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ABSTRACT 

LEARNING CULTURES: THE EXAMPLE OF LEARNING CHINESE AS 
COMMUNITY LANGUAGE IN CHINESE SCHOOLS IN THE UK 

by Chao-Jung Wu 

Within a multi-cultural society, it is important to understand the effect of `when 

culture meets culture'. This study uses the British Chinese schools, where Chinese 

is taught as a heritage language, as an example to explore the culture of learning 

when there is a meeting of British and Chinese cultures. The study hypothesises that 

under the situation of learning heritage language the students are learning more than 

the heritage cultural content, they are also learning about the `culture of learning'. 

The study attempts to present an integrated account of the complex factors which 

contribute to the development of distinctive cultures of teaching and learning in 

these schools. It applies multiple methods in data collection, including a teacher 

questionnaire, followed by classroom observations and interviews with the teachers 

and some of their students. The students' learning strategies were also explored, 

using the Strategy Inventory for Language Learning developed by Oxford, to add 

dimensions to the findings. To analyse elements in the research context, an Ecology 

Model of Learning Cultures is proposed which extends from the concept developed 

by Bronfenbrenner in his ecology model of cognitive development. The study 

identifies several distinctive issues from the research context, including particular 

types of activities used in the classrooms, mixed-age/ability groups of children, 

distinctive roles of texts and textbooks, of the teachers and students, of the 

community schools, and the Chinese families. By using the analogy of 'micro- 

cultures' for each of the identified issue, the study intends to provide a better 

reflection of the complex nature of the culture of the UK Chinese schools than can 

be provided by the idea of an encounter between monolithic cultures of learning. 
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CHAPTER I 

INTRODUCTION 

There is a strong link between language and culture. Researchers and language 

teachers have become increasingly aware that a language can rarely be learned or 

taught without taking into account the culture of the community in which it is used. 

The present study is an attempt to explore both the relationships and the underlying 

issues which pertain when culture meets culture. It uses the example of learning in -- 

Chinese schools in the UK where Chinese is learnt as a community language; and 

where the learning of several `cultures' takes place. 

1.1 INTRODUCTION 

In the literature on bilingual and multilingual education the terminology used to 

refer to the language used by ethnic communities is varied. This is one factor which 

contributes to the complexity of describing the situation in Chinese schools. At the 

same time, it is necessary to bear in mind that the term `Chinese' includes many 

dialects; and Chinese speakers including those who live in the UK often use more 

than one. The dialect variation factor further complicates the picture in the British 

Chinese schools as even though the majority of students in these schools are from 

Cantonese-speaking families, more and more of the students are attending classes in 

PutonghualMandarin. The situation may be due to the hand-over of Hong Kong to 



China in 1997 (Edwards, 1998). As the national language of the Peoples Republic 

of China is Putonghua, the importance of learning it is widely emphasised amongst 

speakers of other Chinese dialects. Further discussion on the Chinese language and 

the language situation of the Chinese community in Britain will be provided in more 

detail in Chapter 2. The following paragraphs focus on defining the terms used in 

this study. 

Regarding the larger context - the UK society as a whole, there is a terminology 

issue of how to describe the language(s) used by ethnic communities. Edwards 

(1998) points out that: 

... terms for the languages which [bilingual] children bring with 
them to school are equally problematic. `First languages', `home 
languages' and ̀ mother tongues' are all in common usage: they are 
accurate in some cases, but not in others. (p. 8) 

The language in question may or may not be the subjects' `language learnt first', 

`language used to communicate at home', `language spoken as a baby'. However, 

these languages play an important part in the subjects' lives. In a similar vein, 

Cunningham-Andersson & Andersson (1999) challenged the use of the term 

`bilingual' and stated that to `talk about individuals as bilinguals is difficult' (p. x). 

They argued: 

What are the criteria for describing people as bilingual? Would 
they have to speak their two languages equally well? Would they 
have to be monolingual-like in both languages? If not, just how 
much of the weaker language do they need to know to be called 
bilingual? 

... (p. X) 
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The more neutral expression suggested by Cunningham-Andersson & Andersson 

(1999), to `live with two languages', is what I feel to be one term describing more 

closely the situation of the Chinese speakers in the UK (cf the well-known book by 

Grosjean (1982) Life With Two Languages). The two languages referred to in the 

present study are the language of the main society, in this case, English, and the 

language of their community. Edwards (1998) uses several examples to illustrate 

the difficulty of distinguishing accurately between different situations of minority 

language use. The examples include many Pakistani, Cantonese-speaking, and third 

and fourth generation Polish children. As Edwards (ibid. ) suggested, 

[i]t would be inappropriate to describe Urdu or Putonghua or 
Polish as the first language, the home language or the mother 
tongue of the children in question. The use of `community 
languages' in Australia and the UK and `heritage languages' in 
Canada and the USA conveniently side-steps these issues. A 

community or heritage language may or may not be the first or 
home language or the mother tongue of the children in question. 

(p. 8) 

These comments show some possible complications of trying to research in the area 

of community language learning. For discussion in the present study, the subjects 

will be described as `living with two languages' and the language learnt or taught at 

Chinese schools will be referred to as a `community language'. 

In the field of teaching Chinese as a second, foreign or even community language, 

there are many aspects that need to be explored. Due to the opening up of China to 

the West, the need for teaching and learning Chinese has grown immensely. Walton 

(1996) identified four supply sectors for language instruction in the United States, 
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one of the countries where the development of Chinese language teaching has long 

been established. The four sectors identified are the heritage language sector, the 

government sector, the private provider sector and the education sector. Walton 

(1996) stated the reasons for emphasising the area of heritage language teaching. 

Changing demographics, the rise of bilingual education, and a 
rising political and social awareness of multiculturalism have all 
come together to make the preservation of languages other than 
English an issue of national import. (p. 62) 

The same remark can be adopted to fit the diverse language situation in the multi- 

ethnic British society of today. The success of Chinese schools in countries outside 

China, such as the UK, will no longer be viewed as just a Chinese community affair 

for maintaining the language for generations to come (even though it remains the 

intention of the community) but can also be a resource for the host country. 

Previous research involved in the field of learning Chinese as community language, 

although not identified explicitly as such, has been focused mainly on the pedagogy 

and the content of teaching. Although culture has been recognised as an important 

contributing issue, there is little literature devoted to such issues. The present study 

attempts to fill the gap as well as to address some background factors that have 

relevance to the enquiry of culture of learning. The following section will present 

the aims of the study and the research questions to be answered. 
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1.2 AIMS OF THE STUDY AND RESEARCH QUESTIONS 

This study has the following broad aims. 

1. To explore current practice in UK Chinese schools in order to provide 

contextual information for understanding current issues involved in learning 

Chinese as a community language, especially in the context of Chinese schools 

in the UK. 

2. To examine the relationships between culture and learning - cultures (that is, 

British and Chinese cultures) that teachers and learners bring with them into 

their interaction and the culture of learning in the UK Chinese classes. 

As research into the teaching and learning of Chinese as a community language is a 

relatively new area in academic research, there was a significant element of 

exploration in this research project, particularly in its early stages. As the research 

progressed through a number of distinct stages, the research questions were revised 

several times before they reached the final form. At each stage, many new questions 

were raised. The answers to these questions then resulted in the generation of 

questions which were more sharply focused and which define the limits of the 

present study. Since the process of refining the focus of the enquiry is relevant to an 

understanding of the nature of the enquiry itself, I provide here a brief description of 

the quest for the actual research questions which emerged from the above aims. 
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1.2.1 Quest for Research Questions 

This study was initially planned to look at the management of teaching Chinese in 

countries outside China, specifically the UK. To up-date myself with the current 

situation in UK Chinese schools, my first question for investigation is: 

1. What is the current state of learning Chinese as a community 
language in UK Chinese schools? 

I started to consider questions such as the following: What systems or routines 

operate in UK Chinese schools? Who organises the Chinese schools? What are the 

attitudes of the people who are engaged in this activity? What kind of training is 

offered to the teachers? Is there any training at all? How successful is the 

management of the teaching? What success do children of Chinese descent achieve 

in their study of the language of their parents? In other words, as a member new to 

this area of pedagogy and research, my intention was to explore the managerial and 

pedagogical practices in UK Chinese schools in order to gain insights into the 

operation of Chinese schools in general, especially in terms of school management. 

Once I had surveyed the situation in which the UK Chinese schools operate through 

observation of Chinese classes and a survey of the literature, I came to the 

conclusion that the management of Chinese schools is problematic and involves 

several dimensions which require in depth investigation (some of these issues are 

listed in Chapter 2 (2.2)). Researching the management in general, as I found out, is 

too broad an area for this research to examine in full. However, during the course 
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of investigation my attention was directed to one aspect of the UK Chinese schools 

which needs urgent attention - the nature of classroom interaction in the Chinese 

schools - which in turn became a major research focus of the current study. 

After refining the research focus, the second research question was identified: 

2 What is the nature of classroom interaction in Chinese 

schools in the UK? 

In order to answer this question, there are a series of issues to be explored: How 

are lessons conducted? How do learners behave in the special context of a Chinese 

school? Does the behaviour of learners in the Chinese schools match their behaviour 

in mainstream schools? If the behaviour is different, in what way is it different? Do 

the students apply particular strategies for learning in each context? How do the 

teachers/learners structure the elements of Chinese in these schools? What activities 

do teachers use in their class? What are their teaching styles? Do these styles reflect 

their cultural background? What are their perspectives? Clearly, then, many 

questions were raised. 

Both the first and the second research questions are asked to examine practical 

issues involved in the running of the Chinese schools and the role of Chinese 

schools in the UK Chinese community in line with the first broad aim of the study. 

In the process of carrying out field work and analysing the data obtained, one 

element emerged as essential to a proper understanding of the questions which were 
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being investigated: culture - both the British and the Chinese cultures to which the 

teachers and the learners have come into contact. This, then, developed into the 

second main aim of this study - to examine the relationships between culture and 

learning. Several interesting questions were then raised: How does Chinese culture 

contribute to the culture of the classroom in UK Chinese schools? What part is 

British culture playing in shaping both the teachers' and students' attitudes towards 

learning in British Chinese classrooms? What are the areas that are already showing 

changes towards British culture? Are these changes an experience shared by all 

participants? Are they all sharing the changes of experience to the same degree? 

This is not to suggest that the situation in UK Chinese schools is a simple 

dichotomy. On the contrary, it is clear from the outset that the situation is complex 

and includes several dimensions. Not least, the research has to consider the 

following question: Are there any features of the British Chinese classrooms which 

are distinct from the two main influencing cultures? If there are, what are the 

implications of these distinct features? 

In order to understand how the classroom culture develops, the following accounts 

of interactions are noted and needed to be taken into consideration: (1) the 

interaction between individuals within the classroom and with the classroom 

environment; and (2) the interaction between the individuals in the classroom and 

the constraining effects of external systems. From this perspective, three more 

research questions to be answered by this enquiry are as follows: 
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3. What are the cultural elements developed in the context of 
the UK Chinese schools where there is a meeting of 

cultures? How can we account for this distinctive mix of 
cultural elements? 

4. Of the two main cultures in question, which contributes the 
most to the construction of the classroom culture? Where do 
the activities, beliefs, practices, values and identities that we 
observe in the classroom come from? 

5. Can the answer to these questions help us to understand in a 
more general sense what happens when two or more cultures 
meet in an educational setting? 

In order to explain the complex dynamics within the Chinese schools, a descriptive 

model of the possible interactions within British Chinese classrooms was 

constructed, showing the inter-relationships between the elements present in the UK 

Chinese schools (Chapter 6). The framework of an `ecological' metaphor was used 

to give theoretical coherence to the model (Bronfenbrenner 1979: 1993). 

Bronfenbrenner's ecological approach to educational theory-building is appropriate 

to the current study since the Chinese classroom not only represents an ̀ ecosystem' 

of its own, but it also creates a meeting point of cultures. The multi-level nature of 

the `ecology model' is therefore a useful framework for this research. Further 

discussion of Bronfenbrenner's ecological model is provided in Chapter 3 (3.3). 

The following section of this introductory chapter is devoted to a description of the 

orientation of the study and small investigations carried out in the early stage of the 

study which helped to shape the study into its present form. In the final section, an 

outline of the thesis is presented in terms of the content and focus of each chapter. 
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1.3 GENESIS OF THE CURRENT STUDY 

The initiative for this study came from my personal interest as a teacher of Chinese 

as a second language. It started when I was recruited in Taiwan by the headteacher 

of one of the British Chinese schools (in the study, I will use the pseudonym of 

Tang school to refer to it) as I attended a course for teachers of Chinese as a 

second/foreign language at a private institution in Taiwan. I have always been 

interested in doing research of any kind. So, when the headteacher encouraged me 

to move on to investigate this topic about management within Chinese schools in 

the UK and promised that, although it would not provide me with a living wage, 

there would not be any problem for me to take Tang school, a school situated in the 

West Midlands, as one of the cases in my study, I decided to come to the UK and 

start my research at the University of Leicester. 

While I was in training to become a teacher of Chinese, I found, from the 

discussions with other teachers, that there was a mutual understanding among 

Chinese teachers that the training of teachers to teach Chinese fell short in at least 

two aspects. 

First, most of the teachers who were in training or working as teachers of Chinese 

were not Chinese majors nor were they trained to be teachers - this was especially 

true of those working overseas (that is, in the UK or elsewhere outside Taiwan). It 

is shown in different reports on Chinese language teaching overseas (CRE 1979; 

Tsow 1984; HMSO 1985; CILT 1986; Wong 1992), the majority of the teachers of 
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Chinese in the UK are students who are studying overseas for short periods of 

time, and housewives who have accompanied their husbands to overseas postings. 

A relevant point here is that it is commonly seen by teachers of Chinese language as 

`very important' that one should be able to speak another language in order to teach 

Chinese as a second language (for instance, one of the training sessions during my 

teacher training course was devoted to this particular issue). This has made many 

teachers with expertise in the Chinese language have doubts about their ability to 

teach Chinese abroad. For those teachers who have received some training, the 

training was concerned mainly with providing general knowledge about the Chinese 

language - the pronunciation, the origin of Chinese characters, the syntactic 

structure, and most of all, the teaching methods for certain teaching materials. As 

most of the training courses were carried out by institutions that offer classes for 

overseas students, the training courses were mainly designed to find teachers that 

would be able to teach in the institutions in the future. For example, a syllabus 

(written in Chinese) from one of the institutions which offer training courses to their 

teachers includes topics on: `how foreigners learn Chinese', ̀ Chinese characters and 

teaching', `Linguistics and learning languages', `Comparing the pronunciation 

systems from mainland China and Taiwan', `Teaching pronunciation and teaching 

oral skills', `Chinese syntactic structures and grammar', `Teaching oral skills and 

teaching material', `Teaching practice', `discussion', and `final test' (Taipei 

Language Institute, 1995-1996). 



Second, in spite of the fact that there are many Chinese schools in the USA, and 

some literature on the Chinese community and Chinese language teaching in the 

USA (Chu 1988; Chao 1990; Wang 1992; Li 1995), there is not much literature 

concerning the actual situation within Chinese schools, especially those in Europe 

and other areas. Many studies, especially those conducted in Taiwan on Chinese 

language teaching have focused on the analysis of the Chinese language and on the 

provision of methodological tips on teaching the elements of the language, for 

example, pronunciation and syntactic structures. Examples include Chil (1979), Li 

(1982), Chou (1982), Huang (1982), Tang (1985), Yeh (1990), Feng (1990), 

Huang (1993), Ho (1994), and Huang (1996). It was not until later on that other 

approaches to Chinese teaching such as the use of standardised tests (Chiang 1994; 

Chu 1994; Tsui 1994; Tsai 1996), the use of audio-visual resources (Chu 1993), 

and the use of computer technology (for example, issues 74 and 83 of the journal 

The World of Chinese Language) were introduced into this field. Among the few 

studies devoted to the teaching of Chinese as a second language are the following: 

Li (1985: 1992), Wu (1985), Han (1991a: 1991b), Na (1992), Tang (1992), Lin 

(1993), Yeh (1990: 1994). These articles give teachers and other interested parties 

some useful guidelines as to what is expected of a teacher of Chinese. For example, 

Na (1992) lists 6 basic requirements for a teacher of Chinese: to speak pure Güoyü 

`National language' (a termed used in Taiwan to refer to Mandarin Chinese), to 

have sharp ears for recognising pronunciation, to avoid talking all the time in a class 

and give more opportunities for students to practise listening and speaking, not to 

ignore basic sentence patterns but to have more practice mechanically, to have 
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patience, to be aware of the relationship between language and culture. In general, 

the picture of the teaching of Chinese as a Foreign Language which is presented by 

these publications is patchy and limited in scope. There are some notable gaps, 

particularly in terms of describing accurately the beliefs and practices which 

contribute to the culture of teaching and learning Chinese. There is a need for 

systematic research to organise all these pieces of information to build up a 

complete picture of this area. This observation brought to my attention to some 

general issues to be explored in the first stage of this study and hence the first 

research question, introduced in Section 1.2.1, emerged. 

1. What is the current state of learning Chinese as a community 
language in UK Chinese schools? 

In order to answer the above research question, the first stage of this study was to 

contact Chinese schools in England. Fortunately, I was able to get in touch with the 

UK Federation of Chinese Schools (UKFCS) which had 90 member schools at that 

time. The UKFCS is an independent, non-political, non-religious charity 

organisation which was set up in 1994 to take over the responsibility for organising 

Chinese teaching materials for Chinese schools in the UK -a service originally 

provided by the Hong Kong government. At the time when I contacted the 

chairperson, the Federation had just given out a set of questionnaires in May, 1996, 

to which they gave me access. The questionnaires were sent out to member schools 

for building up a database which may help schools to exchange resources or help 

members of the community to find suitable schools for potential students. The 

survey resulted in a member schools handbook which contains information such as 
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the schools' name, address, contact person, number of students, number and range 

of classes, whether students are taking formal examinations, time for classes, school 

premises, teaching materials used, tuition fee, library, extra-curricula activities, 

number of teachers and staff, make up of the teachers in the school, rate of teacher 

leaving each year, teacher training, ways of recruitment, payment for teachers, 

source of funding, whether the school is a part of other organisation and other 

information. This survey acted as a starting point for me to draw up an outline of 

the recent status of Chinese schools in Britain and of further investigation. 

The data from the UKFCS survey showed that most of the schools in the study did 

not have a formal management structure due to their size. A lot of decisions were 

made by committee members, headteachers and sometimes by the parents. This ad- 

hoc approach to decision-making was not without its problems. At Tang School, 

for example, there were significant tensions between teachers and students. These 

arose out of differences between the teaching and learning strategies favoured by 

the teachers and those favoured by the learners. These differences seemed to stem 

from the fact that more and more of the children at the school were born or grew up 

in an exclusively English-speaking environment, and had, as a result, very different 

attitudes to learning from those of their teachers. This, then, turned into the main 

focus for the present study (research questions 2-5). Details of the aims and the 

research questions of the study have been provided in the previous section. 
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1.4 STRUCTURE OF THE THESIS 

In the present chapter, I have identified the area to be investigated in the study. The 

aims and the research questions are stated. The genesis of the study has also been 

described to provide background information. 

Due to the nature of the study, the relevant literature will be examined in Part I of 

the thesis, following this introductory chapter, which includes two separate 

chapters. In Chapter 2, I will continue to build on the initial picture of the 

background to this study. I look at the issues faced by Chinese communities 

overseas (mainly in countries where English is spoken in the society), paying 

particular attention to issues relevant to learning the Chinese language. In this 

chapter, I touch on the issue of inter-generational language use among the Chinese 

community in countries outside China and the reasons for these communities to set 

up Chinese schools. I also provide information about the research context, that is, 

the current situation in the UK. This is followed by a brief discussion about the 

nature of the Chinese language and the tradition of teaching Chinese language as the 

mother tongue. As the background to a discussion on learning Chinese as a 

community language which started by observing classroom activities, Chapter 3 

begins by critically examining theories which provide insights to language learning 

and teaching. In particular, literature which focuses on different teaching/learning 

styles/strategies of different cultural background groups is of most interest. The 

influence of culture on teaching and learning is also discussed. The final part of 

Chapter 3 examines Bronfenbrenner's model in some detail before discussing its 
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adaptation and appropriateness for the present context. It looks at 

Bronfenbrenner's concept of ecology model for cognitive development. An adopted 

ecology model is also proposed for the current study to provide theoretical 

framework for understanding the development of cultures in British Chinese 

schools. 

Part II contains Chapters 4 and 5 which provide the research design and 

methodology for the study. In order to disentangle the complex situation of the 

Chinese schools, the justification for choice of methodology will be presented in 

Chapter 4. Two separate sections are devoted to considering first, issues of 

triangulation, validity and reliability; and secondly, ethical issues involved in this 

research. Chapter 5 firstly looks at a few considerations underlying the research, 

and also shows a conceptual framework proposed in the early stage of the current 

study, a model of `British Chinese classrooms', which was used to illustrate the 

relationships between the elements influential to the development of `culture of 

learning'. The chapter then gives a detailed description of the process of data 

collection and analysis, examining the three methods employed for collecting data: 

questionnaire, interview and classroom observation. 

The result of the data analysis will be presented in three chapters in Part III. In 

order to provide a general picture of the research context, Chapter 6 begins with a 

description of activities observed or reported by the participants in the Chinese 

classrooms. The description is supplemented with extracts from classroom 
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observations and other data collected. Using factor analysis, some of the activities 

described are further grouped and interpreted against data from the questionnaires 

distributed to the British Chinese teachers. This process helps the researcher to 

identify elements that influence the development of learning culture in the 

classrooms. 

The discussion in Chapter 7 focuses on other factors contributing to the culture of 

learning in the Chinese classrooms, including students' language learning strategies, 

the role of texts and textbooks in the classrooms, the relationship between the 

teachers and their students. It also discusses how the different school settings may 

contribute to the culture of learning in the classrooms. 

Chapter 8 reports on the influences of the participants' families on the development 

of culture of learning in the classrooms. It begins with an examination of the family 

influences on the participants' values and attitudes and then considers language 

issues concerning the families of the teachers and students. The focus then turns to 

the role of Chinese schools as an extension to the Chinese community, discussing 

their social functions and how the Chinese schools partly contribute to the students' 

development of ethnic identity. It also addresses one of the issues emphasised by 

many practising teachers: the family support of the students' learning. The final part 

of this chapter notes the family influence on the culture of learning in the classrooms 

by comparing different `school cultures' in British Chinese schools set up by 

Chinese community members speaking different Chinese dialects. Chapter 9 
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concludes the study by outlining some of the themes which have emerged from the 

research results discussed in the preceding chapters and looking at the implications 

of the study. 
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PART I 

CONTEXTUALISATION AND LITERATURE REVIEW 

OVERVIEW 

As indicated in the title, the aim of Part I is to set out the context of this study and 

review literature in the relevant fields. This part is divided into two chapters. 

Chapter 2 begins with contextualising the research area in this study. Section 2.1 

outlines issues concerning Chinese communities overseas, including the issue of 

inter-generational language use among Chinese community members and the history 

and tradition of the Chinese schools in the UK and the USA. The discussion is 

followed by a description of the background of Chinese schools in the UK in order 

to set out the research context in this study. Section 2.2 includes discussions on 

both the research context and the people in the Chinese schools. However, as the 

research progressed, it became evident that certain issues of teaching/pedagogy are 

related to the nature of the Chinese language. Thus, a brief introduction to the 

Chinese language forms the final part of this chapter. 

Chapter 3 examines other literature relevant to the current study. It looks at issues 

of language learning, teaching and culture of learning. The chapter begins by 

looking at language learning theories, including different models of second language 

learning, paying particular attention to the social models in this area. The discussion 

19 



then focuses on the concept of `culture of learning', a central theme in the current 

study. In the second part of Chapter 3, the notion of `culture of learning' is brought 

forward and put into the context of learning Chinese as a community language. As 

stated in Chapter 1, it is part of the aim of the current study to explore the `culture 

of learning' present in British Chinese schools. In order to present the complex 

dynamic observed in the Chinese schools, a theoretical framework to illustrate the 

situation is sought. The study adopted Bronfenbrenner's ecology model of cognitive 

development and developed it into a framework for understanding the development 

of a `culture of learning' in the Chinese schools. The discussion of Bronfenbrenner's 

model, the adopted model, and its appropriateness to the current study is in Section 

3.3. 
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CHAPTER 2 

LEARNING CHINESE AS A 
COMMUNITY LANGUAGE OVERSEAS 

There is a strong link between language and culture (Gardner 1984; Hofstede 1986; 

Kramsch 1993: 1998; Byram et al. 1994; Hinkel 1999). Researchers and language 

teachers have become increasingly aware that a language can rarely be learned or 

taught without reference to the culture of the community in which it is used. 

a_ Language is viewed as a complex system that reflects what meanings are attached 

to behaviours and how they are expressed (Gardner 1984). The present study is an 

attempt to explore the relationships existing when culture meets culture and the 

underlying issues in these relationships. It uses the example of learning in Chinese 

schools in the UK where Chinese is learnt as a community language; and where the 

learning of several ̀ cultures' takes place. The aim of this chapter is to describe the 

research context in this study and situate the study in the wider research field. This 

chapter focuses particularly on the `Chinese' aspect of the current study. However, 

before outlining the structure of this chapter and the discussion of each aspect in 

detail, a brief clarification of the term `Chinese' as used in the study is presented 

here. 

DeFrancis (1984) points out that the confusion or `fantasy' about `Chinese' is often 

caused by misunderstanding and misuse of the term in different situations as it `is 
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used to refer both to a people and to their language in both its spoken and written 

forms' (p. 38). Indeed, with the sensitive political situation in areas including and 

surrounding China in recent years, it is even more difficult to define the term 

`Chinese', and to what or whom it refers. However, for the purpose of this study, I 

use the term to refer to those people who identify themselves as `Chinese' and their 

descendants. Issues of the `Chinese language' will be examined in separate sections 

of this chapter. 

This chapter begins with a description of Chinese language communities overseas 

(by the term `overseas', the study refers to those contexts outside places where 

Chinese is used as a common language among the whole population). It focuses 

particularly on the spoken aspect of the Chinese language. As a crucial part of the 

current study is the language used by the participants in the study, considerations of 

their language use and the setting up of Chinese schools as a consequence of the 

J effort to maintain the Chinese language are discussed. The second part of this 

chapter looks at the research context in this study including the origins of Chinese 

communities and Chinese schools in the UK, their development, and the people in 

the Chinese schools. As the nature of a language may also have an effect on how it 

is taught and learnt, the final part of the chapter briefly describes the Chinese 

language, especially its written aspect, and considers the traditional practices of 

teaching and learning Chinese. 
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2.1 CHINESE LANGUAGE COMMUNITIES OVERSEAS 

It is estimated that more than 1,000,000,000 people are speakers of some form of 

Chinese, which makes it the language with the largest number of speakers in the 

world (Li & Thompson 1991; Dalby 1999). Apart from being spoken as an official 

language in China, Taiwan, Hong Kong, and Singapore, it is also maintained by 

about 30 million Chinese scattered in other parts of the world. Within the Chinese 

language, there are a number of `dialects' which may be mutually unintelligible. 

Although there are debates about whether the terms `languages' or `dialects' should 

be used to refer to and to acknowledge the significantly difference between the 

`dialects', in this stud), I follow Li and Thompson's use (1991) of the term `dialects' 

for these language groups as they are not only genetically related languages of one 

nation, but they have always had a uniform written language which is logographic.? 

As noted by Li & Thompson (ibid. ), people `who cannot understand each others' 

speech can still read the same written language provided that they are educated' (p, 

813). The written aspect of the language will be discussed later in section 2.3. In 

order to understand the Chinese communities overseas, the following paragraphs 

will first look at the differences between the dialects spoken by the community 

members before focusing on issues related to these communities. 

The different dialects can be classified into seven commonly identified groups on the 

basis of their structure affinities: Mandarin, Wu, Min, Yue (Cantonese), Hakka, 

Xiang, and Gan (Chen 1999). Mandarin is the largest group of all, with its native 

speakers accounting for the majority of the Chinese population. `Mandarin' is an 
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English translation of the old Being expression güanhüa `official language' and is 

known by several names. It is called pütönghüa `the common language' in Mainland 

China and Hong Kong, güoyü `national language' in Taiwan, and hüayü `Chinese 

language' in Singapore although each of them differs slightly in both vocabulary and 

grammar. All the dialects identified above are also represented in many of the 

Chinese communities overseas although the main linguistic group may differ in 

different countries. For example, Dunseath (1996) notes that there are large groups 

of speakers of Hakka, Hokkien (Min), and Cantonese (Yue) in Brunei tracing the 

ancestry of the speakers back to Taiwan, Hong Kong and Singapore, whilst in 

Quebec (Canada) and in the USA, a large population of Chinese people are 

speakers of Mandarin (Cummins 1995; Baker & Eversley 2000). With the tie 

between Hong Kong and the UK, it is not surprising that the majority of the settled 

people in the UK are speakers of Cantonese although the number of Mandarin 

speakers residing in the UK has grown in recent years. It is also worth noting that 

the role each dialect plays is slightly different considering the inter-group 

relationships of the Chinese community. Historically, Mandarin (also referred to as 

pütönghüa, güanhüa or güoyü) not only has its official status, but is often used in 

formal relationships whilst other Chinese dialects are more as community languages. 

Interesting statistics are revealed in Baker & Eversley's survey (2000) of language 

used by London school children. They compare data from their own research with 

Dalby (1999) and Miller's survey (1993: 1999) result and found that Chinese 

languages (including five languages [sic] of China: Putonghua (Mandarin), Wu, 
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Min-nan, Xing and Hakka) together with certain South Asian languages and the 

Indic languages are `proportionately better represented in the world than in 

London' (p. 6) as the majority of Chinese speakers in London are speakers of 

Cantonese. In the fourth national survey of ethnic minorities by the Policy Studies 

Institute (PSI) (1997), spoken Chinese used among Chinese communities is 

recorded, distinguishing the different dialects, and shows that Cantonese is still the 

most prevalent (66%), Mandarin (10%), Hakka (11%), Hokken/Min (2%), and 

Vietnamese (6%). However, there is a growing population of Mandarin Chinese 

speakers for political and economical reasons. In Baker & Eversley's study (2000), 

they also report that Chinese language courses are offered in Putonghua (Mandarin) 

and Cantonese as modern languages in the public sector establishments. The 

number of Putonghua (Mandarin) courses has grown in recent years whilst the 

number of Cantonese courses has fallen. Baker & Eversley (ibid. ) suggest that the 

`situation may be a consequence of the transfer of power in Hong Kong to China 

(where only Mandarin has official status)' (p. 7). A similar situation also occurs 

across British Chinese schools as I discuss in Section 2.2. 

The discussion in this section focuses on the Chinese language communities outside 

Chinese-speaking countries. As participants' language use plays a big part in the 

current study, the first subsection looks at the issue of inter-generational language 

use whilst the second discusses the set up of Chinese schools in different countries 

and its importance to the Chinese communities concerned. 
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2.1.1 Inter-Generational Language Use 

In McGregor & Li's study (1991) of language choice amongst Chinese students in 

Newcastle, they set out to identify factors affecting the subjects' language choice by 

comparing two models: domain analysis (assumes that only one language is 

appropriate and will be chosen for a specific domain) and audience design (speakers 

choose their language primarily in response to audience types - addressee, auditor, 

overhearer, and even eavesdropper). By comparing the 128 questionnaires returned 

by students in the Newcastle area, they conclude that the most salient influence on 

the linguistic behaviour of the speaker comes from the identity of the `audience' and 

that the domain analysis model is less satisfactory. In other words, the subjects 

choose language most frequently in the presence of a third party which often 

involves members of the family or the community. In his later work, Li (1994) 

examines the language choice and language shift of the Chinese community in 

Tyneside. He categorises the Chinese community in Newcastle into three generation 

groups: the first-generation emigrants, the sponsored emigrants (who entered the 

country as immediate kin of the first-generation emigrants or through personal 

contact with them), and the British-born. By comparing the three generations, Li 

(1994) concludes that there is `a rapid inter-generational language shift from 

Chinese monolingualism to English-dominant bilingualism' (p. 114). 

In the Policy Studies Institute's 1997 report, it is noted that among the Chinese 

`there was evidence of linguistic decline with just over four in ten of the 16-34-year- 

olds using a Chinese language with family or their own age group, and nearly a 
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quarter of all respondents not able to speak a Chinese (or Vietnamese) language' (p. 

312). Even in Taylor's study (1987) on Chinese pupils in Britain, the pupils were 

found to have `a considerable increase in English usage' (p. 158). Taylor (ibid. ) 

notes that, at the time of research, the majority of the parents had only limited 

facility in English and Chinese dialects were dominant in the home, whilst the 

children had some facility in a Chinese dialect but they were less likely to be able to 

read or write in the Chinese script unless they attended Chinese language classes. 

A similar tendency of Chinese language ̀disappearing' from the Chinese community 

in Brazil is observed by Hsü (1996). Hsü also finds that there are two reasons for 

this: (1) there are less Chinese people moving into the country, and (2) many 

Chinese people married local people producing new generations who speaks very 

little Chinese and have little intention to try to speak Chinese - even at home. This 

is similarly illustrated by one of the examples in the Swann Report (HMSO 1985): 

... another witness stressed the difficulty of the Chinese language 
and pointed out that it was `glib' to expect children to learn it 
properly from perhaps one lesson each week. In his experience 
many of the people running the supplementary schools lacked both 
the resources and experience to make the work interesting for the 
children and too much reliance was placed on rote learning. One 
Chinese teacher from a language unit felt that Chinese children 
born in this country saw the supplementary classes as leading 
nowhere and were not interested in learning Chinese as they had no 
pride in their cultural and linguistic heritage.... (p. 665) 

To contrast with such a statement, the following subsection aims to look at the 

background of Chinese schools based mainly on literature on the USA and the UK 

contexts. The following subsection examines the communities' reasons for setting 
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up Chtese schoo\s and compares the Ctimese schoo\ systems ' th mäwstceam 

education systems in these countries. 

2.1.2 Chinese Schools in the UK & the USA 

The set up of Chinese schools in many overseas Chinese communities shares the 

same aim, that is, to tackle a specific problem, the maintenance of Chinese language 

and culture among the new generations born in their host countries. Literature in 

this area also shows that Chinese schools in different countries often share similar 

circumstantial features such as limited time and resources, voluntary teachers with 

limited training background, their curriculum, and the wide variation between the 

participants. Chinese schools are generally held at weekends and are different to the 

mainstream education system. To illustrate the situation, I found the comparison 

made by Wang (1996) of the public school system and Chinese language school 

system in the USA illuminating and for this reason I include it below, in Table 2.1. 

Surveys and literature on British Chinese schools also show similarities to the 

features listed in Table 2.1 (Tsow 1984; Taylor 1987; Ghuman & Wong 1989; 

Wong 1992). 1 shall discuss the situation in British Chinese schools in the next 

section. 
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Public School System Chinese Language School System 
Goals - Communication: emphasis on four - Preserve language and culture: 

skills emphasis on literacy 

- More than one language offered - One language offered primarily for 
heritage students 

Teachers - Full-time/part-time paid - Usually parent volunteers, low pay 
- Professionally trained - Limited training 
- Usuall certified - Usually not certified 

dminis- - Paid career position - Parent volunteers, no salary 
ration 
Students - Non-Chinese heritage & Chinese - Primarily Chinese heritage language 

heritage students students 
- Similar age - Large range of age in one class 
- Choice of language - No choice of language 

- Usually start learning at older age than - Start learning at preschool age 
Chinese heritage language students 

Parents - Limited role - Active role 
- Usually not speakers of the language - Usually speakers of the language 

taught taught 

- Of diverse cultural and linguistic - Often same cultural and linguistic 
background background 

Programs - For credit - Not for credit 
- Part of curriculum, may be required by - Extracurricular, not required by school 

school district district, may be required by parents 
- English-speaking environment - Authentic linguistic and cultural 

environment of the language taught 
Schedule - Weekdays during regular school hours - After school or on weekends 
Teaching - Taught as foreign language. - Taught as both heritage language and 
Methods second/foreign language depending on 

students 
Textbooks - Typically not from home country. - Usually from home country. 

- Targeted to English speakers. - Targeted to native sers. 
Testing/ - Affects GPA/graduation credit - No effect on GPA/graduation credit. 
Assessment 
Resources - Taxes (public money) - Donations, tuition, & funding from 

- Access to other school resources (i. e. home country 
library, language lab, computers) - No access to other resources 

- Own building - No permanent space (i. e. must rent 
classroom). 

Table 2.1 Comparison of the public school system and the Chinese language 
system in the USA (Wang 1996, p. 79). 
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2.2 BACKGROUND OF CHINESE SCHOOLS IN THE UK 

According to the 1991 Census, the Chinese represented 0.3% (156,900) of the 

British population. They are the third largest immigrant group in Britain, after the 

Asian and African Caribbean communities. One of the objectives of this research is 

to illuminate the practice of Chinese language teaching in the context of Chinese 

schools in the UK. And going beyond that, to illuminate the relationship between 

culture and learning and teaching styles. The aim of this chapter is to provide a 

description of the contextual framework of the study and the following sections will 

therefore explain explicitly the context being researched. 

2.2.1 Chinese Community and Chinese Schools in the UK 

Around the time of the Swann Report (Education for All, HMSO 1985), there was 

a considerable body of research carried out on the Chinese community (Tsow 1980: 

1983a: 1983b: 1984; CILT 1981: 1986; Nuffield Foundation 1981; Chann 1984; 

NCC 1984; HAC 1985; Tansley 1986; Jones 1987; Taylor 1987; Ghuman & Wong 

1989). This research focused on different aspects of the community, paying 

particular attention to the language needs of Chinese children. The situation in 

Chinese schools is also noted in several of the above studies. This section firstly 

outlines some of the findings from these studies before discussing the population in 

Chinese schools. 

As noted in Section 2.1.2, similar features of differences between Chinese language 

schools and mainstream schools to those identified in Table 2.1 are also observed in 
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British Chinese schools. The following paragraphs focus on the situation of British 

Chinese schools and discuss some of the issues noted in the literature. 

After studying the survey report constructed by UKFCS (UK Federation of Chinese 

Schools) in 1996 which aimed at providing information about Chinese schools to 

Chinese parents around the country, I summarised the following points from the 

report which may help to provide a picture of the situation of British Chinese 

schools at the time of the current study: (1) Although most Chinese schools are 

located around the London area, there are Chinese schools in every region. (2) 

Most of the schools have classes on Sunday. (3) Most schools run Cantonese 

classes -a few of them also offer Mandarin Chinese classes. (4) Almost all the 

schools in this report use the UKFCS textbook. (5) Only 10 schools have their own 

premises, others rent their premises for teaching -mostly primary or secondary 

schools in the local area. (6) Student numbers at the schools range from 21 to 160; 

teacher numbers between 4 and 14. (7) Most schools have difficulties finding 

financial resources. Thus, not surprisingly, resources for supporting teaching and 

learning are very limited. 

In the more recent study of Verma ei al. (1999), they point out that many of the 

issues highlighted in previous studies, being discussed so far, remain the same as the 

provision of community language still relies heavily on the communities themselves. 

They make a strong statement in stressing that: 
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[u]nfortunately, the problem faced by the Chinese community is 
identical to the one faced by ethnic minorities living in Britain. The 
DtEE, the Home Office and Local Authorities have resolutely 
refused to accept any responsibility for the education of the 
children of minority groups in their mother tongues in spite of their 
obligations which Britain freely entered into [the United Nations 
Convention on the Rights of the Child 19891. (p. 188) 

Even though the situation may look difficult in Chinese schools, a close look at the 

Chinese community as a whole may provide the reasons why parents continue to 

send their children to Chinese schools. In Tsow's survey (1984), it was shown that 

the reasons for learning Chinese were: `They have Chinese origins (78%)', `Should 

know mother-tongue (62%)', `To communicate with own people (24%)', and 

`Useful if return to Hong Kong (24%)' (p. 16). Although it might be true that a 

majority of the Chinese parents can now speak English, and for most of the time at 

home children speak to their parents only in English, parents still think it a duty to 

keep their children `Chinese literate'. This may explain why although it is so very 

difficult to set up a Chinese school, and it is even harder to maintain one, Chinese 

schools in the UK have not decreased either in size or quantity - according to Chen 

(1996), there are 150 Chinese schools altogether in the UK. 

The core problem many schools are facing is that the perceptions of the learners, 

the teachers and the parents towards the Chinese schools are very different and they 

do not coincide with each other. This raises not only practical questions but also 

interesting theoretical questions. As the current study is interested in the culture of 

the people who are involved in the context and their circumstances, thus, before 
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discussing the theoretical background of the study, I feel it is also necessary to 

describe the population in Chinese schools in more detail. 

2.2.2 Population in the Chinese Schools 

Studies on students' learning and teachers' teaching process/strategies stress the 

importance of `things one brings into classrooms' - personal background, 

experience, personality and attitudes (Cummings 1988; Ehrman & Oxford 1989; 

Oxford & Nyikos 1989; Skehan 1989; Biggs 1993: 1996; Ellis 1994). In other 

words, factors external to the classroom, rather than individual differences in 

learning styles between learners are affecting the interactions within a particular 

context. The attention of this research, therefore, has been brought to the broader 

context rather than simply looking at how learners perform. It is, however, as 

Watkins (1996) puts it, `imperative to realise that [the common theoretical and 

complementary research approaches] are the products of a century of Western 

research' (p. 3). So another intention of this study is to examine the particular 

context of Chinese schools in the UK with the notion of the possibility of the 

mixture of two cultures: Western - the British, with a non-Western culture - the 

Chinese one. 

In order to investigate teaching and learning strategies and other factors in Chinese 

schools, it is necessary to define people's attitudes and circumstances, including 

those of the parents, teachers and students, within the setting of Chinese schools. 

These will be examined accordingly in the following paragraphs. 
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Chinese Parents 

Parents who send their children to Chinese schools are generally those who feel that 

they should give their children a `Chinese education'. Although this represents a 

shared set of assumptions, Chinese parents differ considerably in their background, 

ideas about `learning Chinese', and their attitude towards children when it comes to 

using Chinese at home. Even though these parents are mostly employed or running 

their own businesses in the UK, some speak fluent English, whilst others use only a 

little English for the purpose of communication. Thus, the decision about whether 

or not to insist on their children speaking Chinese at home varies from one family to 

another. In some rare cases, children whose parents are both Chinese might have 

decided to speak only English to their children and found out later that they still 

want their children to learn Chinese and therefore enter them into Chinese schools. 

