme on methods of classroom

instruction in the formal educational system at the secondary and tertiary levels as seen

by the selected groups ofstudents and instructors. The time span is the last ten years. A

brief review ofsome major elementS that are related to the curriallum and pedagogy in

practice is presented in the follnwing section to situate the study in context.

In China, the Stale Education Commission (SEdC) administers educational policy

decisions, conducts research and planning, sets curricUla, prepares standard textbooks

and teaching guidelines, and draws up national examinations. Eng.l.isb language

teaching foUows the syllabus issued by the Foreign Languages Teaching Division

(FLID), a subordinate division of SEdC responsible for the routine administration of

foreign language teaching in the educational sy5t~. Textbooks are compiled by

Chinese and overseas educational expens under the organiz.ation and supervision of

FLTD, and published by the People's Education Press (PEP) and • few prestigious



publishing houses. GenenJly speaking. education in China is centralized. However,

policy decision making is significantly influeoced by the views ofexperts in linguistics

and language pedagogy, and also by fecdbaclc from grassroots tcadJers on eristing

curriculum and pilot experiments.

English leamen in the formal educational system of China are classified roughly

into three groups: secondary school studems, English majors. aDd non-English majors.

English majors refer to students of English in colleges and universities. Non-English

majors refer to college students of disciplines other than English. English courses are

Eaken by these studetts as a requirement for tbe completion oftheir' programs. Each of

tbese groups bas its special syllabus. The syllabi currently implemented in schools and

colleges are fingyu jiaoxue dagang (English syllabus for seconduy schools) published

by People's Educ:ation Press in 1993. IJarw fing)'lf jiaorw dagung (English syllabus

for non·English major college srudents) published by Beijing Higher Education Press in

1988, Gaodeng rvexiao fi,Jg)'U :J",onye jicJru jieduan fingyu jiaorue dagcmg (English

syllabus for English majors at the basic stage) published by Shanghai Foreign

languages Education Publishing House in 1989. and Gaodeng nte:dao fing)1l'

:huanye goonianji Ylng)'II jioonH: dagang (English syllabus for English majors at the

advanced stage) published by Foreign Languages Teaching and Research Publishing

House, Beijing. in 1990.

.english syllabuses are constantly revised and issued for sec:oodary schools, English:



majors, aDd DOQ..EDglish majors rapecrivdy to better satisfy varying social

requi:remeuts and to meet leamer's' chaDgiDg oeeds. DifIfn:uf: from any predecessors.

the most recent.ly revised syllabuses promote multi-fokl objectives fOl" ELT (EDglisb

language teacbiDg). ~ addition to a corrtinuous focus on an~ strict training of

essential linguistic skills like prODWlCiation,. imonation,. semeDCe structure, word

formation and grammar, there is an emphasis 011 tuI1Iiftg the language skills acqu.ired

into the capacity ofusiDg the Language foe the purpose of communication. The laming

of English is also expanded to include aspects of foreign aaltures so as to straIgtbcn

international undentmding and interaction.. Moreover, the program is required to foster

the development of students' logical thought aod independem. wodcing ability, to arouse

their interest in study, to foster good learning habits and corn:ct learning methods. to

enrich the students' social and cultural knowledge. to increase their sensitivity to

cultural differences. and to lay a solid foundation foc further study and future work

(Shan, 1993; Adamson and Morris, 1997)

At present, the most widely used teKtboob are Jtutkx EngIish.for China (JEFC)

(textbook series for secondary schools) written coUaborarively by Chinese and British

textbook writers and published by PEP in 1990-1992. Collep English, f'nJisd «iition

(for English majors at the basic stage) compiled by Hu Wenzhong, Zbu Yu, Ma Yuanxi,

Li He and published by Foreign Languages Teaching and Research Publishing House in

1992. Adwmced English (for English majors at the advanced stage) compiled by Zhang



Hanxi, Wang Lili, Mei ReDyi, Wu Bin, Chen. Lin, Zhang Guanlin and published by

Commerce Press, Beijing, in 1981. and Co/lege English (textbook series fOI" non­

English Dl&jors) compiled by • joim committee represeDtiDg Fudan University, Beijing

Univenity, East China Nomal University. People's University of China, Wuhan

University and Nanjing Univenity. and published by SIwtgbai Foreign L.anguages

Education Press in 1990.

Compared with the earlier standard textbooks, some changes in orientation and

conteots are observed. Many features oCearlier lextbooks such as pbooetics, vocabulary,

grammar, syntax. pattern drills, translation, detailed reading, • large amoUnt of rote

memory work. and plenty of written exercises are still retained throughout the series or

volumes. Some new elements, however. like role play, group discussion. activities and

so on, which ace associated with contemporary communicative approaches to language

teaching, ace incorporated with an intention of shifting &om an exclusive focus on

linguistic knowledge used in the granunar-transluton approach in earner textbooks 10.

blended approach that helps students achieve the beginnings of communicative

compett'nce in specific social and cultural conlexts. Another imponant change is seen

in the choice of texts. Instead of favoring the classical litenrure and translated works

from the mother lOngue language as texts wed 10, more originalnwerials written by

contemporuy writers of English-speaking countries about their cuIturts. societies., and

peoples are used in the textbooks. This reflects a desire 10 foster inlemuional

understanding and providing students with the knowledge that they can use in their

future practical work.



T......;e. Mtf' 1 '

AJthough methodologies used in English .language classrooms vary from ooe

teacher to another, on the whole the classroom is teacbtt-centered, textbook:-centered,

and examination-oriemed. Teachers play a dominant role in the classroom. They

analyze the text, sum up aud iftterpret Language points for students to memorize.

Classroom insuuc:rion is largely limited to the cooteot of the textbook.. Classroom

activities are mainly intc:rpretaioD of aod drilliDg on liDauistic Imowtc:dge. Students

other than textbooks are rarely used. Lewin aod Wang (1990) observe:

Teaching and learning in ICboois is domillated by tnditioDaI pedagogical
techniques which depend heavily on chalk and talk ... Much teaching talces
place foUowing national textbooks page by page and teachers repeat the
material in the books. The principal activities of students in the classroom
ate listening, taking down notes and reading the tClttboolc.. Active
involvement., designing. exploring, problem.solving, collecting evidence
and experimentation are rare events (p. 171).