As the Chinese class time is so short, it is very difficult to see children making 

progress without help from their homes. Also, being members of committees for the 

schools, will give parents opportunities to put forward their opinions on textbooks, 

other supplementary materials to be used, and even teaching activities. Parents in 

Chinese schools, although they are not really working within the classrooms and 

will not be investigated in this study, should not be excluded from the whole 

context. 
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Teachers 

It has always been a problem for Chinese schools to find teachers who are suitable 

for the post, a fact noted in early surveys (Tsow 1984) and later ones (UKFCS' 

1996 report). Chen (1996) also pointed it out that `lirü zäi lündün qü nei, yäo zhäo 

yixie zishende pütönghüa läoshi büshi nänshi. Rüo hüanle zbi pianyüan xtaopü, 

keneng Mande hen künnän (For example, in the London area, it is not difficult to 

find experienced Putonghua teachers, whilst in rural areas, it may have become very 

difficult)' (p. 49). Not only are the teachers not experienced or trained, but most of 

them are also volunteers who pay for their own transportation, and sometimes buy 

little gifts for rewarding their students' good performance in class. 

As a result, there are two issues within the group of teachers: (1) A high drop-out 

rate: Many teachers are students who study in the UK for a short period of time or 

housewives who come to the country to accompany their family. Thus, when they 

move away or go back to their original country, there will be an immediate shortage 

of teachers. (2) Teachers are in real need of teacher-training: Since a high 

proportion of teachers have not been trained either to teach Chinese as a 

second/foreign language (which is very often the case as only few institutions are 

offering training of this kind) or to be a teacher of any subjects, they usually meet 

with a lot of difficulties in trying to cope with the complex situation in Chinese 

schools. There is no doubt that teachers can all speak good Chinese (Mandarin or 

Cantonese) - which is normally the basic criterion for selection of teachers; but 
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apart from that teachers are just trying to teach using what they think is the best 

way to learn Chinese. 

The above discussion indicates some of the influences of culture on teaching styles. 

That is, teachers would (1) apply techniques that helped them while they were 

learning as children, (2) expect a similar classroom culture referring back to their 

own experience. Therefore, it is not uncommon to hear teachers expressing similar 

comments such as `It should be learnt this way' or `I think this way is the proper 

way to learn Chinese'. In reality, however, it was common from time to time for the 

teachers in this study to find their students `resisted doing what they were told', and 

teachers felt `disappointed' or `frustrated'. (More of the teachers' views are 

discussed in Part III. ) 

One relevant factor is the age of the teacher. It seems obvious the older the teacher 

the more they are likely to be influenced by the traditional way of teaching. 

Interestingly, though, some younger teachers appear to insist on traditional ways of 

teaching more than their senior colleagues - which leads to another factor: the 

experience of the teacher. Thus, on the other hand, it is likely that the older the 

teacher the more experience they are likely to have. If they are sensitive to the 

experience and the situation, the more likely they are to adopt non-traditional 

strategies. Later, in Part III, more about this complex interaction between age and 

experience factors showing impact on teachers' perceptions and teaching 

discovered through the study will be discussed in detail. In the first stage of the 
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empirical investigation, teachers were asked about their ideas on Chinese language 

teaching in the UK and the strategies/perceptions they use/hold to face up to the 

complex nature of Chinese schools. 

Students 

Students at Chinese schools vary even more than their teachers in their personal 

factors prior to their going to Chinese schools. They can be classified into four 

major groups: (1) second generation Chinese language learners, (2) first generation 

Chinese language learners, (3) learners with Chinese heritage background who do 

not speak Chinese in the family, and (4) non-Chinese language learners. However, 

these are not watertight groups and the students' circumstances may vary which 

place them in different groups. 

Second generation Chinese language learners make up the vast majority of students 

enrolled in British Chinese schools, and are mostly second generation British- 

Chinese born to parents whose first language is Chinese (Cantonese in most cases, 

but also Hakka and Mandarin Chinese) (Tsow 1984). Although Chinese is usually 

the first language of these students, English soon becomes their primary language 

after they start formal schooling (for example, Wong 1992; Baker & Eversley 

2000). 

There is also a large group of first generation Chinese language learners in Chinese 

schools. The group (mostly speakers of Mandarin Chinese) is growing bigger as 
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many of the new-comers enter the UK with their parents for scholarly or 

professional purposes. The students' language abilities vary according to how many 

years of schooling they received in their native country and their length of stay in 

the UK. For those who only have limited formal schooling in their native country 

and have been in the UK for many years, their language ability may be similar to 

those of the first group. 

However, there may still be variations within the above two groups of learners. 

They are different in their experience in at least two aspects: (1) their language use 

at home - whether or not they speak Chinese to their parents, siblings, and friends; 

(2) their experience of contacting people who speak only Chinese - holidays to their 

original countries, senior relatives who only speak Chinese come to visit; which will 

inevitably affect their attitude toward learning and using the language. 

The third group of learners make up only a small proportion in the Chinese schools. 

They are mainly children from families with only one Chinese parent. Children from 

this group may sometimes be similar to some of the children from the above groups 

whose family speak in a dialect or a language different from what they are learning 

(in most cases, Mandarin Chinese). The children's family send them to Chinese 

schools (in many case, for Mandarin Chinese classes) mostly for practical reasons as 

Mandarin Chinese has world recognition. However, even if these Chinese non- 

Mandarin-speakers are exposed to Chinese culture at home and their parent(s) may 

be able to help them with learning Chinese characters, they lack opportunities for 
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listening to and speaking Mandarin Chinese at home. This group of students is the 

most difficult to cater for if they are placed with the above two groups of learners. I 

return to discuss this problem in Part III. 

The final group of learners, the non-Chinese language learners, only make up a very 

small population in Chinese schools. Students in this group are mainly British 

citizens with no Chinese heritage background. Due to the limited resources of the 

Chinese schools, there are not always separated class for this group of learners. If 

they had experience of learning Chinese previously and were at an average level, 

they may be placed with other Chinese students in a regular class. In some cases, 

they are placed in a separate class especially designed for teaching Chinese as a 

foreign language and charged for a different fee for their lessons. Although the 

number of learners in this group is growing steadily around the country, there are 

also growing numbers of universities, community colleges/centres, and even 

colleges and schools which are offering Mandarin Chinese classes in their modern 

language programmes. In the current study, only a couple of schools offered such 

classes. As indicated earlier, the age-range for this group is normally wider and 

post- 16. This research is particularly interested in the culture of learning concerning 

the first three groups of children. Therefore, no further discussion is given to this 

group of learners. 

One aspect that the students in the first three groups have in common is that they 

have all spent time in British schools during weekdays to learn subjects other than 
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Chinese. For some students, having to go to `school' every weekend is a tiring 

experience; for others it might have been a very 'different' or `new' experience. To 

what extent these experiences differ from students' expectations will have an effect 

on their attitude in class. Students who have difficulties adjusting to the `Chinese 

context' are going to make the task harder for teachers trying to help them learn in 

the Chinese classes (no matter what kind of methods the teachers will be using). It 

is my intention in this study to describe more closely what kind of factors students 

have brought with them into the classrooms; what strategies they are using to deal 

with the different context of `Chinese schools at weekends'; and what they see as 

learning Chinese. 

So far, the discussion in the previous sections has examined the people involved in 

Chinese schools. From these discussions, another important aspect to this study, the 

Chinese language - particularly its written form, is identified and discussed in the 

following section. Traditional practices of teaching and learning the Chinese 

language, often associated with the written Chinese language, are also discussed. 

2.3 CHINESE LANGUAGE 

As noted in Section 2.1.1, children of Chinese origin often have some facility in 

speaking a Chinese dialect from their experience at home, but many of them rely on 

the experience of Chinese language classes to improve their ability to read or write 

in the Chinese script. Although the literature also notes that experience of Chinese 

children varies, dependent on the situations at home, the importance of literacy is 
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stressed in the students' lives, being viewed as an intrinsic part of the formation of 

their identity. Verma et al. (1999) note that not only do Chinese people take pride 

in being able to master the Chinese script, for a person ̀ to be Chinese in a proper 

sense, he or she must also be a fully literate person' (p. 32, original emphasis). The 

following subsections look at the significant features of the Chinese language that 

contribute to this sense of `belonging' and the elements of the written script. I then 

discuss how the elements are taught in the traditional practice of teaching and 

learning the Chinese language. 

2.3.1 Nature of the Chinese Language 

The Chinese writing system is called a `character' system. Each symbol is a 

character but the characters can both be words and syllables. This is due to the 

nature of the written language and I shall explain it briefly here. 

There are six sub-groups of which the Chinese characters are categorised, four of 

which are particularly important to the learners in Chinese schools as many of them 

are basic parts which make up the majority of characters early learners learn and 

use. I list the four sub-groups in the following page including some examples. The 

other two sub-groups of Chinese characters are loan characters of slightly different 

nature. As they are less used and discussed in Chinese schools, I will discuss them 

no further. The nature of the four sub-groups just discussed has an influence on the 

way Chinese characters are taught and learnt and this is discussed in the next 

subsection. 
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(1) Pictographs refer to characters derived from pictures of particular objects. 

H ri = sun )j yüe = moon 

(2) Ideographs refer to characters representing ideas. 

h shäng = up T xia = down 

(3) Compound ideographs refer to characters based on metaphorical extensions or 

associations of parts compounded together. For example, the character bright is 

a compound of the character of sun and moon. 

H)j ming = bright 

(4) Phonetic compounds refer to those characters each of which is a combination of 

two characters, one representing a semantic feature and the other representing 

the phonetic. For example, the combination of the character sun and the sound 

character for king becomes the new character to mean prosperous. 

ßE wing = prosperous 

Another aspect of written Chinese which is also influencing the teaching and 

learning of the Chinese language is the difference between old written Chinese, 

wenyän `classical literary language', and modern written Chinese, bäihüa 
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`vernacular literary language'. Like all other languages, Chinese in both its spoken 

and written forms has undergone great changes over the years. Wenyän is so much 

different from bäihüa that intensive training is needed to master both. However, the 

nature of the Chinese characters, as discussed above, has facilitated the maintenance 

of wenyän over the years. Although bäihüa is closer in following the national 

spoken standard (Mandarin) for its grammar and vocabulary, wenyän has not gone 

out of fashion as it is considered refined, elegant, and an important part of the 

cultural heritage. While the spoken form has changed almost altogether over the 

years, much work created in wenyän style is still taught and used as part of 

everyday language. Some of the wenyän expressions are preserved in their original 

totality, while others are maintained as proverbs, or `idioms' which are taught in 

traditional Chinese schools as well as Chinese schools overseas. The following 

subsection looks at some of these practices. 

2.3.2 Traditional Practice of Teaching and Learning Chinese Language 

After the discussion in the above subsection, it is necessary to look at how the 

characters are taught in Chinese classrooms. After guiding students through the 

construction of basic characters and the emphasis of precision in writing them (as 

the meaning of the character may change completely when a single stroke is 

misplaced or omitted), one activity which is often cited in the literature is illustrated 

here using the description by Hudson-Ross & Dong (1990): the `concentrated 

character learning': 
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After the basic learning of some 300 characters (not unlike "sight 
words" in English), children learn groups of characters clustered 
by similar sound, shape or meaning ... Teachers usually teach 
children how to analyze a character, break it down into smaller 
parts, and look for meaning and sound components. (p. 120) 

In other words, the `concentrated character learning/recognition' emphasises 

learning first the basic radicals then associated characters built on these radicals. It 

is one of the most popular techniques. There are other techniques used to help teach 

Chinese characters and enhance the character-pronunciation association in the 

Chinese context, such as `systematic learning', `character labels for objects' and `six 

categories of characters' (Taylor & Taylor 1995). 

As shown from the discussions so far, although the Chinese script can be commonly 

understood by speakers of different dialects, the use of vocabulary and grammar 

may still vary and require standardisation for it to be used by the population as a 

whole. During the time wenyän `classical literary language' was used, when literacy 

was the privilege of the few, proficiency in the standard language at the time was an 

important part of the attainments of scholars. However, to promote modern 

Chinese, bdihüa `vernacular literary language', to the whole Chinese population, it 

was viewed to be essential for designing phonetic scripts based on the base dialect 

(close to Mandarin) to help overcome the difficulty of learning and using the 

traditional script by providing a supplementary or alternative writing system. Two 

systems which are commonly used and taught are: Zhüyin zimü `[Chinese] alphabet 

for phonetic annotation' is used in Taiwan and Hanyü Pinyin (commonly referred to 

as Pinyin) `phonetic for Chinese language' is used in Mainland China and 
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Singapore. Zhiryin zimü contains a fist of Chinese ̀alphabets' for sound annotation, 

whilst the Pinyin system uses the romanization letters to indicate sounds of 

individual character. Both systems are used for teaching at British Chinese schools 

discussed in Part III. 

Apart from the teaching of Chinese characters with the aids of the phonetic system, 

another common feature of the traditional practice of the Chinese language is its 

heavy reliance on written texts or textbooks. Observers of the Chinese Education 

system have reported on the strong status of prescribed books for Chinese school 

children - from the `Three Character Classic', `The Book of Song', `Records of the 

Historian', and other Confucian classics such as the Four Books and the Five 

Classics in the ancient time to the textbooks prescribed by modern Chinese 

governments (Wilson 1970; Sheridan 1981; Ho 1986; Cleverley 1991; Stevenson & 

Stigler 1992; Chen 1997a; Cheng 1997; Cheah 1998). Literacy has had a high 

priority in traditional China, as it is explained by Cleverley (1991), 

... 
[l]iteracy enhanced status, helped locals protect themselves 

against tax collectors, officials and soldiers, and lessened their 
chances of being cheated. ... (p. 23) 

Literacy still holds a central position in modem Chinese society, at least by way of 

the existence of public examinations. Stephens (1997) examined cultural 

stereotyping and claimed that some of the stereotypes are caused by the limited 

contact with the native speaker, that is, the Chinese speakers. The following point is 

nicely made: 
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Spoken Chinese consists of a variety of dialects which might be 
called different languages. Because written Chinese is an 
ideographic language, it can function as a written lingua franca for 
the nation. Writing therefore holds a peculiarly central place in the 
process of education and cultural solidarity in China. (p. 122) 

Literacy is also an essential ingredient of the modern Chinese curriculum in the 

Chinese context as well as in British Chinese schools today. As a result, the use of 

texts/textbooks is necessary as texts are the medium through which literacy is 

developed. In the same vein, the fact that written Chinese has long been used as the 

main medium of communication by people across regions, and it can be read ̀ across 

different time and "dialects"' (Taylor & Taylor 1995) put the text reading in the 

centre of literacy development. As Taylor and Taylor (ibid. ) pointed out: 

Thanks to the [fact that Chinese can be read across different time 
and dialects], Chinese speakers all over the world feel that they are 
unified as the Han people, and that they have access to the vast 
storehouse of knowledge written in characters that has 

accumulated over thousands of years. (pp. 174-175) 

This characteristic of the Chinese characters makes it important for Chinese 

educators to place a high priority on literacy. However, it does not come without 

consequences. Speakers of different dialects to Mandarin Chinese need to put in a 

special effort in order to understand and reconstruct the written forms. The process 

of becoming literate in Chinese is a complex one for all Chinese people. It is 

observed by Taylor & Taylor (1995): 

Chinese characters, Hanzi, are numerous, have complex shapes, 
and do not indicate sounds adequately. ... Learning to write 
characters usually accompanies learning to read them. 

(p. 131) 
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Indeed, it involves several stages of learning. These stages are outlined by Hudson- 

Ross & Dong (1990). 

Children must memorize (a. ) the shape of each character, (b. ) the 
way of writing it, (c. ) the meaning of the character, and (d. ) the 
pronunciation of the character, ... (p. 119) 

Unlike English, it is almost impossible to make use of guesswork in the same way 

for inferring meaning from written symbols. As Hudson-Ross & Dong (1990) stated 

further: 

Chinese children bring the same rich oral language to school, but 
they must learn a very different system for written communication 
with fewer helpful cues related to what they already know. 

(p. 119) 

It is even more difficult for some learners as the written pattern is one that is 

distinctively different from their speech pattern. This is often the case for many of 

the students of Chinese schools, especially for those whose mother tongue is 

Cantonese, as there are distinctive differences between spoken Cantonese and 

written Chinese. (It was clarified in Section 2.2 that there are distinct differences 

between literary and vernacular Chinese, and that the modern vernacular Chinese is 

closest to the speech pattern of Mandarin Chinese. ) Donaldson (1989) warned 

against such a difference in children's introduction to literacy. When the language 

spoken is distinctively different from the written form, 

it presents formidable problems for beginners because it confounds 
their expectations and frustrates their attempts at intelligent 

prediction. ... (p. 18) 
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As a result, it seems to many teachers that there is an even stronger reason for 

acquiring textbooks/texts which can be given to each student for them to study in 

detail, and to take home and learn in their own time. Not only is it easier to teach 

with a text/textbook, there is also the cultural tradition of learning by modelling 

(Hudson-Ross & Dong 1990; Stigler & Stevenson 1991; Stevenson & Stigler 1992; 

Eve 1993; Nelson 1995). It is the Chinese teachers' general belief that `those people 

who were selected to edit textbooks should be experts in the field', and `the 

textbooks can provide a systematic way to gain knowledge and to learn the 

language'. Thus, texts/textbooks represent `models' as language learning materials, 

as well as a system which contains `things students should learn'. It is hence 

interesting to investigate a little bit further what are included in the texts/textbooks. 

In Taiwan and also in China, the governments, until recently, published all the 

textbooks used in the schools under the supervision of the Ministry of Education. 

Different series of textbooks to the original, official version published by the 

government were available in China from 1993 (Taylor & Taylor 1995) and in 

Taiwan from 1996 (Chen 1997b). However, since they are still based mainly on the 

guidelines provided by the governments, it is not surprising that the content of the 

materials carry strong social and political messages. Ho (1986) reviewed content 

analysis on educational materials reported by McClelland (1963), Lewis (1965), 

Solomon (1965), Ridley, Godwin & Doolin (1971), and Chang (1979). The 

educational materials in Taiwan and Mainland China were found to be aiming to 

train the children at different levels to become active, self-reliant, competent, 
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intellectually critical, achievement oriented, as well as co-operative and concerned 

about the economic and social modernisation. In other words, these are materials in 

aid of children's socialisation. The analysis by Wilson (1970) also reported a similar 

set of aims. Wilson's report (ibid. ) on the organisation of the contents of the 

educational materials is striking for its similarity between the material he analysed 

and those I used when I was at school in the late 1970s and one of the versions I 

have seen used by school children in Taiwan. 

The lessons in the primers are designed so that one theme will 
serve as a central focal point for several lessons and subject 
materials. The object is to take similar subject material and, by 
putting it together, give the children a deeper understanding of one 
question and a means for heightening comparative awareness of the 
merits of each lesson.... 

(Wilson 1970, pp. 167-168) 

According to Wilson (1970), themes that were included in the Taiwanese textbooks 

then were diligence, co-operation and guarding the law, tactfulness and taking heed 

[fearless about obstacles], liberating and saving our compatriots on the mainland, 

great love [between family members], industry and learning to stick to a task until 

the obstacles are overcome, exercising the body, the New Year's holiday, loving the 

country loyally and bravely. There was a strong emphasis on political issues and 

time of difficulties due to the economic and political background of the time. 

However, there were also contents about general knowledge, science and traditional 

Chinese culture. Although the emphasis on political issues in our textbooks had 

shifted slightly and the political atmosphere had become more relaxed by the time I 

reached school age, I still remember there were times I and my classmates laughed 
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after the class about the propaganda and some of the seemingly ridiculous Chinese 

fables. 

On analysing textbooks used in Chinese contexts, researchers found several 

interesting features. Firstly, it is stressed repeatedly by researchers that the messages 

contained in textbooks and those that children learn may be expected to be different 

(Martin 1975; Price 1980; Meyer 1988). To quote the following from Martin 

(1975): 

what can be gained from an examination of school texts is a 
picture not of what children learn, nor of all they are taught, but 
rather of what the government would like the content of childhood 
socialization to be. (p. 243) 

In other words, like my own case described earlier, the government can certainly 

prescribe principles to be delivered through textbooks to school-age children but 

the effect of these messages are not necessarily as they were originally intended. 

Especially, in this age of information explosion, children have ample opportunities 

to be in contact with facts around the world. This may be particularly so for British 

Chinese children who are encouraged to explore, and interpret the world from their 

own view point: traditional Chinese texts and textbooks are, in many case, not 

appropriate for them. The teachers need a balance between following the textbooks 

and teaching something that makes sense to their students. 

Secondly, research on Chinese textbooks found that it is inevitable for textbooks to 

reflect the publishers' ideology, be it the morality to be learnt by the readers or the 

social-political messages of the government or the `Taiwanese consciousness' 
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introduced by conservationists (Wilson 1970; Price 1980; Meyer 1988; Chen 1997a, 

1997b). For example, despite the obvious political agenda reflected through 

different textbooks (especially when textbooks editorships are open to competition 

from private publishers), they are all concerned about different educational issues: 

should the textbooks emphasise the thinking process or factual knowledge; how 

much local cultural heritage (Hong Kong, different provinces in China, or Taiwan) 

should be stressed in the textbooks. These, and more importantly the ideologies 

behind them, are all interesting aspects that are reflected through language 

textbooks. 

Thirdly, there are sometimes mixed-messages in the textbooks, and some are dealt 

with better than others. For example, the issue of the individual versus the group. 

Although individuality and creativity are encouraged in the Chinese context, the 

connotations behind them can be very different from their English word equivalent. 

Here, I quote Meyer (1988) at length, as his words reflect my own feelings about 

the treatment given to the issue of `individuality' in the textbooks I have used. 

Even the virtues which are a part of individual cultivation, such as 
integrity, honesty, trustworthiness, wisdom, courage, and so forth, 
are explained in such a way as to promote the welfare of the group. 

(Meyer 1988, p. 274) 

... individual freedom is praised, but it is never mentioned without 
cautionary statements about the limits of freedom, the difference 
between freedom and licence, and advocacy of the idea that true 
freedom must put the group's welfare before that of the individual. 

(Meyer 1988, p. 277) 
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Inventions, and topics related to creativity, are also often found in textbooks. For 

example, stories about scientists such as Bell and Newton and discussions on their 

inventions are common reading materials. However, these stories are provided more 

as scientific facts than evidence of creativity to be followed. This does not mean 

that creativity is not encouraged in the Chinese context; rather, the concept of 

creativity exits in a different form. This issue is discussed in more detail in Section 

3.2.1. 

Fourthly, one common feature observed in previous studies in Chinese language 

textbooks is the use of language exercises (Price 1980; Meyer 1988; Chen 1997a). 

These exercises appear in the form of short questions at the end of each text or 

extra exercises in workbooks to go with the series in the attempt to strengthen the 

students' learning. The exercises include comprehension of the text (stressing the 

moral-political aspect), questions concerning the form of the characters, and 

suggested passages to be written out from memory or dictation. There is a wide 

variety of formats for these exercises. All of them serve the purpose of 

strengthening the learning of the main text. Students are encouraged to learn firstly 

by copying out unfamiliar characters, then by trying to use the characters in various 

ways, such as combining them with familiar characters to make new words, 

substituting words in a selected sentence to give the sentence a different meaning, 

or even using limited prompts to create new sentences. The goal of these exercises 

is that students should be able to reproduce those sentences presented in the texts, 

using appropriately the newly learnt words. In the traditional Chinese practice, the 
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students are strongly encouraged to not only reproduce the sentences but to give 

their sentences even more ingenuity given the same basic sentence frame. 

However, the tradition of using exercises in readily available workbooks designed 

by textbook publishers in order to practice language has its pitfalls. For example, 

teachers may become too dependent on textbooks. Chen (1997b), using comments 

of a teacher and a principle to illustrate the potential problems in choosing 

appropriate textbook/teaching materials states: 

"In the process of educating teachers, they are really not taught 
how to design teaching materials or select textbooks, " says Cheng 
Pao-hsiang, who worked as a teacher in the past. ... (p. 25) 

"Over the years, many teachers had no concept of curriculum and 
taught just by following the textbooks, thus losing their ability to 
take charge of course content and teaching materials, " says 
Chungshan Junior High School Principal Chao Li-yu. (p. 25) 

Although the concepts of `student-centred' teaching and `teacher as facilitator' are 

all popular beliefs in the modern Chinese educational field (Pan 2001; Yu 2001), the 

traditional practice of teaching literacy is still visible in many Chinese classrooms. I 

believe that this is part of `culture of learning' that remains closely linked to the 

Chinese language. The current study set out to explore the `culture of learning' in 

British Chinese schools. Thus, in Part 111, I will be able to compare the teaching 

practice in the British Chinese classrooms in this study with some of the traditional 

practices discussed here. 
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2.4 Summary 

The two chapters in Part I aim at providing the contextual and theoretical 

background for this study. This chapter has concentrated on the `Chinese' aspect 

and it examines three main areas related to the current study: the Chinese language 

community overseas, the background of Chinese schools in the UK, and the Chinese 

language itself. In this chapter, I define what the term `Chinese' refers to in its sense 

of people, the spoken and the written language. I also look at the Chinese 

communities that are located in countries where `Chinese' is not a common 

language: the language choice of the community members, the setting up of Chinese 

schools as means of maintaining the language and culture, and the people involved 

in Chinese schools. To facilitate discussions in later chapters, I feel it is necessary 

also to provide some linguistic background information about the spoken form and 

written form of the Chinese language and how they are taught in traditional Chinese 

settings. In the next chapter, a review of the literature which provides a theoretical 

framework for the current study will be presented. 
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CHAPTER 3 

LANGUAGE LEARNING, 
TEACHING AND CULTURE OF LEARNING 

The first chapter in Part I, Chapter 2, has looked at overseas Chinese communities 

and Chinese schools around the world focusing on the UK and the USA. The 

background of Chinese schools in the UK is discussed and issues concerning the 

Chinese language are examined. Chapter 3 focuses on the literature but particularly 

on the theoretical background for the current study. This study was undertaken to 

explore certain aspects of what happens in Chinese schools in the UK where 

learning of Chinese as a community language takes place. As suggested in the title 

of the study `learning' and `culture' are the main themes to be explored. The 

chapter is in three parts, the first two covering the above two themes - language 

learning theories and `culture' and language learning. The final part of the chapter 

discusses the theoretical framework used to fit the data emerged from the study to 

clarification of the complex situation studied: an ecology model. 

The chapter begins by critically examining language learning theories which provide 

insights to language learning and teaching. In particular, literature which focuses on 

different teaching-and-learning styles/strategies of different cultural groups are of 

most interest. As the study aimed at exploring the learning of the Chinese language 

as a community language, the social elements in language learning are also of 
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interest. Thus, a few important social models of second language learning are also 

discussed in the first section, whilst in the second part of Chapter 3, the discussion 

is focused on `culture' as a factor influencing language learning. An important 

notion, the `culture of learning', developed by Cortazzi and Jin (1996a), is a central 

concept for this study and is discussed in some detail. Also central to the current 

research is the theoretical framework used to organise the data collected: the 

ecology model based on the paradigm developed by Bronfenbrenner (1979: 1993). 

The final part of this chapter looks at literature using `ecology' as a theoretical 

framework and how it provides a comprehensive structure for explaining the 

complex situation of UK Chinese schools. 

3.1 LANGUAGE LEARNING THEORIES 

There have been wide-ranging and extensive debates regarding language teaching 

and learning. The areas chosen for this study have received increasing attention 

since the 1970s as a result of a range of developments. A number of theoretical 

models of second language learning have been developed during the past twenty 

years. Some of these models are devoted to the cognitive aspect of second language 

learning, such as those provided by Bialystok (1978), and McLaughlin et al. (1983). 

Many others concern the way information is processed in the learner's mind. These 

models have been widely scrutinised over the years and new models put forward 

(for example, McLaughlin 1987; Skehan 1989; Ellis 1994). Although it is still 

debatable whether learning Chinese as a community language is as a second 

language for the subjects discussed in this study, there are features of this group 
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which make the study of second language learning relevant to the current study. 

The discussion in this section starts by examining several language learning models 

as they provide theoretical understandings to the current study. 

The current study began by examining the elements in the UK Chinese classrooms: 

students' learning strategies/styles and teachers' teaching activities/styles. Thus, 

models concerning second language learning and teaching in general, and relevant 

studies on learning strategies and learning styles are discussed in the next section to 

fit the current study into the field of language learning. Section 3.1.1 first looks at 

the body of research directly concerning language learning strategies which derive 

from the concept of `good language learner' (Rubin 1975: 1981: 1987; Stern 1975; 

Naiman et al. 1996; O'Malley et al. 1985a: 1985b; Oxford 1990). Research in this 

area set out to identify the characteristics of effective learners and the strategies 

employed by them for pedagogical as well as academic interests. In the current 

study, the Strategy Inventory of Language Learning (SILL) developed by Oxford 

(1990) is employed as part of data collection in order to understand the students as 

they learn Chinese in the British Chinese schools. The use of strategy inventories for 

research purposes is also discussed in this section while other methodological issues 

concerning using surveys in research will be covered in Part III. 

Another area regarding language teaching-and-learning which has been researched 

substantially is the area of learning styles. It is widely accepted now that a mis- 

match in teaching and learning styles of the teacher and the learners can easily lead 
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to the failure of the class (Hofstede 1986; Dunn & Griggs 1988: 1990; Reid 1987: 

1995; Felder & Henriques 1995; Oxford & Anderson 1995; Nelson 1995; Coleman 

1996). Although the effect of `mis-match' cannot easily be overcome by 

understanding the differences in different context, research in learning styles helps 

to provide important details on major features about language and learning in 

different cultural contexts. The second part of Section 3.1.1 examines some of the 

literature focusing on the aspect of learning styles. 

In Section 3.1.2, the concentration of attention is directed at the role of social 

factors in language learning. It compares and contrasts several social models in 

second language learning including the acculturation model and socio-educational 

model. 

3.1.1 Models of Second Language Learning 

Different models have been proposed to illustrate the process of language learning 

from the aspect of cognitive psychology, general linguistics, psycho linguistics and 

socio-linguistics. Earlier models concerning the existence of the learner's self- 

monitoring process (Krashen 1978; Bialystok 1978), have also resulted in the 

distinction between explicit (learned) and implicit (acquired) knowledge. While 

Krashen's Monitor Model suggests that the two (learning and acquisition) should be 

separate systems, Bialystok's Model of Second Language Learning (also referred 

as ̀ Strategy Model' by Gardner 1985) allows knowledge to move between systems 

using four different strategies (processes): formal practising, functional practising, 
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monitoring and inferencing. Within Bialystok's model, it is also proposed that there 

should be a third system - `other knowledge' - to represent individual differences 

that are characteristic to each learner. Although these theories (especially Krashen's 

model) were very much criticised for their simple dichotomous style (Tarone 1983; 

McLaughlin 1987), other models have derived from aspects similar to these theories 

and other aspects aimed at expanding areas not covered by these theories. All these 

models have slightly different emphases but together they provide frameworks for 

empirical research in order to identify several dimensions of language learning. One 

important area which has been developed over the years is the study of language 

learning strategies. 

Learning Strategies 

A wide range of studies have been carried out on language learning strategies both 

to identify different strategies employed by students and more importantly, using 

this knowledge to raise awareness and to develop students' learning (Rubin, 1975; 

Stern 1975; Wenden 1986b; Oxford 1989; O'Malley & Chamot 1990; Naiman et al. 

1996). One of the principal aims of these studies is to identify those strategies which 

distinguish between the successful and the unsuccessful language learner. There is a 

large body of literature built upon the concept of `The Good Language Learner' 

since the concept was proposed by Rubin and Stern in 1975. It is believed that by 

studying what learners do to enhance their own learning will provide clues for 

improvement. Various definitions of learning strategies have been offered by 
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researchers as a baseline for research. One of the earlier versions is provided by 

Rubin (1975): 

[Strategies are] the techniques or devices which a learner may use 
to acquire knowledge (p. 43) 

Building upon years of research in this area, several other definitions of `language 

learning strategies' have been offered. Other terms such as ̀ tactics' `techniques' are 

also proposed to distinguish the nature of the behaviour. Oxford (1990) gives a 

refined definition of `learning strategies': 

... learning strategies are operations employed by the learner to aid 
the acquisition, storage, retrieval, and use of information..... to 
make learning easier, faster, more enjoyable, more self-directed, 
more effective, and more transferrable to new situations. (p. 8) 

Parallel to the research into students' learning strategy use, taxonomies and 

classifications of strategies are also suggested by different researchers. For example, 

O'Malley & Chamot (1990) have built upon Rubin's scheme and identified 26 

strategies in three mutually exclusive categories: cognitive (strategies that have an 

operative function), metacognitive (strategies that involve planning, monitoring and 

evaluating the language learning process) and social/affective (strategies that 

involve working with others). Oxford's fist (1990) is more detailed and draws a 

distinction between direct and indirect strategies. The former consists of `strategies 

that directly involve the target language' and includes three sub-categories: 

memory, cognitive, and compensation strategies. The latter `provide indirect 

support for language learning through focusing, planning, evaluating, seeking 

opportunities, controlling anxiety, increasing cooperation and empathy and other 
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means' (p. 151). It also includes three sub-categories: metacognitive, affective and 

social strategies. 

Both of the lists proposed by O'Malley & Chamot and by Oxford take into 

consideration individual differences. Research based on these studies of learning 

strategies has turned to investigate several factors that affect choice of language 

learning strategies (Oxford (1989: 1996) and Ellis (1994) provide summaries and an 

overall picture of these factors). Oxford & Nyikos' paper (1989) also reports 

empirical research data on such factors, falling into two categories: (1) factors that 

are `situational' (Ellis 1994): language being learnt, duration of learning the 

language, language teaching methods, task requirement, (and type of strategy 

training); and (2) learner personal and background factors: age, sex, aptitude, 

learning style, degree of metacognitive awareness in learning, affective variables 

(such as attitudes, motivation, goals, personal characters), career orientation, and 

national origin. As discussed earlier, strategies alone cannot account for the whole 

process of learning. It is believed that there exists a relationship between learning 

styles and learners' choice of learning strategies. "Particular strategies are often 

chosen because they are compatible with a student's culturally-influenced learning 

style" (Oxford & Anderson 1995, p. 203). Due to the strong culturally-related 

nature of the present study, the issue of learning style and research carried out in 

this area will be reviewed more closely in the following sub-section. 
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Before turning the focus of the current discussion to the relationship between 

learning style and learning strategies, another important aspect of the literature on 

learning strategies is worth noting. The vast amount of studies in language learning 

strategy not only suggests categories to be used for identifying lists of learning 

strategies, but it is also useful in providing methodological tools for research into 

second language learning (Rubin 1981; Stern 1975; O'Malley et al. 1985a; 

O'Malley & Chamot 1990; Oxford 1990; Naiman et al. 1996). A wide range of 

research methods were employed in these studies (Oxford & Crookall 1989). Stern 

(1975) and Rubin (1975: 1981) try to identify, through observation, the `Good 

Language Learner' and to compile lists of the strategies that learners were observed 

to be using. This is, however, reported as `not very productive' (Rubin 1981, 

p. 121) as strategies involving mental process are not easily observed. Another way 

of deriving a list of learner strategies is by using students' diaries or oral reports 

(Cohen & Aphek 1981; Rubin 1981; Cohen 1987; Rivers 1983) as they can 

`provide direct evidence about processes that are otherwise invisible' (Cohen 

1987). On the other hand, using oral reports also has its limitation as Cohen (ibid. ) 

points out: 

We can only learn about the conscious strategies that learners 
utilize in their efforts to master a language. (p. 32) 

Methods that are found to be more successful are the use of interviews (Wenden, 

1986a; O'Malley et al. 1985a; Dreyer 1995; Naiman et al. 1996) and questionnaires 

(Bialystok 1981; Reiss 1985; Politzer & McGroarty 1985; Oxford 1985), and 

sometimes a combination of both techniques. Learners are allowed to report 
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retrospectively on their strategy use. Hence, with some tutoring, learners are able to 

provide detailed information about their learning strategies. The present study uses 

the `Strategy Inventory for Language Learning' (SILL) created by Oxford (1990) 

to investigate the students' learning while they were members in Chinese schools in 

the UK. Although Oxford's framework has received some criticism for the 

overlapping of the sub-categories (O'Malley & Chamot 1990), it is still 

acknowledged as possibly the most comprehensive of learning strategies available to 

date (Ellis 1994). The inventory has been widely employed in different cultural 

contexts and its reliability is high across many cultural groups (Oxford & Burry- 

Stock 1995; Oxford 1996). Previous studies using the inventory with different 

cultural groups have helped researchers identify strategies preferred by particular 

cultural groups and compare learning strategies used by learners from different 

cultures. The current study attempts to understand the culture of learning in the 

British Chinese schools by exploring the students' language learning strategies as 

one dimension of whole picture. The methodological implication of using SILL for 

this study is discussed in the methodology chapter (Chapter 5). 

Learning Styles 

It has been indicated in the learning strategy literature that learners' choice of 

strategy may be influenced by a variety of factors such as age, sex, affective 

variables (attitudes, motivation, language learning goals, personality 

characteristics), aptitude, career orientation, national origin, language teaching 

methods, task requirement and learning styles (Rubin 1981; O'Malley 1985a: 
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1985b; Politzer & McGroarty 1985; Reiss 1985; Chamot 1987; Wenden 1987; 

Ehrman & Oxford 1989; Oxford 1989: 1996). Oxford (1989) stresses the closeness 

between learning strategies and learning styles in the following statement. 

It is likely that a strong relationship exists between the individual's 

use of learning strategies and the individual's learning style; the 
former refers to specific behaviors and the latter to more general 
learning and problem-solving tendencies. 

(p. 241) 

Much research regarding Chinese learners has focused on their `learning styles' 

which derive from traditions of general psychology and aim at exploring the 

characteristic ways "that serve as relatively stable indicators of how learners 

perceive, interact and respond to the learning environment" (Keefe 1979, quoted in 

Ellis 1994, p. 499). According to Oxford & Lavine (1992), learning styles are `the 

general approaches ... that students use in acquiring a new language' (p. 38). Dunn 

& Griggs (1988) examine research carried out on learning styles in American 

secondary schools from the view of practitioners and define it as the following: 

Learning style is a biologically and developmentally imposed set of 
characteristics that make the same teaching method wonderful for 
some and terrible for others. (p. 3) 

Extensive research documents a strong relationship between students' success and 

the matching of their personal learning style strengths in both first and second 

language learning. Table 3.1 summarises major categories provided by some of 

these studies based on six interrelated aspects of learning styles identified by Willing 

(1988): cognitive, executive, affective, social, physiological, and behavioural. 
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Aspect Styles Researcher Features 
Cognitive global analytic Nelson (1995), global/relational/impulsivity: 

(holistic) Schmeck (1988) Learners begin with a whole 
Kolb (1984) picture. 

relational analytic Cohen (1969) analytic/reflection: Learners 
begin with 

impulsivity reflection Oxford et a!. (1992), separate parts, like details better. 
Nelson (1995) 

field- field- Witkin et. a!. the degree of ability to separate 
dependent independent (1977), Nelson insignificant background details 

(1995) from significant ones. 
feeling thinking Briggs (1980), feeling: decisions based on 

Myers et al. (1985) feelings of others. 
thinking: decisions based on 
logic and analysis. 

Executive intuitive- concrete- Briggs (1980), intuitive: feels free with 
/Cognitive random sequential Myers et a/. (1985), compensation strategies 

Oxford et. aL concrete: prefer concrete- 
(1992), Alasuutari, sequential learning material 
1995) 

open closure- Briggs (1980), open: perceive language 
or oriented or Myers et al. (1985) learning as a game 
perceiving judging closure: plan language learning 

carefully 
Affective (feeling thinking) Myers et al. (1985), 

(impulsive reflective) Hofstede (1986), 
extroverted introverted Hudson-Ross et al. extrovert: enjoy highly 

(1990), Oxford et al. interactive activities 
(1991) introvert: prefer to work alone 

or with someone they knew well 
Social extroverted introverted 
Physiological visual, auditory and Reid (1987), 

hands-on Rossi-Le (1995) 
(tactile/kinesthetic) 
left-brain right-brain Kinsella (1995) Physiological description, 
dominant dominant normally links to global - 

analytic distinction. 
Behavioural Depends on the learning 

environment 
Table 3.1 Aspects of learning styles (adapted from Willing (1988)). 

Various studies have claimed that these styles have a very strong cultural 

component (Hofstede 1986; Reid 1987; Vogt et al. 1987; Dunn & Griggs 1988; 

Oxford & Anderson 1995). Culture conflicts between classroom and home culture 

are also well-described (for example, Au 1980; Heath 1983; Voght et al. 1987). 
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However, cross-cultural studies in learning styles sometimes show confusing results 

regarding the Chinese group. According to Scarcella (1990), Chinese learners are 

`global', which indicates their tendency to seek unity between events or objects. 

Yet, they are often `detail- and precision-oriented', showing some features of the 

analytic style (Oxford & Burry-Stock 1995). Even though the classification in Table 

3.1 shows that `global' and `analytic' are two contrasting styles of the same 

cognitive aspect, style researches have found that cultural groups are flexible in 

their choices of style and these classifications can only act as indications to cultural 

preferences. 

Oxford & Anderson (1995) point out another similar conflict using a different style 

dimension (field dependent/independent): 

... 
Japanese and Chinese students have elements of both field 

independence and field dependence and might therefore be flexible 
in cognitive style. (p. 206) 

Examples of such conflicts can be found regarding different style dimensions 

(Briggs 1980; Reid 1987; Nelson 1995; Oxford & Burry-Stock 1995; Rossi-Le 

1995). Thus, it will be an over-exaggeration to say that learning style is specific to a 

particular culture; and everyone from one culture should be adopting the same 

learning style. It will also be dangerous to suggest that the teacher or learners 

change their preferred style in order to match those of others. On the contrary, 

studies on learning styles warn against stereotyping and forcing students/teachers to 

make radical changes in their learning/teaching styles. Instead of matching 

preferences, these studies suggest that efforts should be concentrated into raising 
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both teachers' and students' awareness of style preference and increasing style 

flexibility (Oxford & Lavine 1992). 

The aim of finding out more about students' learning - whether on strategies or 

styles - is to help students learn more effectively. In order to achieve this goal, 

however, it is also believed that it is important for research in this area to consider 

other factors that teachers and students bring with them into the classroom, one of 

the critical factors being the social dimension. The following section will therefore 

turn to look at second language learning theories that concern social/cultural 

factors. 

3.1.2 Social Models of Second Language Learning 

Social factors have a major role in the context of learning Chinese as a community 

language. Many members of the Chinese community, including teachers and 

students, participate in the learning of Chinese because of social reasons such as 

pressure from other community members or the enhanced social status (as discussed 

previously in Chapter 2). It is, therefore, of vital importance that we examine social 

factors that are related to language learning. 

It is necessary to bear in mind that learning Chinese as a community language is 

more than a matter of learning a language (either as a first or a second language). 

The nature of community language learning means that there is a large variation in 

the compositions of teacher and student population and their background, and 
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motivation. The case of the UK Chinese schools is shown to be more complex than 

simply maintaining Chinese as the mother tongue. It is often the intention of 

community members that the students should obtain the kind of educational `high 

degree of success' (HDS), as identified by Skuttnab-Kangas (1988), both 

linguistically and socially. In her effort to contrast different educational programmes 

aiming for learners of minority languages, Skuttnab-Kangas (ibid. ) made the 

following comment: 

... in all HDS contexts the linguistic goal has been bilingualism, 
and the societal goal has been a positive one for the group 
concerned. ... (p. 27) 

Thus, the aim for minority language teaching is not only teaching the language, but 

also socialising learners into bi-/multi- cultural beings. However, Skuttnab-Kangas 

(1998) also criticised the kind of `a couple of hours a week' language instruction 

provided by weekend schools as `more therapeutic cosmetics than language 

teaching' (p. 29). On the other hand, Skuttnab-Kangas' comment can also be 

interpreted in a different way: the experience of learning a language at weekend 

school may only be a cosmetic one for language learning, but it can serve other 

purposes that are of equal importance. In fact, Chinese schools provide many 

functions other than language instruction (a point which will be discussed further in 

Chapter 7). The role of Chinese schools has changed from a `compensatory' to a 

`complementary' one as the trend in the wider society adapted to a more multi- 

cultural dimension. Although there are still debates about the role of community 

language learning, especially in the case of the Chinese language, it is highly likely 

that social and cultural factors have an impact on learning Chinese as a community 
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language (Wong 1992; Chi 1996; Rosenthal & Feldman 1996; Walton 1996). It is 

the intention of this study to use the case of the UK Chinese schools to demonstrate 

how these social factors are in play. As the students in this study lived in an English- 

speaking environment while learning Chinese as a community language, the 

following discussion reviews some of the literature on the influence of social factors 

in second language learning. 

Several important factors have been proposed as they affect different aspects of 

language learning. Ellis (1994) highlighted four variables which have received the 

most attention in SLA research. They are: age, sex, social class, and ethnic identity. 

These factors can indirectly influence second language learning, as Ellis (ibid. ) 

points out: 

They determine the learning opportunities which individual learners 
experience. ... 

(p. 197) 

This is a point which becomes evident in the empirical part in this study, discussed 

in Part III. Furthermore, one element that is stressed by Ellis (1994) and many other 

researchers in this area is learners' attitudes/motivation . 

Social factors have a major impact on L2 proficiency but probably 
do not influence it directly. Rather, their effect is mediated by a 
number of variables. One set of variables which have been found to 
be of major importance is learner attitudes. Social factors help to 
shape learners' attitudes which, in turn, influence learning 
outcomes. (p. 197) 

In this study, participants' attitudes, both teachers' and students', are at the centre 

of interest and will be explored by means of interviewing and triangulation. The 
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following sections will look at two important models that concern socio- 

psychological and cultural influences on second language learning: Schumann's 

Acculturation model, and the Socio-educational model developed by Gardner. 

The Acculturation Model 

Schumann's Acculturation Model is relevant to this study as the focus of the model 

is on the acquisition of a second language by immigrants in majority language 

settings - which is true for some participants in Chinese schools. In Schumann's 

Model, language learning/acquisition is viewed as an indicator of acculturation, a 

process which is defined by Brown (1980) as ̀ becoming adapted to a new culture' 

(Brown 1980, quoted in Ellis 1994, p. 230). 

In the Acculturation Model, Schumann (1978: 1986) distinguishes two kinds of 

acculturation dependent on whether or not the learners wish to assimilate fully into 

the host culture. These two types of acculturation, according to Schumann, in turn 

affect the learners' process in language acquisition depending on two sets of 

factors: their levels of social distance (to what extent learners become/feel they are 

members of the host-cultural group) and psychological distance (how comfortable 

learners are with the learning task and constitutes). 

There is no shortage of critical comments on the Acculturation Model (for example, 

McLaughlin 1987; Larsen-Freeman & Long 1991; Ellis 1994). One of the reasons 

for the limited support for this model is caused by the difficulty of measuring 
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acculturation. The model is in a way heavily criticised as Schumann (1986) 

indicated the chain of causality - acculturation brings about input (contact) which 

causes (influences) second language acquisition. Not only is it difficult to find valid 

and reliable measures of the affective variables ('social distance' and `psychological 

distance'), and to monitor these variables over time, but this model is also criticised 

as not indicating how the variables relate to each other and how the factors might 

affect the ultimate level or rate of language acquisition. 

Although there are several aspects which cannot be covered by the Acculturation 

Model, the proposals developed by Schumann were a significant early attempt to 

address the neglected social side of language learning and provided basic structures 

for several current strands of research (for example, in the area of second language 

socialisation). 

The Socio-educational Model 

Unlike the previous model, Gardner's Socio-educational Model was designed to 

account for the role that social factors play in classroom settings, in particular the 

foreign language classroom. It argues that the success of learning a second language 

is influenced by the attitudes of the learners towards the second language culture, as 

the learning process is `acquiring symbolic elements of a different ethnolinguistic 

community' (Gardner 1979, p. 193). The model demonstrates the interrelationships 

of four major factors on second language learning: cultural beliefs, individual 

differences, the context, and the outcomes (both linguistic and non-linguistic). 
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It argues that the success of learning a second language is influenced by the 

attitudes of second language learners towards the second language culture, since a 

second language ̀ is a salient characteristic of another culture' (Gardner 1985, p. 

146). Furthermore, the learners' cultural beliefs determine the extent to which they 

wish to identify with the target-language culture and the language learning situation. 

Both in turn contribute to the learners' motivation, one of the four key variables 

identified by Gardner as individual differences, that is, intelligence, language 

aptitude, motivation and situational anxiety. 

Despite the many criticisms of the methodological validity of the model, one of the 

strengths of Gardner's model should be that it attempts to explain how setting is 

related to proficiency by identifying a series of intervening variables, relating them 

to each other and building up a picture of how these variables affect learning. 

However, it falls short in accounting for how particular settings highlight different 

factors that influence attitudes, motivation, and achievement. Although it is not the 

aim of this study to look at the outcomes learners gained at Chinese schools, neither 

does this study try to examine each aspect identified in this model, the model posits 

a conceptual map for starting this investigation. 

3.2 CULTURE AND LANGUAGE LEARNING 

Another important dimension to this study is its cultural aspect. Kramsch (1993), 

Holliday (1994) and Cortazzi & An (1996b) have concentrated on the implications 

of culture on the language learning task. This section seeks to outline some of the 
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major contributions to these research areas. The first part of this section examines 

the relationship between language and culture. This is followed by the discussion of 

a particular concept, the `culture of learning', which is central to the current study. 

In the final part of this section, literature that identifies features that are present in 

Chinese classrooms are discussed. 

However, before moving onto the main discussion, I feel that it is necessary to 

make brief reference to the different notions of culture. The notion of culture is 

highly complex as it can be defined in numerous ways. Duranti (1997, pp. 23-50), 

for example, makes reference to six theories of culture in which language plays a 

particularly important role: culture as distinct from nature, culture as knowledge, 

culture as communication, culture as a system of mediation, culture as a system of 

practices, and culture as a system of participation. A number of the above theories 

are used as references for the concept of culture in the current study. To begin with, 

the study views culture as something learned and transmitted. It is also viewed as 

knowledge in the sense that members of a group `share certain patterns of thought, 

ways of understanding the world, making inferences and predictions' (Duranti ibid, 

p. 27). Whilst `culture as communication' puts emphasis on the semiotic aspect of 

language and `culture as a system of mediation' emphasises material cultural 

objects, part of the emphasis in the theory of `culture as a system of practices' 

provides ideas for the current study. Especially, the role of language is thought to 

be a set of practices which imply `not only a particular system of words and 

grammatical rules, but also an often forgotten or hidden struggle over the symbolic 
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power of a particular way of communicating' (Bourdieu 1982, quoted by Duranti 

1997, p. 45). Finally, the current study also takes into account the notion that 

`culture is a system of participation' which assumes that any occurrence of actions 

is inherently social, collective, and participatory. Although it is not the intention of 

this thesis to include a detailed discussion of culture, I simply wish to stress the 

complexity of the term. 

A separate but related issue here is the concept of `culture of learning', a concept 

which I make considerable use of throughout this thesis. Detailed discussions on the 

relationships between these aspects of culture, language and learning are presented 

in the following subsections. 

3.2.1 Language and Culture 

The relation between culture and language has long been pondered over since the 

Sapir-Whorf hypothesis made the claim that the structure of a language might 

determine or at least influence how one thinks and behaves (Whorf 1956). Over the 

years, a weaker version of this hypothesis has come to be generally accepted. This is 

supported by empirical findings that there are cultural differences in the semantic 

associations evoked by seemingly common concepts. In this case, the involvement 

of culture in a second language learning becomes more complicated: both the first 

language and the second language cultures determine the learning of the second 

language. It also raises the question of the relationships between the two cultures 

and how the two cultures contributing on students' learning situation. 
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There are several ways of exploring the relationship between culture and learning. 

One of the key areas researched is different learning traditions in different cultures. 

Many of these studies aim to raise cross-cultural awareness. By demonstrating the 

differences in learning experience, these studies are also used for policy change or 

curriculum development. For example, Hofstede's well-known study (1986) of 

employees from 40 different countries of the same multinational business and the 

four dimension model it also suggested provides a categorical framework to explain 

cultural differences in teaching and learning. The four dimensions developed in this 

study include: `Individualism vs. Collectivism', `Power Distance', `Uncertainty 

Avoidance', and `Masculinity vs. Femininity'. This framework has been widely 

discussed and used to develop cross-cultural observation. It provides general 

categories for setting out investigations. However, not all differences in 

teacher/student interaction can be associated with one of the four dimensions. As 

Hofstede (1986) pointed out, `certain interaction patterns are particular to a given 

country or even to a given school; often differences may relate to other dimensions, 

not identified in my study. ... ' (p. 313). This is one area the present research aimed 

to explore further. 

Other researchers approached the issue of culture and learning from different angles 

and used different research methods. Gardner's description (1989) of the experience 

he and his colleagues had during several educational visits in China provokes 

thoughts about the concept of `creativity' in both Chinese and Western cultures. 

Stigler and Stevenson compared students learning under `Chinese learning 
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traditions', including students from China and Taiwan, and students learning in the 

USA and their mathematic results (Stigler & Stevenson 1991; Stevenson & Stigler 

1992). They noticed significant differences in attitudes towards learning, 

achievement, and failure. They also noted the very different ways teachers deal with 

the large class teaching situation in Asian classrooms (Stigler & Stevenson 1991). 

Moreover, a new area has been developed recently - looking at the whole learning 

experience as an experience of interaction in a different culture: the culture of 

learning. This will be the focus of the next section. 

3.2.2 Culture of Learning 

Issues of culture in language learning have been addressed from two main 

dimensions: (1) culture embedded in text and curriculum (Valdes 1986; Harrison 

1990); and (2) culture linked to the language being learnt (such as Chinese culture 

to Chinese speaking people) (Kramsch 1993: 1998; Byram et al. 1994). However, 

investigation into the culture of the learning context has only just begun. Cazden & 

Mehan (1989) raised the notion: 

... [culture is thought of) as the normal, expected ways of 
perceiving, thinking, and behaving of larger social groups, such as 
an entire country or at least a community. But it is heuristic to 
think of the classroom as having a culture also. (p. 49) 

They also argue that it is important to recognise that in the development of 

classroom culture `effective participation in the classroom requires participants to 

recognize different contexts for interaction and produce behavior that is appropriate 
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for each context' (p. 50). This track of thought has pointed out a new dimension for 

investigating the relationship between culture and teaching/learning where different 

languages (and the cultural concepts they carry) are involved. The term, culture, is 

used to refer to not only the literary works or art, or facts about the region where 

the particular language is spoken (e. g. the history or the geography or even their 

customs), but, more importantly, referring to the behaviour and attitudes, and the 

social knowledge a particular group use to interpret their surroundings. These social 

beings in the group, in turn, are able to behave appropriately according to their 

`culture'. The whole concept has been transferred by researchers to look at the 

learning environment as a cultural being and the analogy is applied to language 

classrooms. The review of the literature shows that there are at least two key gaps 

in the research on learning Chinese as a community language, and they are related 

to this particular view of culture. 

The first gap is that although writers of the previous literature have shown interest 

in the role of culture in the context of learning Chinese, the influence of British and 

Chinese cultures on the teachers' and the learners' `way of learning' has not yet 

been explored. This concept of the `culture of learning' was developed by Cortazzi 

and Jin (1996b). As the concept is fundamental to the topic of this study, a quote 

from these authors is provided here to help clarify the concept ̀ culture of learning'. 

... "culture of learning" ... is set within taken-for-granted 
frameworks of expectations, attitudes, values and beliefs about 
what constitutes good learning, about how to teach or learn, 
whether and how to ask questions, what textbooks are for, and how 
language teaching relates to broader issues of the nature and 
purpose of education.... (Cortazzi and Jin 1996b, p. 169) 
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The concept ̀ culture of learning' directs our attention to the fact that the learning 

occurs in an environment where the learners share a similar `culture' to the one their 

teachers are accustomed to (or have to accept in the case of English native-speaker 

teachers). 

This notion of `culture of learning' is useful to the current study as Cortazzi and Jin 

do not only focus on students of a particular level (Cortazzi 1990: 1996: 1998; Jin 

1992; Cortazzi & An 1996a: 1996b; Jin & Cortazzi 1998), but they show that the 

concept of `culture of learning' can be applied to different classrooms. In the case 

of Chinese language learning in British Chinese schools in Britain, the importance of 

learning culture is even greater. As discussed in the previous chapters, there are 

several issues in clarifying the learning situation in the Chinese schools, such as 

defining the students' language use and identifying the multiple roles of Chinese 

schools. For example, for some students, Chinese may be the first language; for 

some, it may be a mother tongue they can hardly handle. Others, particularly those 

who come from mixed-ethnic background families, learning Chinese for them is no 

different from learning any other foreign language. Furthermore, culture teaching in 

these classrooms is often carried out implicitly, through the teachers as well as the 

teaching contents. The whole experience of learning in the UK Chinese classroom 

may be an alien one for some of the learners in it, from the content being learnt to 

the classroom routine and their teachers' style of teaching. 
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The interest of the present study is not only in issues of culture involved when 

learning Chinese as a community language, but the intention of the study is also, 

and more importantly, in finding out the `culture' shared by the teachers and the 

students in the Chinese schools in the UK. The study aims to look at learning in a 

cross-cultural context, in a sense, where all participants are made to deal with 

cultural issues in the process of learning -a phenomenon increasingly common in 

this fast-moving, international society. 

The second gap, building upon the base of the discussion above, is that there have 

been few systematic studies on cross-cultural teacher-student interactions 

concerning how participants' cultural background is learned, especially in the area 

of Chinese as a community, despite the extensive writings in this field addressing the 

importance of cultural factors in students' learning. A significant element here 

concerns the expectations between Chinese teachers and their learners about the 

classroom culture. 

In the present study, in order to examine thoroughly the culture of the Chinese 

classroom in the UK, it is important to consider not only the formation of the class, 

the organisation of the classroom, the curriculum, but also the interactions within 

the classrooms. Moreover, the study is also interested in looking into the 

expectations, attitudes, values and beliefs of the participants (that is, the teachers 

and the learners). To organise all these interacting elements, a conceptual 

framework is devised in the phase prior to entering the research field. The 
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conceptual framework, together with its methodological implications, is discussed 

in Chapter 5 (5.1.2). However, before commencing the discussion on the main 

study, some specific features that are noted in literature as strong characteristics of 

Chinese classroom culture are discussed in the following subsection. 

3.2.3 Specificity of the Chinese Classroom Culture in the UK 

Previous studies on learning in Chinese contexts, particularly language learning, 

involve mainly the following four scenarios: (1) Chinese children learning their 

Chinese mother tongue with Chinese teachers - they learn Chinese Culture through 

everyday life and within Chinese context. (2) Chinese children learning English with 

Chinese teachers - they learn some Western Culture through learning the language. 

(3) Chinese children learning English with English native-speakers - they learn not 

only through the content of the class but also through their teachers. In the above 

three cases, the outside environment is still a Chinese one matching the learners' 

cultural background. There is a strong Chinese connection between participants and 

even the learners' families. However, there is one group of cases studied in Chinese 

context that seems to have similarity to the situation encountered by Chinese 

learners in the UK. The scenario is as follows: (4) Foreign students learning Chinese 

in Chinese environment with Chinese teachers - the learners learn the Chinese 

Culture through learning the language and from the environment. However, the last 

scenario - the studied cases of foreign students in Chinese context - is different 

from the Chinese in the UK because the subjects tend to be adults with higher 

motivation for learning compare to the learners at Chinese schools. Another key 
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difference is that the teachers in this case are Chinese native-speakers and they are 

living in an environment of shared Chinese values. Unlike Chinese teachers in the 

UK, there is less force for them to challenge their beliefs and attitudes about 

learning and teaching. However, certain features are prominent in the Chinese 

learning environment which are discussed in this subsection. 

Much cross-cultural research focuses on comparing differences between learning 

contexts in Chinese and in Western societies. This subsection looks at two of these 

key features, especially when they are also present in UK Chinese classrooms. They 

are emphasis on textbooks and emphasis on school and home contact. 

Emphasis on Textbooks 

Oxford (1990) points out that unconscious use of certain learning strategies can 

occur when `the lesson itself encourages the learner to use certain strategies' (p. 

239). Such design may include comprehension questions, preview questions, and 

such like. It reflects clearly the reason why many Chinese teachers rely heavily on 

textbooks. However, many teachers do not have a concrete reasoning that students 

can benefit more with the help of a textbook. This study will, to some extent, 

explore the role of the textbooks in the classroom. 

Traditional Chinese classrooms place strong emphasis on the use of textbooks. I 

summarise elements described by Price (1980) that are typically included in Chinese 

language teaching procedure in Table 3.2. 
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Many of these traditions still continue in today's Chinese classrooms. It is not 

surprising that Price (1980) commented after his observation: `the overwhelming 

impression created by the new textbooks is how little they have changed, either in 

form or content' (p. 549). 

" Lessons open with a long phonetics section followed by introduction of the 
Chinese characters. 

" Teachers familiarise students with characters: attention is paid to radicals 
(büshou) and phonetics (xiangsheng), and to stroke order (bishün). 

" Pages of revision exercise are used. 
" The use of hänyu pinyin decreases abruptly [from Book 3 or later volumes]. 
" There is a provision of a word list [either in the lesson or at the end of the 

textbooks]. 
" Regular usage of language exercises: 

... provided throughout the five volumes. These take the form both 
of short questions at the end of each text ... or separate collections 
of questions, lianxi.... the questions appear to exercise the various 
linguistic points more thoroughly ... (Price 1980, p. 538) 

" Teachers then guide the students to appreciation and comprehension of the 
text, often stressing the moral-political aspect. 

" Teachers also often ask students questions concerned the form of the 
characters. Students are encouraged to use a dictionary, to memorise or to 
recite the text. 

" Passages are suggested to be written out from memory or dictation. 
" There is a tendency of reduction in classical stories in recent textbooks. 
" In the case of the poems, pupils are required to commit them to memory and 

then recite them beisön . 
Table 3.2 Elements typically included in Chinese language teaching procedures 

(adopted from Price (1980)). 

Emphasis on School and Home Contact 

It is common sense to understand the importance of using both home and school 

resources in helping the children's learning. Cazden & Mehan (1989) noted that the 

value of personal contacts between home and school for children's 
education is frequently reported. ... [the] frequency of parent- 
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teacher contact correlated significantly with student gains in 

reading during the school year. (p. 55) 

lt has also been pointed out (Stigler & Stevenson 1991; Stevenson & Stigler 1992) 

that the attitudes parents have towards education and their view on teachers' role in 

their children's learning are often very helpful to teachers in what are sometimes 

difficult teaching conditions. Teachers can rely on the families to provide students 

with positive views on learning and to share responsibility in helping children 

become familiar with the school routine and fulfil the school requirements, such as 

homework. This culture of learning as a collective work is a strong feature of 

Chinese classrooms. In later chapters, we will examine how this feature presents 

itself in the UK Chinese school context. 

In order to present the data collected in this study in a systematic way, this study 

proposes a theoretical framework, an ecology model, to facilitate such process. The 

following section examines the analogy of `ecology' used in relevant contexts and 

looks at the ecology model chosen to be adopted for the current study, 

Bronfenbrenner's ecology model of cognitive development. The following section 

also argues the appropriateness of the model to the present study. 

3.3 THE ECOLOGY MODEL 

There are different ways of presenting theories from an ecological perspective in 

different disciplines. For example, Hawley (1950), a sociologist, extended the term 

`ecology' from its original biological sense to address the interrelations between 
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human societies and their environments. As an extension to Hawley's work, 

research carried out by Voegelins et al. (1967) and Haugen (1972/2001) made the 

links between the concept of ecology to languages. They no longer put emphasis 

on the biological model where the metaphor is used to compare language as having 

a `life' - languages were born and died, like living organisms. Instead, their research 

is more interested in the `environment' in which languages are used. Haugen (1972) 

defines language ecology as ̀ the study of interactions between any given language 

and its environment' (p. 325). In arguing this notion, Haugen (ibid. ) stresses the 

importance of understanding the interaction of languages and their users. 

In this study, however, although concerned with the issues of language use, the 

metaphor of `ecology' is applied in a different way. As themes started to emerge 

from the data collected in the study, patterns began to form. A conceptual 

framework was devised in the `pre-fieldwork phase' which was refined as the study 

progressed. A discussion of this `pre-field work phase' is in Chapter 5 (5.1.2). As 

the results came together, I felt that there was a need to introduce a framework to 

facilitate organising the results and to ease the explanation and interpretation of the 

complex situation present in the British Chinese schools. The following paragraphs 

first justify the appropriateness of introducing an ecology concept to illustrate the 

situation of the British Chinese schools before discussing the model proposed by 

Bronfenbrenner and the adopted model in the study in detail. 
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There is a temptation, when seeking to understand a situation of cross-cultural 

encounter, to think of the contributing cultures in monolithic, stereotypical terms 

(e. g. `oriental' and `western'), and of the encounter between these cultures as 

resulting in a hybrid or compromise culture. However, in the situation of the British 

Chinese schools, this type of model may not be very illuminating, principally 

because it does not take account of the highly variable circumstances under which 

these schools have come into being, and of the bicultural identity of the students. 

The ecological model of cognitive development developed by Urie Bronfenbrenner 

(1979: 1993) was chosen for the study as the model is developed to analyse ̀ the 

developmental environment as a system of nested, interdependent, dynamic 

structures' (Bronfenbrenner 1993, p. 4). In addition, the constituent nested systems 

are, as Bronfenbrenner argues, themselves interdependent. It is this framework of 

inter-related systems together with his notion of the importance in situating the 

context in `everyday life' that makes the model suitable for applying on the current 

study as a tool to understand the data collected in the field. 

Renn (1999) also applied Bronfenbrenner's ecology model to investigate college 

students' development of multiracial identity in the USA and found the model useful 

`for understanding the influence of multiple person-environment interactions' (p. 6). 

To envision the model graphically, Renn (1999) constructs a figure of an ecology 

model for understanding identity development. I found the figure useful in 

facilitating the understanding of the concept proposed by Bronfenbrenner and 
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adopted it into Fig. 3.1. This is presented below and followed by a detailed 

discussion on Bronfenbrenner's model. 

Fig. 3.1 Conceptual framework of an ecology model 

Macrosyste 

Exosystem 

Meaosystem 

, 

0//"-- 0 
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Bronfenbrenner's model is based on a four-part hierarchy of systems: micro-, meso- 

, exo-, and macro-systems. The first system, the micro-system, concerns the 

immediate setting in which a person's development occurs. These micro-systems 

are represented by the small circles in the centre of Fig. 3.1. According to 

Bronfenbrenner (1993), each circle, micro-system, is likely to be affected by two 
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major aspects, ̀ first, the people present in the setting; and second, the physical, 

social and symbolic features of the setting' (p. 11). In other words, each `micro- 

system' considers the activity, role and relation in a setting contains the individual. 

The examples of micro-systems, used by Bronfenbrenner (1993), include settings 

such as home, day care, school, family and peer group. 

The next higher nested structure of the model is the meso-system which is defined 

as a system `involves two or more settings frequented by the same person' 

(Bronfenbrenner 1993, p. 20). The meso-system, therefore, comprises the linkages 

and processes taking place between the micro-systems, for example, the micro- 

systems of school, family and peer group. As the model was originally constructed 

for understanding the cognitive development of individuals, Bronfenbrenner (ibid. ) 

stresses the `synergistic effect' within a meso-system as a result of the interaction of 

micro-systems. Such effect on cognitive development can be identified by observing 

at meso-system level. For example, both parental and peer influences may operate 

simultaneously on individual student's school performance. 

So far, the systems discussed have been concerned only with developmental 

influences occurring in settings where the individual is present. At exo- and macro- 

system level, however, the main concern is on the environmental context. 

According to Bronfenbrenner's definition, an exo-system `refers to one or more 

settings that do not involve the developing person as an active participant, but in 

which events occur that affect, or are affected by, what happens in the setting 
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containing the developing person' (1979, p. 25). Like the relationship between 

meso- and micro-systems, an eso-system may include several different meso- 

systems. As shown in Fig. 3.1, the one meso-system containing micro-systems 

regarding to the developing child may exist together with other meso-systems 

containing other developing individuals. For example, there is a link between the 

home and the parent's workplace for a developing child. 

In the same vein, the macro-system concerns an even broader environmental 

context. To illustrate what a macro-system entails, it is necessary to introduce 

Bronfenbrenner's own definition which he refined in 1993 (italics was the original 

emphasis given by Bronfenbrenner for distinguishing his extended, refined version 

of the original definition), 

The macrosystem consists of the overarching pattern of micro- 
meso- and exosystems characteristic of a given culture, subculture, 
or other extended social structure, with particular reference to the 
developmentally instigative belief systems, resources, hazards, 
lifestyles, opportunity structures, life course options and patterns 
of social interchange that are embedded in such overarching 
systems. 

(Bronfenbrenner 1993, p. 25) 

Instead of focusing on cognitive development (as intended by Bronfenbrenner's 

original design) or development of multiracial identity (cf. Renn 1999), the current 

study employs the ecology model for understanding of the development of `culture 

of learning'. The model developed by Bronfenbrenner provides a clear framework 

to be compared with the present situation. The model is useful for a number of 

reasons: First, it emphasises the importance of understanding behaviour in context 
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rather than in laboratory settings. Second, it allows us to view the classroom culture 

as a self-regulating system. Third, it is readily adapted as a model of cultural 

development. For the purpose of the current study, an Ecology Model of Learning 

Cultures is proposed and the model is shown as Fig. 3.2. A brief description of the 

model will follow. 

Fig. 3.2 The Ecology Model of Learning Cultures 
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This study is concerned with the development of the `culture of learning', the 

development of the `expectations, attitudes, values and beliefs about what 

constitutes good learning, about how to teach or learn, whether and how to ask 

questions, what textbooks are for, and how language teaching relates to broader 

issues of the nature and purpose of education' (Cortazzi & fin, 1996b, p. 169). 

Hence, in the centre of the proposed model is the `culture of learning' and the 

micro-systems are the settings in which the `culture' is developing. There are many 

possibilities for such settings/micro-systems. This study looks at a number of these 

micro-systems including classroom activities, school settings, student groups, and 

texts and textbooks in Part III of the thesis. The micro-systems are shown in Fig. 

3.2. 

In the hierarchical structure of the Ecology Model, one of the meso-systems is 

identified as the British Chinese school environment which envelops many of the 

micro-systems regarding Chinese classrooms. However, other meso-systems may 

include individual's family and workplace environment. For example, although what 

occurs in the teacher's family or workplace might not have immediate impact on the 

culture of learning in British Chinese schools, it may in some way contribute to the 

different micro-systems as presented in Fig. 3.2. These meso-systems, in turn, are 

included in the wider exo- and macro-systems which may include the national 

culture of `British', `Chinese' or even cultures of other ethnic groups. There are 

dynamic interactive relationships operating between different environmental 

contexts. 
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The dynamic nature suggested by the model is what I feel particular useful for 

explaining the highly variable circumstances of British Chinese schools. The 

Ecology Model of Learning Cultures attempts to provide a better reflection of the 

complex nature of the culture of the UK Chinese schools than can be provided by 

the idea of an encounter between monolithic cultures of learning. In Part III of this 

thesis, I will demonstrate how the data collected in the study can be fitted into the 

model. 

3.4 SUMMARY 

Following the description of the `Chinese background' for the current study in 

Chapter 2, this chapter has focused on the theoretical background of the study. The 

first part of the chapter examines the current thinking on language learning theories. 

Although it is still debatable whether Chinese as a community language is learned by 

the subjects in this study as their first or second language, the subjects are `living 

with two languages' and therefore, several important issues in second language 

learning are discussed. The second section of the chapter examines the relationship 

between culture and language learning. It firstly looks at the link between language 

and culture. The focus of the chapter is then directed to the core of the study which 

concerns the `culture of learning'. By investigating the `culture of learning', the 

study intends to explore the `expectations, attitudes, values and beliefs about what 

constitutes good learning, about how to teach or learn' (Cortazzi & Jin 1996, p. 

169). Features that are specific to the culture of Chinese classrooms are also 

discussed in the section. The final part of Chapter 3 discusses a different aspect of 
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the study. It concerns the theoretical framework introduced to interpret data 

collected for this study: the Ecology Model of Learning Cultures. The model is 

based on Bronfenbrenner's ecology model (1979: 1993) of cognitive development. 

The model proposed by Bronfenbrenner and how it is adopted for the current study 

have been discussed in some detail. 

The discussion in Part I demonstrates the theoretical influence on the current study. 

The next part of the thesis will present the methods and methodology employed in 

the study. 

92 



PART II 

METHODS AND METHODOLOGY 

OVERVIEW 

In Part I, studies recently carried out to demonstrate the practice and issues within 

the Chinese communities and Chinese schools in the UK were examined to provide 

some basic contextual information. Part II of this volume is concerned with the 

methods and methodology employed in this study. As noted in Chapter 1, the data 

collected in this study will be used in order to achieve the aims of the study which I 

repeat here. 

1. To explore current practice in UK Chinese schools in order to provide 

contextual information for understanding current issues involved in learning 

Chinese as a community language, especially in the context of Chinese schools 

in the UK. 

2. To examine the relationships between culture and learning - cultures (that is, 

British and Chinese cultures) that teachers and learners bring with them into 

their interaction and the culture of learning in the UK Chinese classes. 

The first broad aim of the current study is to expand on the existing knowledge and 

to add more insights into the current situation in British Chinese schools. The study 
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attempts to achieve this aim not only based on the literature surveyed in Part I, but 

also builds the picture upon data collected from the field. The second broad aim to 

explore the relationships between culture and learning inevitably involves examining 

it from various angles. In order to place this study in its wider context, the 

discussions of literature in Part I have touched upon a wide range of related themes. 

It also identifies areas for concern regarding to Chinese schools in the UK. 

To answer the research questions raised in Chapter 1 and to achieve the above two 

abroad aims, the current study adopted a multi-method research approach in 

collecting data which is the focus of discussion in Part II. This gives the researcher 

an opportunity to record views and observe negotiations that take place in the 

participants' interactions. By carrying out this study, I intend to explore particularly 

the relationships between language and culture, to see how culture develops within 

the context of Chinese schools. 

The exploratory nature of this study and the nature of the Chinese schools in the 

UK as explained in Chapter 2 (scattered across the country, limited school time) 

have both contributed to my decision to adopt a qualitative approach to the current 

study. Due to the limitation in resource for the study, a large scale, quantitative 

survey or a laboratory experiment did not seem feasible, neither would it be 

appropriate for the purpose of the study. The study is highly exploratory, the focus 

of the study becomes clearer as the research process is pursued. Part II is concerned 

with defining the research in more detail, describing and justifying the methods 
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chosen to explore the issues identified in the current study. It will be divided into 

two chapters. Chapter 4 considers the theoretical background to the methodological 

issues. It starts with a discussion of the methodological orientation to this study. 

Issues concerning triangulation, validity, reliability and some of the ethical issues in 

the research are also discussed. Chapter 5 considers the actual methodology used 

and methods of data collection as well as noting the obstacles encountered during 

the research. 
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CHAPTER 4 

RESEARCH DESIGN AND METHODOLOGY 

Due to the nature of the inquiry, this study has inclined towards a qualitative 

tradition, and the interpretative paradigm. The methodology for the study is one of 

ethnographic research. As pointed out by Flick (1998), qualitative research is 

inherently multi-method in focus. This study has followed this tradition in applying 

different methods, and within the research, each element which was employed 

complemented each other, all of which measure dimensions central to explore the 

complex psychological and sociological issues involved. Chapter 4 considers the 

theoretical background to the research design and the methodology of the current 

study. The chapter begins with a discussion of ethnography as methodology and its 

appropriateness to the study. This is followed by a discussion on issues regarding 

triangulation, validity and reliability in the study. The final part of this chapter 

considers ethical issues. 

4.1 AN ETHNOGRAPHIC INQUIRY 

In her description of the theoretical orientation and development of ethnography 

from an anthropological background, Tedlock (2000) describes ̀ ethnography' as 

involving `an ongoing attempt to place specific encounters, events, and 

understandings into a fuller, more meaningful context' (p. 455). In essence, 
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ethnography involves the researchers in people's daily lives for a period of time 

collecting data to throw fight on the issues that are the focus of the research 

(Hammersley & Atkinson 1995). By applying different inquiry methods and 

considering multiple perspectives of all the participants (including that of the 

researcher's) in an investigation, researchers gain understanding in the beliefs, 

motivations and behaviours of their subjects. Ethnography is context-specific, 

formative and emergent, and responsive to emerging features (Cohen et al. 2000). 

Brewer (2000) spells out three main uses to which ethnographic data are put: 

knowledge generation, theory-building, and applied ethnography. As discussed in 

the first part of this section, the aim of ethnographic research is to get close to the 

field and generate understanding to the social meanings of the people involved in 

the setting. Hence, the generation of the knowledge to the `field' is one of the most 

prominent aims in ethnographic research. The current study is inclined to the 

interactionism as the focus of the study is on the interpersonal relations and 

processes within a social context and their relationships to the wider social 

framework. 

There has been great debate surrounding the theoretical and methodological 

suppositions of ethnography as it cannot be easily distinguished from the broader 

theoretical and philosophical frameworks that give authority to this way of 

collecting data (Denzin & Lincoln 1994; Hammersley & Atkinson 1995; Hitchcock 

& Hughes 1995; Brewer 2000). Many of the controversies have moved from its 
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legitimacy as a research approach to social science in the early days to its 

application in different areas at the present time. The issues of representation and 

legitimation have been hotly contested over the years (Geertz 1973: 1983; 

LeCompte & Goetz 1982; Clifford & Marcus 1986; Hammersley 1992; LeCompte 

& Preissle 1993; Fielding 1993; Denzin & Lincoln 1994: 1998: 2000; Hammersley 

& Atkinson 1995). On the one hand, the issue of representation considers whether 

or not the `thick description', the `setting down the meaning particular social 

actions have for the actors whose actions they are' (Geertz 1973, p. 27), of the 

researched context demonstrates the reality. This issue is further concerned with 

theory-building. Like Geertz (1973), Hammersley (1992) is highly critical of 

extending the practical sides of ethnography too far, especially on the extent to 

which a theory can be developed from the empirical evidence. `Theoretical 

statements' are possible, in Hammersley's view (1992), if the research design 

permits generalisations to be made, in the sense that ethnographic data do permit 

the formulation of abstract explanation propositions, but the same cannot be 

warranted on developing universalistic theories. 

On the other hand, the issue of legitimation is concerned with whether proper 

procedures are followed in order to capture the accurate data. This issue may have 

relevance in the other important use of the ethnographic data, in the area of applied 

ethnography, as the accuracy of the data may have further implications on practical 

issues. The applied ethnography is generally linked with decision and policy options 

or programmes of directed change (Walker 1985; Atkinson & Hammersley 1998; 
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Chambers 2000). The emphasis of applied ethnography, as pointed out by 

Chambers (2000), should be its intention in developing within a context of decision 

making and its direct aim towards promoting the interests of the clients. 

The way the above issues relate to the current study is discussed in Section 4.2 

where triangulation, validity and reliability of the study are discussed. The 

remainder of the present section looks at how the methodology is applied in the 

current study. 

Although in recent years there is a growing interest in learning Chinese as a foreign 

language (for example, McGinnis 1996), the area of teaching and learning Chinese 

as a community language is still an area under-explored. This study adopts an 

ethnographic approach in the hope of taking advantage of applying the three uses of 

the methodology discussed above. To generate knowledge, the intention of the 

study is to create as clear a reconstruction as possible of the `culture' of the 

participants - be it the interactions observed in the classroom or elements the 

participants brought into the context and reported in the interviews. Theoretical 

concepts and models were also introduced into the study in order to produce 

`theoretical statements'. Furthermore, the ultimate aim for the study will be the 

contribution it may provide to the practice in the field of teaching Chinese as a 

community language. 
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It is worth noting here that although the current study intends to follow the 

ethnographic tradition adopting the interactionist approach, there is a limitation to 

what can be achieved in the scale of the current study. In particular, the 

circumstances of the situation under study - Chinese schools scattered across the 

country which take place mainly on Saturdays or on Sundays - make it difficult to 

carry out fieldwork involving `the prolonged, intensive and direct involvement of 

the researcher in the lives and activities of the group in question' as described by 

Hitchcock & Huges (1995, p. 119). Instead, I try to compensate the situation by 

including two types of involvement with the subjects in this study: I taught and 

observed in one of the Chinese schools in the North West of England for three 

years, I also arranged visits to five other schools for observation, and other methods 

of data collection were also employed. (Details of the data collection methods are 

discussed in Chapter 5. ) In the present study, I try to find emerging patterns of 

specific situations rather than providing the kind of fine-grained account, the `thick 

description', of all the `happenings' in the British Chinese classrooms. However, it 

is still the aim of the study to capture what Woods (1996) highlights as `a common 

feature of all teaching situations': 

... construction of meanings and perspectives, the adaptation to 
circumstances, the management of interests in the ebb and flow of 
countless interactions containing many ambiguities and conflicts, 
the strategies devised to promote those interests, and the 
negotiation with others' interests ... (p. 7) 

As discussed so far, the use of the ethnographic approach brings about debates in 

many different aspects. Gordon et al. (2001) note in their review of research in 

educational settings that the researchers in these settings may be more involved in 
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their field as the researchers have usually experienced schooling as a participant 

themselves and that in ethnographic research. As a result, `issues of authenticity and 

authority are particularly poignant' (p. 188). The current study adopts a multi- 

method approach to explore the situation studied from different data sources. The 

following section examines the issues of triangulation, validity and reliability. 

4.2 TRIANGULATION, VALIDITY AND RELIABILITY 

The nature of ethnographic research means that objective reality may never be 

captured in the research. The use of triangulation reflects an attempt to secure an 

in-depth understanding of the phenomenon in question. The discussion in this 

section is in two parts. The first section discusses the use of triangulation in the 

research design. An analysis of potential problems of validity and reliability will 

follow. 

4.2.1 Triangulation 

Denzin (1970: 1989) has long pointed out the importance of triangulation in 

research. The purpose of triangulation is to provide trustworthy data to test one 

source of information against other sources, or in Brewer's words (2000), 

triangulation is a `procedure for improving the correspondence between the analysis 

and the `reality' it sought to represent faithfully' (p. 75). Denzin (1970: 1989) 

argued that triangulation should involve not just multiple methods, but also multiple 

investigators and multiple methodological and theoretical frameworks (data, 
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investigator, methodological and theory triangulation). Furthermore, the concept 

of triangulation is not only as a tool or strategy of validation, it has shifted towards 

`further enriching and completing knowledge and towards transgressing the (always 

limited) epistemological potentials of the individual method' (Flick 1998, p. 230). It 

is, as Flick (ibid. ) suggests, ̀an alternative to validation'. 

The combination of multiple methodological practices, empirical 
materials, perspectives, and observers in a single study is best 

understood, then, as a strategy that adds rigor, breadth, 

complexity, richness, and depth to any inquiry. (p. 231) 

In this study, the researcher adopted a multi-method approach to triangulate the 

research, using questionnaires, interviews and classroom observations. 

Questionnaires were given to the teachers as well as the students to explore the 

teachers' teaching style and the students' learning strategies. The questionnaire data 

was reinforced by interview data from the Chinese teachers and the students. In 

conjunction with this, classroom observations were carried out to provide detailed 

descriptions of the Chinese classrooms in real life. The conceptual framework for 

the research is set to explore and present the cultural characteristics in the different 

data sources and to identify the relationships between these characteristics. 

Triangulation is therefore as useful in its primary purpose as it is to validate 

information. It improves the quality of data and in consequence the accuracy of 

findings. 

However, words of caution are sounded by researchers against adopting what 

Hammersley & Atkinson called `a naively `optimistic' view' on triangulation and 
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automatically assuming the aggregation of data from different sources will add up 

to produce a more complete picture (Hammersley & Atkinson 1995; Silverman 

1993). As Cohen & Manion (1994) point out, `[t]he chief problem confronting 

researchers using triangulation is that of validity' (p. 241). The remainder of this 

section discusses issues of validity and reliability in this study. 

4.2.2 Validity and Reliability 

In order to establish trustworthiness of a piece of research, certain criteria are often 

applied to evaluate data presented. Terms like `validity', `reliability' and 

`generalisability/representativeness' are suggested (for example, Robson 1993; 

Hitchcock & Hughes 1995; Brewer 2000). In certain respects the issues of validity 

and reliability overlap - issues affecting reliability may also have an impact on the 

validity of the study. These issues are first discussed separately in this subsection 

while the final part of this subsection addresses them in the context of this study. 