National unified examinations are used as the dominant aiterion for the evaluation

of curriculum effectiveness. Three nationwide official examinations are adminiSlered

annually. The Matriculation English Test (MET) is the college entrance examination for-

selecting college students. The College English Test (CET), which is divided into band

four and band six. is designed 10 assess the English proficiency of non·Eng1isb major

students at c:oUege level and posagraduae level. The Test for English Majors (TEM).



divided into level four (a basic stage) aDd level eight (an .dvanced age). is used to

assess the Eoglish Imowledge and ability of colJep SlUdeDts majoring in English

language.

Since the examinations are officially administered, they receive great attention aDd

have consid~le impact on English teaching in schools and colleges. The examination

results aDd passing rates are used as statistics represeDtiDg the quality of EDglish

teaching ofany puticular school, college or even geograpbical district. They. therefore,

become a major coocem of teaching staff;. school administration, ad provincial

administration. Teachers fed pressured by the anftJa1 verdict from 0I8ide authorities,

and exhaust students with a large amount of testiDs mate:riaIs. Some college

administrations set up rules that students mwt: pass the relevant natioDaJ examinations

before they are eligible for graduation. The immediate benefit of doing so is presumed

to be twofold: to stimulate leaming motivation, and to upgrade the colleges' spots in the

ranking list of the national examinations. Consequently, the examinations ~me the

critical determinant ofpedagogical approach in English language c.La.s.srooms.

StIl,...,.r ,tic Pmhlce

English language teaching in China has been progressively changing and

improving (ling, 1987; Vang, 1991; Shih, 1996; Adamson and Morris. 1997).

However. after teaching English in a secondary school and two universities ·for many

years, I still notice some weak areas in our classroom instruction. For example. teachers

tend 10 regard the detailed explanation of aDd repelled drills on Iansu-8e points as the



core tasks of language class. Teachers often place much more emphasis on linguistic

knowledge such as grammatic:aJ. 1CCUtaCY. vocabulary, and syntactic analysis at the

expense of communicative skins like listeniDg, speaking. reading and writing of the

target 1ulgua:goe in classroom instruction. Studeats tend to be seen but BOt heard in

classrooI'Ds. Rote ieaming. mechanical imitatioo aDd grammatical analysis mainly

dominate language study. Examinations are officially administered 15 the main

measurement device of learning outcomes and teaching effectiveness. The concem of

this thesis is tIw students ofEnglisb. traiDc:d with the ammt ped.Igogy demonstrwte an

unbalanced ability of language koowtedge and IatJguage slciJls. UsuaI1y their speaking

and writing abilities fall bebind, in some cases far behind. their knowledge ofgrammar

and vocabulary. Based on my experience and observation as a language teach.er. I find

that more often than not their performance in real situation communication does not

match the competence they demonstrate in a I.anguage test. Coftsequently. many are

found DOt readily prepared as proficiem communiwOB with native speakers upon

graduation.

However, are my observations nothing but personil bias? Are they shared by other

teachers? Wba.t do students feel about the instruction they receive? Inttigued by these

questions, I decided to do a qu.ali~tive study to investigate what a sunpling of students

and teachers thinIc: of the current English teaching they have experienced.

P"CPO'" o(,h, Stpdy lad RCRlD''' Ogat•••

The purpose of the study is to examine: the learning and teaching experieoc:es of



----------------------~

several groups of students and Ode group ofteacbers in ordttto identify possible areu

for improvema:tt in English leachiJlg; to CDOtt'ibute to tUeII'Ch Otl ELT in China with

the intention ofpromoting funber inDovation ofEoglisb tQCbi.ag and leaming practicf:;

to propose some prxtical and tentalive SUsgesbOllS elicited from the study roc

classroom practitioners and policy makers woo wish to make changes in this field. Thus,

the study is desigoed to IDSWU" three key questions:

1) How do the teacben and studems feel about the English teaching?

2) Do they feel ttw English teaChing needs improvement?

3) In their view, how can the English instruction be made more effective?

Sipjfn.... gfdtt StwIJ

The thesis bas practical significance in several ways. First of all. the study is

conducted in the context of increasing concern in China with the quality of education.

Since the late 70s, the Chinese government and edu<:alional leaden have announced a

commitment to the reform of Chinese education 1.1 all levels in order to make it more

adaptable to the new market economy and more effective" in the realization O{tM four

modernizations (the modernization of induSh)'. agriculture. science and technology, and

national defense). Among the steps already taken has been. an increased emphasis on

educationaJ research in exh discipline so as to better Ul'Iderstand the current sutus of

education and pinpoint existing problems. In this context,. the results of my study will

be useful to stimulate discussion of the curriculum and to add information about

EogIi$b teaching in particular- by indicating areas of Salis&ctioo. aDd dissatisfactioo as



----------------------"
perceived by various groups ofsrudents and teachers.

Second.. while there is much litenture dealing with diffc:rtlll aspects of the English

language curriallum in modern China, little literature bas been found reporting

students' pen:eptions .of the English teaching with which they spend 50 many: years.

The present study is meant to explore this uea with the specific purpose of finding out

whether or DOt our studalts are satisfied with the Euglish educatioD they have received.

and where and bow they think. improvemeuts sbouJd be made for fi.rtute pnctice. My

hope is that the voices of the students may help us clarify the areas that deserve more

attention, and add something to whatever has been achieved 50 far in ELT research in

China.

Third, in addition to the investigation oflamers' rdlections 0I'l. Eoglish leaching. a

group ofteachers' attitudes and opinions about the instruction are also investigated. The

data coUected from one more source allows comparison and coatrast between teachers'

and students' experiences., and enhaaces the accuracy and reliability aCme study_

fourth. this study examin~ English teacb.i.ng by looking at bow it fits ways of

learning as elaborated by researchers in' psychological development and second

language acquisition. It provides one more different way of looking at the issues that

have been discussed by some researcber"s on English teaching in ChiD&.

Fifth,. the stUdy is based on surveys comprising open-ended questions and iD-depth

discussions through letter exchange. This methodology is believed to produce

qualitative data enabling authentic reconsttuetion of the students and teachers'

perceptions of Eng1ish insttuetion. MOI"eO\'a". this mett:.:ldoIogy is innovItive and has



-------------------- !!

not been seen in the research litemure on English teaebing in China..

I....ast. but not: ieast in terms of importaDce., the thesis bas practical value. It draws up

suggestions that may help improve OUT statIIs qtlo of classroom practice and stUdents'

learning outcomes.