Validity 

Validity is important to a piece of research as it represents ̀the degree to which the 

researcher has measured what she/he set out to measure' (Smith 1991, p. 106). It 

can be viewed from two broad terms originally introduced by Campbell and Stanley 

(1963) for experimental studies, and now widely accepted in the research 

community: internal validity and external validity. Internal validity seeks to 

`demonstrate that the explanation of a particular event, issue or set of data which a 
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piece of research provides can actually be sustained by the data' (Cohen et al. 

2000, p. 107). External validity refers to `the degree to which the results can be 

generalized to the wider population, cases or situations' (Cohen et al. ibid., p. 109). 

However, as pointed out by Cohen et al. (2000), there are several different kinds of 

validity and it needs to be faithful to its own premises and principles (such as 

positivistic and naturalistic principles). Maxwell (1992) suggests that 

`understanding' is a more suitable term than `validity' in qualitative research. He 

argues that the researchers, as part of the world they are researching, cannot be 

completely objective, hence other people's perspectives are equally as valid as the 

researcher's own, and the task of research is to uncover these different perspectives. 

Data selected for the research must be representative of the sample and the field. 

According to Maxwell (ibid. ), there are five ways to explore his notion of 

`understanding': descriptive validity, interpretive validity, theoretical validity, 

generalisability and evaluative validity. 

Firstly, there is `descriptive validity' which refers to the factual accuracy of the 

account. Secondly, ̀ interpretive validity' is the extent to which the research catches 

the meaning, interpretations, terms, intentions that situations and events have for 

the participants themselves, in their terms. Thirdly, `theoretical validity' is the extent 

to which the research explains phenomena. A cautious view is placed on the term 

`generalizability' used here. It refers to generalising within specific groups or 

communities, in other words, internal validity is emphasised over external validity. 

Finally, `evaluative validity' concerns the application of an evaluative framework 
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which introduces a critical-theoretical perspective into the research. These five 

ways are used to assess the accuracy, and to measure the quality of a particular 

research's methodology, evidence and claims. 

Reliability 

In contrast to validity, reliability of a piece of research concerns ̀ the extent to which 

a particular technique will produce the same kinds of results, however, whenever 

and by whoever it is carried out' (Hitchcoock & Hughes 1995, p. 107). It is difficult 

to claim reliability particularly when it involves a piece of qualitative research due to 

the nature of data collection. The study of naturalistic behaviour or experiences of 

unique phenomena which is central to a qualitative research cannot be reconstructed 

exactly even in the most accurate replication of research methods. Cohen et al. 

(2000) suggest that there are three principle types of reliability: reliability as 

stability, reliability as equivalence and reliability as internal consistency. 

To increase the external reliability of qualitative research, LeCompte & Preissle 

(LeCompte & Goetz 1982; LeCompte & Preissle 1993) suggest recognising five 

major problems: researcher status position, informant choices, social situations and 

conditions, analytic constructs and premises, methods of data collection and 

analysis. The first concern is the status position of the researcher as ethnographic 

conclusions are qualified by the investigator's social role within the research site. 

The second element concerning the reliability is the choice of informant. Different 

informants represent different groups and provide different insights to a piece of 
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research. In order to achieve reliability, the researcher must provide full details and 

descriptions of the participants who provided data and how the data was selected. 

The third element influencing the reliability is the social situations and conditions. A 

detailed description of the physical, social, and interpersonal contexts within which 

data are gathered enhances the replicability of a research. The analytic constructs 

and premises that are used are the fourth element influencing the reliability. 

`Replication requires explicit identification of the assumptions and metatheories that 

underlie choice of terminology and methods of analysis' (LeCompte & Goetz 1982, 

p. 39). The final element in securing reliability is the method of data collection and 

analysis. To enable the replication of the research, precise identification and 

thorough description of the methods used for data collection and analysis is 

essential. In short, a thorough description of the research and commonly understood 

descriptors are necessary to ensure reliability in qualitative research. 

So far in this section, three of the criteria in evaluating qualitative research, 

triangulation, validity and reliability, have been discussed. The following paragraphs 

examine the issues of validity and reliability in the specific context of the current 

study. 

Issues of validity and reliability in this study 

As argued by Hammersley (1992), there is not only divergence of opinion as to 

what the terms used to assess qualitative research mean, but there is also a question 

of the appropriateness of using these terms, originally developed for scientific 
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research, on qualitative research. However, Hitchcock & Hughes (1995) stress 

that `it is always important to scrutinize research, to ask how convincing the 

evidence is' (p. 105). With the above discussion in mind, the study can take a 

critical look at the methods and principles employed and the data collected. 

The validity and reliability of the current study was sought by three interacting 

methods. First, a multi-method approach is adopted for the study by using 

questionnaires, interviews and classroom observations which generated the data and 

findings from their contexts. Second, the subjects in this study were described in 

some detail (Section 5.1.3) to provide insights into the varied nature of the 

participants in the Chinese schools. Finally, care was taken to make sure the 

collection of data includes information available during the research period even if 

there are inconsistencies in the data. 

Ethical issues have an impact on collecting as well as analysing data collected in the 

field. Details on the collection of data are described in Chapter 5, but the final 

subsection of this chapter considers ethical issues in the present study. 

4.3 ETHICAL ISSUES 

Ethical issues are pervasive particularly in the area where fieldwork is involved, as 

the involvement from the subjects is sought, there grows the needs to respect their 

rights and privacy. As pointed out by Fetterman (1998), researchers carrying out 

qualitative research cannot work `as if in a vacuum' (p. 129). They are involved in 
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people's lives in several different ways which means they must operate a code of 

ethics that respects their informants. In other words, it is clear that the very nature 

of qualitative research will give rise to certain kinds of ethical issue. 

In order to safeguard the rights and confidence of the subjects in a study, one of the 

ethical issues of most concern to all researchers in the field is the maintenance of 

confidentiality. As discussed in the previous section, in order to assure validity and 

reliability to a study, the researcher is required to provide a detailed description of 

the sampling procedure and data collection. It is argued that place names, together 

with a description of certain characteristics about an individual, may make it 

possible to discover a subject's identity (Berg 1998). Therefore, it is important for 

this study to take extreme care in discussing the participants and their settings. In 

this study, some degree of confidentiality was assured as the researcher explained 

clearly to the participants before they completed the questionnaire that only the 

researcher would have access to the data and the results would be treated in 

confidence. Public confidentiality could be assured by concealing the identities of 

the participants in the data analysis figures and in the text. 

In addition, there is an ethical issue involving the student participants in this study. 

During the process of the research, I noticed that Chinese teachers offered to 

involve their students in the study (as a few of them expressed the view that they 

hoped that by doing so, they were helping their students) either in answering the 

student questionnaires or participating interviews with the researcher, with little 
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formal consent from the students. However, no students seemed to object to such 

practice, even though the students were given opportunity to express their 

unwillingness before being interviewed by the researcher, all the interviewees 

appeared to be willing to talk about their situations. It is worth noting that this 

practice may be due to the powerful status of the teachers in the Chinese classrooms 

and it is part of the British Chinese classroom culture. 

Those interviewed agreed to the use of the tape recorder. After the formal interview 

was concluded, the interviewees were given the opportunity to question the 

interviewer and to discuss any matters of concern, on some occasions, with the tape 

recorder turned off. The matters raised by the interviewees ranged from information 

about teaching resources and concerns about the running of the Chinese schools and 

the usefulness of the current research towards the field of teaching Chinese as a 

community language. Other ethical issues about researching in the classrooms were 

also raised by the teachers and confidentiality was reconfirmed. Transcripts from the 

tapes were identifiable only by the use of a letter to represent each teacher and a 

number for each child interviewed. No respondents' name or school was mentioned 

in the transcripts. 

In return for the participation of the teachers in answering questionnaires and taking 

part in interviews, it was also agreed that a brief summary of the current research 

would be made available to the teachers participating in this research. A copy of a 
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conference paper (Wu 2000) was sent in its original form [in Chinese] to the 

UKFCS (UK Federation of Chinese Schools). 

4.4 SUMMARY 

In this chapter, the theoretical aspects concerning methodology in this study have 

been discussed. Section 4.1 firstly looks at ethnography as a methodology adopted 

for the current study. Issues regarding triangulation, validity and reliability are also 

raised. Finally, some ethical issues underlying the study are also discussed. It 

inevitably touches on methods of data collection, but only briefly. Issues on the 

collection of data are examined in more detail in Chapter 5. 
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CHAPTER 5 

COLLECTION OF DATA 

This chapter is concerned with describing the methods chosen to collect data for the 

study. The chapter will begin with a discussion of a few considerations underlying 

the research including obtaining information on the background of the participants 

in this study. The subsequent sections of this chapter will look at the methods 

employed in this study: questionnaires, interviews and classroom observations. The 

rationale and procedures for using these methods will also be discussed in detail. 

5.1 CONSIDERATIONS UNDERLYING THE RESEARCH 

In this section, a few considerations underlying the research will be discussed before 

examining the methods used for data collection in the subsequent sections. Firstly, 

obstacles encountered during this study will be discussed. As briefly noted in 

Chapter 1, the process of collecting data took many turns and different data 

collection methods were used in overlapping periods. In the second part of this 

section, work carried out during the pre-fieldwork phase, which in turn influenced 

the whole research, will also be highlighted briefly. The final part of this section is a 

description of the participants in this study. 
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5.1.1 Obstacles Encountered during this Study 

There were three main obstacles in carrying out the current study. The first such 

obstacle was gaining access to the field. This was difficult due to the scattered 

nature of the Chinese community in the UK, a problem noted in Chapter 2. As a 

result, although the number of Chinese schools in the country may exceed one 

hundred, the size of the majority of them is small and there were limited 

communications between schools. It was difficult to find schools which were willing 

to participate in the study. 

A second obstacle in the study was to identify teachers and students who were 

willing to co-operate and to find the right time to ask for their participation. Even if 

the school administration showed a little interest in the study, it was not always 

guaranteed the co-operation from their teachers. Many teachers in the Chinese 

schools, according to the surveys into the UK Chinese schools (see Chapter 2) and 

that reported by the teachers in this study, have full-time work in the catering 

business and in other professions, or they are students. Chinese teachers who taught 

at weekends in Chinese schools were usually very busy and found it difficult to find 

time apart from what they had already contributed into teaching at the Chinese 

schools. On the other hand, students at Chinese schools only attended the classes 

two to three hours each time and once a week, and the geographical distances 

between each student's family can sometimes be far apart. There is a need to 

consider the economical reason by involving the students in their Chinese school 

setting but not to disturb too much their learning patterns. However, it is important 
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to note here, the majority of the teachers and students who offered to participate in 

the current study were enthusiastic and very forthcoming in the research process. 

The third obstacle in the study may have been that of `face' which might have 

caused potential subjects not to want to take part in the study. Although effort was 

made to explain the purpose of the study, in a few interviews, I sensed that some of 

interviewees demonstrated an air of caution at the beginning of the interviews as 

they were not sure whether they were being `evaluated'. 

Some of the problems referred to above have important ethical implications, as 

noted at the end of Chapter Four. However, some of the obstacles were practical 

problems which unavoidably derived from the field and reflected the situation of the 

`real world' (Robson, 1993). 

Being of the same minority group facilitated my approach to some of the 

participants on different occasions. However, efforts had also to be made not to 

take for granted my personal culture and experience and the perception of what is 

generalised as common sense. 

Additionally, the generalisability of this study is limited due to the small sample size. 

Although efforts were made to involve to include different `kinds' of Chinese 

schools in the observations, such as schools with only one class, with many classes, 

in rural areas as well as in cities, the generalisability of the results to all the Chinese 
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schools in the UK or to the learning of Chinese in similar context outside the UK 

may be limited. Fuller discussion on the selection of the research sample is provided 

in this chapter (5.1.3). 

Bearing in mind the above considerations all the way through the research, the 

current study still took many turns before it reached its final form. One of the stages 

crucial to this study is what Hammersley and Atkinson (1995) termed as the 'pre- 

fieldwork phase'. As they point out, the aim of such a phase in the early stages of 

data collection is to turn the set of issues that provide an opportunity to explore 

some unusual occurrence or to test a theory into `a set of questions to which an 

answer can be given' (p. 29). They also point out the possibility of the need to 

change the original problems in this process. My experience in this study confirms 

this view. The following sub-section will describe what was involved in the pre- 

fieldwork phase and highlight some of the outcomes from the phase of this research. 

5.1.2 Pre-Fieldwork Phase: Study in the UK and in Taiwan 

As noted above, what emerged from the pre-fieldwork stage had a bearing on 

setting up the methodology for the next stage, it is necessary to provide some of the 

data that emerged from the pre-fieldwork phase. This section looks at this particular 

phase of the study, the findings from the phase, and how these findings feedback to 

the methodology of the main study. 

114 



In the first year of the study, I spent most of my time reviewing literature mainly in 

, the area of second language learning and teaching and learning community 

language/mother tongue in the UK. Part of my time was also spent in Taiwan on 

reviewing literature regarding teaching Chinese as a foreign/second/community 

language. While I was in Taiwan, I also decided to carry out a few pilot interviews 

with teachers who had previous experience in teaching in this area. By including this 

phase to the study, I was hoping that by the time I entered the field, I would have 

some background information of the people I was going to meet and the issues 

regarding their situation: I would know what have been talked about and in which 

area I would like to explore further. I would also have some experience in 

interviewing teachers. Moreover, the findings from the pre-fieldwork phase were 

used to construct a conceptual framework in which elements contributing to the 

learning in the British Chinese classrooms are presented in Fig. 5.1. As the findings 

from this phase and the conceptual framework have both fed into the research 

design of this study, I choose to discuss these findings in this chapter. The following 

paragraphs report the main findings including the literature reviewed at this stage 

and the pilot interviews carried out during this period of time. I conclude the 

discussion with a highlight on the methodological implications emerging from this 

stage before introducing the conceptual framework and discussing how it affects the 

direction of the study. 

After spending a year searching for and reading the literature on the Chinese 

community in the UK and teaching at Tang school, I went back to Taiwan to look 
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for more literature on Chinese language teaching and Chinese students' learning 

styles/strategies. I also interviewed four teachers in Taiwan about their views on 

their students' learning strategies and styles and their views of a successful lesson, 

particularly asking the teachers to consider cultural differences. The interviews were 

carried out using semi-structured interview questions. The interview schedule 

(Chinese, and English translation) is in Appendix A. All four teachers are language 

teachers (1 Chinese language teacher, 1 English language teacher - at senior high 

school level; 2 teachers teach Mandarin Chinese to non-native-speakers in Taiwan). 

The interviews were taped and transcribed. It is important to emphasise several 

points emerging from these interviews as these points re-shaped my direction of 

research into what seemed to be more important and interesting issues for me to 

carry out exploration in the current study. 

(1) The existence of the National Examinations (which are held each year for 

final year Junior High School students to take before they go to Senior High School 

and for final year Senior High School students to take before they can enter the 

Universities) puts huge pressure on both students and teachers in Taiwan. Constant 

tests within classrooms in preparation for the National Examination seem to direct 

students' ways of learning. Teachers on different occasions spontaneously offered 

comments like the following: 

Teacher A: 
... 

Because there is an examination ahead, it deeply 

affects students' learning attitude ... not to mention their strategies. 
The main focus of their study is to `memorise' all the vocabulary 
and grammar correctly. 

(Teacher Interview Taiwan) 
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Teacher B: Students are under such a pressure that they would 
rather not do any activity in the classroom but ask the teacher to 
tell them everything that the teacher recognises as important [i. e. to 
achieve good grade in the exams] for them to learn [for the 
examinations]. And then they just want to memorise all those 
points identified by the teacher and try to make the best of them 
[when they sit in exams]. 

(Teacher Interview Taiwan) 

Interestingly, a trace of the importance of `examination skills' could also be found 

while reading papers about studying Taiwanese students' learning strategies. In S. 

Tsai's summary (1995) of instruments for assessing students' learning strategies, 7 

out of 9 studies include variables such as ̀ preparing for examinations' or `skills for 

answering questions at examinations', and some studies include both. Teachers 

interviewed believed that their students were full of potential to develop different 

learning skills but worried that students' learning strategies might be limited by the 

need to be able to pass the examination. 

(2) All the teachers interviewed stressed the importance of the teachers' role in 

leading the class as the most essential to make a successful class. This, however, in 

some cases meant that some teachers would have done a lot of work for their 

students under the pressure of National Examination, as one teacher claimed: 

I just could not bear to see them under such pressure. Sometimes I 
have to find all the main points from each lesson (in the textbook). 
All I ask for my students to do was to take notes of them. They will 
only have to revise these main points when they get to the final 
stage of their preparation for the exam. ... There are so many 
subjects for them to study ... Asking them to do preliminary 
reading, I think is too much to ask for. 
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(3) Teachers would like to see their students using communicative strategies to 

learn. However, they would not force students to do so as they are aware of the 

pressure the students are facing. This also implies that the importance of the 

exams outweighs the practical goal of learning a language. 

(4) Even at the institution in which foreigners learn Chinese, foreign students there 

were asked to do a lot of 'homework' - go to the language lab everyday for 20 

minutes at least, watching videos, writing characters, writing sentences and so 

on. There exists a very different learning style to what the students may be used 

to. 

(5) All four teachers noticed that the differences in cultural background would 

affect students' learning (both when Chinese students are learning English and when 

foreign students are learning Chinese) especially when they were dealing with 

language structures and with expressions that involve cultural and historical 

background. A similar notion is raised by Hudson-Ross & Dong (1990) as they 

compare literacy learning in two settings - the USA and China. They come to the 

conclusion that: 

`the nature of our languages and the cultural patterns within which 
our schools function influence both what we teach and how we 
teach our respective languages (p. 111) 

Although some of these differences result from the nature of our 
languages, others grow out of our very different cultural traditions 

(p. 122) 
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As the current study aims to explore the culture of learning in the British Chinese 

schools, it came to my attention at this stage that the role of literacy and literacy 

practices should be included in the main study. As the study moved on, there were 

indeed patterns emerging from the data that the issue of literacy is important to the 

culture of learning in learning Chinese as a community language. However, it is not 

the intention of this study to make a cross-cultural comparison. Teachers and 

students in Chinese schools have been placed in a special context - they come from 

very different personal and `cultural' backgrounds (many of the students are UK 

national with Chinese origin), had different learning experience, and came to learn 

Chinese within a context of `foreign community'. 

Several methodological implications emerging from the findings of the pre- 

fieldwork phase need to be noted here. First, findings from this phase directed the 

focus of the current study to place more emphasis on the issues of culture in 

different learning contexts (that is, the culture of learning in the British Chinese 

classrooms) rather than looking into the management of British Chinese schools as 

the study was originally intended (discussed in Chapter 1). Additionally, the issues 

brought up by the teachers in the pilot interviews, the importance of examinations, 

the role of the teachers in their classrooms, teaching strategies/styles, the issue of 

homework, and cultural differences, were issues of main concerns. These concerns 

were developed into the research question 2 and part of the research question 3. 

These issues were also raised as interview questions to the British Chinese teachers 

in the main study. Finally, the teachers' insightful responses also encouraged the 
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researcher to include more fieldwork (interviews with teachers and students, and 

classroom observations) in the study, in order to obtain more `first-hand experience' 

through the eyes of the teachers, the students and the researcher herself. The 

practice of interview skills in this phase also strengthened the researcher's 

confidence in entering the field. 

As noted earlier, at the end of the pre-fieldwork phase, a conceptual framework was 

developed for the current study to include many of the aspects discussed so far 

including the literature reviewed in Part I. The conceptual framework is developed 

to present the elements considered to be contributing to the British Chinese 

classroom graphically. This framework is shown in Fig. 5.1 and a brief description 

of the framework will follow below. 

In Fig. 5.1, the conceptual framework was drawn to envelop different dimensions 

relevant to the culture of the Chinese schools in the UK. It takes into account 

theories of language learning and teaching, and aspects that emerged from the pre- 

fieldwork phase interviews such as possible cultural elements that affect the 

participants. The centre of the framework represents the interactions within 

classrooms where the activities took place. The activities are the starting point for 

the investigation in the current study: a multi-method approach is adopted to collect 

data from the classrooms and the participants to illustrate these activities and their 

meanings to the participants. Activities in the classrooms may reflect objectives, 

attitudes and behaviours of the teachers and the students. In turn, the objectives, 
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attitudes and behaviours of the participants may have influence on each other and 

lead to a different `culture of learning' (as discussed in Chapter 3). 

Fig. 5.1 Conceptual framework: Chinese classrooms in the UK 
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It is important to bear in mind that the background knowledge that participants 

bring with them into the classrooms also contributes to the culture of learning. In 

the present framework, both British and Chinese cultures are considered. Both 

cultures may have a strong impact on the participants as they influence the way the 

participants view their experience and affect the participants' expectations as they 

enter the classrooms. From the students' point of view, the Chinese culture may 

mean, at the very least, the traditions and family values that they were brought up 

with. This may vary as the students' family background, parentage or socio-eco 

status differ. As the students were living in the UK, they were also strongly 

influenced by their environment. The language spoken around them, their peer 

group, and their experience of British main-stream education all play parts in 

influencing their beliefs and attitudes towards the Chinese classroom environment. 

On the other hand, the Chinese teachers were also influenced by both Chinese and 

British culture. As will be discussed further in the next subsection (5.1.3), almost all 

the Chinese teachers in the British Chinese schools were Chinese native speakers. 

The way the teachers were brought up and their own learning experience are 

important factors in what they do and expect in the classrooms. The framework in 

Fig. 5.1 also considers the training experience teachers had as these experiences 

(whether they were trained in the Chinese or British context) may also be reflected 

in their teaching. However, to add to the complicated picture, the experience of the 

teachers living in the UK should not be overlooked as it also adds a dimension to 

how teachers view themselves and their students in their joint construction of the 

`culture of learning'. 
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So far, aspects concerning data collection prior to entering the field have been 

discussed. Obstacles encountered in the study and the methodological 

considerations taken into account from the pre-fieldwork phase have been 

examined. However, there is another important consideration underlying this study, 

that is, the issue of sampling. Sampling considerations, as stressed by Robson 

(1993), `pervade all aspects of research and crop up in various forms no matter 

what research strategy or investigatory technique we use' (p. 135). The following 

subsection looks at the selection of samples in the present study. Details about each 

method used will be discussed separately in subsequent sections. 

5.1.3 Selection of Sample in the Main Study 

So far, some of the issues underlying the current study and the results from the pre- 

fieldwork phase which contributed to the design of the main research have been 

discussed. However, I feel that it is important to give a brief description to the 

participants in the actual study before discussing the methods employed. Thus, 

before discussing the methods in the following sections, this sub-section will focus 

on the participants in the study. 

Sampling is a crucial step in carrying out research. Miles and Huberman's work 

(1994, also Huberman & Miles 1998) address issues of qualitative data analysis and 

they stress the importance of sampling as below: 
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Sampling choices within and across cases are powerfully 
determinative of just which data will be considered and used in 
analysis. (Huberman & Miles 1998, p. 204) 

The sampling for this research was in two stages. The first stage involved 

questionnaires sent out to Chinese teachers at Chinese schools fisted in the UKFCS 

report and in Handbook for Overseas Chinese in the UK (You 1996). The 

questionnaire packages, which include cover letters, two copies of questionnaires 

and pre-paid return envelopes, were addressed to the contact person listed in the 

above sources and the questionnaires were then passed on to Chinese teachers by 

the contact person. One of the packages were returned unanswered, and it 

contained a note by the contact person which stated that "The teachers at the school 

were not willing to participate in the study". There were 63 teachers in total who 

returned the questionnaire. Fig. 5.2 shows the geographical distribution of the 

teachers surveyed. The geographical regions are defined by Department for 

Education and Employment (1996) in Statistics of Education: Teachers. England 

and Wales (Appendix G). 

Fig. 5.2 Geographical distribution of the teachers surveyed 
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Out of the 63 teachers who responded to the questionnaires, 15 agreed to take part 

in interviews and 7 of the 15 also indicated that they would like to involve their 

students for further research whilst 7 other teachers of the 63 responded to the 

questionnaire, although they did not agree to be interviewed, but indicated their 

willingness to involve their students for further research. (Here, there is a potential 

ethical issue involved. The discussion on ethical issues in this study is in Chapter 4 

(4.3)). In total, student questionnaires were sent to 14 different teachers. Details of 

the design and distribution of the questionnaires are in Section 5.2. 

The second stage of the research concentrated on observations and interviews with 

the participants identified from the previous stage of the study. Participants for the 

observations and interviews were limited to teachers and students from the school 

in which I taught, the Greater London area and the Midlands due to the restricted 

resources available. Details about the specific methods used for data collection are 

discussed in subsequent sections. 

There were thirteen teachers, one headteacher and one parent helper from ten 

Chinese schools participating in the interviews, five of the thirteen teachers were 

male and eight female. Two of the teachers had experience in teaching both 

Cantonese and Mandarin Chinese. The other teachers only teach either Cantonese 

or Mandarin Chinese. The selection of interviewees was based on teachers who 

indicated their willingness to participate in the interview from their returned 
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questionnaires (Section 5.2.1), and those volunteering themselves during the 

research. 

As discussed in Chapter 4 (4.2.2), to improve the validity and reliability of a piece 

of research, it is important for the researcher to address the different positions of 

and the possible insights which may be provided by the participants. This is 

particularly relevant to the present study. As each teacher interviewed in the study 

may have slightly different ideas regarding the research of this nature and issues 

being discussed as a result of their different background and experience, the 

following paragraphs do not only give a general background description of the 

teachers involved, but also discuss some of the interviewees' person circumstances 

and the settings in which the interviews took place in more detail. 

ID Sex Age' School Country 
of Origin 

Language 
Use2 

Language 
Teach 

Years of 
Teaching 

Occupation 

L1 L2 L1 L2 
K M 21+ T Taiwan M C M C 4 Student 
Y M 41+ 0 HK C M C 9 Computing 
B F 21+ C Taiwan M T M I Student 
S F 31+ S HK C M C 1.5 Translator 
L F 41+ Z HK C C 10 Homemaker 
J M 31+ T HK C M C 3 Catering 
G M 41+ G HK C M C M 8 Lecturer 
H F 31+ G HK C C 3.5 Homemaker 
M F 31+ B HK C M C I Cashier 
I F -- S HK C C -- -- 
D F 31+ L China m M -- Homemaker 
A F 41+ M China M M I Homemaker 
R M 41+ H HK C C 4 Banking 
Table 5.1 Background information of teachers interviewed 
' 21+ represents that the participant was age between 21 and 30. 
2 Language used as identified by the teachers themselves (L 1 is used most often): C 

= Cantonese, M= Mandarin, T= Taiwanese. 
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Table 5.1 provides background details on the teachers who were interviewed. The 

teachers' background information is provided in chronological order of the 

interviews, as some interview questions were refined after concerns expressed by 

other teachers. The Teacher's ID will be used throughout the discussions in this 

chapter. Some of the teachers did not provide all the information about themselves. 

There are thus some blank spaces in the table. As each teacher's circumstance 

varied considerably and the variation may in turn affect their response, a brief 

description of each participant is provided below. 

During the course of the interview, Teacher K indicated that he was in the job 

because of direct pressure from the headteacher who is a close friend of his family. 

As a consequence of taking up the teaching post under the social pressure, he 

showed limited enthusiasm to his class. Like many other teachers interviewed, 

Teacher J first started teaching at the Chinese school at the recommendation of 

some members of the Chinese community and as a favour to the headteacher. 

Teacher J explained to me that he enjoyed teaching at the Chinese school, but at the 

same time felt the strain of giving up many weekends. Both Teacher K and J left the 

school within two years after the interviews. 

Teacher B, was introduced to me by a friend. She belonged to a religious group and 

the school she taught in was run by the same group of people. As Teacher B came 

to the UK soon after she finished her junior high school education in Taiwan, she 

normally taught students of lower primary school level (in the UK age between 7 
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and 13), or acted as substitute teacher stepping in occasionally for classes which 

were in need of teachers. Teacher Y was particularly keen to invite me to visit his 

school and his class. Teacher Y was everything of the Chinese school rolled into 

one: the headteacher, the class teacher, and the administrator. He also picked up 

some students from their home and the station and took them to the Chinese school. 

As the student number decreased over the years, Teacher Y took over the whole 

school and taught the remaining students in one class (12 students of various ages 

at most). 

The interview with Teacher S was carried out at a McDonald's restaurant in 

London. Teacher S was originally from Hong Kong, and she worked as a freelance 

translator while her husband worked in the UK for a British company. She later 

invited me to visit her class where I observed her give a test. I was introduced to 

Teacher I while visiting Teacher S's school. On that occasion, I also met the 

headteacher from her school, Mr. 0, who was one of the organisers of the UKFCS 

[UK Federation of Chinese Schools]. 

I interviewed Teacher L at her school where they were having an end-of-term and 

Dragon boat festival celebration. During the interview, the headteacher insisted in 

sitting with us, occasionally adding comments to the interview questions. Although 

the atmosphere of the interview was friendly, the headteacher's presence may have 

had a certain influence on the teacher's response. At this visit, I was also introduced 

to a parent helper at the school, Ms N, who had a personal interest in my research 
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topic. Ms N was originally from Hong Kong and married to a Japanese gentleman. 

With two children of her own, she expressed to me her views on the differences 

between Chinese schools and Japanese schools in the UK. 

Teacher G and Teacher H were teaching at the same school. I met Teacher G at the 

university where he taught aerodynamics during the week. He speaks both 

Mandarin and Cantonese, and teaches both languages at the school depending on 

the position needed to be filled at the school. Although with the teaching experience 

he felt comfortable teaching any class he was asked to, he was often asked to teach 

teenage students. Teacher H was interviewed at her house. She mainly taught 

children of younger age and had two children of her own. Like a few other female 

teachers I met, Teacher H told me explicitly that her experience of bringing up her 

children and her children's experience in the British mainstream education had 

influenced her teaching at the Chinese school. 

Teacher A and Teacher D were both from Mainland China. They taught at different 

schools, which were distinctively different from many others as they focused on 

providing Mandarin Chinese classes. Teacher A had some teaching experience when 

she was in China. Like many teachers I observed during this research, Teacher A 

was in a hurry to leave after the class, and only a short interview was possible. 

Teacher D had had teacher training and was an experienced teacher in China. With 

previous teacher training, Teacher D appeared to be slightly different from other 

teachers. She was able to present to me lesson plans and other systematically 
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organised teaching materials she used for various Mandarin Chinese classes she was 

teaching - something I had not come across with other teachers. The last teacher I 

interviewed was Teacher R whose school had a distinctively different policy where 

he, as a teacher, would be asked to teach different groups each year. 

It is clear from the above discussion that the thirteen teachers come from a wide 

range of backgrounds. This study has sought the views of both male and female 

teachers of a wide age range and different occupational and linguistic backgrounds. 

The teachers were teaching at ten different schools in different parts of the country. 

Four of these schools, all based in the Greater London area, offer many classes 

while the others only offer one or two. The teachers themselves have come from 

different Chinese-speaking countries: China, Hong Kong and Taiwan, and also 

varied in their experience to teaching and their attitudes towards their students. 

More about the interviews with the teachers and how their attitudes contribute to 

the culture of learning will be discussed in the results section in Part III. The 

following paragraphs look at the students interviewed in this study. 

In this study, interviews were carried out with fourteen students from three Chinese 

schools in London, Oxfordshire and Shropshire. Ten of the students were 

Cantonese speakers and four of them are Mandarin Chinese-speakers. Some 

interviews were carried out with only one child, while other were with groups of 

two or three children at a time. Interviews with children who are Cantonese 

speakers were carried out in English due to the difference in dialects spoken by the 
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interviewer (Mandarin Chinese) and the interviewees (Cantonese). However, 

interviews with Mandarin Chinese-speaking children started in English, but the 

interviews invariably switched to Mandarin Chinese as the children kept using 

Mandarin Chinese to the interviewer. After interviewing, each of the interviews was 

transcribed and then the Chinese interviews were translated into English before the 

data analysis. 

It was realised that the research findings would be restricted to a small sample of 

areas, but it was hoped that they would be wide ranging enough to give some 

indication of a general picture about Community language learning at Chinese 

schools in the UK and have some validity in a wider field. The schools concerned 

covered both rural and urban areas and areas with large and small Chinese 

populations. A further restriction to the study may be the fact that I, the researcher, 

did not speak Cantonese and interviews with Cantonese-speaking subjects had to be 

carried out in English. During the research period, however, I found that most of 

the time the conversation flowed easily regardless of the language used to conduct 

the interview. When there were more complicated ideas or expressions to be 

communicated, which occurred most of time during discussion with Chinese 

teachers, terms were said in Cantonese (which is often similar to Mandarin Chinese 

or Taiwanese, the researcher's mother tongues and can easily be deducted). The 

terms would then be written down by the researcher or the interviewees in Chinese 

characters to confirm the ideas having been communicated successfully. Although 

the language issue may not appear to be problematic for carrying out the interviews, 
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it is nonetheless a limitation to the current study. The subsequent sections examine 

separately each of the research methods employed in the study. 

In order to examine particular issues which may affect the learning in UK Chinese 

schools, questionnaires were devised and employed to investigate the research 

questions. In order to provide as balanced and in depth a picture of the UK Chinese 

schools as possible, interviews and classroom observations were also organised. 

The use of the questionnaires will be discussed first in the following section. 

5.2 THE QUESTIONNAIRES 

Two questionnaires were used for this research: one was devised by the researcher 

to use with the Chinese teachers (Appendix Q. The other one was the SILL 

(Strategy Inventory for Language Learning) developed by Oxford (1990), and used 

with the Chinese students (Appendix D). Details of both two questionnaires are 

provided below. As this section looks at the use of questionnaires in the actual 

methodology, it is useful at this stage to highlight some of the potential issues in 

applying questionnaires in the research. 

Munn and Dreyer (1995) list the advantages of using a questionnaire. They include: 

an efficient use of time, anonymity (for the respondent), the possibility of a high 

return rate and standardised questions. A few of the points are particularly relevant 

to this study. One of the advantages is the efficient use not only of time, but also 

financial resources available for the study. As noted before, it was impossible for the 
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researcher to reach Chinese schools that are scattered across the whole country. It 

is, therefore, possible for me to collect more information and to find out more about 

Chinese schools in a short space of time by sending out questionnaires. 

Additionally, with Chinese teachers generally busy in their own professions, it was 

also appropriate to use the questionnaire technique as it can be completed by the 

respondents in their own time. The respondents could also choose to remain 

anonymous. In all, the respondents could have some control over their participation 

in this study. The procedure for distributing and collecting the questionnaires will be 

described in the next subsection. 

I am, nonetheless, aware that the use of questionnaires has certain limitations. Munn 

and Dreyer (1995) stressed at least three main limitations. The first limitation is that 

`the information collected tends to describe rather than explain why things are the 

way they are' (p. 5). In addition, there can be a level of superficiality. It also takes 

time to draft and pilot the questionnaire for it to be useful and adequate. To 

overcome the third limitation, effort was put into carefully drafting and piloting the 

questionnaires in this study. To overcome superficiality and explain the occurrence 

of events, it was decided that interviews with teachers and students at Chinese 

schools and observations of classrooms other than my own were necessary for the 

current study. The use of interviews and observations will be discussed in 

subsequent sections. Here, the use of the two questionnaires are discussed below. 
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Teacher questionnaire 

The teacher questionnaire in this study was designed to explore and investigate a 

number of areas which helped the researcher to address the aims posed in the study: 

" Background information about individual teachers and the schools in 

which they were teaching. 

" Those activities carried out in Chinese classes. 

. The teachers' views on how their students deal with social and classroom 

matters and how they believe these situations should be handled. 

" Teachers' view about learning Chinese at UK Chinese schools. 

9 Chinese teachers' knowledge of Chinese/British culture, society and 

education. 

In short, the investigation using the teacher questionnaire aimed at achieving the 

first broad aim of this study. 

1. To explore current practice in UK Chinese schools in order to provide 

contextual information for understanding current issues involved in learning 

Chinese as a community language, especially, in the context of Chinese schools 

in the UK. 

The teacher questionnaire is divided into five parts. The first part seeks details of 

the teachers' background such as gender, age group, mother tongue, language use, 

and educational qualification. All the teachers participating are Chinese native 
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speakers but many of them speak more than one Chinese dialect. In the second part, 

teachers were asked to report any training they had for teaching. It is followed by 

the third part which asks for details about the teachers' actual teaching experience. 

The fourth part explores the activities teachers used in their classrooms. 

Respondents were asked to answer questions by putting a tick in the appropriate 
I 

box to indicate the frequency of their usage of those activities - ranging from `A 

great deal of time (several times in a lesson)' to `Never'. A list of 28 different 

activities was randomly arranged to strengthen validity and reduce the possibility of 

respondents ticking without reading the items carefully. There are two open-ended 

questions at the end of this section asking teachers about their students' learning 

strategies and their view on Chinese schools in general. The final part of the 

questionnaire consists of open-ended questions for teachers to express their 

opinions on the culture of teaching and learning. It asked teachers to reflect on their 

own experience of learning and teaching and to give thoughts to the influence of 

British and Chinese cultures on their teaching and their students' learning. A copy 

of the teacher questionnaire including the cover letters to the teachers is in 

Appendix C. 

A Chinese translation alongside the English questions in the questionnaire was to 

help Chinese respondents to have an accurate comprehension of the instructions, 

variables and other question items and to avoid possible misunderstanding of the 

technical terms which might affect their decision when choosing answers. For 

instance, the items in the list of activities, `writing sentences', ̀ filling worksheets', 
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`copying new characters', are all writing activities with subtle differences. Although 

efforts had been made to choose the most appropriate wording in English, it is in 

effect most obvious when the Chinese terms are present alongside the item. The 

translation helps to ensure that respondents understand the meanings of items and 

questions in the same way as the questionnaire designer. 

For the sake of confidentiality, the teachers were not asked to provide names and 

addresses. However, an extra column was created at the end of the teacher 

questionnaire asking teachers who are willing to participate in interviews at a later 

stage to give out their contact name and addresses. 

Student questionnaire 

The second questionnaire in this study was for students in Chinese schools. The 

main part of the questionnaire is the Strategy Inventory for Language Learning 

(SILL) Version 5.1 (for English speakers learning a new language) developed by R. 

Oxford (1990). Literature regarding learning strategies and the use of SILL is 

examined in Chapter 3. As the use of SILL was a small part of the data collection 

procedure, no attempt was made to adapt the inventory. Permission to use the 

inventory was sought and gained from Oxford by e-mail communication. The 

author requested a copy of the result to be forward to her and I intend to do so. 

The SILL employs a Likert-like scale to ascertain student perceptions of their 

strategy use (1 = very low use, 5= high use). Students scored on the answer sheets 
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to indicate individual strategy use within Oxford's 6 categories: 3 of them are direct 

strategies (memory, cognitive, and compensation) and the others are indirect 

strategies (metacognitive, social, and affective). To cater for the need of the 

students in this study, a separate ̀background questionnaire' was created asking for 

the students' basic information about gender, age, as well as the extent of contact 

the students experienced regarding the Chinese language and culture. A large part 

of the background questionnaire was devoted to exploring students' language use 

as these experiences may have an effect on the strategies and attitudes of the 

subjects on their learning of Chinese. A copy of the student questionnaire is in 

Appendix D. 

5.2.1 Distributing Questionnaires 

In order to gather information relevant to the research and to make sure the 

wording of the questionnaires can be understood by all respondents, it is crucial for 

the questionnaire design to go through draft and piloting stages (Bell 1993; Munn 

& Dreyer 1995). The information gathered from the pilot questionnaires enabled me 

then to focus on interesting themes and to draw up further questions to follow up 

with teachers, with students, and with other interested parties. 

At the end of the first year in this research, a questionnaire with open-ended 

questions for teachers was designed for this purpose and informally tried with 4 

teachers at Tang School to determine that the questions and instructions were clear 

and readily understood. The information gathered was used as the basis for the 
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present questionnaire. Nine university students from Mainland China, Hong Kong, 

and Taiwan were asked by the researcher to pilot the questionnaire. None of them 

were included in the main part of the study. The nine students were chosen because 

of their different background (country of origin, area of professions) and their level 

of education (above high school certificate). As university students were often 

targeted for recruitment for Chinese schools, it was my hope that the respondents in 

the pilot would be able to view the questions in a similar way to the Chinese 

teachers. The questionnaires together with the evaluation forms (which were given 

to the respondents to comment on the wordings and the presentation of the 

questions) were collected and the data were used to make the alterations for the 

second version of the questionnaire which was given out to 4 teachers who had 

experience in teaching Chinese in the UK. The questionnaires were sent out in the 

spring term, 1997, and returned for analysis. Further revisions were made to refine 

the final questionnaire before being sent out to teachers at Chinese schools. 

Two copies of teacher questionnaires were sent by post to each of the 95 listed 

Chinese schools around the UK (addresses of which were obtained from the lists 

provided by UK Federation of Chinese schools (UKFCS) and You (1996)). As the 

return rate for the questionnaires was not high initially, a reminder was sent to the 

schools which had not replied within two months. With the reminder, there was a 

request for the schools to send back a reply slip indicating if either they did not wish 

to participate or the school did not receive the questionnaire sent to them originally. 

Apart from 2 packages being returned due to the wrong address, eventually, 52 
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schools responded. Most of the schools only returned one of two questionnaires 

included in the package. A total of 7 schools declined to participate because they 

`had no personnel to respond to the questionnaire', `the school is too small', or `not 

interested'. In total, 63 teachers had answered the questionnaire, 15 of the 63 

teachers agreed to further interview, and 14 of the 63 teachers indicated they would 

like to involve their students for further research (the ethical issue involved in such 

practice is discussed in Chapter 4 (4.3)). 

Teachers (14 in total) who indicated their willingness to involve their students were 

sent a copy of the student questionnaire as well as a letter to explain the aim and the 

usage of the questionnaire. It was recommended to the teachers in the letter that 

they make copies of the inventories or write back and ask for copies to be sent to 

them by the researcher. As the researcher was not able to administer the 

questionnaires to the students herself, it is possible that the procedures the teachers 

adopted were slightly different from those listed in the instruction and questions of 

how the questionnaire was used may arise. It was possible that students may be 

disrupted when filling in the questionnaires, or they may discuss the questions and 

therefore influence each other's answers. There was also possibility that students 

may not look at the questions carefully and only score each answer with any 

number. In order to monitor the use of the student questionnaire, the students (aged 

between 13 to 22) were encouraged to record the time they started answering the 

questionnaire and the time they completed it in the space provided at the top and 

the bottom of the answer sheet. Generally, it took around 15 minutes to carefully 
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complete the questionnaire. It was decided that if the time frame recorded by the 

students was much longer or shorter than the average, the answer sheets would be 

treated with extreme caution. Most of the teachers participating in this part of the 

study reported that they had used some of their class time for their students to fill in 

the inventory to prevent the students losing the papers. This had also an indirect 

effect of ensuring the students focused on answering the questionnaire due to the 

presence of their teachers. 

In total, 97 student questionnaires were sent out to the 14 teachers participating in 

this part of the study, and 82 questionnaires were returned. However, there was one 

questionnaire which was answered incompletely and had to be discarded. 

With the awareness that closed questionnaires may lead to generalised and 

stereotyped answers, the researcher asked respondents to comment on the 

questionnaire during interviews. A detailed description of the interviews will be 

covered in the next section (5.3). Furthermore, in educational, linguistic or social 

science research it is important to recognise that the respondents may have 

particular attitudes towards the type of style of research method used which may 

affect their responses. 

5.2.2 Analysis Data from Questionnaires 

This sub-section describes the tools used for the analysis of the data from both the 

teacher and the student questionnaires. The quantitative analysis here only deals 
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with the issues related to the culture of learning in the UK Chinese classrooms. 

Analyses on other aspects using the data set cannot be carried out here because the 

focus of this research is on the perceptions, expectations of the teachers of Chinese 

schools in the UK. Further research could, however, be carried out on the present 

data if time and finance permitted. Results from the analysis are discussed more 

thoroughly in the next chapter. In this sub-section, the discussion is on the 

procedure of analysing the questionnaire data. 

The questionnaire data were processed by Statistical Package for the Social 

Sciences (SPSS). There were two stages of analysis. The first stage of the analysis 

included calculating means and basic statistics of variables. The results were 

compared and contrasted to show interesting patterns in the students' strategy use. 

Insightful results were also obtained from both the students' and the teachers' 

questionnaires. Detailed results are discussed in Part III. 

The second stage of the analysis used Factor analysis to pull together items in the 

teacher questionnaire that co-related with each other. Factor analysis is a statistical 

technique used to build up an acceptable taxonomy by which to classify an 

interaction sequence on the basis of empirically quantifiable characteristics. As 

described in the beginning of this section, the teachers in this study were asked to 

rate a series of classroom activities according to their own use in their class from a 

list drawn from literature review and pilot studies. Factor analysis is chosen to be 

used in this study to reduce the large set of variables (28 items in total) with a small 
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and easily understood number of factors. The technique is particularly useful for the 

research as its nature is clearly described by Cohen and Manion (1994) in the 

following statement. 

[Factor analysis] is a way of determining the nature of underlying 
patterns among a large number of variables. It is particularly 
appropriate in research where investigators aim to impose an 
`orderly simplification' upon a number of interrelated measures. 

(p. 330) 

The findings from both questionnaires were used to compare and contrast with data 

gathered in this study using other research method, that is, interviews and classroom 

observations. The following section looks at the second data collection method - 

the interviews. 

5.3 INTERVIEW DESIGN AND METHOD OF ANALYSIS 

The purpose of carrying out interviews in this case is to clarify some of teachers' 

concepts reflected in the returned questionnaires. It also provided an opportunity to 

express ideas and to point out angles that may have been overlooked by the 

researcher. The interview type used was a semi-structured one with open questions, 

to contrast with the mainly closed question style in the teacher questionnaire (in 

fact, many open-ended questions in the questionnaires had been left blank). A copy 

of the teacher interview schedule is in Appendix E. The interview questions to the 

teachers focus on: 

9 attitudes/expectations of Chinese teachers towards their students, 
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" the Chinese teachers' understanding of their roles and relationships of the 

time they spend in UK Chinese schools, and 

" difference, difficulties or problems the teachers encountered and possible 

reasons for them. 

A series of questions for students was developed following a few interviews with 

teachers. It is the interest of this study to gain a full picture of the culture of 

learning in these UK Chinese schools. Hence, it is reasonable to believe that the 

students' perspective will provide insightful information in building up such a 

picture. The questions in the student interview schedule (Appendix F) aimed to 

explore: 

" the extent of the students' Chinese language use, and the students' 
learning activities at home, 

" students' views about learning Chinese at UK Chinese school, 

" students' knowledge of Chinese/British culture, society and education, 

" attitudes/expectations of students towards their Chinese/British teachers, 

" the students' understanding of their roles and relationships of the time they 

spend in UK Chinese schools, and 

" difference, difficulties or problems they encountered and possible reasons 

for them. 

In sum, the use of the interview technique is to explore the area which is set out in 

the second broad aim of the study. 
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2. To examine the relationships between culture and learning - cultures (that is, 

British and Chinese cultures) that teachers and learners bring with them into 

their interaction and the culture of learning in the UK Chinese classes. 

There are two main features in these interviews. The first is that the interview is 

semi-structured rather than completely open. The intention was to let the 

participants say anything unexpressed in the questionnaire, especially about their 

feelings, attitudes, experiences, evaluations of different aspects regarding the 

teaching in Chinese schools. The second feature is that the interview became a 

resource for suggestions. Interviewees naturally provided some suggestions to 

problems posed or sought advice and suggestions to problems which concerned 

them. This was another kind of two-way communication. Many interviewees 

expressed a wish for more opportunity for this kind of discussion. 

5.3.1 Carrying out Interviews 

Interviews with teachers were arranged as soon as the questionnaires began to be 

returned and were carried out at the same time as I was trying to trace back the 

other questionnaires. Appointments with teachers were made by phone to meet at 

either the Chinese schools at which they were teaching, at their homes or sometimes 

at mutual meeting places near to the city where the teachers were. The interviews 

lasted between 30 to 90 minutes. One of the reasons for some of the interviews 

being longer than average was that the teachers seemed keen to emphasise their 

points in great detail. One teacher stated explicitly that the interview was a good 
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opportunity for him to express his concerns about teaching the Chinese language in 

the UK Chinese schools. Both the researcher and the interviewee tried to limit the 

disturbance during the course of the interview. However, in some cases, some 

interruption (e. g. by the participants' family members) could not be avoided. 

All interviews with students were carried out at their Chinese schools. The age of 

the students interviewed was not limited, unlike those who answered the 

questionnaires (students aged between 13 to 22). The student interviewees covered 

a wide range of age from 6 to 18 and were selected by the teachers who 

`volunteered' to involve their students (only in one occasion the headteacher asked 

the teacher to `select a couple of students for interviewing'). Although there was an 

ethical issue involved, it seemed natural for the teachers to do so and the students 

did not show any sign of objection. In fact, it appears that this is part of the culture 

of learning in the Chinese classrooms. Furthermore, the authoritarian positions the 

Chinese teachers took in their classrooms may have reflected the way the students 

responded to the researcher in the interviews. Chinese students interviewed in this 

study seemed to regard the researcher as having the role of a teacher or a teacher 

assistant. I shall return to discuss this point in Chapter 7. 

The questions used in the interviews with the students were fewer and shorter 

concentrating on two areas: the students' experiences of learning Chinese at 

Chinese schools and their views on learning the Chinese language. Some interviews 
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were carried out one to one with the students, but in many cases, with two or three 

students at a time. Each student interview lasted between 20 to 40 minutes. 

Group interview as a research tool has been found to be popular in educational 

research. Cohen et a!. (2000) summarise from a review of the writings on the use of 

group interviews (Simons 1982; Watts & Ebbutt 1987; Lewis 1992). They list 

several advantages of the technique, such as the potential for yielding a wide range 

of response, timesaving and preventing disruption, and less intimidating for child 

interviewees. Many of these advantages were considerations for choosing this 

technique as a method of data collection in this study. For example, Lewis' 

investigation (1992) on primary-aged children and Watt & Ebbutt's work (1987) 

with first-year sixth-formers both provide insightful discussion on the use of group 

interview with children of similar age range to those participating in the current 

study. As the study aims to explore the culture of learning in the British Chinese 

classrooms, group interviews are advantageous in this study as they `produce 

statements which are in line with group norms to a much greater extent than will 

happen in individual interviews' (Lewis 1992, p. 414). The technique has helped to 

facilitate the interview process. In fact, the students interviewed in groups in this 

research appeared to be more forthcoming with their responses and contributed 

ideas prompted by other students' responses. It was also easier for the teachers to 

manage their class as there was less disruption for students leaving the classrooms 

to be interviewed, and the students were also absent from classwork for only 

relatively short periods. 
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However, some of the disadvantages of using group interview with children listed 

by Cohen et al. (2000) could not be avoided. A few of the issues raised above are 

particularly relevant and observed in the current study. In this study, I observed in 

interviews with the students several of the features noted by Cohen et al. (ibid. ). 

The students were sometimes easily distracted and it was difficult keeping the 

interview relevant. I also noticed that I was seen as an authority figure by many of 

the students I interviewed. On a few occasions, it was not easy to find an 

appropriate way to ask the students' teacher to be away from the children (this may 

due to the shortage of classroom available to be used in the school) and in turn this 

affected the responses from the students. It was also difficult to make sure that the 

responses elicited from the students were genuine rather than simply responses to 

the interview situation. Finally, keeping the students to the point, preventing the 

students becoming destructive of each other's views, and the problem that some of 

the students dominated the conversation often occured during the course of the 

interviews in this study. 

The use of the group interview is not meant to replace individual interviewing. In 

some cases, particular negative points of view, which may not be as extreme if the 

subject was interviewed individually, may derive as a result of group dynamic. For 

instance, in Watts & Ebbutt's study (1987) of the first-year sixth-formers for their 

view on science education in their secondary schools, one of the interview sessions 

became in the authors' term, a `moan session' (p. 32). There were occasions during 

the group interview sessions in this study that the conversations with the students 
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steered closely in this direction. These occasions may sometimes provide some 

telling issues, but were controlled as to the length of time spending on discussing 

the issue so the interview would not be dragged on for too long. 

However, this study does include individual interviews with the students for two 

reasons. One of the reasons was the circumstance in the classroom situation as I felt 

the need to respect the willingness of the teacher and the students. The other reason 

for employing both individual and group interviews was to take advantage of the 

potential in verifying data across the two sources. 

All the interviews were recorded with the interviewees' permission and analysed 

after each visit. Results from the early stage of the analysis also contributed to fine- 

tuning interview questions for later interviews. The following subsection looks at 

the way the interviews were recorded and transcribed. Issues regarding the analysis 

of interview data are also discussed. 

5.3.2 Recording and Analysis the Interview Data 

A large quantity of interview data provides a problem for analysis. Some data are 

not significant for the purpose of this research. This subsection describes how the 

data in the interviews was recorded and analysed for further discussion. 

There are two stages in analysing the interview data. In the first stage, all interviews 

were taped (with the consent of the participants), and transcribed into the original 
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language in which the interviews took place. In the case of the Chinese interviews, 

transcripts were then translated into English for the purpose of data analysis. During 

the process of analysis, a pattern of certain questions, remarks and ideas emerged, 

revealing the major interests or the discussion focus in the interview. The researcher 

also made use of the factors drawn from the quantitative analysis to compare with 

the emerging themes. These results will be reported in Chapter 6. 

In interview analysis, understanding and interpretation of questions and answers 

given by both the interviewers and their respondents are problems for researchers, 

especially for cross-cultural studies (Pareek & Rao 1980). In the present case, the 

interview questions were explicit but open, allowing respondents to be clear about 

the question and to have space to express and explain their experience or to ask the 

interviewer for clarification. 

The interviews had a conversational quality (especially those with Chinese 

teachers). All respondents knew the interviewer was herself a teacher. By sharing 

relevant experience and information with the teacher interviewees, the researcher 

found them more forthcoming about their experiences. Most of the student 

interviewees appeared happy to talk about their experiences and were not afraid of 

expressing their opinions. However, in two cases where the teachers insisted the 

interviews to be carried out in the same room, two of the older participants showed 

hesitation in answering questions where their answers were related to their teacher's 

style or the content of the lessons. 
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Data was also gathered by using observation techniques to supplement the 

information gathered through questionnaires and interviews with teachers and 

students at Chinese schools, and I discuss this in the next section. 

5.4 OBSERVATIONS 

Generally, there is a distinction between participant and non-participant observation 

defined by the role adopted by the researcher. The typology of participant roles 

developed by Gold (1958) is often cited (Atkinson & Hammersley 1998; Flick 

1998). Gold (ibid. ) distinguishes four types of participant role: the complete 

participant, the participant-as-observer, the observer-as-participant, and the 

complete observer (Flick 1998, p. 137). The distinctions between the different types 

of observation were made taking into account the involvement of the researchers 

and the context being researched. In other words, in the case of `complete 

participant', the researcher is `playing an established participant role in the scene 

studied' (Atkinson & Hammersley 1998, p. 111). 

Two of the roles identified above were employed in this study. The role as a 

`complete participant' was taken by the researcher from the beginning of this study 

and the role of a `complete observer' was taken at the later stage of the study. Both 

roles and the observation procedures are described in detail in the following 

paragraphs. The final subsection looks at the how the data was recorded and issues 

regarding the use of observation as a research tool. 
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Observation as a complete participant 

As I was the class-teacher in one of the Chinese schools, and it was my intention to 

learn more from the teaching experience, I used the opportunity to observe the 

students in my class and noted down significant events in the research diary after 

class. The method of participant observation was used in order to gain more insight 

not only in the classes I taught, but also into the activities in Chinese schools. 

During the time I was teaching at Tang school, I also devoted some of my time to 

help with the administrative side of the school. I was involved in enrolment of the 

students, preparation of teaching materials, social events and even teacher training. 

Such an experience is invaluable as I was able to gain an impressionistic view of not 

only the interactions in the classrooms, but also the running of a Chinese school. 

Observation as a complete observer 

To reduce the possible biased view from observing only one school, I took 

advantage of the invitations from the teachers interviewed to observe classes in their 

schools. In these cases, I adopted a different observation strategy. The other 

observation method used in this study is classroom observation where I acted as a 

`complete observer' in classes I was invited into. The observations concentrated on 

one school term during which time I was able to observe 10 classes in 5 Chinese 

schools. The length of observation in each class varied from 30 minutes to a whole 

3 hours session depending on the tasks carried out in the class. It was my intention 

to be as unobtrusive as possible during these classroom visits as I attempted to 

observe each class as it would be normally. 
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5.4.1 Recording and Using Observation Data 

Simpson and Tuson (1995) identify the strengths of using observation as a data- 

gathering technique. They note that observation can give direct access to social 

interactions, give permanent and systematic records of social interactions, enrich 

and supplement data gathered by other techniques and the techniques are extremely 

varied. Observation was chosen as one of the methods for collecting data in this 

research to take advantages of all the strengths in the technique: to give a fuller 

picture to the research, to help the researcher make sense and take record of the 

context, to enrich the data gathered. I made field notes of my observations. The 

field notes, which also included a record of incidents that occurred in Tang school 

and the casual meetings I had with Chinese community members, was used as part 

of the data for this research. Because I did not want to analyse the fine-tuned 

interaction within the classroom, and I tried to avoid impinging too much on the 

subjects' space, I decided not to use audio or video recording in this study. Data 

was collected by means of note-taking. 

Using observation also has its weaknesses, as Simpson and Tuson (1995) point out. 

These include its high demand on time, effort and resources, and its susceptibility to 

observer bias (p. 18). Furthermore, the presence of the observer can also have an 

impact on the classroom situation. This is often termed as the `observers' paradox' 

or `Hawthorn effect'. The presence of the researcher, noted by Cohen et a1. (2000), 

`influences on the classroom situation as the participants may wish to avoid, 

impress, direct, deny the researcher' (p. 156). They further the argument by stating 
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that in order to reduce the effect, the researchers should carefully and gradually 

negotiate access into the field. Although it was my intention to be as discreet as 

possible while in the classrooms, as I could only be in the classes for one visit it was 

not possible to totally eliminate the effect I had on the classes visited in the study. 

5.5 Summary 

Questionnaire, interview and observation techniques were chosen to collect data in 

this study in order to obtain an in depth understanding of the context and of the 

views and attitudes of the participants. The analysis of the collected data is used to 

achieve both of the broad aims set out for this research. 

1. To explore current practice in UK Chinese schools in order to provide 

contextual information for understanding current issues involved in learning 

Chinese as a community language, especially in the context of Chinese schools 

in the UK. 

2. To examine the relationships between culture and learning - cultures (that is, 

British and Chinese cultures) that teachers and learners bring with them into 

their interaction and the culture of learning in the UK Chinese classes. 

This chapter examined issues concerning data collection in this research. It looked 

at the obstacles encountered during this research, the outcome from the pre- 

fieldwork phase, and the sampling of the research. Discussions on each method 
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used for data collection were also included. The result from the data collection will 

be presented in the next part of the thesis. 
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PART III 

CULTURE OF LEARNING 

OVERVIEW 

In Part III, results of the current study will be presented. As noted in Chapter 5 

(5.1.2), a conceptual framework was developed in the early stage of the study to 

present graphically elements possibly contributing to the study (Fig. 5.1). 1 then, in 

the following stages of the study, proposed an Ecology Model of Learning Cultures 

adopted from Bronfenbrenner's ecology paradigm as a framework to organise 

various themes of the findings from this study (Fig. 3.2). A discussion of 

Bronfenbrenner's ecology model and how it is appropriate to adapt the analogy of 

cognitive development to a framework of cultural development for the current 

study is in Section 3.3. 

As discussed in the previous chapter (5.1), a conceptual framework was developed 

early on in this study to provide direction for collecting the data and relating the 

themes together, as shown in Fig. 5.1. It illustrates possible aspects that may 

contribute to the participants' expectations about the `culture of learning', including 

family background, their experience in the mainstream society including the 

students' British schools, and the teachers' workplace, even their training. To 

complete the whole framework, it is also necessary to take into account the 

influences of British and Chinese cultures which affect the context researched in this 
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study directly from many aspects: the language use, traditions, values and attitudes 

embedded in these cultures. 

To organise the data collected in the study, the Ecology Model of Learning 

Cultures is used as a theoretical framework for the current study. In Chapter 3 

(3.3), 1 have detailed why I find this framework useful and why I decided to apply it 

for this study. The ecology model is based on a four-part hierarchy of systems: 

micro-, meso-, exo- and macro-systems. Briefly, in this study, each micro-system 

can be any of the specific events/interactions that occurs in the research. A meso- 

system consists of interactions between and among two or more micro-systems. An 

exo-system comprises the environment which has an impact on the individuals but 

does not always contain the individuals. The macro-system is the totality of the 

micro-, meso- and exo-systems, and entails the entire realm of developmental 

possibilities. The scope of this study only allowed more detailed exploration on 

micro- and meso-systems level. The data in this study includes interviews with 

teachers and students, observations of classrooms, meetings and conversations with 

parents recorded in the research diary. The data collected in this study was 

organised into three chapters. The following is an outline of these chapters. 

Outline of Part III 

Part III is divided into three chapters. Chapters 6 and 7 examine a number of the 

`micro-systems', including classroom activities, mixed-ability/age groups, students' 

language learning strategies, the role of texts and textbooks, the roles of the 
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teachers and the students, and Chinese schools as a place of learning. For purposes 

of clarity, I decided to divide these micro-systems into two chapters. In Chapter 6,1 

look at classroom activities and the mixed-ability/age groups, as they provide a 

general understanding of the British Chinese classrooms. Chapter 7 then looks at 

other elements that contributed to the development of the `culture of learning' in 

classrooms. It examines how students' language learning strategies, the role of texts 

and textbooks, the relationship between teachers and their students, and the 

different Chinese school settings impact on the learning culture. 

Chapter 8 considers the relationships between meso-systems: the Chinese schools 

and the Chinese families/community. In Chapter 8, influences of the participants' 

family cultures, several language issues, the role Chinese schools played in the 

Chinese communities are discussed. Chapter 8 also looks at the characteristics of 

Chinese school children from different family background. 

Throughout these chapters, I provide extracts from interviews and my observation 

diary which show ongoing activities in the class and my comments of them. In order 

to exemplify what is going on in the classrooms, I provide extracts from this diary. 

To help the reader, I have used line numbers in these extracts as the extracts are 

generally longer than the extracts of the interviews. To give some indication of the 

length of these activities, the extracts also give some idea of the time-frame in the 

second column. For example, in Extract I (Chapter 6 (6.1), pp. 159-160), the 

activity the teacher started at 2: 10 (line 2) and this particular activity continues for 8 
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minutes. In the extracts, statements in the participants' own words are underlined. If 

the statements were made in Chinese, a translation is provided in { ). Dates of 

observation are also provided at the end of each extract. This is followed by the 

number for identifying the classroom observed. For example, in Extract 1, the 

classroom observed is L2 which refers to the second class in School L. For the 

interview extracts, the speakers in each dialogue are represented by a letter. The 

student interviewees were identified with the letter followed by their age and 

whether they are male (M) or female (F). The teacher interviewees are only 

represented with a single letter in the interview extracts. Details of the teacher 

interviewees and the letters representing them are in Table 5.1 (Section 5.1.3). 

Words and expressions originally in Chinese, including those in observation notes, 

interviews and questionnaires, are presented in Pinyin and followed by English 

translations to distinguish them from statements originally made in English. A full 

list of transcription conventions is provided in Appendix A. 

The focus of the main part of this study is on achieving the second broad aim stated 

in Chapter 1: 

2. To examine the relationships between culture and learning - cultures (that is, 

British and Chinese cultures) that teachers and learners bring with them into 

their interaction and the culture of learning in the UK Chinese classes. 
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Using the ecology model proposed for the study, it is the interest of this study to 

explore whether micro-systems which constitute the meso-system are in conflict, in 

harmony or are involved in some kind of synergistic relationship. The relationship 

between the systems discussed in Part III will be examined again in Chapter 9 

putting the current study into the wider research context. 
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CHAPTER 6 

THE CHINESE CLASSROOMS: A HOLISTIC VIEW 

Chapters 6 and 7 look at mainly features present in Chinese classrooms and Chinese 

schools. From the aspect of the ecology model, these are micro-systems that are at 

the centre of the model. In this chapter, aspects are examined which are most 

closely related to the participants, the teachers and the students in classrooms. The 

first section provides a holistic picture of the activities which took place and how 

they happen within the lesson context in the Chinese classrooms observed. In 

Section 6.2, classroom activities are discussed in more detail with a comparison and 

contrast with the results from the teacher's questionnaire. The final section looks at 

the situation of having hugely mixed-ability/age groups in the Chinese schools and 

its effect on the classroom activities. 

6.1 A DAY IN CHINESE CLASSROOMS 

In order to provide a holistic picture of the range of classroom activities in the 

British Chinese classrooms, 1 start this chapter with a section which describes in 

general activities observed in the Chinese schools studied. In this section, I draw 

predominantly on my observations in three classrooms (L2, QI and Q2) in two 

different schools (School L and School Q). Extracts were selected as they 

represented different work sessions in the timetable of the Chinese schools: the start 
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of the school day, a session after break, a session which include the end of the 

school day. Classes in the Chinese schools I observed were normally in two 50- 

minute-to-an-hour sessions, which was also the basic unit for my observation. The 

lessons described below were conducted in Chinese. The first session was beginning 

at the start of the day in School L, Class Ll. The following two classes were in 

School Q. They each represent the session after a break (Class Q1) and before the 

end of the school day (Class Q 2). However, I also bring in observations from other 

classrooms. 

The first session described here took place in one of the schools in the Greater 

London area. The class had nine students on that day. According to my observation, 

there were students of mixed-age (from about 9 to 15) in this class. As the 

observation progressed, it became apparent that the students were also a mixed- 

ability group. The observation started at the beginning of the particular school day. 

According to the teacher, one or two students were absent from the previous 

lesson, a common occurrence. There were some parents sitting in silence in the 

corner of the classroom. They did not participate in any of the classroom activities. 

Extract I 
Teacher wait for the class to quieten down. 

2: 10 Teacher (T) asked the students to read out the rhyme 
they learned in the previous week. 
Rhyming continues. The students were paired to 
recite the rhyme at the same time clapping with their 

6 neighbour according to the rhythm. 
2: 18 T: Those who came last week, write these new words 

[teacher pointed to the students what they should 
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write]. Those who didn't come last week, read the 
10 rhyme again. 

Those of the second group started to recite the rhyme. 
The teacher started to distribute new materials. 
T: Those who didn't come, please read more when 

you go home. 
Observation Diary: 03/05/1998, Class: L2 

In this study, I observed that almost all the teachers started their class with a brief 

review of what children had learned in the previous week as there was a long break 

between the lessons every week. Since the time at school was limited already and 

there were often progress delays caused by the students' absence, teaching themes 

were sometimes repeated in the following week or even weeks. Teachers had to 

arrange activities suitable for children who had learned the material before and those 

who were learning it for the first time. As I also observed in other classrooms, the 

teaching material was divided to be learned at different levels to overcome this 

problem. In this case, the children were firstly asked to learn to read the rhyme 

fluently at the same time recognising the characters in the rhyme (line 2-6). 

Secondly, children were guided to learn the characters in detail. The teacher 

explained to the students the meaning of each new character, as well as the way the 

characters are written. In this stage, children have to copy the characters down on a 

piece of exercise paper (see Appendix M for an example) and copy the same 

characters a few times. Children will then, at a later stage, be tested to show how 

well they have learned the material. They may be asked to recite the piece to the 

teacher as a group or individually. They may also be asked to write the piece out 

from memory. Some examples of these follow-up activities will be described later in 
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this section. The following observation extract is a continuous description of the 

same lesson in Extract 1. 

Extract 2 
14 2: 28 T: This lesson is: ri `sun, day', yüe ̀ moon, month', shüi 

`water', hüo `fire'. 
[Chinese characters already written on the paper 
chart]. 
T: Can any of you write wüvüe sdnri `the 3rd of 
May'? 

20 One student went to the board to write. 
A second student went forward to write on the board. 

2: 29 T write on the board the four characters, and asked the 
students to `look carefully' when she does strokes. 

2: 31 One child went on the board to write. T asked others 
25 to watch. 

2: 33 One child plays around with his things, T asked him to 
stop. 
T: What other characters contain ri, yüe, shüi, hüo as 
radicals? 

30 Students volunteered some answers such as he `river', 
häi `sea'. 

2: 35 T wrote the characters suggested on the board slowly. 
2: 38 T asked students to make phrases. 

Examples such as xiaohe `little river' and hdibian 
35 `seaside' were suggested by the students. 

2: 40 T wrote associated words on the board, and talked to 
the students in Mandarin of how words should related 
to each other [as they share the semantic radical]. 
Students were listening, 

... 
Observation Diary: 03/05/1998, Class: L2 

In this instance, new characters were introduced to the students. In lines 14-15, the 

focus of the lesson as stated by the teacher was to introduce 4 new characters: "ri 

`sun, day', yüe `moon, month', shüi `water', hüo `fire"'. These characters are all 

pictographs and they are basic radicals for many Chinese characters and often used 

on their own in daily activities. The teacher helped the students to put the newly 

learned characters in context by asking the students to use them. In line 17, the 

request for the students to write wüyüe sänri `the 3rd of May' was an opportunity 
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for the students to use the character "ri `sun, day' and yüe `moon, month' together 

with the numbers which the students had already learned. 

In order to provide variety to the classrooms, students were introduced to a 

different text, asked to look at different lessons in the classroom or to have a game, 

to do other writing or speaking activities. This is one of the points that was stressed 

by a number of teachers as of great importance in their choice of classroom 

activities. 

In this case, after students doing individual work for some time, the teacher asked 

them to put away what they were doing, and started a new session which aimed to 

introduce four Chinese radicals. This is an activity particularly relevant to the nature 

of the Chinese characters (discussed in Chapter 2). As there is a high priority in 

literacy, sessions such as this were observed very often. After the students were 

introduced to the new characters, the teacher asked them to experiment using the 

newly learned characters: copy them down, make associations, compound them - 

make new words and phrases using the new and some old characters, make 

sentences and so forth. This kind of practice was also observed in this class as 

below. 

Extract 3 
38 2: 41 T: Let's make somejüzi `sentences'. 

Student C: What isjüzi `a sentence'? 
T: Put the new words into the sentence you want to 

41 say. 
Students then tried to make sentences and say them 
out loudly for the whole class to hear. 
[For example, Women qü hdibian wänr. `we went to 
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seaside to play. ' was a sentence suggested by one of 
46 the students. ] 

2: 48 Teacher asked children to repeat after her, read out loud 
from a sheet of paper twice. [The paper contains a text 

49 of about 10 lines using characters related to the topic 
of `sun, moon, water and fire'. ] 

51 2: 51 T: Listen carefully, we are going to have a tingxie 
`dictation' later. 
T then called out a few names. 
T [to the above students]: You'll have to memorise 
this and write it out. 

56 T: Others, you'll have to copy this text and do the 
dictation. 
T (to one student): This particular student doesn't 
understand what we are sayingyouu have to do your 
best according to Your ability. 

... (seat work) 
Observation Diary: 03/05/1998, Class: L2 

The introduction of the new characters/words was followed by the introduction of a 

new piece of text to be studied. This is a practice I observed across different 

classrooms. In this case, a text written by the teacher was photocopied and 

distributed to each student. The teachers then introduced a piece of text by reading 

it out once or twice themselves to provide students time to annotate characters with 

appropriate sounds. This was followed by the whole class reading the text out loud 

after the teacher. Then the class read out aloud without the teacher. This was 

followed by students volunteering or being asked by the teacher to read out 

paragraphs from the text individually. Again, a series of activities that was aimed to 

accommodate the different mixture of the students were carried out once the text 

had been introduced. In this example, the teacher used tingxie 'dictation' as an 

exercise to evaluate whether the students had learned the new characters/word/text. 

It was done in different degrees. Some students (Group A), supposedly those who 

are most capable in the class, were asked to memorise the whole text and write it 
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out from memory. Some (Group B students) were asked to firstly copy the text and 

were told that they would be tested on items later by tingxie. The teacher seemed to 

demand less from Group B as she stressed to one student in this group that he only 

needed to do his best. 

In fact, all the students in the class took part in the tingxie exercise later. The 

teacher firstly read out 20 items for all the class members to do. After that, she gave 

out more items for Group A students to do and told the rest of the class to "have 

another look at what you did and think more thoroughly". This differential 

treatment to the Group B students provided them more time to answer fewer 

questions than the other group. The students were able to participate in similar 

activities but not feel frustrated by the exercise. The observed session ended after a 

discussion with the students on the items dictated. 

The other two observed classes included here took place in a different school also in 

the Greater London area, and involved children of younger age sharing a big 

teaching space separated only by blackboard and a narrow corridor. In both classes, 

the teachers conducted their teaching mainly in Chinese and only used short English 

instruction to direct those children who seemed completely lost. The first class 

described here has the youngest pupils in the school, having ten students on that 

day, between 6 and 8 years old. As also observed in other Chinese schools, young 

age groups often had more students within the similar age range. Thus, the variation 

between the group members' age and their ability was less obvious. When I started 
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to observe this class, the students had just returned from their break, although some 

had stayed in their seats doing written work in their exercise books. The students 

had just finished learning some new characters and they were copying those 

characters into their exercise books. I will return to this feature of written exercise, 

often referred to as göngke in Section 6.2.3. 

Extract 4 
1 11: 20 T: When you finish [writing], put everything in your 

bag, and go to the other room [story rooml. 
Students moved to the story room - another small 
space in the corner of the classroom. 

11: 25 T lead the students to recite a nursery rhyme about a 
6 fox, a bear and a lion. 

11: 30 T asked the students who had prepared masks [of the 
8 animals] to put them on and to do certain moves as all 

the students recited the rhyme several times more. 
Observation Diary: 02/05/1998, Class: Q1 

In this example, the rhyme and the whole activity was part of the preparation for 

one of the `end-of-term performances'. The students were very familiar with the 

rhyme and their parents had helped them to prepare the masks at home. Some of the 

students in the classroom did not have their masks, so they only recited the rhyme 

together as a group while those with masks formed groups of `foxes', `bears' and 

`lions' to act according to the rhyme. After they rehearsed the act several times, the 

teacher decided to change the activity again. 

Extract 5 
10 11: 33 T: Thank you children. All stand up please. Let's sing 

Chüntian tianai zhenhäo. ̀ The weather is so lovely in 
spring'. 
The whole class sang Chüntian tiangi zhenhdo.... 

Observation Diary: 02/05/1998, Class: Q1 

167 



This kind of activity was also observed in other classrooms. It is not unusual for 

classes with young age children to spend some time singing and acting according to 

nursery rhymes in Chinese schools as these were some of the activities identified by 

the teachers in this study as more suitable for younger children. Frequently used 

activities identified by the teachers are discussed in the next section (6.2). 

While the above group was engaging in singing, I turned to observe the other class 

nearby. The class in the following example was one level (age-wise) above the 

previous one described in the same school. That is, the students were also young - 

about 8 to 10 years old - and the differences of levels between them were not 

obvious, either. There were thirteen students in the class on that day. 

Extract 6 
14 11: 35 Children were reading characters from their own 

textbooks. 
11: 39 T: Put everything in the bag except pencil case. 
11: 40 T: Let's read this. 

[The teacher had written the piece of nursery rhyme - 
Yüeliang he xingxing `Moon and stars' on a flip 

20 chart. ] 
The students repeated after the teacher. 

11: 41 T read through and explain words new to the students. 
11: 42 T read again; children actively joined in loudly when 

there were words they already knew. 
11: 43 All read again together. 

26 11: 44 T asked two students to stand up and read out loud 
individually. 

11: 46 Another student was pointed by T to read. [T gave 
him clues from time to time. ] 
One student put her hand up after this one finished 

31 reading. 
11: 48 T asked the volunteer to read. [The child sat next to 

her read together with her in very low voice almost to 
herself. ] 

11: 50 All read together.... 
Observation Diary: 02/05/1998, Class: Q2 

168 



In this episode, the students were introduced to a nursery rhyme for the first time. 

The teacher did not specifically ask the students to learn the characters or to write 

them. However, she pointed to each character on the board as she read through the 

rhyme in the hope that the students would make association between the sounds and 

the characters and even recognise some of the easier characters that they had 

previously. 

At this point, there were more and more parents arriving at the school waiting to 

take their children home. The parents all stood outside the classroom: some further 

away talking to each other, a few of them were standing close to the classroom's 

big glass windows. A few students looked out to smile at their parents then back to 

participate in the class activity. The teacher may have sensed the change and started 

the following activity which seemed to be her ritual of `final activity'. 

Extract 7 
35 11: 51 T gave back the students their own homework book. 

As she was doing so, those who received their books 
opened them and started to write in their books. 
[The teacher had already written characters in them 
for the students to copy. ] 
T walked around to check students' progress, and 

41 occasionally held the students' hands to show them 
how to do certain strokes. 

11: 53 One student complained that he did not have his book 
and started to talk to other students. The teacher 
promptly gave him a new book while others sat and 

46 wrote in their own books. 
Students sometimes talked to their neighbours in low 

voice [in English]. 
12: 00 There was a school bell outside. Students started to 

tidy up - putting chairs underneath the table. 
51 T: Say "aäijian, X läoshr' before you go. 

{ Say "Goodbye, X Teacher" before you go. ) 
The students said goodbye to the teacher and started to 
leave with their parents. Some still sat in their chairs 
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55 writing waiting for their parents to come to collect 
them. 

Observation Diary: 02/05/1998, Class: Q2 

The writing practice described in Line 36-48 shows another episode often observed 

in the Chinese classrooms during this study. Although not necessarily at the end of 

the class. For example, in Extract 2, similar activity was introduced early on in the 

lesson. In this case, Lines 35-37 show that the students started writing their göngke 

in the exercise book without any instruction from the teacher. As the children are 

still quite young, they are not yet expected to write extensively. Most of the 

children I observed in this class were learning to write their own names. Some more 

advanced students were learning to write words that contained yü `rain' radical - 

words such as thunder, electric, and snow. I asked the teacher about what the 

students were writing. She told me that she had written in their books beforehand 

when she had collected items from the students and taken them home to correct. It 

is also an opportunity for the teacher to accommodate an individual student's ability 

and to facilitate their learning. 

Some classes, especially those with older children, included a routine of writing 

compositions [short stories on topics related to the text or topic given by the 

teacher], and other exercise related activities. This is where the variety was evident 

from each teacher. Some teachers asked the students to do written exercises that 

were provided in the form of printed exercise books (Appendix L provides an 

example) or copy certain words that were chosen by the teacher `for ten times'. 

Some teachers invented word games such as Chinese scrabble [for practice of 
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compounding words], Chinese crosswords, or group competitions to write Chinese 

characters on the board. Exercises in traditional Chinese exercise books sometimes 

were also used to add variety to the classroom activity. For example, it was 

observed in a few classes in this study that teachers provided their students with 

word lists or sentences that included jumbled-up words, created by the teachers or 

textbook publishers. Students were asked to make sentences using words from the 

word lists or to rearrange them into sentences. These can be done individually in the 

exercise book although sometimes the students find this particular activity boring. 

Some teachers manage to redesign the exercises into classroom activities and find 

them very useful. 

Apart from spending time in writing practice, most teachers interviewed said that 

they tried to speak Chinese (Cantonese or Mandarin Chinese) to their students for 

the majority of the class time. Students were asked to use Chinese as much as 

possible in the class. Teachers reported that they tried to use English as a last resort. 

According to the teachers in this study, students should learn to speak the Chinese 

language at home and through classroom activities. This may have reflected on their 

classroom practice. During the course of the study, I did not observe any occasion 

in which students practised conversations in Chinese the way one may expect to 

observe in foreign language classrooms, that is, conversing about specific topics. 

Practice of dialogues was observed only when the texts come in the form of drama 

scripts then the class members were asked to recite them taking the parts of the 

characters in the texts. It may be due to the fact that because the students were 
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already spending a lot of time listening to the teachers, and reading out loud the 

texts themselves, the teachers do not see much need for separate speaking and 

listening activities. In the above case where the text studied was in the form of a 

drama script, some of the teacher interviewees noted that they would take 

advantage of it and ask the students to act it out to provide variety to the classroom 

activities if the time allows. Many of the teachers also stated at they frequently 

combined such an activity with the preparation for the `end of term performance' 

required by their schools. 

In the above discussion, I have attempted to present a holistic picture of what it is 

like in Chinese classrooms. The three cases showed a series of activities in the 

Chinese classrooms observed a number of times in the study. These include review 

work from the previous week, the introduction of new learning materials (new 

characters, sentences), assigning individual work (memorising, writing exercises), 

carrying out tingxie `dictation', distribute göngke, practising drama, and singing 

songs. The observations also included traditional practices of starting and ending a 

lesson such as rearranging/tidying up the classrooms and paying courtesy to the 

teachers (lines 49-54). 

In an educational setting, teachers may feel that it is necessary to set up routines in 

the classroom. However, when the routines became too rigid, it can sometimes lead 

to boredom. In one interview, the students concerned identified that the thing they 
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feel bored with is the `class routine' and not any particular classroom activity. The 

following is a description of their class routine. 

A: Because every time it's the same thing .. over and over again .. 

A: For example, the first lesson.. would be reading texts [from the 
textbook]. 

V: Reading texts. 
A: The second lesson 

.. 
is also discussion. Then the third lesson, 

would be writing compositions [in Chinese]. 
(A 14, V 14, M) 

The two interviewees reported that the situation was worse than it would have been 

as they had to share the teachers with a group of students whose language ability 

are different. And the fact that sometimes they had to go through exactly the same 

routine several times before a piece of text could eventually be thoroughly discussed 

with them. Many students and teachers I met during the period of research reported 

a similar situation of highly mixed ability group. These two girls' situation was not 

unique. 

So far in this section, general classroom activities have been illustrated using mainly 

the observation notes to present a holistic picture. The following section looks at 

some of the activities described above in more detail. 

6.2 CLASSROOM ACTIVITIES 

This section looks at activities in the Chinese classrooms in more detail. Results 

from the teacher's questionnaire are discussed first in order to examine the teachers' 

views of classroom activities systematically. As described in Chapter 5 (5.2), the 
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teachers in this study were asked to rate a list of 28 classroom activities according 

to the frequency that they are applied in their classrooms. Factor analysis is used to 

examine the interrelationships among these variables. The results of factor analysis 

in this study identified three main categories from the activities rated by the 

teachers, namely, for ease of discussion, everyday activities, interactive activities 

and traditional language classroom activities. Classroom activities in each of the 

three groups are then discussed in the three subsequent sub-sections. The final part 

of this section looks at one activity that does not particular co-relate with any of the 

three groups of activities discussed, yet the activity is often observed in classrooms 

and mentioned by the participants interviewed: tests. 

Teachers in this study were asked to rate frequencies of activities they used in their 

classrooms in the teacher's questionnaire (Appendix Q. Responses from these were 

then analysed using Factor analysis. The technique of factor analysis is employed for 

the study to take advantage of the technique and to reduce the size of the original 

data set. As explained by Kim & Mueller (1994), factor analysis ̀refers to a variety 

of statistical techniques whose common objective is to represent a set of variables in 

terms of a smaller number of hypothetical variables' (p. 3). There are 28 items of 

activities in the questionnaire. 22 of the 28 items fell into three sub-scales, as shown 

in Table 6.1. 
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Scale-1. Learning through everyday activities 
Item no. 

ITEM 
CORELATION 

23 Listen to Chinese songs . 6197 
5 Listen to stories . 6075 

21 Drawing pictures . 6055 
4 Reading Chinese books other than textbooks . 5081 
24 Singing songs . 5059 
28 Using word cards with pictures and characters (flash . 4650 

cards) 
27 Solving problems . 4263 
6 Listen to tapes . 3932 

Scale reliability 0.8033 

Scale-2. Interactive activities ITEM 
Item no. CORELATION 
9 Group work . 7612 
8 Pair work . 

6802 
17 Role play . 

5730 
26 Playing language games . 

5442 
Scale reliability 0.8161 

Scale-3. Traditional language learning activities 
Item no. 

ITEM 
CORELATION 

13 Writing letters . 6196 
16 Translation . 5739 
2 Listen to you [the teacher] . 5676 
14 Writing stories . 

5649 
12 Writing sentences . 

5619 
22 Learning language patterns . 5333 
11 Speaking Chinese to others . 4676 
25 Reading poems . 4602 
1 Using supplementary materials created by the teacher . 4235 
10 Speak to you in Chinese . 3613 

Scale reliability 0.8251 

Table 6.1 Results of factor analysis from the teacher questionnaire. 

Alpha for internal reliability for the total 28 items was 0.87. There are 6 items which 

are apparent from the above three sub-scales which indicate that they do not co- 

relate closely to the items listed above into any of the three categories. These items 

are using a textbook (item 3), watching videos (item 7), filling worksheets (item 
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15), copying new characters (item 18), using computers (item 19) and tests (item 

20). The following brief discussion of information from other sources in this study 

may give some indication to the cause of this non-correlation. 