•-;'·riees If'" SWdJ

This study may have some fo«:seeable limitations. FII'St of aU. my interpreution of

the data is a reconsttue:tionand migbt not be 100 percem KCUfatc.

Secondly, the surveys are conducted in one department. Thus. the findings only

illuminate a small part of the whole picture of ELT in China.. Furtba" research on a

wider and larger scale is suggested.

Thirdly. the study is done from overseas which restricts direct. contact between the

r~ and respondents. The complexity ofdoing the study from a distaace makes it

infeasible to conduct other forms of surveys that might be comPenSAtory. Thus, the

interpretation is exclusively based on teJrtua1 analysis of the data collected from the

open-ended questionS and the follow-up discussions via lettc:n. Coocems beyOnd those

listed in the questionnaires ace not identified.

In the Following chapter. the research litenture regarding psychoktgical

development,. second langulgc acquisition, English teaching in China and curriculum

inquiry is visited so that a theoretical framework can be established to guide the

proposed study.
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CIIapterTwo

Sdoct<d Review or die Ulenl1lre

Seen as a potemia1 way ofincreasing copitive growth IlkS Icaowkdge con..suuc:tion.

classroom interaction bas been • primary focus in ectuc.tionaI literature for more than

two decades (Hen:z·Lazarowitz, KirbJs and Miller. 1992). In fact, few people involved

in education would claim unfamiliarity with the idea. However, a review of the

related literature is ne<:t:ssary for offering a tbeoreticaJ. perspective from which

interaction is seen to be the very essence of educarioDal activity. The literature review

frrst looks at the historically imponant findings of psychological research in the 20s and

]Os. which Henz·Lazarowitz, Kirkus and Miller (1992) believe lay the theoretical

basis for the social constructivist view of learning. FoUowing this., fecctlt research

results related to secood language acquisition (SLA) in particu1&r are discussed. Next.

views ofChin~ scbolars and foreign researchers about the English teaching curn:ntly

praCticed in China are presented. Finally, some theory of curriculum inquiry is

examined to explain why I decided to focus on the investigation of RUdeDls' and

tcacber's' personal penpec:tives ofEnglish as. foreign Language teaching in China..

Pcvebg'..;C" Dcyd

Bef~e the 192~ psychoiogy was confronting a aisis (Claparedc. 1959).



----------------------!:!.

Psychoanalyses were in extreme confusion in their attempts to analyze psychological

development. They eudeavored to explain childreu's progress as either an increase of

DeW knowledge or the correctioo. of certain errors. Regarding the cbi.ld·s meutaI

development as .. problem of quantity brought great frumation to the study of mind

development (ClaparMe. 1959). Piaget's theory of constructive development offered

the world .. completely Ile'W interpretarioo of the child's miDd aDd is viewed as ..

revolution (Vygotsky, 1986) thIt bas "'kmdled a light which will help to disperse much

ofttle obscurity which formerly baffled the student ofcbild logic" (CLaparide, 1959, p.

xi).

"ed'.,." StoehR _." 0H" I.'....,...

According to Piaget. children have an innate capacity to adapt to external stimuli.

Even an infant is oot a black box or empty vessel.. but, in fact, has certain capacnics to

employ cognitive and behavioral strIIegles which are simple at first and wer become

morc differentiated (Sturm and Jorg. 1981). Ginsburg and Opper (1969) pull togc:tber

the several definitions of intelligence offered by Piaget and enable us to see that

intelligence is a continuous process that involves biological adaptation, equilibrium

between the individual and the envimnmeot., gradual evolutioo and mental. activity.

This process consists of two components: assimilation and accommodation.

Assimilation describes the process of absorbing environmental stimuli into existing

cognitive structures. Accommodation describes the individual's adjustment to the

extema1 en\'iroomem:. For Piaget, assimilation aDd accotnInClCt.tioa were inseparable.



---------------------- .!.!.

He described intelligence as represc:nting a balance between assimilation and

accommodation. Piaget believed that intelligence is iI particular instance of biological

adapwion that allows the individual to interact effectively with the enviroomtll1 11 a

psycholog;ca.I level. Thus. kDowtedge is DOt given to a passive observer. ta1bcr.

knowledge ofreality DlUSI be discover'Cd aDd constructed by the activity ofthe child.

Based on experiments with children at different ages. Piagct (1959) recognized that

children of vuious ages have different ways of thinking, in other words. different

psycbological sttuaures. He was couvinccd that intellectual devdopmeDt is an

evolution through qualitatively diffeRrtt stageS oftbougbt, and that deveLopment is age­

specific. Another way of saying this is that as the individual progresses through the life

span, the psychological structure will change from. one age level to another. For

example, the thought processes of a seven-yeac--old child differ from those of an adult

reflecting on the same kind of situation. The reason is that the particular way in which a

perwn adapts and organizes these processes depends also on k:arning history.

Henz·Lazarowitz, Kirkus and Miller (1992) explain Piaget's theory of

development as incorporating two types of factors that" are necessary for the formation

and attainment of increasingly complex stages of cognitive ability. One type is

internal factors, which refer to the child's maturUional level and intrinsic needs for

equilibrium. The other type is external factors that are the social transmission of

knowledge and environmental experiences. The imernal factors interact and work in

concert with the external factors to influence ime1ligence developmem. Claparede

(1959) analogized Piaget's description oftbe child's mind as ""woven on two different



---------------------_!!
looms., which art as if one were placed above the other" (p. xii). The lower plane.

duriog the first yean aCthe child's life,. is the wotk crystallized by bimlbenelf around

his or her desires and wants. The upper- plue is built up little by little by the social

environment. which presses more and more upon the cbild u time goes on. The

element overloaded on the upper plane r.us to the lower plane and mixes with wbat is

aheady""'" (C"""<de. 1959).

Piagd's DeW vision of child devdopmmt is discussed in diverse disciplines

including education (lnhelder. 1969). Ginsburg and Opper (1969) sum up several

implications for eduCltion. thus for classroom instruction, deriving from Piaget's theory.