Use of other resources, such as computers, videos, cassettes and over-head 

projectors was reported and rarely observed to be as most Chinese schools could 

not afford them. Thus, all but one teacher responded to variables related to the use 

of such resources were the same (I = Never). However, it is worth noting that 

when the resources were reported to be available, they were also reported to be 

immensely popular with the students. Teachers found that it was easy to 

communicate with their students with the help of the audio-visual aids as these 

activities could also provide variety in the classrooms. The other four activities that 

were found to be apparent from the above sub-scales are using textbook, filling 

worksheets, copying new characters, and tests. I found that in this study, these four 

activities were present in all of the Chinese classrooms I visited and reported to be 

used by the teachers ̀ all the time'. This may be a reason why they do not co-relate 

with other particular activities in the sub-scales. These elements will be discussed in 

later sections (Section 6.2.4 and Section 7.2). The immediate discussion, however, 

focuses on the activities identified in the three main categories. 

The groups of activities from the most (rated 5) to the least (rated 1) frequently 

used are traditional language classroom activities (3.63), interactive activities 
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(2.61), and learning through everyday activities (2.46). The result is shown in Fig. 

6.1. 

Fig. 6.1 Activities used by teachers in the classrooms 
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Alpha for the 22 items, excluding those apparent from the sub-scales, for the three 

sub-scales was 0.88. The subsequent three sub-sections look at each group of 

activities accordingly. The final part of this section focuses the discussion on the use 

of tests and tingxie `dictation' in the classrooms. 

6.2.1 Everyday Activities 

As noted earlier, out of the three sub-scales, ̀learning through everyday activities' 

was the one rated to be used the least frequent. The scale was given its name 

because the variables explained by the factor are those activities that are common 

everyday activities. The sub-scale includes 8 activities. 
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Listening to Chinese songs 
Listening to stories 
Drawing pictures 
Reading Chinese books other than textbooks 
Singing songs 
Using word cards with pictures and characters (flash cards) 
Solving problems 
Listening to tapes 

As noted in Section 6.1, some of the teachers in this study suggested that they did 

not feel the need to provide their students with extra help for listening and speaking 

as one teacher expressed the view that "the family should be the place to provide 

the environment". This was one assumption that may have serious consequences in 

the classrooms. In other cases, the teachers reported that they tried to incorporate 

listening and speaking activities into the classroom by using listening comprehension 

test-material for GCSE Chinese. The difference may be due to individual differences 

between the teachers, their background of learning, teaching and training. 

A few of the teachers in this study expressed to me their view that some of the 

activities in this category seemed to them more suitable for children of younger age. 

Teachers expressed their concerns that some of their teenage students might feel 

embarrassed if they were asked to sing songs or draw pictures in the class. This is 

reflected in Fig. 6.2. 
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Fig. 6.2 Students' age and the classroom activities 
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Although the differences are not statistically significant, the result shows that the 

teachers with teenage students generally rated lower use of this group of activities 

(everyday activities) as there were certain expectations from the teachers for the 

students' family to provide support in strengthening this group of activities, whilst 

teachers with the other two groups of students reported more frequent use of the 

activities. 

On several occasions during my study, I observed the activities in this scale being 

used when the students were preparing for public performances which were often 

arranged to take place once a year at the end of a term. The following paragraphs 
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look at this particular event and how the activities were combined for use in the 

classrooms when preparing for a performance. 

Performance 

One of the traditional practices in a Chinese educational setting is to present 

students' achievement by public display once or twice a year. Almost all the 

teachers interviewed in the study mentioned that there was such an event on an 

open day, normally arranged at the end of one of the school terms or at time which 

coincided with major Chinese festivals. The performance normally involved 

students' drama act, recitation of Chinese poems or nursery rhymes, performance of 

Chinese songs and Chinese musical instruments and other cultural activities. 

The preparation of performance involved several 'everyday activities'. For example, 

Section 6.1 described how the group of children rehearsed the drama they prepared 

for the performance. Before that stage, the students had heard the story which they 

were acting from their teachers and prepared animal masks with help of their 

parents. 

Several teachers interviewed stated that it was a good opportunity for their students 

to practise speaking. In due process, the students also learn to appreciate the piece 

of text chosen by the teacher or even learn "the way to read poems". The following 

is an extract from my observation notes of one class preparing for a performance in 

the following week at the Chinese school. There were thirteen students in the class, 
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mainly teenagers: most of whom speaking and understanding Mandarin Chinese 

well. The teacher spoke to the students in Chinese all the time. 

Extract 
1 2: 49 T: zhe shi yi shöu shige. xa xinggi wömenbän de 

iiti liemü. 

{This is a poem [contemporary]. It's our class' 
programme for next week's group performance. ) 

T then explained the marks on the photocopied text 
6 and appointed students who would be reading those 

lines. 
T: women bd zhe vidüan nian yibian. Rängdäjia bä 

b4 renshi de zi xie vixia. 
{Let's read this paragraph once. Everyone writes 

11 down those words that you don't know. ) 
T played the tape recorder. 

2: 53 T: bü renshi de zi gänküai bä zi zhüshänM. 
{Note down those words you don't know 
quickly. } 

16 There were some disputes between students. T asked 
them to quiet down. 
T: xianzäi women däiia / nkäi iiaose. 

{Now, let's separate our parts. } 

... [The class then divided to smaller groups each 
21 practise different parts. Some students were 

preparing for individual performance of singing and 
23 other programmes. ] 

After spending some time with individual groups, T 
came back to the main group and helped them with 

26 the recitation of the poem. 
3: 50 T: hdo, shine. 

{OK, the poem. ) 
The students were still chatting, T signal them to 
quite down. 

31 T: gänRcäi da/ja jiede bütäihdo. Shige yäoyöu 
shige de yüdiao. 
(Just now, the link was not done too well. Poems 
should [be read] with poetic tunes. ) 

The students started again. 
36 T went on to stress to students while they recite the 

poem at places where and how the poem needed to 
be emphasised.. 

Observation Diary: 16/07/1998, Class L6 
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On this occasion, the students were introduced to a piece of literature rather than 

another text from their textbook. In order to demonstrate the point made that 

poems should be read differently (Lines 31-32), the teacher played a tape-recording 

of a recitation of the poem the students were practising later in the lesson. 

There were, however, conflicting points of view expressed by the teachers and the 

students about the event in the interviews. On one hand, teachers reported that they 

viewed the performances as important and one of the ways to demonstrate to 

parents and committee members their effort of helping the students to learn. On the 

other hand, the students expressed their views in the interviews that performances 

sometimes caused them huge embarrassment and they did not always enjoy them. 

6.2.2 Interactive Activities 

`Interactive activities' included the following four different variables from the 

teacher questionnaire. 

Group work 
Pair work 
Role play 
Language games 

The name was given to the scale because it contains activities commonly observed 

in (language) classrooms and they require interactive involvement of the students. 

In the Chinese classrooms in this study, these activities shared another feature, they 

were not applied very frequently in classrooms. This group of activities was 
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reported by the teachers during interviews as used less frequently for the reasons 

that they generally took up more of their time and made the management of the 

classroom more difficult than other activities. 

It seemed that teachers' background training also affected their choice of activities 

in their classrooms. Significantly (sig. = 0.006), more teachers with some teacher 

training chose to use this group of activities. Graphs of the results are in Fig. 6.3. 

Fig. 6.3 Teacher training and classroom activities 
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Many of the students interviewed compared their experience of Chinese learning 

with their experience in learning German, French or other languages in mainstream 

schools and expressed the view that there was little interaction between the students 
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in their Chinese classrooms. For example, one boy compared the Chinese lessons 

with the French learning at his British school. 

S: II .. I can only compare it to French. 
W: Uhm.. 
S: Well.. French is more practising on the speech ... 
W: Right.. 
S: And listening, but we mainly do reading and writing here. 
[The conversation then went on to explore the difference in 

teaching style. ] 
(M 17, C) 

As already noted in Chapter 2, the teaching of literacy has a strong position in the 

teaching of the Chinese language. The majority of the teachers interviewed 

expressed the view that it is their duty to help the children learn Chinese language. 

This was not surprisingly often linked to the learning of `recognising characters' and 

sometimes `writing characters'. Some teachers pointed out that it was also 

important for them to teach speaking and listening in the classroom. The importance 

of enabling the students to communicate in Chinese was stressed by several 

teachers. For example, Teacher Y made the following statement. 

Y: Oh, the main duty is to teach them ... well, mainly the use. the 
use of Chinese, Cantonese in this case. So that, they can 
communicate with /// Cantonese-speaking people. That's the 
main thing. But.. 

W: So you want them to be able to speak.. 
Y: Yah, that's the main thing, and in fact, .. apart from doing this, 

the teaching material I choose, uh. Would be.. The main thing 
is to . uh (. ) make them aware of the importance of Chinese so 
that they can use it to communicate with Cantonese speaking 
people, in particular, their parents. 

However, the teaching of speaking and listening observed in this study was mostly 

carried out by reading out loud the texts from the textbooks (by teachers and the 

students in turns) and by listening to the teachers' speech. There were few 
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incidences when the students were encouraged to engage in conversational-type 

activities. 

As stated at the beginning of this section, activities in the group are common in 

classrooms but were used less frequently in the Chinese classrooms. Nevertheless, 

in this study, students were observed to be working in pairs or small groups 

dependent on the ability of the students and the nature of the task. They are 

described in more detail within the classroom setting in Section 6.3. 

During the research period, I observed participants in the Chinese classrooms 

carrying out role play only a few times and they were mainly in preparation for the 

`performance' which has been discussed previously. The following discussion 

focuses on the kind of language games played in the Chinese classrooms. 

Language games 

Exercises in traditional Chinese exercise books were often used to provide variety 

to the classroom activity. For example, it was common to see word lists or 

sentences that have words but not in the correct word order. This requires students 

to make sentences using words from the word lists or to rearrange the sentences to 

make sense. These could be done individually in the exercise book although 

students sometimes found such a task boring. Some teachers managed to redesign 

the exercises into word games such as Chinese scrabble, Chinese cross words, 
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group competitions to write Chinese characters on the board, and found more 

positive student response these activities. 

For instance, a group of children felt strongly the impact of changes in their 

classroom activity as a result of changing their classroom teacher. The previous 

teacher was described as `more fun', `less forceful'. From the children's 

descriptions, I am able to gather that the previous class teacher used to play games 

with the children. He asked students to rearrange mixed-up sentences, played 

`Chinese scrabble' and other word games with students. While the new teacher 

relied more on the school textbooks and most of the time followed the routine 

similar to the one described in the first case in Section 6.1. The differences may be 

due to teachers' own style as well as their experience. 

In this case, the fact that the children volunteered the above information shows that 

the different styles between the present teacher and the previous teacher is a matter 

of interest to them. On the one hand, the children are expressing that the typical 

way of learning the lesson in a Chinese school is sometimes ̀ boring'. And they 

prefer it when the teachers are more imaginative. On the other hand, the same 

group of children also have mixed feelings about whether or not to work hard in the 

class. One of the students (M) in this class admitted during the interview that he 

(and his classmates) "probably learn a lot more now". It is interesting for the 

discussion to turn to look at the group of activities that are categorised as 

traditional language classroom activities. 
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6.2.3 Traditional Language Classroom Activities 

An analysis of the teachers' background information against their choice of activity 

found no particular elements (such as training for the previous group) that would 

distinctively influence teachers' choice in this group of activities. The use of this 

group of activities, however, grew as the students' age group increased, as 

demonstrated in Fig 6.2 (p. 177). The group of students age 15 and older has a 

higher average (3.75) in involving in activities included in this category than those 

students of age 8 and under (3.1). 

This group includes activities such as writing letters, translation, listening to the 

teacher, writing stories, writing sentences, learning language patterns, speaking 

Chinese to others, reading poems, using supplementary materials created by the 

teacher, and speaking to the teacher in Chinese. Many of these activities were 

described in Section 6.1. 

During the course of the study, I realised that there was one traditional language 

classroom activity often carried out in the Chinese classrooms that had not been 

included in the teacher's questionnaire. It was so often observed and mentioned by 

the teachers and the students interviewed, and the following paragraphs will discuss 

this activity in some detail. 
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Göngke 

A strong feature observed in the British Chinese classroom was gongke 

`schoolwork and homework'. As indicated by its translation, the term `göngke' is 

used to refer to both schoolwork and homework in traditional Chinese schools. A 

similar practice was also observed in the British Chinese classrooms. It was pointed 

out by the students as something distinctively different from their British schools. 

The term göngke often refers to the written exercises to be done by the students. 

On many occasions, gong" was given to be done during the class time by the 

students. And as mentioned earlier, when the students did not finish their göngke in 

the class, they were expected to take it home to finish in their own time. Students at 

the British Chinese schools were occasionally (as opposed to `always' for students 

in the Chinese context) given göngke to do at home. In order to do so, children in 

many Chinese classes had two or more `homework books' of their own (for a 

sample page, see Appendix M). These ̀ homework books' are different from those 

exercise books accompanying textbooks described earlier. They are thin notebooks, 

AS size and about 48 pages, with squares instead of only lines. The size of squares 

on a page gets smaller and the number of squares on each page increases depending 

on the student's age. Children do most of their written work in such a notebook. 

For example, for beginning learners of school age, their written task is often 

copying the newly learned characters from the board or the textbooks on top of 

each line and then copying the same characters several times along the line (in the 

case of Appendix M, students would be copying each character ten times). 

188 



Even though most students observed seemed to be familiar with such a practice, it 

must be a very different experience for new students at Chinese schools. In my own 

experience of teaching Chinese to British students, age 16 to 18, in mainstream 

schools, I had several times given different groups of students these sample pages 

and encouraged them to do what they like with the piece of paper. In the period of 

four years, there was only one student who had recently come to the UK from 

Japan to study, who spontaneously started to copy characters taught in the session 

along the line without being asked to do so (although it was not my intention 

either). Other students just treated the sheets the way they liked, such as 

abandoning it altogether, writing several characters in one square, or writing one 

character using several squares. Even students who were British-born with one- 

Chinese parentage had never attempted to use the exercise sheet in the same way. 

The particular meaning of the exercise sheets and göngke appeared to be a 

distinctively different activity of the British Chinese classrooms. 

As students grow older, they might not be asked to copy one single characters as 

many times. Instead, they will be asked to copy phrases or to write compositions 

using the space. The idea of doing göngke might not always be a bad one as some 

students realise that practice helps them improve their learning of Chinese 

characters. 

So far in this section, three categories of activities frequently used by the teachers in 

this study have been discussed. The following sub-section looks at activities 
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apparent from the above three groups but referred to by the teachers and the 

students as tingxie `dictation' and tests. 

6.2.4 Tests 

In the context of the Chinese schools, tests are significant as they reveal a great deal 

about the formal aspect of the curriculum in terms of how it is implemented, how it 

is monitored, and how success is judged and evaluated. The content of tests used in 

the Chinese classrooms also indicates that there is a strong emphasis on literacy at 

the Chinese school. It also reveals the Chinese teachers' ̀ theory of learning', that is, 

the role of memorisation, learning as receiving knowledge from the models 

(teachers, texts and textbooks), learning through one's own mistakes, and learning 

as a modelling process rather than an exploration. Because tests have multiple 

purposes, the teachers in this study may have used tests much of the time without 

focusing on any of the particular aspects. The following paragraphs describe how 

tests were used in the Chinese classrooms by the teachers observed and discuss 

different functions of the activity of testing. 

Although tests and exams are common in all kind of educational institutions, tests 

are regularly taken at Chinese schools in a formal way. In other words, there is class 

time set aside to hold formal tests. During my visits to the Chinese schools, there 

were several occasions when I observed teachers carrying out tests as one of the 

main classroom activities. The main reason for this may be that some of the visits 

were set at a time near the end of the school term. However, it is still interesting to 
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note that many Chinese classes have formal tests as a part of the curriculum despite 

the constant complaints from the teachers on the lack of time for teaching. Thus, 

testing appears to be one of the activities recognised easily by the teachers and the 

students. 

The education system in Chinese-speaking regions has long had the reputation of 

being highly `examination-oriented'. This originated from the historical background 

of Chinese society, where the one and only way to achieve social mobility was by 

passing the different exams set out by the Emperor (Cleverley 1991). This is still the 

case in modern Chinese society. For example, a recent article in a newspaper's 

children's page was titled Käoshi rang wömen geng cöngming {Tests make us 

clever). The article starts by stressing that tests are difficult. It then argues that 

kdoshi shi wei le zengjia women Ai zhishi de jiyi ... {Tests are for increasing our 

memorisation of knowledge ... }. It then goes on to give examples of the advantage 

of having tests and concludes Käoshi ke zengjia women de sikäo nengli, rang 

women geng cöngmfng (Tests can increase our ability to think, make us clever). 

The statement has its potential pitfalls. However, this kind of statement is 

something frequently included in Chinese children's reading materials. 

Testing seemed to be an important part of the curriculum in many of the Chinese 

schools I visited. In one interview, for example, Teacher G, explaining why there 

could not have been more `active' activities, reported that several weeks of his class 
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time had to be set aside for tests and it had reduced the already limited teaching 

time. 

G: Because if you think [of it this way] (. ) Every year, from 
September to just before the Chinese New Year (. ) There are 
about () 16 weeks, 15 weeks. 

W: In fact, here aren't that many. 
G: Yes. Say there're 16 weeks. You spend one week in exam, one 

week for induction, one week reviewing, and one week test. 

The above statement indicated the agenda and the priorities of many of the Chinese 

teachers. The activities in the classrooms were mainly aimed at helping the students 

to learn Chinese literacy. The teachers sometimes felt they were under pressure to 

rush though lessons in the textbook to achieve two goals: (1) to show to the party 

interested (parents, headteacher, committee members) that progress was made in 

each school term, and (2) to keep up the students motivation as it would be 

discouraging to stay on the same piece of text for several weeks. 

There are at least two `types' of test-related activities in Chinese schools: dictation 

and formal testing. In an interview, I asked a group of children, T, D and S to 

explain to me their difference. T volunteered the answer: 

T: Test .. you get this paper and there are some words and 
there're some mis .. and words muddled up and With 
dictation, you got to write it completely down. 

(T 10, C) 

Dictation, which in Chinese was referred to as tingxi'e `listen and write' by the 

teachers and the students in this study, was a common practice in many Chinese 

classrooms. Teachers and students talked about it as part of the classroom norm, 
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though, for some classes, dictation only takes place occasionally. Dictation normally 

takes place at the start of each lesson. In the classes observed, the teacher read out 

words and phrases from the designated texts and gave the students enough time to 

write them down. As the use of texts and textbooks was found to be extensive, a 

separate section in Chapter 7 (7.2.3) is devoted to discuss the role of their use. In 

some cases, teachers asked their students to hand in the answer sheets after the 

dictation for the teacher to take home to correct. In most cases, teachers presented 

the correct answers on the board immediately after the dictation - either by writing 

the answers by themselves or asking students to come out and write the answers on 

the board. The students could then compare their answers with those written on the 

board to identify their own mistakes and make the corrections. 

The purpose of this practice was to check the students' understanding of those 

words and phrases as well as to make sure that the students make the correct 

correspondence between the sounds and the Chinese characters. It was also a 

procedure to set a baseline for the lesson ahead. If all the students did well in the 

dictation, the lesson could move smoothly on and the following activities could 

make use of these words and phrases with which the students were familiar. If most 

of the students seemed to struggle with certain words, it was also a good 

opportunity to identify and clarify them. If the task seemed too difficult for the 

whole class, though this rarely happened according to my observation, the teacher 

had to stop the activity and some other activities or teaching were introduced to 
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keep the flow of the lesson. Dictation was also used for the summative evaluation as 

part of the formal test discussed below. 

Many Chinese classes in this study had a formal testing time which is a period of 

time set aside especially for tests in each school term. Unlike dictation, there was a 

more marked differentiation between the `lesson' and the `test'. These tests 

normally take place at the beginning or at the end of the term as placement tests or 

achievement tests for the previous term. The students were normally notified in 

advance. However, due to the varied nature of the classroom members, the results 

of either placement tests or achievement tests were only used as guidelines for the 

participants. The formal testing time was sometimes divided into smaller parts. The 

major part of the test was the test paper; but dictations and oral tests were 

sometimes also included in these tests. Here is an example from my observation, a 

record of the `rituals' for the formal test that took place in the Chinese classrooms. 

FX 
1 1: 05 The teacher (T) arranged the seats for students to sit 

down in a certain order. 
1: 08 T: hiring zhe vi xüegi de ceyän. 

{The test for this term is now taking place. } 
1.: 10 T: chengdii bütöng de /nkäi lc i zi o. 

6 {[Students] of different level should sit separately. ) 
T: nddäo iüanzi ylhoü, bdochi äniing. A'fe shhntt mingzj. 

{ When you receive your test paper, keep quiet. Write 
down your name. ) 

T distributed the papers. 
11 T: ging bdochi äniing. 

{Please keep quiet. ) 
1: 11 T: xianzäi vidlan shi/n. Xan züo tingxie. 

(Now it's 10 past one. Let's do tingxie `dictation' 
first. } 

16 T: diva: rnxiang 
(First: Yinxiang `impression' ... } 

The dictation continues. 
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19 1: 18 T finished dictating. 
T: hdo. A-ezhe züo xia gü. 

{OK. Continue and do the rest [of the test paper]. } 
Observation Diary: 16/07/1998, Class L6 

Once the students settled down, the teacher handed out test papers and asked the 

students to fill in their name. If there was a dictation involved in the test, as in this 

case, there was often space provided somewhere on the test paper for the students 

to write their answers down. The dictation took place early on in the test time, as 

soon as all the students in the class were present, to avoid interruption once 

students started to answer the written questions on their test paper. 

In the above sequence, the teacher first read out the phrase to be dictated twice. 

She then put the phrase into context by quoting from texts students had studied 

before, using examples that were familiar to the students or reminding the students 

of the chapter where the term appears in their textbooks. There were fifteen phrases 

in total. After the dictation, the teacher walked around to supervise students 

answering the test paper which the teacher had prepared and photocopied 

beforehand. The test paper included sections such as tianköng `fill in the blanks' 

(which was an extract from one of the text students studied before), jieshi `explain 

the phrases' (students need to give definitions to the phrases asked), gdicüo `find 

the wrong words' (students have to single out characters that are miswritten or 

misplaced), and chöngzü jiizi `rebuild the sentence' (where phrases in a sentence are 

placed in a random order, the students are required to rewrite the sentence in the 

correct word order). 
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The class teacher prepared the test paper to give to their students. The tests 

generally aimed at testing the students' ability to read and write Chinese characters. 

The format of the test paper was similar to that of the exercises in the students' 

textbooks and sometimes their exercise books in which the students often practise 

as part of their göngke (Section 6.2.3). These exercises are an important feature of 

the Chinese textbooks and are designed to `exercise the various linguistic points 

more thoroughly' (Price, 1980). In one teacher training workshop I attended during 

the period of my research, one of the lecturers Mr. Z led the discussion on syllabus 

design and gave out a list of more than 38 possible formats for test paper questions. 

For example, some of them are to help students recognise characters including 

recognising strokes, counting strokes, matching characters with pictures, and 

finding correct or incorrect characters. Some are tests on grammatical items such as 

measure words, reduplicated words (noun, verb, or even adjectives) and compound 

words. There are also exercises on sentence structure level. For example, students 

are encouraged to complete an incomplete sentence, or to manipulate sentences in 

several different ways. Frequently used exercises include: Chöngzü `re-construct', 

where students are asked to re-arrange and complete a sentence using randomly 

mixed-up words, Jinxing lianxI `sentence pattern practice' and Zäojü `make 

sentences', in which sentence writing based on the model sentence structures and 

the new characters learned in the text is required. Filling in blanks and translations 

of Chinese/English words/passages into English/Chinese are also common. Oral 

tests are not common in Chinese classrooms although several ways of testing were 

also suggested by the same lecturer (including story telling using pictures, reading 
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out loud words, phrases, and sentences, reciting texts and poems, and using 

conversations). 

During the period of this research, only one teacher, Teacher S, was observed to 

give her students verbal tests. Teacher S made use of the time when her students 

were completing their written test papers to carry out the oral test. The students 

were asked to go to sit with Teacher S at a desk at the corner of the classroom. 

Teacher S then pointed at words and sometimes paragraphs in the textbook 

randomly for individual students to read aloud. The teacher would mark a grade in 

her book to add to the students' test result. 

The contents of the written test papers were always related to what the students had 

learned to the point of the test. In other words, students were generally tested on 

the content of the texts which they had been studying: the characters, the sentence 

patterns, and the grammar points. On more than one occasion the students 

complained about the tests being `too difficult' and the objections were rejected by 

their teachers, pointing out to the students that they should have learned all the 

materials in the class. Although the following episode is taken from the same lesson 

as the one just described, a similar situation was also observed in `test' settings in 

other Chinese classrooms and this did not appear to be unique for this class. 

Extract 10 
1 12: 18 The teacher walked round the students' desks and read 

some questions out with the students [to clarify the 
students' problem]. 

4 12: 19 T: 10 more minutes. 
12: 20 The teacher found that there is a common question 
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6 students kept asking her. 
T [to the whole class]: What is mobiuo `Cantonese: 
aim/goal'. 
Some students answered. 
Some of the students kept chatting to people sitting next 

11 to each other, at the same time doing their paper. Some of 
them laughed at the questions being not understandable. 
Some students complained to the teacher that the 
questions are too difficult to do. 

12: 23 T: All the questions are from your books, they are not 
new things. 

Observation Diary: 20/06/1998, Class Z 

After the test, it was common for teachers to discuss the test results with the 

students, not so much the scores but the errors common to the students' answers. 

For example, I observed in one class the teacher spent about 10 minutes going 

through the test paper with her students. 

rt 11 

... [The teacher wrote the common mistakes and the 
corrections on the board. ] 

2: 43 T: hdo, kän xia vi ti. 
(OK, look at the next one. ) 

Student 6: di vi ze cüole. 
6 {The first one is wrong. ) 

Student 3: "" cüole, yinjwdi shi " 
is wrong, it should be " ". } 

T: zhege vöu gFQe rin xie ciio Ie:, 6zh6n-e Rhein e. 
{There are 7 people got this one wrong: all sorts of 

11 [Teacher read out the phrase discussed. ]... } 
The process continued. 

T: gei däjla genezheng le yi'hdu, däjia khn vi xia a! 
(We've made the corrections here. Every one should 
have a look [at your paper for the mistakes later]. ) 

Observation Diary: 16/07/1998, Class L6 

During this process, the teaching and learning are shared by the teacher and the 

students. It is a strong Chinese belief that one should learn the most from one's own 

mistakes. Thus, the teacher stressed here the need for the students to go back and 
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review their errors on the test papers (Lines 13-16). It is interesting but not 

surprising to observe that there is a strong emphasis on literacy considering the long 

historic background of the Chinese script. This can also serve as an indication of the 

Chinese school's priorities. Even with the verbal test, it still involves reading aloud 

parts of texts: again testing of literacy - rather than a communicative type of test. It 

is important to note that tests and dictations at Chinese schools also have 

pedagogical/diagnostic functions. As stressed earlier, test results were rarely used 

for grouping children at Chinese schools. They were used by the teachers to help 

detect the children's progress and as a guideline for children's parents to help them 

make improvements while they are at home. 

In sum, tests at Chinese schools had multiple purposes. Apart from using the tests 

to assess students' level in the Chinese language, tests were also used very much for 

their diagnostic function, that is, teachers use tests to monitor students' learning and 

to adapt and improve their teaching. The following episode is an example. The 

instance took place in a small mixed-ability class of five students. The student (Y) 

described here was the youngest in the class. Y was so much younger than the rest 

of the class, so the teacher spent time teaching her individually while the rest of the 

class were undertaking activities under the same teacher's supervision at the same 

time. 

Extract 12 
1 10: 50 Teacher (T) went up to Y and discussed with her. T Then 

decided to give Ya dictation. T read out a few phrases 
[from Y's homework book] and asked Y to write them out 
on a piece of paper. 

10: 54 Y didn't do too well. T gave her back her homework book 
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6 and asked Y to copy the words and phrases again and 
learn them. 

... The teacher carried out other activities with the other 
students in the class. 

11: 20 Y finished writing. T asked her to read those words and 
11 phrases she'd written out loud. 

... 
[At the same time, the teacher was still working with 

the other students. ] 
11: 22 Y was asked to put her homework book away and to write 

on a separate piece of paper [as a test] what she'd just 
16 written. 

11: 29 Y finished writing. T asked her to read it out. 
11: 30 T read out a poem from Y's homework book. Y repeated 

each sentence after T. 
Observation Diary: 23/05/1998, Class: 01 

In this instance, despite the fact that Y's learning was limited to copy and to learn 

the few words and phrases in her exercise book, dictation/test was used to 

determine the direction of learning. 

It is worth noting though, from the above descriptions of the use of tests in Chinese 

classrooms, teachers also used the opportunities to teach their students as a whole 

group, explaining terms that were not familiar to most of the students, providing 

clues as to when the students had come across with such terms - even if they 

almost gave away the answers to the test questions. The main point was not really 

how many points the students score but the process of revision and learning. In 

other words, testing was an integral part of the teaching method, particularly where 

literacy was concerned. 

The first two sections in this chapter have examined activities which took place in 

the Chinese classrooms. One of the factors affecting the variety of classroom 

200 



activities was time. With the very limited time available to the teachers, I observed 

many classrooms with similar routines, described in Section 6.1. Many teachers 

claimed that they were aware of the fact that the students preferred more interactive 

ways of learning (interactive activities or using other resources) but to do so would 

take them too much learning time. As noted earlier, most of the teachers claimed 

that they try to build some variety into the classroom activities and find these 

activities `very useful' and `stimulating' for the students. However, almost all the 

teachers followed their comments with statements such as "but there is very little 

time" or "it is impossible to do this every week". 

After exploring one micro-system, classroom activities, in the previous two 

sections, it seemed that the choices of the activities in the Chinese classrooms were 

influenced by one important factor, the make up of the students. The following 

section discusses one of issues related to the students, which is identified as basic 

and problematic in Chinese schools in the literature, the issue of mixed-ability/age 

group students. 

6.3 MIXED-ABILITY/AGE GROUPS 

As discussed in Chapter 2, the scattered nature of Chinese people in the UK meant 

that there were often not enough students of the same age and ability to be grouped 

into a desirable class size. Apart from a few large Chinese schools in London, most 

Chinese schools in this study reported that they had classes which often had 

students of varied ability and age. The Chinese schools, no matter large or small, 
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often have little choice of their intake of students. As mentioned in Chapter 2, 

Chinese schools normally take in students from the age of four, five or six. There is 

hardly any school which sets a maximum age limit. Depending on the size of the 

school, classes are organised roughly according to age at the same time considering 

the level of the students. In most cases, children at the Chinese schools are divided 

into classes numbered numerically. Class one is the class of students that are 

youngest in age and lowest at their level in the school, and Class two is one class 

above in both age and level of the students. It is evident that children will start from 

class one if they start their Chinese education at the same time as they start going to 

British schools. In the following year, these children would move up to the next 

level within that school smoothly as their progress can be closely monitored by the 

teachers. However, the variation in the level of language of the students increases in 

higher level classes as the students learn at a different pace. In larger schools, some 

students may be considered to be asked to repeat a year as they failed to catch up 

with the rest of the group. While in smaller schools, the students might be staying 

with their group year after year and the differences within each learning group 

gradually increases as they move on. 

Not only does the above description illustrate the situation in the Chinese 

classrooms, but it also reveals issues that require consideration in any setting where 

mixed-ability/age groups are concerned. First of all, it is important to find out how 

the different students' needs can be accommodated when the variations between the 

students are considerable. Elaborating the case of the Chinese schools, whenever 
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there were new students registering at the school, there was a problem locating 

them into appropriate groups. It became a dilemma whether the new students 

should be placed according to their age or ability especially if they were not young 

children. The new students may be placed in a group suitable to their level with the 

risk of being in a group where the activities seem too childish for their age, whilst if 

the students were placed in a group of their own age, they may find the class too 

advanced for them. Another alternative was for the new students to join a group in 

between the two described. For Chinese schools that were not in areas with a big 

Chinese population, the third alternative may be impossible. Although differences 

between students in classrooms is usual, it is important to asses the differences 

carefully and try to find a remedy. Donaldson (1978) has shown that, 

[i]t is universally recognized that when children come to school, 
there is a wide gap between those who are best prepared and those 
who are least prepared for school learning. The question then is 
how to close the gap early, for if it is not soon closed it will widen. 
This is the way with gaps of such kind. (p. 98) 

In the case of the Chinese classrooms, such a gap may be narrowed by the culture 

of learning ̀ collectively'. Chapter 7 (7.1.1) will discuss this point in some detail. 

6.3.1 Learning Collectively 

In traditional Chinese teaching and learning, the `collective' emphasis that is 

described or even stressed in much of the literature regarding the Chinese culture of 

learning is evident in this respect (Hofstede 1986; Bond 1986; Cortazzi 1990; 

Cleverley 1991; Biggs 1996; Cortazzi & An 1996a; Jin & Cortazzi 1998). A 
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discussion of this emphasis is in Chapter 2. Despite the existence of mixed- 

age/ability groups in the classrooms, there was whole class teaching for the majority 

of the class time in the Chinese classrooms in this study. One reason is that it is 

believed that children can learn from not only the books and the teacher, but each 

other. Children were encouraged to attempt answers, to correct each other (without 

disturbing the rest of the class), to self-monitor and to learn from each other's 

mistakes. Students were expected to keep up with the class in all aspects of learning 

in order for the whole class to progress at a similar pace. Classroom discussions 

were often observed as they provided opportunities for the whole class to learn 

while questions to the teacher/other students were common for the slower learners 

to catch up with the others. If not participating directly, the students would be 

observing the teacher or other members of the class who were carrying out the 

tasks. As part of a school day, this practice was described in Section 6.1. 

The aim of putting students in one class is not only to close the gaps between the 

students, but also to help them progress at more or less the game pace. The teachers 

in this study were facing a tougher task. With the differences between their students 

already huge, the resources, such as assistants or parent helps, available to the 

teachers were scarce. 

Some of the teachers tried to overcome this situation by delegating some of the 

responsibilities to their students (also a practice common in traditional Chinese 

context which is renowned for large size classes). Students acting as `helpers' to 
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their teachers were observed both in the whole class situation and also in smaller 

groups. The following two extracts of the student and the teacher interviews 

illustrate the kind of help the teachers often rely on from the students. 

Q: I've always been the translator [for the class]. 

W: So, what do you translate? 
Q: I translate English for them [the members of the class]. 
W: Right. So the teacher say something () and if other people 

don't understand and they go .. 
like that. 

D: Ya .. 
Q: She asked me what XXX uh (. ) like. She asked me what's the 

() What type (. ) which part of body (. ) What is something that 
machine do (. ) The mower and I just tell them `the mower' the 
word [in Cantonese]. 

(D 11, Q 10, C) 

The teacher of this class is a native Cantonese speaker. There is no doubt that she 

knew what `the mower' is in Cantonese. Still, the students are encouraged to use 

and practise Cantonese as `a translator' or sometimes answering the teachers' 

question silently in cases with students who are shy. It seems that there is a natural 

acceptance that some children know more than the others and the teachers use that 

as a way to help both groups of students, and it directly reflects in the way Chinese 

teachers organise their classrooms. The next extract is from Teacher H's interview. 

In the interview, Teacher H repeatedly told me how she encouraged help from her 

students to facilitate students working in groups. 

H: But they do (. ) pick up [learn things in groups] (. ) Even if they 
are shy.. If they've got the right leader. 

W: Uhm. 
H: Sometimes, some children are more () forward than the others. 

And that child could actually be a leader. () And when you get 
a good leader () Then, the children who are normally shy can 
become very forward as well. 

W: Uhm. So, you actually support the leader to be the leader. 
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H: You do. (. ) They () they're naturally shining through (. ) Some 

of them just (. ) you know, they may not be the very best (. ) you 
know, but they've got their personality. 

W: Uhm. 
H: They know how to (. ) you know, create that group feeling. 

The teacher's comment brought back memories from my own school days in 

Taiwan. Through the nine years of primary and secondary schools, members in my 

class (and in many other classes at my school) were often grouped into päi `a line' 

where there was a päizhäng `line leader' to help teachers in many aspects: from 

collecting exercise books, helping members from the päi on problems in different 

lessons after the class, and even sometimes helping the teachers to mark test papers. 

It was an honour to be selected by the class teacher as a päizhäng although it very 

often meant spending the break time and staying in after the school to help other 

children in the päi voluntarily. Sometimes teachers would leave the right of 

selection to the students. A good päizhäng, from my experience, is someone who is 

friendly, willing to help, and most importantly, someone who performs well 

academically. However, this is not necessarily the case in the British Chinese 

classroom due to the difference in circumstances. As there were large size classes 

for us (50-60 students in a class) most of the time, and we rarely saw any ̀ assistant 

teacher' or any other adult except our classroom teacher in the class, the existence 

of the small group leaders naturally became the main source of help in the 

classroom. A similar scheme is also practised in the People's Republic of China, as 

Dong described in their comparative study (Hudson-Ross & Dong 1990): 

In after-class study groups organized with the participation of 
parents, teachers, and children, children are grouped by different 
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levels so that they can help each other. All children are simply 
expected to maintain the same level of achievement... . 

(Hudson-Ross & Dong 1990, p. 122) 

It appeared that this characteristic feature of the culture of the Chinese classroom 

was adopted by many Chinese teachers at the British Chinese schools in this study. 

In this aspect, the teachers at Chinese schools seemed to me working closely to 

their Chinese tradition. This may be due to the fact that, as explained in Chapter 4 

(4.3), many teachers did not have much training in this particular area and had very 

little idea about British schools. Thus, it was natural for them to fall back on their 

own experience at school and try their best to create an effective learning 

environment under sometimes very difficult circumstances. 

There are two implications in this practice. First, there is a strong emphasis on the 

whole class progressing together and on collective responsibility in these Chinese 

classrooms. As a result, the older/ more able children are involved in supporting 

others in the class. Second, it shows that some features of Chinese education can be 

used in a very positive way. If this type of tutoring is operated carefully, the benefit 

is all round. For example, Cummings (1988) reported the use of junior students as 

helpers in teaching bilingual children (including a few Cantonese speaking children) 

at a very young age (age 3-4). In evaluating the programme, Cummings claims that 

there are three important/positive results for enlisting students' help: 

1. The confidence of the older children has increased 
considerably. 

2. They are more willing to talk generally about what goes on 
outside school ... 
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3. Members of their own class are becoming more interested in 
learning about other languages. 

(Cummings 1998, p. 163) 

What the British Chinese teachers were concerned with was finding a style that was 

appropriate for them to cope with and for their students to be able to learn. Some of 

the issues and practices raised above may be in a way unique to the British Chinese 

school context, yet they provide possibilities for looking at discipline and learning in 

the classroom in a different light. There are things to be learned from both the 

Chinese and the British learning culture in order to promote learning in the world 

where boundaries seem to be blurring. 

The above sub-section looks at the students in these groups. As discussed in the 

previous two sections, mixed-age/ability groups appeared to be one of the factors 

offering choice of activities for different groups in Chinese classrooms. Chapter 7 

(7.1.2) will elaborate on this particular point. 

6.3.2 Influences of Mixed-Ability/Age Groups on the Classroom Activities 

From my observation, there was a wide diversity of teaching styles in Chinese 

classrooms. It was partly due to teachers having to cope with mixed-ability and the 

wide variation in the proficiency of the children. Some of the students could hardly 

read and write Chinese at all; others were fluent in spoken Chinese with good level 

of literacy. Most of the students could speak very well but variation still existed. 

With very limited resources available, some teachers at Chinese schools related to 
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their experience in the Chinese context and introduced more able students to help 

facilitate students' learning in the classrooms. Mixed-ability classes are an issue that 

is difficult to face for teachers as well as the students. In the case of the British 

Chinese schools here, both British and Chinese educational concepts are used, and 

the teachers used a wide variety of teaching activities (Section 6.2). 

The more homogeneous a group, the easier it is for the teacher to carry out one 

activity at a time. When I observed the teachers in this study dealing with the wide 

variation between their students' age and ability, I found that they tended to use 

certain activities and to avoid using others. As noted in the previous sub-section, 

most of the teachers in this study chose to teach their class in a whole group. 

However, groups of students working in small groups were also observed. 

Group work can free time for the teachers to work with specific, smaller groups of 

students giving specific guidance where required. Some of the teachers in this study 

relied on their students to provide support in teaching groups more effectively. For 

example, Teacher H was particularly happy with the quality help she received from 

her students, as she reported: 

H: Uh (2) Yes. I do use group work. (2) Uhm (2) Not very often I 
must admit. It's only whenever I've got something quite 
difficult to explain to (2) as a whole class. When I haven't got 
time to (2) explain to each and every of them. And I try to (2) 
ask someone who would say (2) And I've given them 
assignment to do. 

W: Uhm. 
H: Some finish in no time. (laugh) The others (2) (laugh) they 

don't know what to do. I try to use (2) 1 try to ask (2) the one 
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that finished go and help the younger one and explain to them. 
If they still can't do it, then they come to me. 

In most cases, the students were grouped to work together on tasks given by the 

teacher under the teacher's supervision. Sometimes, the class fell into different 

groups naturally as the students started to work in groups that were of a similar age 

and ability. For instance, the following episode is from one small school which has 

only one class. On this occasion, there were only five students: Y is a6 year-old 

girl. A is a 22 year-old girl. B is a 18 year-old boy (A and B are brother and sister). 

C is a 17 year-old boy. And there is another girl who is 16 years old. 

Extract l 
1 10: 42 The teacher was working with A, B and C. Y and S joined 

the group. [They sat down opposite to the teacher. ] The 
teacher asked A, B, C and S to do some written exercise. 

10: 45 Teacher went to Y, asked what she'd written. The teacher 
gave Y some more instruction. 

6 10: 50 After clarifying some questions from A, B, C and S, the 
teacher went to sit with Y and gave her a dictation. 
There were some questions occasionally from the other 
group, the teacher answered. 

11 11: 00 Teacher asked A to read out what she has written down. 
The teacher checked and corrected the mistakes found in 
her work. Teacher then did the same with B. 
C and S were discussing and making up their answer 
together. 