The most important one of.U is that children have the innate teodeDcy to learn things

actively, and nwripulatioo is • prerequisite for higber development. Educators sboukI

know that the child is more apt to modify his or her cognitive structure through

collaborative action than through direct instruction. Children. learn best from

concrete activities while verbal instruction to impart lcnowIedge produces ·onJy

superficial learning results. By promoting activities that are qualitatively and

quantitatively appropriate for the children in the classroom,. the teacher can exploit the

child's potential for learning, and permit him or her to evolve. Therefore, the

teacher's major task should be to provide the child with a wide vuiety of potentially

interesting materials on which she OT he may act. What the studeDt needs is an

opportunity to learn.. The student needs to be given a rich enviTOllment. The student

needs a teacher" who is sensitive to his 01" her needs, who can help when there is a oeed.

and who bas faith in his or her capacity to team.
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ContempoBrily, the Russian psychologist Lev Vygotsky (l978. 1981, 1986)

proposed his altemative insights iDlo the developmeDt of thought processes Like

Piaget, Vygotsky agreed tba1 • ctWd's development is • series of qualitative cbanges

that cannot be viewed ~ men:ly an expanding repertoire ofslrilb aDd ideas. Both Piaget

and Vygotsky believed that children are active in their acquisition of knowledge.

Instead of seeing the child as a passive participant, • vessel waitittg to be 6Ued with

icDowledge, Vygot$ky aDd Piaget both messed the active imeUectuaJ effixts tba!:

children make in CKder to am (Bodro..... and Leong. 1996). Unlike Piagel., howeYcr,

Vygotsky emphasized the role of the cultural contat in cbHd development and viewed

social interaction as an integral pan. afme learning process. While Piaget believed tba1

teaching should be adjusted to the existing cognitive abilities of. child that cannot be

changed by the learning itself. Vygotsky, in contrast. believed that the relationship

between learning and development is more complex, and learning can lead to

development. He also stressed that teaching should always be aimed at the child's

emerging skills, not at the ~iD8 ones. Moreowr. in Vygouky's theory, IaDgUage

plays a major role in cognitive development and forms the very core of the child's

mental functions rather than a by.produet of intellectual development as Piaget

perceived (Bodrova and Leong, 1996). Vygotslcy's emphasis on the social and

cultural nanue of knowledge construction bas added • fiutber imponam: dimension to

cognitive theory that is now beginning to have an influence on classroom practice

(Wells. 1995).
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vygotsky (1978) identified a distance between • child's independent performance

and assisted paformance. lDdepeodent performance refers to the child's aetuaI.

developmental level as determined by iDdependem problem solving. Assisted

performance means the maximum. of poc:enria1 development that the child can racb

through problem solving under adult guidance or- in collaboration with more capable or

expericoced people. This distance is described in his words as the zooe of proximal

development (ZPD). Bodrova and Leong (1996) explain that VygotsIcy used the word

"zone" because be did lklt cooceive of development as a poiDl 00 a sCale,. but a

continuum of behaviors or degrees of maturmon that ocaJJ"S in • zone bounded by

independent performance (or lower) level and assisted performance (or higher) level.

Between maximally assisted performance and independent performance lie varying

degrees of putial.Iy assisted performances. By desaibing the zone as "'proximal."

Vygotsky meant that the zone is limited to those behaviours -that are closest to

emergence at any given time.

The' zone of prOlCimal development is not static. but dynamic and cOnstantly

changing (Bodrova and Leong, 1996). What • child does with assistance today may

become what the child does independently tomorrow. lbu.s. as the child's tb:irdciDg

shifts to • higher level and deals with more difficult wIcs. a new level of assisted

performance emerges. The ZPD not only varies at different times in a child's

development process. but also varies fOT different children.. Some children need all

possible assiscmce while othen Deed much less fOl" a big leap forward in development.
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Meanwhile, the size orZPD in one area may be different &om that in another even for

the same child. For example, • child may have trouble telling apart music notes. but

Assisted performaoce is the maximum level at wtUch. child can perform today and

should fall within the child's ZPD. When it exceeds the child's ZPD, the child ignores

it or learns it incorrecdy. TbJ.s. desirable learning QIlDOt be achieved. It is within the

ZPD that teaching sboukI. occur. '1nstruction. is good," \Ygotsky (1934) wrote., "only

when it proceeds abcad of developmeut; (then it] awakens and rouses to life an entire

set of functions which are in the stage of maturing. which lie in the zone of proximal

development" (p. 222).

Pvc........, Tqgh 'pd Mrdj,tjgp

Vygouky insisted on the qualitative distinction of higher mema.t processes such as

voluntary verbal thought. logical memory and selective attention from the 1owa- or

natural processes of memory, attention and intellJgence (Komlin. 1990). IDSlead of

regarding higher mental" development as a simple extension of a natural process

originating in human biology. the higher memaI process is described by Vygotsky (1978)

as a function of socially meaningful activity through the use of language. He

elaborated:

The specifically human capacity for language enables children to provide
for auxiliary tools in the solution of difficult tasks. to overcome impulsive
action,. to plan a solution to a problem prior 10 its execution. mel 10 master
their own behavior. Signs and words serve children first and foremost as a
means of social contact with other ~ The cogrW:ive aDd
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communicative functions of language then become the basis of. new and
superior form of activity in children, distinguishing them from animals
(pp.28-29).

Vygotsky emphasized the generative aspec:t of socially meaningful activity by means of

language. His position tIw higher mem.aI functioas are developed through this kind of

activity is theoretically significant. The traditioDal ratioaalist fornalla. from thought to

action, is thus reversed and becomes from action to thought. Development is no lODger

regarded as the unfolding or maturation of preexisting «tdeas"'; on the contrarY. it is the

formation of such ideas- out of what originally was not an idea- in the course of

socially meaningful activity (Koz:utin. 1990).

According to Vygotsky (1960), any higher mental function is processed twice

through mediation.. It first appears on the social plane as an interp5ychological CltegOry

(between individuaJs), and then on the psychological plane as an intrapsychological

(within the individual) category. The source of mediation is psycho~ tools.

Vygotsky (1981) defined the psychologica11001 by comparing it with the instrumental

(or technical) tool. He said:

The most essential feature distinguishing the psychological tool from the
technical tool is that it directs the mind and behavior wheras the technical
too~ which is abo illSt1ted as an intermediate link betwem. human activity
and the extema! object. is dire<:ted lowvd produciug one or- aDOther set of
changes in the object itself (p. 140).

While instrument&'! tools are aimed at the control over processes in nature.

psychological tools master natural forms of individuaJ behavior and cognition. In other

words, psycbologica.l tools refer- 10 artificial. symbolic. and aaJturaI systems such as
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language, braille for- the blind,. dactylology for the deafand so 00.. Wrth their operation,.