16 Y was copying some characters on her exercise book. 
11: 04 The teacher worked with A, B, C and S on.. 

Observation Diary: 23/05/1998, Class 01 

It was unavoidable that teachers in this kind of situation spend more time with the 

majority of the students in the class. However, if the situation is not controlled 

carefully, it may lead to reducing the students' motivation in learning Chinese. In 
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one instance, two student interviewees described to me their classroom activity as 

`doing the same thing repeatedly'. I asked them to clarify the point. 

V: yinwei, (. ) düle yici güoqü (1). Zhe tang ke meiyöu tändäo. You 

xia ltbäi zäi dü yici. 
Because, () after reading it once (1) We didn't discuss it in 
this lesson. We'll have to read it again next time. 

W: nä (. ) senme hid dü le ytr u meiydu tändäo? Nimen meiydu 
mäshäng tdolün shibüshi? 
Then, (. ) How come you did not discuss it after reading it? 
Didn't you discuss it straight away? 

V: nä () yinwei wömen shi gen nä ge si nlanji yigi de. 
Then (. ) because we are in the same class with the Year 4 
students. 

A: süoyi, läoshi gishl jiao xiaobän de. 
So, the teacher was teaching the younger ones. 

V: xian jiao xiaobän de, zäi j ao women. 
She teaches the younger ones first, then us. 

W: ou. 
Oh. 

V: women flu züozäi näbian.. 
We'd be sitting there .. 

A: (laugh) 
W: süoyi () läoshi tämen (. ) läoshi zäi jiao xiaobi n de shlhöu, 

nimen flu mei shiqing züo. 
So (. ) The teachers they (. ) when the teacher is teaching the 
younger ones, you don't have anything to do. 

A: dü kewen. 
Reading the text. 

V: jiu dü kewen. 
Reading the text. 

(A 14, V 14; M) 

As discussed in Section 6.2, students' age could sometimes affect the activities 

teachers chose to use in the classrooms. It was therefore not surprising to sense 

conflicts when older students were asked to work with a group of much younger 

ones. The conflict was more serious as outlined in the interview extract above. 

There was a sense of resentment from the above interview as the two girls were 

asked to do exactly the same task over and over again, especially while the task 
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appeared to be boring to the girls. They saw little point in reading the same texts 

several times without further input or stimuli for them to develop the task further. 

Apart from the use of group work, mixed-age/ability groups also affected the 

arrangements in the classrooms. Several teachers pointed out that they had to limit 

the use of pair-work in their classes for this reason. For example, Teacher S 

explained to me in the interview the reason that she had never used pair-work in her 

class. 

S: III Maybe I should, but I (3) just never considered it. You know, 
because I mean, we didn't (2) the thing is, how they sit now. It's 
like they sit with their good friend. 

W: Right. 
S: and then, basically, they are on the same level. So, may be this 

pair, they could really work out fine (2) In another pair, they 
haven't got a clue. 

W: Right (3) So it doesn't seem appropriate to put this one and 
that ... S: Ya, and if you sort of mix them up, and the boys don't want to 
talk with the girls. 

W: Ya. It's the teenager thing. 
S: You know what I mean, it's really hard. I think it's to do with 

their age. Also, you know. If it's an adult class, it would be 
much much mature (2) You can always do pair work with 
adults. 

In this extract, the there were several concerns. First, as will be discussed in 

Chapter 8 (8.3), the Chinese school was also a place for the students to socialise. 

The teachers in the Chinese classrooms seldom paired their students but allowed the 

students to form groups themselves. As a consequence, not all groups would 

function effectively. The teacher was also concerned about students' age and the 

suitability of activities especially when it was a mixed-ability group situation. In 

other interviews, the teachers also voiced their concern as they considered activities 
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such as group work would require much more attention from the teachers to be 

divided and talked about the possibility of introducing class assistant, as some of 

them observed, from mainstream classrooms. On the other hand, the teachers 

themselves also pointed out that in the case of the Chinese schools where even class 

teachers were difficult to find, it was hardly an option to consider the introduction 

of any class assistant. 

6.4 Summary 

This chapter was divided into three sections to examine two micro-systems in the 

ecology model developed in this study, classroom activities and the mixed- 

ability/age groups of students. Extracts of classroom observations and discussions 

were put together to provide a general picture of events and activities in the 

Chinese classrooms and the Chinese schools. The second section discussed three 

groups of activities frequently observed in the Chinese classroom, everyday 

activities, interactive activities and traditional language classroom activities. It also 

considered one activity that was often observed and noted by the participants in 

every classroom but did not fall into any of the above groups: the use of tests in the 

classrooms. The micro-system of mixed-age/ability group contributes to the 

development of culture as the participants, the teachers and the students, were 

learning to negotiate their roles and activities in the classroom. Section 6.3 has 

looked at two of the aspects of this micro-system: the students learning collectively 

and how the nature of the groups affected the teachers' choice of activities in the 

classrooms. 
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CHAPTER 7 

ELEMENTS OF THE CHINESE CLASSROOMS 

Chapter 6 has presented a picture of the British Chinese classrooms by discussing 

two micro-systems in the adopted ecology model in this study: classroom activities 

and the mixed-ability/age groups. Classroom routines in Chinese schools as well as 

activities carried out in the Chinese classrooms were highlighted. The impact of 

always having mixed-ability/age groups in classrooms was also discussed. As 

discussed in Part I, many factors contribute to the situation in British Chinese 

schools. To say the least, the involvement of the people and the importance of 

literacy are both crucial in the development of culture of the school/classrooms. In 

this study, these factors are discussed in a further four `micro-systems' in the 

Ecology Model of Learning Cultures. This chapter examines these micro-systems in 

separate sections. The first section of this chapter examines the students' learning 

strategies using the results from the students' SILL questionnaire. The second part 

of this chapter considers the role of texts and textbooks and how it relates to the 

culture of learning in the Chinese classrooms. The third section discusses the role of 

the teachers and the students, before the micro-system of the Chinese school as a 

place of learning is examined in the final section. 
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7.1 STUDENTS' LEARNING STRATEGIES 

As discussed in detail in Chapter 5 (5.3), the Strategy Inventory for Language 

Learning (SILL) version 5.1 developed by Oxford in 1989 was used in this study 

for analysing the students' strategy use when they were learning the Chinese 

language (Oxford 1990). A copy of SILL is provided in Appendix D. There are a 

total of 80 items in the inventory. Students were asked to rate the statements about 

their use of strategies listed from 1 (never or almost never true) to 5 (always or 

almost always true). The strategies listed are in 6 categories: memory, cognitive, 

compensation, meta-cognitive, affective, and social. The categories have been 

discussed in Chapter 3 (3.1.1). The results gathered from the use of the inventory 

can be understood by comparing the means to the scores of categories: the higher 

the mean to each group of strategies, the higher the use of strategies is reflected. 

The mean score ranging from 1.0 to 2.4 indicates low use of strategies while 2.5 to 

3.4 shows medium use of strategies. The mean score above 3.5 suggests high use of 

learning strategies. 

In this study, the overall SILL mean was 2.94, with a standard deviation of 0.50. 

This indicates that the subjects' overall use of strategies was in the medium range. 

The reliability of the 80 items was counted (Alpha = 0.94). Reliability coefficients of 

the SILL sub-scales are acceptable (memory: 0.72; cognitive: 0.84; compensation: 

0.59; metacognitive: 0.86; affective: 0.68; social: 0.79). The groups of strategies 

ordered from the most to the least frequently used are compensation (3.32), social 

(3.03), cognitive (2.99), metacognitive (2.93), memory (2.69), and affective (2.68). 
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The result is shown graphically in Fig. 7.1. Each group of strategies will be 

discussed following the way they are ordered in the SILL. 

Fig. 7.1 Strategies used by the students 

3.4 

3.2 

3.0 

Ö 2.8 

2.6 

(H=84) 

Memory Compensation Alioctivo 
Cognitive Metacognitive social 

Memory strategies 

Memory strategies were ranked second lowest in this study. Several strategies in 

this group were rarely used, such as physically acting out the new word (1.76), 

listing all the other words related to the new word (1.86), using flashcards (1.87), 

scheduling learner's own schedule of reviewing (2.37) or using rhyming to 

remember (2.38). The most frequently used memory strategy was associating the 

sound of a new word with a familiar word (3.50). The last strategy has reached the 

high level (above 3.5). 
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Although memory strategies were not used frequently by the students, they were 

most often spontaneously discussed by the students themselves in the interviews 

during the study. One of the reasons may be that Chinese is not an alphabetical 

language. In order to operate the four skills in Chinese, learners need to familiarise 

themselves with the written system, which gives little clue as how the `characters' 

will be said. Traditionally, learners' pronunciation was helped by associating new 

characters with simpler, easier ones. In recent years, Zhüyin zimü and Pinyin have 

been used widely by Mandarin Chinese speakers (see Chapter 2 for more 

discussion). It is natural to see British Chinese children using their own system - 

writing down similar English spellings next to each unfamiliar characters- to help 

them decode the script. Students interviewed were asked to reflect on what they do 

especially for learning Chinese. Episodes similar to the one illustrated below were 

frequently observed by the researcher and the teachers. 

A: Yes. Other language, you can sort of say it, or guess when you 
look at it. But you have to remember Chinese [characters] in 
order to use it. 

W: What do you mean? 
A: I sometimes have to write English on the side to help me 

remember it. 
B: Me too. 

C: I write down English as well. 
(A 22, B 18, C 17, C) 

This is also echoed in many other interviews and, as a consequence, suggests that 

there might be the need to memorise, for example: 

L: (1) It's just the way the Chinese is. Uh (. ) Like in English. Well, 
in uh (. ) the Western languages, you get the alphabets and you 
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can read your words through the alphabets .. 
But in Chinese, 

you have to ... you know, remember the characters ... 
(L 18, C) 

Many of the students noticed that they had to spend a lot of their time trying to 

`learn' things that have been taught. For example, 

L: You have to learn (. ) you learn, learn to read, learn to 
pronounce the words (1) It's actually quite similar () to learn a 
language. 

(L18, M) 
However, some of them argued that it was not exclusive to the learning of the 

Chinese language. 

W: For example, when you are learning French or Spanish, () do 
you also need to memorise again and again? 

A: Yes, (. ) we also need to memorise vocabularies. 
V: Uhm... (A14, V14, M) 

This echoes some of the participating teachers' opinion that both `memorising' or 

`learning new words' are part of the process of learning any new language. 

Furthermore, many teachers interviewed explained that due to the nature of the 

Chinese writing system, a certain degree of memorising is necessary for learning the 

Chinese language. Memorisation is only one step on the path to internalisation: 

students need to understand the meaning of words in order to memorise them and 

later use them. However, the acknowledgement of the need to memorise and 

practise does not prevent some students from feeling that the process of continuous 

memorisation is `boring'. It is important to find the balance between effective 

practising and keeping the students' interest. 
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Cognitive strategies 

Cognitive strategies are strategies involving a learner's mental processes. One of the 

strategies reaching high frequency of use in this sub-scale was reading a 

story/dialogue several times until reaching understanding (3.52). This reflected in 

some way the beliefs shared between the teachers and the students as many of the 

activities described in the previous two sections (6.1 and 6.2) promoted the use of 

this strategy. The most frequently cited strategy in this group and the second 

highest in the whole SILL was using reference materials to facilitate the use of the 

new language (3.71). Three strategies in this group fell in the low frequency range, 

namely using idioms or other routines in the new language (2.31), writing personal 

notes, messages, letters or reports (2.36), and reading for pleasure (2.37). The 

results are interesting as the strategy reported here as most frequently used was 

never observed in the Chinese classrooms, and two of the strategies reported of low 

use, using idioms and other routines and writing letters and reports, were those 

reported to be used frequently in the classrooms. There are several implications 

from this finding and I list three below. (1) Some of the students may find that they 

need the help from their teachers to carry out certain tasks such as using idioms or 

writing letters. (2) Some students may find that they were often asked to use the 

strategies by their teachers in the Chinese classrooms which were personally 

unsuitable. (3) It may be a strategy learned from the students' British school or 

there may not be enough support in the students' family, like the constant 

monitoring the teachers provided in the classrooms, which resulted in the students' 

motivation to consult reference materials such as dictionaries. 
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Compensation strategies 

The most commonly used strategies in this study were strategies for compensating 

missing knowledge in the production or comprehension of the target language 

(3.32). The most frequently cited strategy in this group and in the whole SILL was 

guessing the meaning of an unknown word by using clues such as those from the 

context or situation (4.17). The result was not a surprising one. As noted in Chapter 

2 and Chapter 6 (6.1), many Chinese characters shared the property of `basic 

radicals' which are pictographs and carry specific meanings, the image of the 

unknown word and its context can often offer clues to the meaning of the word. 

The students also reported frequent use of three strategies: they used gestures or 

reverted temporarily to their main language when problems arose using the 

language they were learning (3.75), they asked another person for the right 

expression in a conversation (3.64), and they also used paraphrasing frequently 

(3.39). The strategy used least often in this group was making up new words. 

Metacognitive strategies 

Metacognitive strategies refer to the strategies which the students used to organise 

and evaluate their own learning. Learning from mistakes was the strategy scoring 

highest (3.58) in this group. The second frequently used strategy in this group was a 

similar strategy: noticing the student's own language errors and the reasons for 

them (3.24). Concentrating when someone is speaking Chinese (3.21) was the third 

frequently used strategy. These three strategies linked closely to the activities 
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observed in the Chinese classrooms in this study as discussed in Chapter 6 (6.1 and 

6.2) 

There was only one strategy in this group that fell in the low frequency range. 

Planning schedules for studying Chinese each day/week (2.37) was the strategy 

used least often in this group. This may be due to the very short time the students 

spent at the Chinese schools. Furthermore, the casual nature of the Chinese school 

(students missing lessons without prior notice) which made arranging tight study 

schedules almost impossible for studying either by the teachers or the students. 

Affective strategies 

Affective strategies are strategies learners apply to manage their own emotions 

concerning language learning. One strategy reaching high frequency of use in this 

group was encouraging themselves to take risks in language learning (3.57). 

Keeping a language learning diary was the least used strategy (1.57). The students 

reported moderate use of the other strategies which helped them to adjust to the 

pressures arising when studying or using Chinese. 

Social strategies 

Social strategies are strategies learners use when learning with other people. This 

group of strategies scored the third highest in this study. This result is different from 

previous findings of research on Chinese subjects. For example, Bedell and oxford 
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(1996) review 36 studies (14 using SILL, 22 using different strategy systems) and 

compare these studies with Bedell's study (1993) on language learning strategies 

and find this group to be generally unpopular among the Chinese subjects, thereby 

suggesting the presence of a different learning culture in this study. 

The most frequently cited strategy in this group was asking people to repeat or slow 

down when they have difficulty understanding (3.67). The students reported 

moderate use of strategies concerning asking other people to verify understanding 

(3.26), to correct their pronunciation (3.26), and asking others for help (3.12). As 

for many Chinese students in this study, their Chinese learning mainly took place at 

Chinese schools in the Chinese classrooms, moderate use of strategies related to 

working with other people were also reported: working with other learners to 

practise and share information (3.01), asking questions in order to be involved in 

conversations in Chinese (2.94), and paying attention to the thoughts and feelings of 

other people. The activities carried out in the Chinese classrooms and the students' 

family environment may also promote the use of social strategies such as learning 

about the Chinese culture (2.88). Only one strategy in this category, having a 

regular language learning partner, was reported low use (2.24). This may partly be 

due to the geographically scattered nature of the Chinese community as discussed in 

Chapter 2. As a result, students in one geographically area only had little contact 

with other Chinese children outside their Chinese school environment. 
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The discussion in this section is devoted to the strategies students use when learning 

Chinese in order to give another dimension to the understanding of factors 

contributing to the development of culture in the Chinese classrooms. The next 

section looks at the role of texts and textbooks and how they contribute to the 

development of culture. 

7.2 THE ROLE OF TEXTS AND TEXTBOOKS 

The use of texts and textbooks in teaching is one feature of the Chinese culture of 

learning which has been observed by researchers over time. As described in Chapter 

2 (2.3.2), teachers or potential teachers who are used to the `textbook/workbook 

culture' may not have the opportunities to explore other resources in teaching. The 

issue of using textbooks in Chinese schools in the UK is even more complex: the 

textbooks/workbooks not being easily available, the contents not always being 

appropriate, and when the exercises seem to be too difficult for the students, the 

teachers feel strongly obliged to create their own worksheets. This section begins to 

examine the role of texts and textbooks by looking at some examples of texts and 

textbooks the teachers in this study used in their classrooms. The original copies of 

the texts discussed in this section are provided in Appendix H, I, J and K. 

7.2.1 Texts and Textbooks Used in the Classrooms 

The study of textbooks and their usage has its implications for Chinese schools in 

the UK. Not only were many of the textbooks used in the British Chinese classes 
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produced in China, Hong Kong and Taiwan, but, more importantly, most teachers 

at Chinese schools grew up using these textbooks and were educated with the 

particular teaching methods and ideologies contained within them. The practice of 

reading and writing, dictation and tests described in Chapter 6 may have their 

background in the teachers' own education, which in turn influence the children in 

the British Chinese schools. 

During the investigation, I spent time examining some of the textbooks used by 

Chinese schools in the UK. The textbooks discussed in the following paragraphs are 

included in the bibliography. It was a difficult task as most of the Chinese schools 

chose the textbooks used for their pupils based on several different issues such as 

the origin of the majority of the teachers, their access to the information, and their 

own experience. As a result, UK Chinese schools differ widely in the textbooks 

appointed for student use. 

One set of textbooks I examined was supplied by the Taiwanese government for 

teaching Chinese children overseas (especially in English-speaking countries, as they 

are in Chinese and English). Generally, the lessons were organised around moral or 

factual themes. For example, In the Children's Chinese Reader 4 (Children's 

Chinese Reader, 1991), there are 12 lessons in the book in the form of short texts. 

Lessons 1 to 7 are aimed to help children develop socialisation skills. Lessons 8 to 

12 introduce the theme of the zoo and animal protection. 
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Also targeting overseas (especially English-speaking countries) Chinese children, 

Ertong Hanyu (Sinolingua, 1997), a Chinese reader privately published in Beijing, 

appears to be very different from the traditional ones. The texts are in the form of 

dialogues, and the organisation of the lessons is based on grammar points. It is 

notable that most of the privately published Chinese textbooks for non-native 

speakers are in this style, for example, Practical Chinese Reader, Teach Yourself 

Series: Chinese (Scurfield & Song, 1996). 

Another set of textbooks, which was used by the majority of the Chinese schools 

observed and reported to be used by the teachers interviewed in this study was the 

one published by UKFCS, originally developed by a committee set up by the Hong 

Kong government and now turned over to the group of committee members in the 

UK. There are around 20 lessons in each book of this set. The lessons are again 

organised around recurring themes in these books (such as `my home', `the four 

seasons', `Christmas', and `Chinese New Year'). However, less strong moral 

messages are presented than previously. Instead, the texts in these books contain 

comparatively simple language and short texts. As this study is not aimed at 

analysing the texts in detail, but to provide the readers with a sense of the texts 

involved in teaching at the Chinese schools, I choose the following three texts, one 

each from the set in Books 2,3 and 4, to demonstrate the kind of texts used by 

many of the participants in this study. Some observation and interview extracts 

about activities involving these texts are also included to illustrate how the texts 

were used in the classrooms. 

225 



The first example here is the 23'd lesson in book 2, the title of which is Shüigüo 

`fruits' (Appendix H): 

hönghöng de pinggüo 
{Apples are red, ) 
lülü de xigüa 
{watermelons are green, } 
yöuyi de shüigüo 
{fruits are beneficial, } 

women döu äi chi 
(We all love to eat [fruits]. } 

In this lesson, students learn the words associated with colours and fruits. Some of 

the texts in these textbooks are related to holidays and festivals which can be made 

to relate to British Chinese children's own experience. For instance, the next 

example is the 16 ̀h lesson from Book 3, titled Fühüojie `Resurrection holiday' 

(Appendix I). 

fuhüojie läi le 
(Here comes Resurrection/Easter holiday. ) 
Güma söng yi lc n fuhüodän gei wömen 
{Aunt sent us one basket of Easter eggs. ) 
Cäise de fuhüodän 
{Colourful Easter eggs, } 
piaoliang you hdochi 
{[They are] beautiful and delicious. ) 

Including the above text, many of the texts studied contain cultural content: both 

Chinese and British cultures are included in these textbooks. Apart from major 

British holidays described above, Chinese festivals are also included as study 

content. The texts are developed in much detail as they progress through books on 

more advanced levels. Some of the texts are in a form resembling short stories. The 
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next example is the 17`h lesson in Book 4, the title of which is Düamvüjfe `dragon 

boat festival' (Appendix J). 

Jintian fangxüe hüiý7a 
{Today when I went home after school, } 
didi shilo: "zhüozi shäng f ngzhe yixie hdochi de döngxi ne. " 
{ [My] younger brother said: "There are some delicious things on the 

table". ) 
Wö lianmäng päoqü kän 
{I ran promptly to have a look. ) 
A! Yüanläi shi zdngzi 
{Ah!. [They] are zdng zi(stickly rice wrapped in bamboo leaves]. ) 
Mama shüo: jintian shi düanwüjie, wömen chi zdngzi 
{Mum said: "Today is Dragon boat festival, we'll eat "zöng zi". } 
Rügüo zäi xianggdng, wömen häi keyi kän sii16ngchtian. 
{If we were in Hong Kong, we can [even] see dragon boat 

competition. } 

Attempts are made to link students' experience in the UK, providing them, where 

possible, with extra cultural knowledge. The texts may be short and simple, and 

dependent on the teachers' elaboration of the texts in the classroom. Furthermore, 

most of the Chinese textbooks available for Chinese schools (including those 

prepared for Chinese children overseas) come with sets of teachers' manuals as well 

as exercise books. Wilson (1970) observed the usage of the teachers' manuals for a 

particular textbook, 

In order to facilitate these objectives [as described of the texts] a 
teacher's guide book has been compiled. Each lesson is discussed 
and the teacher instructed on how to teach the relevant theme. 
Emphasis is placed on the points of stress, the goal of the lesson, 
how much time to use, how to prepare, and what teaching aids to 
employ. All teachers are expected to use these guides. (p. 168) 

Although the texts and the guidelines apparently limited choice both to teachers and 

students, these texts and guidelines are generally used as `basics' and the more 
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capable teachers and students will try to create and develop what the students 

already know. As Stevenson & Stigler (1992) explained in their comparative study 

of learning in the United States, Japan and China, 

... 
[The texts] present the essence of the lesson, with the 

expectation that the teacher will elaborate and supplement the 
information with other materials. (p. 139) 

Apart from texts in the textbooks, Chinese chengyü ̀ idioms' and poems were also 

often observed being taught at the Chinese schools as supplementary material. 

Unlike the textbooks used in the Chinese context, textbooks used in the UK do not 

contain as many poems and texts which incorporate chengyü `idioms' (which is 

often in the literary form or involves a fixed expression required substantial 

background information) as they may be too difficult for some students. However, 

many British Chinese teachers still introduced poems and nursery rhymes in their 

classrooms for the benefit of practising pronunciation and helping children to 

appreciate the beauty of the language. In Section 7.2.2, an example of a nursery 

rhyme and how it was taught will be used to describe a scenario observed many 

times in the Chinese schools, after some of the poems and rhymes that are taught at 

these Chinese schools are considered. 

Some easy, classical poems in literary style were observed being taught occasionally 

to children at Chinese schools. A well-known one is written by a famous poet, Li 

Bo, in the Tang Dynasty, Yeisi ̀ night thought' (Appendix K). 

chüang gian ming yüe güang 
{The bright moon light in front of the bed. } 

228 



yi shi di shäng shüang 
{I suspect that it is the frost on the ground. ] 
j(I tüo wäng ming yiie 
{I raise my head to look at the bright moon. } 
di töu si giu xiang 
(I lower my head in the thought of my homeland. ) 

This poem is in fact included in the UKFCS's textbooks [the 19" lesson, book 4] 

but I have seen it being taught to children of a much younger age and a lower level 

in some schools. Normally, for children of younger age, teachers tend to choose 

nursery rhymes or contemporary work which is in vernacular style and contains 

words and patterns more familiar to the young students. For example, I observed 

one class of children aged about 8 to 10 learning the following piece of work 

entitled: Yüeliang hän xingxing `Moon and stars'. 

yüeliang yüeliang shi mama 
(The moon, the moon is the mummy. } 

xingxing xingxing shi wawa 
{The stars, the stars are the babies. } 
yiieliang de züibä xiaoyixiao 
(The moon is smiling. } 

xingxing de yänjing zhdyizhä 
(The stars [twinkle like they are] blinking their eyes. ) 
yüeliang häo häo mama 
(The moon is lovely, like [our] mummy) 
xingxing häo häo wawa 
(The stars are lovely, like the babies [referring to children reading 
the nursery rhyme]. ) 

Another form of texts observed being taught at the Chinese schools is chengyü 

`idioms'. A chengyü is an expression which consists of 4 characters. It is close to 

literary style but is still used in everyday language of modem Chinese. In Chapter 2, 

the literary heritage maintained in modern language use in the form of mostly four 

characters chengyü was emphasised. As they are `concise yet meaningful, they 
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illustrate certain specific facts, carry certain moral teachings or suggest certain 

particular images' (Best Chinese Idioms 1986, foreword), Chinese chengyü are not 

only a unique characteristic of the Chinese language, they are widely used in 

everyday conversation, speeches and writings by Chinese people from all walks of 

life. As the concept of chengyü is not so familiar to non-Chinese speakers, it may be 

easier to introduce the chengyü with the description of how chengyü are taught in 

the classroom. The following paragraphs will discuss chengyü and how it was 

observed being taught in the classroom. 

I observed that there was not only one way for Chinese teachers to introduce 

chengyü ̀ idioms' to their students. Some teachers introduced them by telling their 

students the background story about the chengyü, or asked students to read texts 

which lead to such chengyü. For example, one group of students were asked to read 

a short piece which leads to the idiom, shöu zhü däi tü `waiting by a tree for a hare 

to turn up'. It roughly translated as follows: 

Once upon a time, there was a farmer. One day, the farmer was 
working in the fields when he saw a hare running past him. The 
hare happened to break its neck on a tree and fall dead. So the 
farmer got a hare for nothing. 

Thenceforth, the farmer gave up working in the field and spent his 
time waiting by the tree all day long, hopes to get another hare in 
the same way. But no more hare appeared, and in time his land was 
filled with weeds. 

It requires the elaboration on the teacher's part to guide the students to use such an 

idiom appropriately. In many cases, as it was in this case, the teacher would read 

through the piece together with the students and explain the words in the texts. 
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Most important of all, the teacher then explained the moral of the story to the 

students and used examples of how it can be used in everyday expression. In the 

field notes, I recorded the way the teacher explained this story to her students. The 

original discussion was in Mandarin Chinese, I only recorded the general meaning in 

English in the following extract. 

Extract 14 
2: 07 Teacher wrote on the white board 10 idioms. 

(Teacher gave example of how to use idiom) 
T: For example, if someone wants everything without 

making any effort of getting them, you can say "tä 
zhlhüi shdu zhü däi tü" {The only thing he does is 
waiting by a tree for a hare to turn up). And will 
the hare ever turns up? ... 

Observation Diary: 16/07/1998, Class L6 

On other occasions, teachers found themselves using chengyü `idioms' and often 

used such opportunities to introduce these chengyü to the students. For instance, I 

observed a class with students having a reading session: the teacher called students 

to stand up individually to read out paragraphs from a text. After the text was read, 

more students were called to stand up and share their interpretation of a certain 

paragraph with the whole class. During this process, one student happened to 

explain a certain sentence literally, and missed the point of the whole paragraph. 

The teacher took the opportunity and explained to the students that this particular 

situation can be described using the idiom of düan zhäng qü yi `to quote one's 

word out of context'. 
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The discussion in this sub-section demonstrates the significance of literacy in the 

Chinese classrooms. From the review of literature in Chapter 2, literacy is clearly 

highly regarded in Chinese school culture. Bond's comment (1991) on the language 

issue and its effect on the psychology of the Chinese people may provide a link 

between the pedagogical purpose of the Chinese schools in the UK and their social- 

culture purpose. 

Chinese is a distinctive language, and the mastery of its written 
form requires considerable training. It is also difficult for many 
non-Chinese to speak because of its tonal nature. These 
characteristics make language a key factor in Chinese political 
discussions about preserving Chineseness, because it so effectively 
separates the Chinese from others behind a wall of symbolic 
inscrutability.... In consequence the Chinese are very attached to 
their language traditions, and express great concern about falling 
standards. This is especially true in multilingual environments 
where parents will coach their children in their spare time or 
engage language tutors to keep up their children's Chinese. 

(pp. 110-111) 

Thus, the maintenance of literacy is something that goes hand in hand with self. 

advancement, but also the maintenance of Chinese culture. The language itself is 

seen as an important part of the culture. The text is used as a tool for teaching 

literacy as well as a means to transmit a hidden curriculum, be it the political 

emphasis, the value of modernisation and knowledge, or the traditional values of 

respect, diligence and modesty. Thus, it seems to be necessary to provide texts for 

learning in and out of the classrooms. However, to choose the appropriate content 

for teaching in the British Chinese classrooms is always going to be difficult for all 

the parties concerned. 
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When asked about the activities they used in their classrooms, the Chinese teachers 

reported that they were mostly likely to be related to a text or even more often to 

the textbook. The extract from the interview with Teacher S included a few of the 

arguments shared by other teachers in this study. When I asked Teacher S whether 

she thought there was too much emphasis put on the use of the textbooks in the 

Chinese schools, she replied: 

S: (2) But I mean, even if you learn French or German or anything, 
there should be some kind of textbook to be followed. // It just 
make it easier. // For students and teacher 

W: Right. 
S: There's something that they can refer to. You know, when they 

go home and they can prepare it. I mean, if you have totally 
nothing and they come in blank. (. ) unprepared (. ) it's a bit () a 
bit like, you know // shock (. ) to both parties. 

The above extract did not only give some of the reasons that the Chinese teachers 

believed in their choice of classroom activities, but it also reflected the ideology of 

the teachers. 

On examining the issue of texts/textbooks in the British Chinese schools, it seems 

there is again a compromise between British and Chinese traditions. Teachers still 

rely highly on the use of the texts/textbooks but they are given more choice as to 

what to teach in their classrooms. As indicated earlier, there are also Chinese 

learning materials for non-native speakers which are adopted more and more in the 

Chinese classrooms in the UK as supplementary materials. As many of the 

textbooks and books from which teachers choose their texts are still those printed in 

Mainland China, Hong Kong and Taiwan, some of the content of these textbooks 
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may not be appropriate or interesting for the students in the British context. The 

teachers in the Chinese schools used different approaches to make the texts more 

relevant to their students. The following sub-section will describe how the teachers 

in this study use texts and textbooks. 

7.2.2 Using Textbooks and Learning New Text 

When asked to identify `different things' in British and Chinese schools, the most 

common answer volunteered by the students in this study is the difference in 

teaching style. One student identified the difference between his British and Chinese 

schools is that "... the way they [the teachers] teach us things ... ". He went on to 

explain: 

T: For example, like () when they teaching us a () a poem or 
something.... 

W: Uhm.. 
T: Well (1) The teacher just write a little bit down. 
W: Which teacher? 
T: Chinese teacher write it down. And then we look at the book 

[the textbook]. And then () we have a course book and we read 
it. But in English school, we don't. Cause we don't write it all 
() in big chunks. 

W: Right (. ) So, what (. ) would the English teachers do? 
T: They (. ) they give us the paragraph. They read it [the 

paragraph] to us, then give it to us. 
(T 10, C) 

The situation described by this student was observable in many Chinese classrooms. 

It may be better illustrated with the following two extracts from the observation I 

made in two different Chinese schools. The first one was made in a Mandarin 
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Chinese class (part of the extract was also in Extra, pp. 162-163), and the 

second one was made in a Cantonese class. 

Extract 15 
1 2: 48 Teacher asked children to repeat after her, read out loud 

from a sheet of paper twice. [The paper contains a text 
of about 10 lines using characters related to the topic 
of `sun, moon, water and fire'. ] 

2: 51 T: Listen carefully, we are going to have a tingx% 
6 `dictation' later. 

T then called out a few names. 
T [to the above students]: You'll have to memorise 
this and write it out. 
T: Others, you'll have to copy this text and do the 

11 dictation. 
T (to one student): This particular student doesn't 
understand what we are saying, you have to do your 
best according to your ability. 

2: 55 The teacher put some more pieces of paper up on the 
16 white board. 

T: You'll need to be able to read these. 
The students then started to copy the text from the 
white board. Those who seemed to have done so were 
still writing in their book to practice more. 

Observation Diary: 03/05/1998, Class L2 

Extract 16 
1 [After being introduced to a new lesson. ] 

11: 18 The teacher asked the older students to write down 
new phrases and said that he would dictate later. 
The students started to copy phrases from the book 
where at the end of the text there is a section called 

6 `new phrases'. 

Several exchanges to clarify meanings of words and 
phrases. 

11: 24 After students copied characters from the book, they 
11 closed the textbook and write words out from memory. 

The teacher then moved to attend to the youngest girl 
in the class. 

11: 30 The teacher read out a poem from the girl's homework 
book [which she copied from the teacher's copy the 

16 previous week]. The girl repeated each sentence after 
the teacher. 

Observation Diary: 23/05/1998, Class 01 
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It is common practice in Chinese classrooms for teachers to write a whole piece of 

text (either a poem or a piece of text the teacher found suitable to teach) on the 

board for the students to study and later to copy in their own books. Sometimes the 

text may already be in the students' textbook. In this case, the students were still 

asked by their teacher to copy both the new characters and phrases and sometimes a 

short paragraph of the text out in order to practise them. 

It is worth noting that some traditional Chinese language textbooks not only include 

the main texts, but also sections such as ̀ new characters', ̀ new phrases', ̀ sentence 

pattern' and sometimes even ̀ exercises'. These sections extract characters, phrases 

and patterns which did not appear in the previous volumes of books (as the 

textbook standard is set up by a government-run committee, there is not much 

variation even if there is more than one publisher). For example, on the original 

copies of texts described in the previous sub-section, Shüigüo `fruits' (p. 224) and 

Fühüojie `Resurrection holiday' (p. 224), there are new characters printed at the 

bottom of each page (Appendix H, and I). 

Some children complained about the need to copy things over and over again when 

I asked them if they do anything at Chinese school which they do not do at British 

schools. 

A: Copy the work out about 10 times (1) XXX would be that (. ) 
B: Right.. 

(A13, B 14, C) 
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However, the learning of the Chinese language does not simply mean copying and 

memorising texts and Chinese characters although it may seem so to some of the 

students in this study. 

All the teachers interviewed claimed to different extents that they think their 

students should learn to use Chinese characters: from being able to recognise the 

Chinese characters to actually write compositions. All the teachers confirmed that 

they think students should at least be able to recognise some characters. Hence, a 

lot of the class time was spent on teaching Chinese characters. Before asking the 

students to learn the new words and phrases, Chinese teachers were observed 

introducing to students elements related to the new text: either by telling them a 

story, carrying out activities related to the text or opening a discussion leading to 

the topic of the text. Sometimes teachers wrote pieces of text on the board even if 

they were already in the students' textbook. One teacher explained to me the reason 

was to focus the students on the board without distractions. The teacher pointed to 

each character on the board and the whole class read through the text together, 

several students having volunteered or been selected by the teacher to read the texts 

individually while the rest of the class listened to what was being read. 

In this process, for those characters that the students were not familiar with, they 

were allowed time to write down Zhüyin zimü, Pinyin (phonetic systems commonly 

used in Taiwan and Mainland China) or the students' own symbol (often the sound 

equivalent) to help jog their memory in the future. Only Mandarin Chinese teachers 
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taught students phonetic systems - Pinyin in most cases; Zhiryin zimü was taught by 

teachers from Taiwan. All the teachers encouraged their students to write down the 

sound next to Chinese characters to help them recognise each character. As there 

was not an equivalent system in Cantonese, the Cantonese teacher just `let students 

use their own system'. One teacher explained: 

T: Yah. Yah. Yah. They have their own system [to code the sound 
of each Chinese character]. () I won't teach them. () Because 
() it's there when they read it at home. (1) They would 
interpreted it. () If I impose something, they may forget about 
the system. (. ) So, it's useless. 

After students noted down the sound of the new characters, teachers engaged their 

students in analysing the particular piece of text by asking students to discuss the 

meaning of each paragraph. 

At a school which is organised mainly by Mandarin Chinese speakers, I observed 

teachers teaching Chinese grammar to their groups of students. The children in this 

school, like those at other Chinese schools, were grouped into classes in numerical 

order according to ability and age: `one' being the lowest level and the youngest at 

the school. The following were two extracts from my observation notes where two 

classes seem to involve similar discussion on different levels. 

Extract 17 
1 13: 20 The teacher starts teaching new patterns. 

T: What is a complete sentence? 
S1: It must ... 

It must have 
... ci `word or phrases'. 

T: Yes 
... 

What kind of `ci'? 
S2: There's zhüyü 'subiect' .. 

6 Ti: That's right. A 
-sentence 

should have a zhüvü ... 
and there is normally a weivü `predicate'. The 
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8 most common weivü `predicate' are döngbin 
wefyü `predicates which contain verbs and 
objects'. 

Observation Diary: 03/05/1998, Class L4 

The lesson was dominated by the teacher spending most of her time explaining each 

sentence in a piece of text from the students' textbook. Most of the time students 

sat quietly and listened to the teacher. On some occasions, I also observed students 

exchanging between themselves explanations in English, as to what the teacher was 

trying to say. During this observation, the teacher also covered grammar points 

such as the `disyllabic' feature of some adjective-turn-adverbial terms (see also Yip 

1997) and the usage of some Chinese punctuation marks. The teacher also 

prompted the students from time to time to give examples which were related to the 

issues being discussed: an example of the adverb, a phrase that the students thought 

may be related. Later in a lower level class (Class 2), the teacher also asked the 

students to analyse the structure of a text and to discuss the nature of a sentence: 

Extract 18 
38 2: 41. T: Let's make some iiuzi ̀ sentences'. 

Student C: What is iiuzi ̀ a sentence'? 
T: Put the new words into the sentence you want to 

41 say. 
Students then tried to make sentences and say them 
out loudly for the whole class to hear. 
[For example, W6men qü hdibian wänr. `we went to 
seaside to play. ' was a sentence suggested by one of 

46 the students. ] 
2: 48 Teacher asked children to repeat after her, read out loud 

from a sheet of paper twice. [The paper contains a text 
of about 10 lines using characters related to the topic 
of `sun, moon, water and fire'. ] 

Observation Diary: 03/05/1998, Class: L2 
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Extract 19 
1 13: 30 T: We have read the whole text. How many parts can 

it be divided into? 
The students called out a few numbers ̀ 3' `4' ... 
T: Think on your own ... 
[indicating the students should spend some time think 

6 about it before trying to answer the question]. 
T: Think about paragraphs and parts, ... they are not 

the same ... 
More students joined the class. 

13: 35 T: There are two parts. Which two parts? ... 
11 Students put their hands up. 

After the students replied, the teacher concluded on the 
point about parts and paragraphs and drew another 
point. 

13: 38 The teacher asked students to think about how they 
16 would rewrite a paragraph into a sentence. 

... [practice] 
Observation Diary: 03/05/1998, Class L3 

In Extracts 18 and 19, the teachers did not spend as much time on grammar points 

as the teacher in Extract 17, most likely due to the differences in levels of the 

students in the three classes. Instead, most of the class time in Classes L2 and L3 

focused on helping students to recognise some basic Chinese characters which are 

also important radicals for many other more complex Chinese characters. The 

lesson in Extract 18 was described in detail in Chapter 6 (6.1). 

However, this kind of activity was rarely observed in this study. Although many 

teachers mentioned the teaching of grammar during the course of the interviews, 

most of them stated that they did not feel they have enough knowledge about the 

Chinese grammar themselves. Teacher G pointed out to me that he had used his 

own learning experience on learning English grammar to help him teach grammar to 

his students at the Chinese school. Other teachers explained that they taught 
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students `sentence patterns' which were included in the textbook but did not 

specifically break them into grammatical units for explanation. 

After analysing the text, the teachers would ask the students their opinion or 

experience in a similar situation. For example, if the article was about a whole 

family's day out on a particular festival, teachers would probably ask the students 

how they celebrate the festival or the students' experience of going out as a family. 

If the article was about the courage or honesty of a child, teachers could then talk 

about these behaviours and ask children for their comments. The students were then 

encouraged to do the exercise at the end of the text or to write a composition with 

the same title as the text just studied. The idea being for the students to practise 

expressing their own opinions and experiences on a related topic. Using the new 

words and phrases, the story line or the text structure, the students are required to 

reproduce a summary or their own story on a similar event. 

In one interview, two students compared how the teaching of reading is done 

differently in their British and Chinese schools. 

A: (1) Because British people are very creative. They [the British 
teachers] will let you write a lot of stories (. ) 

W: Uhm.. 
A: Then (. ) read a book, and write a summary for it or something. 

But here [at Chinese school], it's more (1) reading texts [from a 
textbook] (. ) reading texts (. ) then (. ) lots of practice. 

V: Then we start writing compositions [in Chinese school]. 
(Some discussions later) 
V: (1) British schools (. ) use different ways of teaching. You don't 

just sit there and keep memorising. 
W: Uhm. 
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V: They'd use many things to learn. 

V: For example, they'd ask you to (. ) find references. 

A: Yes, find the references to learn.... 
(A 14, V 14, M) 

In other words, the British teachers allow more scope for individuality compared 

with the teachers at British Chinese schools. In British schools, the response to a 

text can be more flexible than treating it as a model. Students are allowed to react 

to it in individual ways. On the other hand, in Chinese classrooms students are 

required to spend more time learning as a whole group. Although there is also time 

for children to think individually at the Chinese schools, to write their own story, 

and their own version of events, they may feel limited by the thought that they need 

to closely follow the model presented by the text they were studying. 

It is clear that text and textbook have a much more central place in the Chinese than 

they do in English classrooms. This feature of relying heavily on textbooks was not 

only observed during visits to Chinese schools in the UK and was described by 

teachers in Chapter 6 (6.1 and 6.2), but it also appeared in the student interviews. 

The following is one example. 

A: In British schools, they don't normally ask you to read the texts 
[from textbooks]. They have no textbooks [in British schools]. 