Vygotsky (1978) believed, humans go ''beyood the limits of the psychological functions

given to them by BltUtt" and proceed to ... new cuJturalIy-elaboTatecl. organization of

their behavior" (p. 39).

Vygotsky's coocept: that the higher mental functions rely on the mediation of

behavior by psychological tools as means of social interaction and communication

denies the possibility orroW control through external or internal forces (Daniels, 1996).

In other words. the individual and society are mutually interdepeadeut.. Each creates

and iscrwed bytbe~(WellsaDd Chang-Wens,. 1992).

The significance of Piagetian and Vygotskian theories is the suggestion that

learning is an active and consuuetive process. Learning occurs most effectively with

high degrees of learner involvement. Funbennore, learning is social and is negotiated.

practiced. integrated and refined with the assistance of external fKlOrs by using

psychological tools. Their theories provide a framework fOl" uoderstanding learning

and teaching. They give cducalOf'5 a new perspective and helpful insight about

children's growth and development. The theories change the way psychologists think

about developmeru and the way educators work with YOUD& children (Leong. 1996).

The views that children are born active learners and that it is the natunI tendency of

children to grow and learn through socia.! interaction are widely acknowledged among

modem researchers. After Vyg01Sky. countless ~ch works confirm that social

construction plays an imponant role in knowledge development and cog:nilive growth.

Wells (l99S) states
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The most effective learning takes place when the leamer, faced with a
question or problem arising from an inquiry to wtUch be or she is
committed, is helped to master the rdcvam: aJ1tural resources in order- to
consuuct a solution. Procedures and knowledge. which are thus initially co­
consuuc:ted in imenw::tioo. with otben. are' then intcmalized aDd
reconsuucted 10 become a unique penooal resource that is used for further,
and often creative, problem. solving. both alone and in coUaborarioa with
others (p. 233).

He continues

The pI"CCIlIincuI: .~. used to mcciia eM:~ ollbe soak ofbodl social and
iDdi,,-idual Ktian i$ liapistic~ ExpcrieaI:ed 6nt ilund:ivdy. in plannin&.
eoa=ina. ... refJccriJls on the pis of jojnr. 1CIiviI>'. !he rde\'8IlI pIbenI5 of soc:ial
discoune .e !PduaUy inIcmaIizcd IDCI.~ to become tbc IIICdium fOf" the
inner dialogue oC thouPt and, when roc:JIlemalizcd, few the ..-e fonul modes of
~lpokcnand"TittenCOlUlunieation(p.233).

Many researchers such as Henz·Lazarowitt,. IGrlrus and Miller (1992), McCanbey

and McMahon (1992). Bershon (1992), Gall (1992), and Wells (199.5) share the belief

that understanding cooperative interaction within educational CODtClW will not only

h.elp children achieve educational goals but also create morc long·term benefits for

humankind. Learning as a process ofcognitive activities is seen by Long (1990) as a

global natwe among most buman beings_ He assumes that children and adults' learning

processes should be gcneW.ly similar. Brookfield (1990) recomm~nds sociai discussion

in learning as the adult educational method "par excellence," for it encourages active

and participatory learning.

Rm'"" oe _peel I'.""1" .eft.;';'- ISI.A)

The theory of mind development as a dynamic and social constJUCtive process is

clearly consistenr. with SLA research findiDgs and emphasis on iDtenction as a cental
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component of students' academic development (CUnuniIiS. 1994), Taylor (1983) Dotes

that successful larIguage learning OCCUI$ in stUdem.-centued arvirOlUllelJtS in which

learners are encouraged to communic:a1c through meuiogful, tuk-oriented activities.

Fathman and Kesslu. (1993) scae that there is substantial evidence that the more

"comprehensible input" (Krashen. 1982) language learners receive and the more

opportWDtieo they ...... Co< ·~bl. output" (5_ I98S). the ....or they

learn.

Cpmp......'ihk 'gpyt .ad '11' Aftrrtjyc Filter

''Compreben$lble input" is a term coined aDd popularized by Krasben (Allwrigbt

and Bailey, 1991). By comprehensible input he means that the language to whic::h

second language learners are exposed should be slightly more advanced tban the

leamer's current level of comfortabl~ understanding yet still comprehensible. He

formulates this type of input as "i + 1-. where "'i" stands roc the CWTertt language level

of the leamer, and the '"+)- m~ the input is challenging but manageable with effort

(Krashen. 1982, 1985). According to him, comprehensible input makes sense to the

learner and promotes second language acquisition. Like the ZPD of Vygotsky,

Krashen's formulation of the i+1 concept also emphasizes the distance between actual

language development (represented by i) and poc:cntiaI language developmem

(represented by i+I). Krashen suggests that the input must be comprehensible and near

the student's aetuaI. level of development (i), but at the same time it must stretch to

concepu and st:ruetw"es lhat the student bas not: yet acquired (i+l).
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According to Kn.sben (1981, 1982,. 1985), comprehensible input doesn't

necessarily w.wutce acquisition unless the acquirer's "affective filter" is '1ow" and

ready to fuUy utilize the <:omprebeosible input foe language acquisition. In otber" words.

successful language acquisition is also sttoDgly rdued to atitudinaJ. factors like

motivation, seIf.-coo.fideoce. anxiety and so Oft.. People vuy with respect to the stn:Dgth

or level oftheir affective variables. Krasben (1982) comments:

Those whose attitudes are not optimal·for Iatlguage acquisition will not only
tend to seek less iDput. but they will also have a high or strong Affective
Fiher-even iftbey undentaDd the message. the input willlK)t rach that part
of the brain respomible for Ianguqe KqUisition, or the ~e
acquisition device. Those with attitudes more c:ooducive to second language
acquisition will DOt only seek: aDd obtain mort iDput, they wiD also have •
lower- or weaker filter. They wiD be more open 10 the input, aDd it will strike
'd..".,.' (p.31).

Hence, the affective filter can prevent active process. When the acquirer is

unmotivated. 1aclring self-confiderK:e. or anxious. the affective filttr is up. In comrast.

when the acquirer" is confident IDd interested. the filter is automatically down. Krashe:n.

(1985) argues:

People acquire. second language only if they obtain comprehensible input
and if their affective filters are low enough to allow the input 'in'. When the
61ltr is 'down' and appropriate compnbensible input is pn:sented (and
comprehended), acquisition is ioevmble. it is., in &ct. unavoidable and
cannot be prevertted- the language 'mental organ' will function just as
auto~ly as any other organ (p. 4).

Within Krashen's framework. leaming effectiveness occurs when the focus of

insuuction is 00 meaniog ....ther than form,. when the language input from the instructor

is pitched sligbtly higher than the leamer's lansu-ge level aDd corrapoods with the
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leamer's iotemions and understanding,. aDd when the environment is relatively anxiety­

fro<.

1.,trICfipe je Scged I iRtjee

While Krasben focuses on comprebe:nsible input. Ferguson (1975), Long (1981.

1983). and Huch (1983), in conuut. empbuize the primacy ofintenction and its role

in producing comprehensible input.

Both Ferguson (1975) and Hatch (1983) found that in the ioteRSt of

communication. speakers are likely to make subSWllial modificmoo. and adju.stment in

both form and content ofwhat they say for the sake ofleamers. They use strategies like

exaggeration. repetition, rephrasing. simplification, expansion, gesture and so on to

help learners' understanding. Long (1981) suggests that "'while input to NNS

(nonnative speaken) unquestionably is modified 00 occasion in various ways. it is

modifications in lntcnctton that are observed more consistently'" (p. 275). By their

attempts to understand and to be" undcmood, learners and speakers "negotiate" the

content and fbrm of the messages with the learners indicating to the speakers when

adjustments ace needed. Long (1983) draws up three most important~ of input

interaction: comprehension checks (the query to see ifthe interLocuton undastaod what

was said., e.g., «00 you undeistand?'1. confirmation chedcs (the query to see if he or

she has the correct understandiDg of the interlocutor's meaning, e.g.. "Do you

. 1"). and clarification checks (a request for further information about

something that is not understood previously. e.g., '1. don't understaod exactly"). It is
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often through gestures. the context itself and interactive negotiations that the new

concepts become imernalized.A~ to Long. interaction between the informer and

the informed is needed aDd. in fact. functions as a prerequisite f« compn:bensible input

and. ultimately. luguage acquisition.. Th1s. LoDg's idea of the sequence of eventS

involved in language acquisition (negotWion, comprebensible input and acquisition)

diifers from Kruben's conceptioo that "Compreben..sible iaput is respoosible for

progress in 1aDguage acquisition" (1982, p.61). The U:nport.am implieatioa of Loug's

finding is that rt is the iJlteractive work required to oegotiaIe meanin8 that spurs

language acquisition,. rather than comprehensible input alone as Ktasben states..

Long's perspective that learners need more than mere acccptaDCe of

comprehensible input is confirmed and made explicit by Swain (1985) with her

findings from French immersion programmes in Canada that comprehensible outpUt is

needed to ga.in grammatical competence (A1lwright and Bailey, 1991). Based on the

data collected from French immersion progn.rns and comparison with native speakers

at the same lIF. Swain (1985) found that after seven years of comprehensible input,

immersion students are still not equivalent to native speakers in terms of grammatical

performance although doing quite well in allier respects. Her reseaccb coocludes that

native-like performance does not automatically happen just because considerable

comprehensible input is provided. She argues that in addition to input that makes sense

10 tlte learner. comprehensible output is also a necessary mechanism ofsecond language

acquisition.

Swain suggests that in the process of oegotiatiDg comprebmsible input, !eamen'
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attention be on the coatem rather than the form. in other words. on. the semantic

meaning rather than the syntaetic structure. Only after the meaning is negotiated to a

communicative c:oosensus. is the learner- free to pay atleIItion to the means of

expression, oc the furm of the message beiIlg cooveyed. lbus. if we say

comprehensible input is necessary for semantic lUlderst.aD:iiJg. then. comprebensible

output is imperative for syntactic understanding aDd mastery. Wlw the immersion

students miss is the opportunity 10 pnctice c:oostruetiDg messages that encode their own

communicative intentions in the language.

Contrary to Krasben's viewpoint tbu 0UlpUt is only the sign of Ianguage

acquisition and that the role ofout'pUt is to generate more comprebensible input (1981),

Swain argues that the roles ofoutput in second language acquisition are independent of

comprehensible iapul. She (1985. 1993, and 1995) insists that producing language

serves second language acquisition in twO ways: to mba:nce Language ftuency, and to

promote language accuracy. Swain names three fimctions ofoutput as poIentiaI ways of

enhancing accuney. First, the activity of producing output may prompt second

language learners to consciously recognize some oftbCir linguistic: problems, generate

new knowledge and coDSOlidate their existing IcDowledge. It requires Ieamers to notice

the gap between what they want to say and what they can say. The secord function of

output aetmty is hypothesis testing. That is. through producing 1a.Dguage. the Ieamers

can test their hypotheses about how the language ~_ Third., when the Ieamers

reflect upon their own target language use, their output serves a metaJinguistic fuDClion

that enables them 10 control aDd intemalize linguistic kDowledge. Like
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comprehensible input. c:omprebensible output is reached through oegotiatioo. between

the speaker and the kamea:

Kumanvadivelu (1994) stales that Swain's finding that prnduction. as opposed 10

comprehension. forces Ieamers to pay attention to language form, 10 the relationship

between form and meaning. and to the ovenJl means of communication strengthens the

conceptions of researchers like Long (1911 and 1983). Swain's work further

iIIustrates"'wbal: enables 5eamers to move beyoDd their current receptive and expressive

capacities are opportUnities to modify and restruelW'e their interaction with their

interlocutors until mutual comprehension is reacbecf" (Kumaravadivelu. 1994, p. 34).

Allwrigbt and Bailey (1991) CODtend that Swain explicitly spells out Long's conceptioo

as "language acquisition can perhaps best be seen, not as the outcome ofan encounter

with comprehensible input per se. but as the direct outcome ofthe work: involved in the

negotiation process itself' (p. 122).

The theory that second language acquisition is attained through dialogue and

requires IIWch practice to perfect is supported by many resean:ben including Rogoff

(1990), Wells and Chang.Welis (1992), Chamot and O'Malley (1993), Lantolf(l993).

Rivers (1994), Pica, Young and Doughty (1994), to name only a few. The rich resean::h

literature brings significant implications to language classrooms that teachers nn1$l

provide as many opportunities as possible for meaningful imeracrion in both

comprehension and production. Only when teachers do this can students learn the

language most effe<:tively_
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Similarly, small-group work that c:rx:ounges ialerac:tion bas been recommended in

the second language classroom by metI:lodoJogiJU foc some yean (Loag and Poner,

1985; F.thman and. Kessler, 1993). The sound pedagogical usuments for the

negotiation work possible in group activity make it an attractive alternative to the

teacher-led instructiona.l mode. Loog aDd Portl!r (l9BS) offer five pedagogical

arguments for the use ofgroup work in secood IMguage teaming and demonstrate that

all their arguments are ricb1y supported by pri« raearcb findings. Their arguments are:

I) Group work iDcreases the quantity of1angu.age prw:tice opportunrtaes; 2) Group work

improves the quality ofstudent ta1k; 3) Group work facilitates individual instruction; 4)

Group work creales a positive affective clirrwe in the classroom; and 5) G£oup work

increases learning motivation.

Long and Poner stile that the lack: of enough practice of the target language is one

of the main reasons for low achievement by language learners. In .. teache1--<:entered

classroom, they point out that~ teacher- does most ofthe talking. The ie&mer"s. ori the

contrary. have only an avmge of thiny seconds per student per period. to speak: in a

fifty-minute lesson (1985, p. 208). Group work, although it canoot solve this problem

entirely, can certainly help 10 increase the toW individu&l practice time. For- instance. if

the situation that one student talks while all the rest listen can be replaced by groups of

three working together, the time available for each student to produce comprehensible

output will be multiplied.

According 10 Long and Poncr. group work <:arI also improve the quality of student
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talk. In a teacber-cem:ered classroom. the conversation is highly COI1ventionalized.

Teachers ask: questions that usually bave only one correc:c answer. Students' attention is

00 bow to produce c:orrect answers ratba" than on communication. In coatrut. when

wocking with groups. IIUdedts focus on iDfonnation excbaDge. They are engaged in ral

communication that requires more thought aDd disc:oune slrills like pre:5l:Dting.

requesting. suggesting. iDferring, generalizing,. clarifying. summarizing. agreeUI8 and

disagreeing. All lbese will cmlch studems· knowledge. aDd at the same rime develop

their communicative skills.

Long and Porter poim out the universal~ thII: students are placed in classes

solely on the basis of cbrooological age O'r SCOI'e5 on CCIUin tests regardless of the

individual differences which are inevitably present among the students. In fact, any

experienced teacher will find that students oftbe same class differ from one another in;

many aspects such as linguistic competence, persooality, attitude. aptitude. motivation,

inter-ests., cognitive style, prior learning experience., aDd even leamiDg needs. In an ideal

classroom, these differences would all be addressed. While this might pose too great a

challenge in a teacbef-centered classroom. group work, once again. can help. Groups of

students can worIc: simultaneousjy on cWferent materials in differenr: ways that suit

individual needs. While admittedly not all individual d.i.ffcrences can be handled, a

degree ofindividualizatioo ofinsttuetion becomes possible in group work.

In Long and Porter's view, many students feel stressed when called upon to speak

in front of the wbo~ class with the teacher expecting. prompt and aocurate answer.

Small groups, in coatrut, provide a relatively intimate .settiDg aDd supportive
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environmem in which speakers often feel secure and willing to think aloud. Long and

Porter believe that group work motivates classroom learners since the learners are more

actively engaged in • leaming process which. is cooducted in • positive affective

climate and a way that meets individual needs. Moreover. all IearDers experience moce

opportunities ofpractice which facilitate both language Oumcy aDd .ccuracy.

Research results consistently~e the benefits of cooperative leaming

through inquiry and interaction with peers in small groups (Johnson and Johnson, 1989;

Brandt,. 1991; Slavin, 1991; Heath. 1992; Kessler. 1992; Freeman. 1992; and Nunan.

1992). However-. some researchers (Olsen and Kagan, 1992; Davidson and Worsham.

1992) also poim: out that not all group work: is DCCeSsarily effective. Severa.I key

attributes to successful group worle are observed as the following: skilful group

formation, careful struelUting of the tasks or learning activities suitable for group work.

a positive interdepeDdm;;e and extensive interaction amana team membeR. social skills

among members oec:es.suy for the group to woric effectively, and individual learners'

responsibility and accountability io the group. Fatbman and Kessler (1993) conclude

that when the major principles of successful group cooperation are observed.

"Coopcn!ive learning can be an effective clusroom management approach rOf" helping

students develop social slciIls. gain a better bowledge of concepu.. improve problem

solving abilities,. and become more proficient in language and communication" (p.134).

In terms of policy making. objectives. contem. and pedagosical approaches.
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Chinese scbollls and foreign researebers identi.fY several historical periods since 1949

in the English cuniadum pnctised in the formal educatiocW system (Ford., 1988; Zhao,

1990; Sun, 1991; Sui, 1992; Adamson and Morris., 1997). It seems clear from the

resean:h literature that SiDCe the 70s the curriculum has been demoDSttating • decline in

reliance on traditional grammar-translation pedasogy and a shift to combine it with

communicative pedagogy. COmequeul:ly, some developiDg treDds are observed. Foc

cx.a.mple, the EDglish levels of studeDts enterins univenities ace improving (Agelasto,

1992), and more pnw;rica1 courses (for example.~ reading. advanCed Iislening

and speaking for English majors,. and lisaeoing aDd writing f« noo-English majors that

could give usable sIciIIs for after graduation) have become available in the auriculum at

the tertiary level However, many researcben: perceive areas requiring further

improvement (Price. 1979; Ford., 1988; Zhao, 1990; Yang,. 1991; Sun. 1991; Campbell

and Zhao, 1993; Shih, 1996; and Zheng, 1996). The problem areas identified include

low learning motivation (Ford. 1988), lack of communicative activities in classrooms

and insufficiem communicative competence of students (Ford. 1988; Zhao, 1990;

Campbell and Zhao. 1993; Zheng, 1996), lack of qualified teachers for CXKMIunicative

pedagogy (Ford. 1988; Yang, 1991; Campbell aDd Zhao. 1993; Zbeng. 1996).

insufficient decision making by teachers as a result of the centraliz.ed educational

system (Campbell and Zhao, 1993), the existence of • gap between research and

practice (Campbell and Zhao, 1993), and the mismatch between effon euned and

learning outcomes obl:ained (Price, 1979; Campbell and Zhao, 1993).

Some researcher! (Campbell and Zhao, (993) are particularly critical of the
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teu:hing methodology prevailiDg in foreign language clusrooms and worry about the

students' communicative skills. Campbell. • visiting professor 11 Sichuan International

Studies Univenity in China. aDd Zhao (1993), an EDgIisb teacher at the same univenity,

_that

English language classrooms in China conriDue to be cIomiJwed by a blend
of the audkHingual method of insttuc:tion with its eadJess and mind­
numbing repetitive drills and the traditional teacber-centercd grammar
translation method. During their 6-10 years ofEugiish language instruction.
studem:s spend a large portion oftbeir time lisceDing to ecplanations of tile
stIUCtlU'e oCtile language and engaging in dull and decontextualized pattern
drills. English language becomes a tedious course to pass. DOt a tool for
communication (PA).

Therefore, "Even the most diligent students with the most responsible teacben often

cannot communicate effectively with the target population after- ten years of studying of

English" (p. 4).

A similar observation was made by another researcher, Ford, during bi.s stay in a

teachers' coUegt in Beijing from the year 1984 to 1985. Ford (1918) recalled.

. I was struck: most by the inefficiency I saw. Teacher's and students spent
an enormous amount oftime on materials and activities that did not seem to
be well organized or thoughtfully presented with". clear objective in mind.
Cenain basic skills in reading and gnmnw got an ioordinate amount of
anmtion while speaking.. writing and more advaoced a.ulytica.l skills were
virtually ignored. And all of Ihis took place in all mvironmeDt which was
about as fAr removed from real communication as one could get. Despite
these problems, students were learning Euglisb. There wen clear
differences iD the proficiency of first and fourth year students which can be
attributed to the instru<:tion they received. Yet, I kept thinIring about how
much more students might have learned if~ had had bener trained
teachers and a more effective curriculum (pp. 172-173).

The weaknesses of the foreign language teachiog become more evident as China's
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contact. with the outside world increases. Nevertheless. researchers ffing. 1981;

Ford, 1988; Campbell aM Zhao. 199) realize that changes in this COIttext ue oat easy

and cannot be expected to take place overnight: because of the deeply ingrained

tmlitionalpmlo_.

Tmg (1987) sums up the problem with ELT in China as three centerednesses:

teacber-centeredness. textbook-cemeredoess and grammac-ccntered:Dess.

Confucianism. according to Tmg. is the root of the three centeredoesses Cp.S).

Confucian doctrine advocates h ji jiI Ii whicb mcatlS "restraining ooc's ego and

observing the supreme order of rituals.. (Tmg. 1987, p. SO). In otbe£ words. people

should be aware of their own place in society aDd behave properly. Authorities and

masters are revered and obeyed. Classics are believed to embody the highest values and

laws of the universe. The respect of classics and authorities in. Confucianism is

transferred to foreign language classrooms as textbook-cerneredness and teacber­

CUlteredness. Both teachen and students tend to regard the textbook as the embodiment

afknowledge that can be explained and somehow put inside the students' heads. Since

they are supposed to be ever-correct. teachers hesitate to tty anYthing in class that is

beyond the textbook and prefer to use what is printed in the text and approved by

authority. Students should not question and challenge teachers. but accept and

remember what is taught. The third centen:dness is cawed by the notion that language

is governed by grammatical rules just as the universe is governed by sacred laws as

described in the c1assics. Hence every pheoomenon in. language must come to grammar

fix its· 6naI judgment. Consequently, foreign la.nguage learning becomes an exteucfuts
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ofvocabulary aDd mastery ofgrammar insteadof~bow to use the 1aDguage.

Confucianism bas influmced China for thousands of years and its values still

persist. Img (1987) believes thai "Wrth all the legacies ofttadltional thinking, foreign

language teaching in China will DOt change overnight; difficulties and obstacles should

never be underestim.a1ed But change is iDevitabIe. The Confucian tradition dies tw-d,

yd it is dying" (p. 60).

I found,. while searching the literature on Eaglisb te.cbing in China. that many

articles are anecdotal accounts of penon&l opinions based on individual teaching

experiences such as Zhao (1990), Sun (1991), Yang (1991). Agclasto (1992), Campbell

and Zhao (1993), and ZheDg (1996) as reviewed in this study. There has been a paucity

of systematic research into this fidd.

CanAl•• [MI-i"

Curriculum inquiry is defined by Goodlad (1979) as the study of cunieulum

practice in all its aspects. He ~nlains that curriculum inquiry embraces five domains:

the ideological, the formal, the perceived. the operaliooal. and the experiential The

ideological domain refers to the scholarly work that ddines the best way~ education

based on founded knowledge. Inquiry in this domain examines tectbooks, workbooks.

teachers' guides and the like. The formal domain refers 10 the expec:wions, values and

interest of society and of those concerned people outside the classroom, such as

government leaders and education officials. IDquiry in this domain &n&Iyzes the social­

political issues embedded in the c:urriculum and looks at goals. content and so on. The
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perceived domain refers to the beliefs. attitudes. and values ofpersons like teachers and

parents. Their perceptions about schooling may differ- widely from the officially

approved ODe and may geoerale cIwJges and curriwlum revision. "The openlliooa1

rc:fus to 'What Ktua1Iy bappens in the dassroom. What is going OIl in the classroom and

what the teacb!r perceives the curriculum to be may be quite cIifE"ennt.. The experiem:iaJ.

domain refers to the learning experience of studems.

GoodIad poinls out that. while it is possible to CODCeftttate DO the stUdy ofanyone

panicular curriaJlum phenomenon, a comprebmsive idqu.iry oecessarily encompasses

all five. CurricuJum planning needs the involvemeat of decision malciftg frOm diverse

IcvcLs-socieul (eotttrolling agencies). i.n.stitutional (technical-professioRal sWI),

instructional (teachers), and experiential (students). Hence differing data SOW"ces must

be brought into plAy in the search for tenable answers and solutions. The position that

each of the CUlricuIum facets bas to be given due .neubon if we are to assess its

effectiveness within the context of the particular institutions involved and to make

reasonable curricu.J.um proposals is IUpported by other resc:arcbers such as Barrow

(1985) and Brown (1995).

In reality, however. Goodlad observed tbal "we know little about what any givm

group of studeDts bas been exposed to over twelve to thirteen years of schooling. let

alone bow they feel about it" and that "the most oegIccted data source in making

curriculum decision is the experience of the students who are oil the viewing and

receiving end of all these complex processes" (p. 37). Tyler and Good1ad (1979) st.e

that "the stUdy of curriculum practice is mukedly de:6ciem if it stops short of analysis
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