(A 14, M) 

The term `textbooks' used by the girl referred to the traditional role of textbook in 

her Chinese setting: every student has a copy of the prescribed textbook. Students 

take their textbooks along with their exercise books to the school and take them 
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home at the end of the school day. At British schools, especially at primary level, 

students normally share books. They usually share a library of books at school 

instead of using the same book all the time. There is no standardised textbook for 

students in the UK to go through chapter by chapter as is the case in many other 

educational systems in the world where the textbooks are centrally controlled. Even 

though appropriate textbooks are difficult to find for the special context of the 

British Chinese schools (See Chapter 2), the teachers still give the teaching of the 

text high priority in their programme. Many studies relating to the culture of 

Chinese classrooms also report this feature (Biggs 1996; Cortazzi 1996). Cortazzi's 

description (1996) provides a clear picture. 

The Chinese teachers see that knowledge is fundamental and that 
skills will be developed later on the basis of this knowledge. 
Knowledge will come primarily from the teacher and the book so it 
is natural to centre the lesson on the teacher and the text. (p. 13) 

Some teachers tried to make the introduction of texts more interesting by preceding 

them with stories related to the text. For example, the historical story about the 

poet who died for his principle against the Emperor was often told before the 

students are introduced to the text about the Dragon boat festival. Sometimes 

group discussion was also used to raise students' interest and to make connections 

with real life on the topics introduced. 

A lot of the students' time was devoted to improving reading and writing skills. One 

reason for the situation was due to the assumption that since the children were of 

Chinese origin, they could and should have learned to speak and listen to Chinese in 
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their family. With only a limited amount of time available, it should be devoted to 

help children learning to read and write. Many of the children can understand this, 

but not all of them find the approach useful. 

A: I think being a Chinese I want to learn more (. ) I want to be able 
to read and write, not just able to talk. 

(A 22; girl; Cantonese speaker) 

M: Cause I think (. ) they think we know how to speak and listen 
here (1) So we only need [to learn] reading and writing (. ) 

(M 17; boy; Cantonese speaker) 

B: They push you to (. ) cause they think you know, don't they? 
Cause we are Chinese, they think we understand bits, but they 
understand themselves, they don't explain it properly. 

A: Sometimes when we copy words out but we don't know what it 
says ... 

B: And we don't understand (. ) 
A: We don't know what it means (. ) 
B: We just copy it, really ... 

(A13, B 14, C) 

There was a regular diversity of opinion about the time spent on reading and 

writing. Some students had a positive attitude about reading and writing, others felt 

that they preferred to develop listening and speaking at the same time. However, 

there was a tendency that the older students that remained at Chinese schools 

tended to be those who really liked the language and showed strong interest and 

motivation in improving all four skills in their Chinese language. 

The use of English to Anglicise pronunciation for Chinese characters also showed 

evidence that students in British Chinese classrooms were developing their own 

classroom culture. This is something particular to the British Chinese school 

context, Chinese students in China do not do this, and it is unlikely that the students 
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do so in their British schools. It may not be a very effective and efficient way to do 

things in the opinion of both teachers and parents, but it is just the way it works out. 

The discussion so far has looked at two of the elements contributing to the 

development of Chinese classroom culture: students' strategy to learning and the 

use of texts in the Chinese classrooms in the study. The following section takes an 

interest in exploring the teacher/student relationship. 

7.3 RELATIONSHIPS BETWEEN TEACHERS AND THEIR STUDENTS 

From the discussion so far, including situations discussed in Chapter 6, it appeared 

that the Chinese teachers in this study were the centre of the classroom interaction: 

they lead the activities, decided on the materials to be studied, planned the schedule 

for learning to take place, whilst the students seemed passive in the class. However, 

I believe that both the teacher and students contribute in some way to what happens 

in the class. This section looks at the relationships between British Chinese teachers 

and their students and begins by examining the teacher-student interaction amongst 

the participants. 

From the outset, it seemed that the relationship between the British Chinese 

teachers and their students was one-sided. The students were at the receiving end of 

what the teachers prepared for them. For many children, the work ethic in the 

Chinese classroom encouraged them to work as hard as they could; and they were 

prepared to work to a certain extent to improve their language ability which to them 
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was important. However, for the students, there often seemed to be too much 

repetition involved in each lesson and the students preferred more imaginative 

activities. Some students shared their teachers' concern that with the limited time 

available for learning, the `more active' type of activities may reduce their time for 

learning ̀ more directly'. Some clearly enjoy a more relaxed way of learning and do 

not worry whether or not they achieve a certain level in their reading and writing. 

The students expressed their need for the teachers to monitor their performance 

more closely and to work in a more individual-centred fashion. 

Another dimension to the teacher-student relationship from my observation was that 

the teachers felt that they should be, and were, in control of the class. For example, 

Teacher D, an experienced teacher who had taught Mandarin as the mother tongue 

to children in China for many years, stressed that the students in her class should 

remain well-disciplined, making this clear to her students. The following interview 

extract demonstrates this point. At this point of the interview, I asked Teacher D to 

describe her typical lesson to me. 

W: En(. ) nä birü shüo (1) wömen xianzbi (. ) xianzi i shi l1b6i tiara 
(1) rdnhöu (smile) xüesheng jinläi. Na, ni ye fin jiaoshi. Nin 
jinle jiaoshi ytöu .. Nin tong chdng ddu jiao Omen zi4o 
shenme? 
Uhm, suppose, we are now in the classroom. The students come 
in. You then come into the classroom. After you enter the 
classroom. What do you ask them to do? 

D: züo hdo. 
To sit down properly. 

(Both laugh) 
D: yinwei tämen zäi (. ) zäi yinggüo de ketäng limian döu 

fangsöng güanle ma. 
Because they are used to be relaxed when they are at British 
schools. 
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W: En. Süoyi bijiao hüi pdoläipdoqü de.... 
Uhm, so they move around more.. 

D: Düia. (1) zäi yinggüo de ketäng Ii () jiushi fangsöng güanle. 
Dänshi, däo wöde ketäng limian flu büxing le. 
That's right. They are used to be relaxed in British schools. 
But, they cannot do that in my class. 

W: En, en. 
Uhm. 

D: fu biuneng rang tarnen fängsöng näyäng. 
I can't allow them to be so relaxed like that. 

W: Süoyi nInshi yi käishi (. )käishi jiao () Nin flu gen tä shüo le.. 
"Zäi wöde ketäng It, jiushi yäo züohdo. " 
So, did you say to them when you began to teach them: "In my 
class, you have to sit properly. " 

T: En. () sushi ydo XXX (Both laugh) 
Uhm. (. ) You have to ... (Both laugh). 
(The discussion moved onto what happened when the class 
started. ) 

From the above interview extract, a feeling of how the teachers expected to be `in 

control' may be illustrated. Thus, even though I observed on most occasions the 

teachers leading the class activities, many teachers interviewed expressed their 

feeling of powerlessness in handling their class. Reports of this kind have two 

implications: first, the teachers still felt the need to put discipline into their 

classrooms; second, the teachers also realised that the students attended Chinese 

schools voluntarily, thus, they were unable to put on too much pressure. The British 

Chinese teachers in this study in a sense were caught in a dilemma. On the one 

hand, they probably preferred the orderly nature of traditional Chinese classrooms, 

and on the other, they felt that they had to try their best to adapt to the British 

environment and to apply discipline that is appropriate to the context with very little 

outside help. 
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The relationship between the Chinese teachers and their students described in this 

section raises interesting issues in the culture of learning: the teachers appeared to 

have certain ideas about what should happen in a classroom and tried to achieve it 

in their own. Their beliefs and expectations were not likely to have been learnt 

through particular training, but through personal experience. This prompts the study 

to explore another factor, which may also contribute to the learning culture, the 

different school settings - the learning environment. The next section examines this 

factor from two different angles. First, it compares differences between schools set 

up by people who speak different Chinese dialects (mainly Cantonese and Mandarin 

Chinese). The section then looks at how participants viewed their experience of 

attending Chinese schools as opposed to their experience of British mainstream 

schools. 

7.4 DIFFERENT SCHOOL SETTINGS/LEARNING ENVIRONMENT 

As discussed in Chapter 2, the Chinese community in the UK is changing rapidly. 

These changes have brought about the differences in the setting up of Chinese 

schools. In this study, I found that different schools set up by speakers of different 

Chinese dialects, mainly Cantonese and Mandarin Chinese, provided different 

learning/teaching atmospheres for the participants which may also contribute to the 

culture of learning. To facilitate the discussion here, I will first briefly describe 

people setting up the Chinese schools. 
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The people who set up and attend Chinese schools are also changing. Previously, 

the members were mainly those who came to the UK as immigrants from the South 

East part of China who spoke mainly dialects such as Cantonese and Hakka. Most 

recently, a large number of people from Mainland China and Taiwan (who use 

Mandarin Chinese) have arrived in the UK as overseas students and professionals 

working for Chinese invested businesses in the UK. This new group of people either 

joined in the existing Chinese schools and started organising Mandarin Chinese 

classes; or they set up new schools for only Mandarin Chinese speakers. This 

section is divided into two parts. The first looks at the differences between Chinese 

schools organised by different groups of British Chinese people. The second 

discusses the similarities observed and discussed by the interviewees in this study by 

looking at the place of learning. 

7.4.1 Differences between the Chinese Schools 

Although the aim of the schools is the same, for the Chinese children to keep up 

their Chinese language learning, the school cultures for these two groups are 

slightly different. The following paragraphs illustrate these differences between the 

Cantonese-speaker groups and Mandarin Chinese-speaker groups. 

Schools organised by the Cantonese-speaker group 

During my visits to the different British Chinese schools, there was a feeling that the 

Cantonese-speaker groups viewed Chinese schools as an extension of the 
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community. Teachers in these schools were mainly parents or voluntary helpers 

(normally friends of parents) from within the community who are enthusiastic about 

educating their next generation. Many of them did not have teacher training or 

experience before they were accepted as teachers at the Chinese schools. Children 

are encouraged to learn their mother tongue (Cantonese) and enjoy themselves 

while playing with their Chinese friends. Despite the time they spent in Chinese- 

speaking countries (the period of time prior to their arrival in the UK), many 

children interviewed in this study who came from Cantonese speaking families 

expressed their preference to their Chinese friends. However, the extreme situation 

reported by some Manchester students (Sham 1997) that their parents forbade them 

to make friends with their British classmates was not found in this study. Instead, it 

was the children's own choice that they felt `more comfortable' and `easier' 

amongst other Chinese children. 

Schools organised by the Mandarin Chinese-speaker group 

It may be due to the professional background of many of the parents that the 

Chinese schools run by Mandarin Chinese speakers tended to be more academically 

oriented, as I observed more talks about `grade' and `good performance 

[academically]' between parents and teachers in these schools whilst almost none 

was observed in the former group of schools. More teachers at these schools were 

trained, and some had many years of experience teaching in Chinese-speaking 

countries. As a result, they adopted a teaching style that was more similar to the 

traditional Chinese style than their Cantonese counterparts. Discussion of traditional 
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practice is in Chapter 2 (2.3.2). For example, some of the teachers in this group 

spent more time teaching children elements such as Chinese grammar - something 

the Cantonese teachers interviewed admitted that was lacking in their own teaching 

(Section 7.2.2). 

The teachers in the Mandarin Chinese classes tried to help their students recognise 

characters/understand texts in a analytical way, spending more time talking to their 

students about the structure of Chinese characters, words and sentences. This may 

be the result of two main factors. The first being the different learning traditions in 

different Chinese-speaking regions: there was a strong emphasis on the teaching of 

Chinese grammar in mainland China in recent years whilst in other regions the 

studying of Chinese grammar was not so common. The other factor is the fact that 

there may be more trained and experienced Chinese language teachers in this group. 

In these schools, as many of the children's parents were research students or 

professionals who worked in the UK, children were sometimes pressured to do as 

well in Chinese schools as in their British schools. The demand to finish all the 

homework given by class teachers was higher in comparison to the schools 

organised by the Cantonese-speaking group. In some instances, I observed teachers 

asking parents to help supervise children to do homework after school while 

children were sitting shame-facedly listening to their conversation. These children, 

however, also enjoyed friendship with other children at Chinese school. But as some 

of them might have been to other countries before they came to the UK due to the 
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nature of their parents' work, they did not seem to care much about the nationality 

of their friends. Less emphasis on the `Chineseness' was observed. For example, 

when two girls in the study were asked whether their parents had any opinions 

about their friends, their answers were straightforward: 

A: No. As long as they are not bad ones. 
V: As long as I have friends. 

(A 14, V 14, M) 

Attitudes of the students differ, as do their experiences whether it is at home or in 

different school settings. However, for the British Chinese children in this study, the 

similarity of their experience in Chinese schools were greater than the differences: 

students were aware that Chinese schools were places for them to learn Chinese and 

to meet friends. And it was a different place from their everyday schools. The 

following subsection looks at this place of learning. 

7.4.2 Differences between Chinese Schools and British Schools 

Some children interviewed in this study stated that they were aware that they 

needed to have ability in Chinese in order to `communicate' with other Chinese 

people and the Chinese school was the place for them to learn. While some high 

achievers enjoyed school life and saw it as a source of encouragement, some felt 

that they were forced to go to Chinese -schools. A few of the students interviewed 

complained that attending Chinese school when it was holiday was no fun; 

especially when the mainstream school's term had finished and they still needed to 
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go to the Chinese school and to sit tests. For example, one student noted the 

following point. 

V: (1) At the end of the year when the holiday starts [at the British 
schools]. The last lesson [at the Chinese school] when we finish 
the test, it will be the 18th of July. (. ) It's quite late because our 
school has already (. ) break up for holiday. (1) Yes. So, we'll 
still have to come to Chinese school then. 

(V14, M) 

Others mainly viewed going to Chinese schools as a matter of routine - things for 

them to do on Sundays - neither good nor bad. One student commented that he 

attends Chinese schools to `pass time'. However, students were able to find a 

positive side to this experience. A and V, for example, although they reported that 

they were forced by their parents to attend Chinese school, when they were asked 

whether they thought it was important for them to attend gave the following 

comment: 

A: Should be better (. ) with it [going to Chinese school] (. ) 
V: I think there is () there is a place to go. I'd go. 

(A 14, V 14, M) 

On a different occasion, when a group of three boys were asked about whether they 

were eager to go home (as the youngest one was fidgeting and asking whether they 

would be going home soon) and whether they mind going to school on Sunday, 

Student Q (age 10, Cantonese speaker) made the following comment. 

Q: I don't () I don't mind about it () cause our home is boring. I 
like to stay here [the Chinese school]. 

Q: No. I wish it [the time spent at Chinese school] was longer. 
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In both the above instances, T and his other two classmates went on to explain their 

reason for wanting to stay longer at the Chinese school. 

D: I like playing at the school. 
T: We like playing with each other. 

(D11, T10, S6, C) 

The three interviewees then described to me how they played at Chinese school: 

including chatting to each other, running down corridors and playing ball games. 

Many Chinese schools that I visited tried to organise sports facilities and events for 

children. Children could play basketball, table tennis and other games during their 

break time. Activities organised by the schools were some of the main features 

students noticed and compared to their British education. 

When asked to identify the differences between Chinese and British schools, most 

students view Chinese schools as a place where they learn only Chinese language. 

Only a few students mentioned that they also learn `things related to Chinese 

culture' such as festivals and Chinese art and craft, whilst at their British schools 

they will be learning more subjects, such as English, mathematics, science, 

technology, arts and PE. 

It appeared to be difficult for children to compare and express the differences they 

felt in their experiences in Chinese and British schools. Apart from comments 

similar to these Student Q made "[Time spent at] English school's longer" (Q 10, 

C), many children said that it was too difficult to compare the two as they spend 

most of their time at their British school and only two hours a week at Chinese 
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school. For example, when two of the girls were asked whether they have more 

homework from the Chinese school, one girl replied: 

V: (1) It's difficult to compare because some of them are () 
Because the work from school, like Maths, it will be practising 
Maths. (1) And () At Chinese school, it will be practising 
writing compositions. So you can't really compare them. 

(V 14, M) 

In a similar vein, two girls pointed out that it is difficult for them to compare as the 

subjects were different. 

A: We don't really know cause ... B: Cause they teach different things, don't they? 
A: Different things ... 

(A 13, B 14, C) 

However, both the teachers and the students felt that the Chinese schools were 

more relaxed and less serious places than the students' British mainstream schools 

due to the nature of the Saturday/Sunday school. Going to Chinese schools, for 

some of the students interviewed, was a time-filler. As the students pointed out, 

they felt that there was or there should be less demand on them as they attended the 

Chinese school voluntarily, a view echoed by some of the teachers. 

Most teachers interviewed noticed that children in their classroom were more 

`forward', `forthcoming' and `eager to participate' compared to the children they 

knew in the traditional Chinese context. They found it made carrying out activities 

in the classroom easier. 
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On the other hand, teachers sometimes felt that their students were `too relaxed', 

`lack discipline', and bütinghüa `do not do things as they are told'. Many teachers 

acknowledged that this may be partly due to the students' British education. 

However, many of the teachers admitted that they have little idea about what went 

on in British classrooms. It appeared that the more the teachers understand about 

British classrooms, whether they had themselves been students in the British schools 

or they had children who attend British schools, the more they were able to look at 

the influence on the students from a more positive viewpoint, children being active, 

and creative. The influence of families on the development of culture of learning will 

be discussed in Chapter 8. 

Some students pointed out that they could `learn more' by attending Chinese 

schools. ̀ Not wasting time' was also seen as a positive element in going to Chinese 

schools. 

S: Ya (1) We've got nothing else to do otherwise. It [coming to the 
Chinese school] prevents us from doing mischief. 

E: Yes (. ) And we can learn something as well. (1) (In English) It 
is important for us to learn things ... 

(S 13, E 12, M) 

Even though some of the students noted that they felt their teachers at Chinese 

schools were `more forceful' in asking them to `work hard' at school as well as at 

home, the students were aware that the teachers at British Chinese schools were 

less serious than those in traditional Chinese contexts such as Taiwan. 

A: British teachers (. ) seem to (. ) they sometimes (. ) are less 
forceful.... 

W: [Chinese teachers are] more forceful (. ) In what respect? 
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V: Writing homework. 
(Some discussions on the point of writing homework is omitted 

here) 
A: In Taiwan (. ) In Taiwan, teachers are very strict. 

V: It is because, we are (. ) uh () voluntarily attending the school 
on Sunday. So, it's not so serious like it is in Taiwan. 

(A 14, V 14, M) 

Some of the students interviewed simply pointed out that it was difficult to compare 

whether Chinese teachers were stricter than their British teachers. 

M: I mean (. ) some of them at British school are stricter (. ) some 
are more less (. ) It depends ... 

(M 17, C) 

A: Some of them [teachers at British school] are quite strict (. ) but 
B: Ya (. ) Depends on what kind of subject, isn't it? 

A: My (. ) my math teacher is [strict? ] XXX 
B: Ya (. ) mine is (. ) math's OK. 

(A 13, B14, C) 

Two themes emerged from extracts of the above interviews which characterised the 

culture of the Chinese schools. Firstly, there is an ethic for hard work for both 

teachers and their students at the Chinese schools. Students talked about their 

Chinese teachers being ̀ more forceful' and ̀ push you to work more' while showing 

compliance towards the situation. One indicator was that göngke was given by the 

teacher to the students most weeks (if not every week). According to both the 

teachers and the students, göngke would generally be done by the next meeting. 

Some students also accepted the concept of `practice makes perfect' as a norm. In 

one instance, I asked two interviewees to choose a more effective way of learning 

between the creative way of using different resources and the traditional way of 

repeating practice. The following is their response. 

257 



A: (3) I think both should work. But in Taiwan (1) It's always 
memorising, memorising and memorising (1) So, a lot of 
practice. (1) Then (. ) If we keep practising, we'd memorise 
them. 

W: Uhm. OK. Then, do you think this way of learning Chinese (. ) 
is good? Just (. ) memorise everything? Or do you think (. ) if 
when learning (. ) you can also work on your own to find 
information (. ) Will that be good, too? 

A: I think that will be very difficult ... (smile) 
W: So, you still think that (. ) You still need to memorise them in 

order to remember them [for using them in the future]? 
A: Ya. 
V: Uhm (1) If I practice, I'll be able to memorise them [in order to 

use it]. 
(A 14, V 14, M) 

They may also apply this principle in learning other foreign languages at British 

schools. As it shows when the conversation moved on: 

W: Uhm. For example, when you are learning French or Spanish, 
(. ) do you also need to memorise again and again? 

A: Yes, (. ) we also need to memorise vocabularies. 
V: Uhm. 

(A 14, V 14, M) 

This is a concept also shared by their Chinese teachers. When I asked the Chinese 

teachers whether Chinese teaching involved too much memorising, many of them I 

interviewed argued with statements such as the following. "It is the same as in any 

other languages. When we were learning English, we had to memorise all the 

vocabularies and things. Practice makes perfect" "You do that with any language 

anyway. It's not just about Chinese. " 

Additionally, there is the issue of the meeting of the British and the Chinese culture. 

From the data presented above, the students showed that they were aware of the 
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difference between their British Chinese classes and those in the Chinese-speaking 

regions. Student V's comment in her interview may provide a glimpse of the reason 

for the students feeling differently in different learning contexts. 

V: It is because, we are (. ) uh () voluntarily attending the school 
on Sunday. So, it's not so serious like it is in Taiwan. 

(A 14, V 14, M) 

7.5 SUMMARY 

In this chapter, four of the elements which may contribute to the culture of learning 

in Chinese classrooms have been examined. I first discuss the students' language 

learning strategy comparing their SILL results. The strategies rated by the students 

were compared against the six categories suggested by Oxford (1990) and 

presented accordingly in the first section. The second section then considered a 

factor identified from reviewing literature as of great importance to Chinese 

language teaching and learning: the use of texts and textbooks. Examples are given 

to show the kind of texts which were used in the Chinese classrooms in the study 

and how these texts were used. To construct the culture of learning, the relationship 

between the teachers and their students is also examined. Although it appeared that 

the teachers were leading and guiding the direction of learning in the classrooms, a 

feeling of powerlessness was found as the teachers indicated that their expectation 

may be different from their students. Discussion in the final section illustrates 

potential issues which consider school settings an element in contributing to the 

development of culture of learning - different feelings participants had towards their 

schools, both their Chinese and British schools, are presented. 
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Chapters 6 and 7 have considered the development of culture in the immediate 

context of Chinese classrooms and Chinese schools. The next chapter will consider 

how the participants' families can influence their thinking about learning/teaching in 

British Chinese schools. 
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CHAPTER 8 

THE FAMILIES 

Part III aims at exploring data collected in this study using the Ecology Model of 

Learning Cultures. Chapters 6 and 7 looked at micro-systems within one of the 

meso-systems, the Chinese school, by examining firstly the classroom activities and 

the students' language learning strategies, followed by discussion of key features in 

the Chinese schools including mixed-ability/age groups, the role of texts and 

textbooks and how Chinese schools differ dependent on the community setting 

them up. This chapter will look at another meso-system, the participants' families, 

and discuss how the culture of the families influenced the interactions in the Chinese 

schools. 

The current ecology model, in Fig. 3.2 (p. 87), illustrates the relationship between 

meso-systems in an exo-system. As discussed in Chapter 3 (3.3), an exo-system 

refers to those settings that do not involve the subject as an active participant, but in 

which events occur that affect, or are affected by, what happens in the micro- 

systems. In the current study, although what occurs in the teacher's family or 

workplace cannot directly involve the students concerned, it may have a strong 

impact in the micro-systems described in the previous two chapters. In the same 

vein, what happens in the students' families also contributes to the effect. This 

chapter aims to describe the factors that contribute to the culture of learning in the 
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British Chinese classroom by examining the influence that comes from the 

participants' families. 

The first section in this chapter will look at family influences on the participants' 

values and attitudes. The second section will focus on the issue of language and 

how these issues relate to the participants' values and attitudes. It will discuss the 

link between Chinese language and the traditional culture of respect, and look at 

language spoken in the children's homes. This is followed by the discussion on the 

Chinese school's role in maintaining Chinese traditions, and how these traditions in 

turn are influenced by the participants in their families and in the Chinese schools. 

The final part of this chapter will look at the family influence on the culture of 

learning in the classrooms by comparing different `school cultures' in British 

Chinese schools set up by Chinese community members speaking different Chinese 

dialects. 

8.1 FAMILY INFLUENCES ON VALUES AND ATTITUDES 

The experience of living in the UK as Chinese families has had a profound influence 

on both the students and the teachers. Many parents in this study felt that their 

family values were often influenced by their children's British environment (cf. 

Tsow 1984; Li 1994; Verma et al. 1999). However, observations of the interviews 

with the students, and their activities in the Chinese classrooms showed that they 

were also influenced by their Chinese background and the teachers were also aware 

of their attitudes towards teaching and their students changing as a result of 
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experiencing two cultures. As Bond (1986: 1991) pointed out, there may be some 

features that were more influential and less likely to change even when one lived in 

a totally different cultural environment. 

... great changes should not be expected in such central 
characteristics [such as Chinese traditions of parental authority]. 
Changes can occur quite abruptly in other areas, such as language 
use, clothing preference, and friendship patterns, without causing a 
loss of one's distinctive Chinese traditions. ... (p. 115) 

It is the interest of the present study to find out how Chinese culture contributes to 

the immediate context of learning Chinese as a community language, and whether 

those ̀ central characteristics' Bond referred to are present. The current study is also 

interested in the part British culture plays in shaping the attitude of both teachers 

and students towards learning taking place in British Chinese classrooms. 

The discussion in this section will be divided into two subsections. The first 

subsection will describe how the participants adapted traditional Chinese practices 

to fit in with the British environment in their every day lives. It will look at how 

those activities within traditional Chinese families and the traditional values related 

to them had to be altered slightly to fit in with the British context by comparing 

comments from the participants. The second subsection will examine the factors 

influencing the students' values and attitudes towards their education and future 

career. It also looks at how the teachers' own family experiences affected their 

attitudes towards their students and their own teaching. 
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8.1.1 Adapting Traditional Chinese Practices 

From the data collected in the study, it would appear that the Chinese children in 

this study did not necessarily follow a traditional Chinese socialisation pattern. 

There were also influences from their British life. For example, the children were 

taught Chinese values such as showing respect to their elders in the families and 

during social events, but these ̀ social rules' were more relaxed compared to those 

in the traditional Chinese context. This was evident on the issue of the children's 

language use, a point we shall return to later (8.2). Other aspects in the children's 

family life also reflected changes of value and attitude under the influence of the 

two cultures which will be discussed in this subsection. 

Under the influence of the British culture, the parents I had conversation with had 

to try to be `fair' to all the children in the family - giving them equal opportunities 

to express themselves. In a traditional Chinese context, the older children may be 

asked to tolerate the younger ones; or the younger ones were expected to show 

respect by being obliging to their elders. Many Chinese parents in this study stated 

that they felt they should set ̀ house rules' (including play time and homework), like 

their British counterparts, for their children instead of expecting the traditional 

practice of `self-regulation/self-control' to be developed unspoken under the social 

pressure of the Chinese context (this used to be part and parcel of the experience of 

learning the Chinese language, a point I shall return to in Section 8.2 and 8.3). 
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There were more significant changes parents had to consider adapting to their life in 

the UK regarding the children, for example, on celebrating birthdays and festivals. 

For instance, one parent who was a teacher who originally came from Taiwan 

described to me how her child was demanding to enjoy things that were common at 

the child's British school: 

She's asking me for a 18th birthday party like her British 

classmates. They see it as a big event. You know, these people 

... 
We've never had anything like that when we were in Taiwan. 

Our family [in Taiwan] never used to celebrate birthdays. We 
don't even go home [to Taiwan] for Chinese New Year 

anymore.... 

When I asked her to elaborate her opinions about the celebration of other 

traditional Chinese festivals, she replied: 

We don't celebrate them here anymore. There is no real festive 
feeling here anyway. If you say to them [the children] `Today's 
the moon festival. ' All they might think of are the moon cakes. 

In this instance, at least two messages were conveyed. Firstly, there was a potential 

conflict of values between parent and child. The parent, in a traditional sense, did 

not view birthdays as important occasions to celebrate. Some Chinese traditionalists 

even argued that birthdays were `mother's suffering day' and children should show 

their sense of gratefulness to their mothers instead of expecting parties organised by 

their parents. However, for the child, there was pressure from her peers for her to 

be `like everyone else' which drove her to make the demand on her mother. It was 

also part of the socialisation into British culture. It was important, in incidents such 

as this, for the child to be seen to `belong' to the wider society in which she lived. 
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The second message conveyed was through the comparison between the birthday 

party and the act of `going home for Chinese New Year'. As one of the five major 

traditional Chinese festivals, Chinese New Year is the most important time for 

families and relatives to gather together and celebrate. The parent's comment hinted 

at changes in values and attitudes when Chinese families were adapting to the new 

(British) environment. 

This parent was not alone. Many other parents to whom I talked also expressed the 

same concern. Chinese festivals for the children were no longer traditions but 

merely dates on the calendar. Family activities were organised adopting a more 

`British way'. For example, parents observed in this study organised festive 

activities around British festivals such as Christmas and Easter because as suggested 

by one of the parents, "that's the time we have time and resources to celebrate as a 

family". When asked about Chinese festivals, the replies, like the one quoted in the 

earlier incident, were not enthusiastic. One Cantonese-speaking parent spoke of her 

experience: 

We just go to Chinese shops to buy some yüebfng `moon cake', 
zongzi `sticky rice wrapped in bamboo leafs' or nfangdo `year 
cake' (all of them festive food) and go home to eat them. Apart 
from that, we used to tell the children legends and cultural 
practices related to these festivals but they are not so interested 

now they've grown up. 

An example from another parent in this study, from Taiwan, is also illuminating. His 

comment showed how it could even be difficult for the parents to keep up with 

festival celebration due to limited resources from their everyday environment. 
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What is the date for this Chinese New Year? I couldn't even 
keep track of it. On many of the previous occasions, I think it's 
around the time we're having term papers. I don't expect the 
children to make a big fuss over it. Unless we go to China town, 
of course, there are often lion dancing and things like that. 

The above comments reflected to some extent that Chinese families were adapting 

their lives to their British environment. In this process, the Chinese schools appear 

to play an important role as a part of the community. This will be discussed further 

in Section 8.3. 

The examples above suggest that there may be a change of interactions and 

attitudes in Chinese families. At the same time, British Chinese children were in 

some ways still influenced by their parents' values. One influential value may be 

their view towards the importance of education and the need for learning some 

Chinese. The following subsection looks at the family's influence on the children's 

attitudes to education and learning. It also examines the effect of the Chinese 

teachers' own experience of living in the UK on their attitudes towards their 

students' learning. 

8.1.2 Attitudes to Education and Learning 

One of the issues that has been widely discussed, regarding the education of 

Chinese children in the UK, is the potential problem when some students are 

expected to help their parents in the family catering business. As a result, some 

Chinese children were found to have low motivation to achieve academically. In 

recent years, while some children are still expected to help in the family business 
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(catering) during the busiest hours, the notorious scene described by Garvey and 

Jackson (1975) is no longer common. The following is an example of their 

description of a Chinese child's after-school work in the 1970s. 

Four o'clock is not the end of the day for many Chinese children. It 
is the beginning. Su-su goes straight to bed when she comes in. She 
sleeps until nine o'clock and then her brother gets her up to serve 
in the chippy until one o'clock in the morning. Su-Su is not yet ten. 
So she has no need to worry about homework. 

(Garvey & Jackson 1975, p. 7) 

In their work, Garvey and Jackson (1975) also described how children found it hard 

to blend in with their British peers, and how they led an unsociable fife with little 

communication with either their parents or their peers at school. However, their 

work points out a tendency that has grown stronger over the years. They ended 

their description of Chinese children's life at that time by noting one of the 

children's comments on whether or not he would continue the family business. 

"And do you want to go into the chippy business, Tzu Lai? " He 

smiles and looks out of the window to where the kids in the yard 
are kicking a ball about. "Oh no. I want to be a goal keeper when 
I'm grown. " (p. 8) 

From my conversations with members of the Chinese community including Chinese 

parents, children and their teachers in this study, the British Chinese children I 

observed were not only able to express their wish for a different career from the 

catering business, they were often encouraged by their parents to pursue a different 

career. However, some parents still insisted on their children helping out in the 

shops sometimes causing conflict between the children and their parents. For 

example, on one occasion, I observed a girl at the Chinese school where I was 
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teaching was particularly upset because she could not go out with her friends the 

previous evening but was required to help in her parents' takeaway. She explained 

to me that she did not particularly like helping in the family business but she often 

had to do so and felt obliged to when the shop was busy. On this particular 

occasion, she felt that there was pressure from her British school peers which made 

her upset about staying home again on the Saturday evening. 

On the other hand, some parents might encourage their children to seek other career 

opportunities outside the catering business for social mobility. They felt strongly 

about their children taking on their advice about career choice. During my time 

working as a part-time teacher at one Chinese school, I came across many parents 

complaining about their children not being willing to choose the occupation the 

parents deemed as more suitable for their children (professional jobs such as doctors 

and lawyers). Other parents just accepted their children's choice and encouraged 

them to `try their best'. For example, one parent who originally came from Taiwan 

made the following comment. 

She wants to take up architecture at the university. Her father 
would prefer her to do languages or law ... She's very good at 
languages, but she's got this idea about doing architecture. We 
have not much idea about what that involves but if she insists, she 
should be all right ... 

Many of my British Chinese friends at British universities chose to do business, 

science or computer subjects. Chinese parents were generally supportive of their 

children's decisions and encouraged them to pursue their own goals as long as the 

children finished the basic levels of education. The parents' values and attitudes also 
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had a strong influence on the children especially regarding their Chinese language 

learning. This issue is discussed separately in Section 8.1.3. Prior to that, the next 

part of the discussion will look at the teachers' experience in the UK as Chinese 

families. It will also examine how these experiences combined with the teachers' 

own learning experiences reflect their attitudes to teaching the Chinese language. 

Teachers' Experience in the UK as Chinese Families 

As mentioned earlier, teachers' own experiences of being in the UK had a strong 

influence on their attitudes towards what they did at Chinese schools, how they 

observed their students and sometimes what they expected of them. For example, 

two of the teachers in this study, Teacher B and Teacher M, who had themselves 

been through the formal British schooling system, expressed strong empathy 

towards their students as illustrated below. 

Unlike other teachers interviewed in this study who stated teaching ̀ language', ̀ the 

four skills' and `communication' as goals for their teaching, both Teacher B and 

Teacher M emphasised that their aim of teaching in the school was to help their 

students to `like the idea of going to the Chinese school' and to leave ̀ the wish to 

learn Chinese' in their students' hands in the future. As Teacher B stated clearly in 

the interview: 

B:... yinwei däi yi ge bänji, ni yäo xiang bänfä bä tarnen jiao 
häo. Rang tämen you xingqü kii xüe zhöngwen. Rang tarnen 
xüe häo zhöngwen bü shi wöde müde. Rang tarnen yöu xingqü 
Iii zhöngwen xüexiao, cal shl wöde müdi.... 
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... Because [once you are] in charge of a class, you have to 
think of ways to teach them well. Let them be interested in 
coming to learn Chinese. Helping them learn Chinese well is not 
my aim. Helping them to be interested in coming to the Chinese 
school is my aim.... 

Those teachers interviewed who were mothers themselves, like Teacher H and 

Teacher L, noted that they gained ideas of teaching through their experience of 

helping their children learn in both Chinese and British contexts. They also appeared 

to be more aware of the differences between teaching in the Chinese school and in 

the British school as their children attended both schools. For instance, Teacher H 

was able to provide some clear examples of how the two classrooms could seem 

different in the eyes of students. 

H: Uhm, (. ) I suppose the way that (. ) the English children learn (. ) 
through a lot of (. ) uhm (. ) actually active playing in the class. 

W: Right. 
H: They learn by (. ) uhm (. ) actually doing the project. 

(Some description about how project work is carried out 
in British schools) 

H: But we've only got books [at the Chinese school]. 
Textbooks. And from a very young age, they have to learn 

.. a lot of characters, Chinese characters. English children, 
they learn their ABC, 26 alphabets. And from there, they 
build up gradually. 

This is an example to illustrate how teacher's own experience affected how they 

viewed their teaching and their students' learning at the British Chinese schools. 

Although many of the other teachers interviewed also noticed some effect on their 

students from their British schools, not all of them were able to provide such an 

explicit, rich and detailed observation on those differences. According to Teacher 
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H, the experience of helping her children through British schooling made her more 

aware of such differences. 

From the above discussion, it appears that teachers' own experiences of being in the 

UK as a family played a strong role in shaping their teaching style and determining 

what they viewed as important issues in the classrooms. However, as a Chinese 

teacher myself who has been in similar circumstances, I understand that it is not 

always easy to know what is going on in students' families. On the one hand, most 

of the Chinese teachers were aware that their students varied widely and had 

backgrounds different from their own. On the other hand, teachers also admitted the 

fact that they knew little about their home environment and probably did not have 

much time to do so. Interviews with teachers confirmed this. For example, in the 

interview with Teacher H, she made the following point regarding her students' 

experiences in their family. 

H: Uhm (. ) I am sure some of them [the parents] do [speak to their 
children in English]. But I am not really sure how they () you 
know, I must admit, I don't know how () their home is () Their 
home environment. We never have visits or anything like that. 

... You know, I can only tell that some of them are well 
prepared and (. ) because of their school work. 

Teachers in this study related experiences as families living in the UK both of their 

own and of other Chinese members in order to understand what their students were 

going through. Sometimes, as the teachers reported, students talked about their 

activities at home in the class (as part of classroom activity or casually with their 

friends) which also helped the teachers to gain insights into students' lives. 
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However, the opportunities to observe such activity between students were limited 

as they only spent half a day each week at Chinese schools. Many of the teachers 

speculated that their students carried out very few Chinese-related activities at 

home apart from the homework teachers gave them. The majority of the teachers 

interviewed regularly gave their students homework to do and reported that most of 

the students finished it on time. They indicated that it was possible that the 

homework was the only activity students carried out at home relevant to the 

Chinese language learning. Many of the teachers from areas near London suggested 

that their students watched Chinese programmes on TV (including cable and 

satellite TV) and Chinese films mostly with their parents. 

When the children interviewed in this study were asked to reflect on what they did 

at home to help them improve their Chinese, it seemed for many of them the formal 

learning of Chinese stopped when they left the Chinese school. At home, they only 

needed to use basic Chinese for communicating with the parents and sometimes to 

their siblings. Some reported that they always completed the homework which was 

given to them by their teachers. When urged to provide more information about use 

of Chinese at home, the most common activity reported was watching occasional 

Chinese programmes on satellite/cable TV. There were a few channels devoted to 

the Chinese community in the UK, broadcasting programmes such as soap operas 

and variety shows [mainly made by Hong Kong or Taiwan broadcasting 

companies]. Some children also watched Chinese video tapes with their parents. 

Only a few reported that they listened to cassettes or read books at home. 
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Another interesting factor influencing the culture of learning from the family was 

the different attitudes between the Cantonese-speaking and the Mandarin Chinese- 

speaking children towards reading on their own. Only a few students, as the 

teachers suggested, read Chinese books at home. The books that children ̀ can read' 

were limited to those with Pinyin or Zhiüyin zimü next to the Chinese script. A few 

children explained to me that they found reading in Chinese script difficult and they 

could only read comic books. All the children who reported reading in Chinese 

indicated that they enjoyed reading comic books. It is worth mentioning that more 

Mandarin Chinese-speaking than Cantonese-speaking children reported that they 

read at home and enjoyed doing so. This may be due to the nature of the dialect 

learned. As noted in Chapter 3, children's reading material in Mandarin Chinese 

usually uses either Zhüyin zimü (phonetic alphabets commonly used in Taiwan) or 

Pinyin (common in Mainland China) to help children pronounce each character. 

This was an element lacking in Cantonese teaching/reading materials. Many 

Cantonese teachers were also aware of this problem. Discussions about the 

teachers' efforts to overcome this problem are in Chapters 6 (6.2) and 7 (7.2). 

In this section, family influences on the participants' values and attitudes have been 

discussed from two aspects: the adaptation of the traditional Chinese practices and 

the issue of education and career choice. Both the students' and the teachers' 

experiences were examined. The following section examines another issue which 

also has strong roots with the culture of the participants' families: their language 

use. It starts by looking at the issue of language and the culture of respect. It then 
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turns to examine another important area: the issue of inter-generational language 

shift and language choice. This is followed by the discussion of the language 

students used at home, their attitudes towards Chinese language learning and how 

they tried to improve their language ability at home. 

8.2 LANGUAGE ISSUES 

One extremely important aspect of Chinese family values, linked to language use 

and culture, is the use of address terms to pay respect and to show obedience to 

elders. In this area I found big differences in attitudes across different families. 

Chinese families in the UK varied greatly in their experience in the British 

environment: the length of time the family had stayed in the UK; whether the family 

had the intention of staying longer in this country; the reasons for the family to stay 

in the UK; the degree of the family's assimilation to British culture, and the children 

in the family - their age as well as the school environment. These are all factors 

influencing the families' attitudes, especially on aspects being explored in this 

research: that is, attitudes to language and culture. 

8.2.1 Language and Culture of Respect 

Traditionally, Chinese children are brought up to `show great respect to everyone 

older than themselves without question' (Garvey & Jackson 1975, p 48). This is 

particularly evident in what Farris (1992) termed as `culturally important domains, 
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such as kin terms'. The quotation by Farris (1992) of Erbaugh's description (1982) 

of this phenomenon can well illustrate this particular cultural aspect: 

In Chinese society it is absolutely necessary to know who someone 
is by name and rank in the family and society. 

(Erbaugh 1982: 385, quoted in Farris 1992, p. 196) 

Generally, Chinese children should not call their elders by names. This is still the 

case in most Chinese-speaking regions. For the majority of the families I 

encountered, the tradition of calling the elders according to their relation was still a 

common practice. The `rank' mentioned here by Erbaugh refers to the detailed 

segregated address forms amongst family members and friends. It is a general 

Chinese convention that people in a senior position and age address their junior by 

their full name including their surname or their given name; while junior persons are 

to address their seniors only by their title or `rank'. For example, younger brothers 

and sisters calling their elder brothers gege `elder brother' and elder sisters jiejie 

`elder sister' are the norm. In an office situation, the general manager is often 

referred to as X fingli `Manager' X (X in this case represents the manager's 

surname). On the other hand, younger members in these situations are referred to by 

their given names. It is specially the case when children face people with whom they 

have a family connection, and from older generations. This aspect of language was 

reflected in the materials studied by children at Chinese schools. From early on in 

children's reading material, there were introductions of terms such as läoshi 

`teacher', böbö `old uncle' (a term used for uncles who are older than the person's 

father), shüshü `young uncle' (a term used for uncles who are younger than the 

person's father), and iryi `auntie', so these people can be addressed appropriately. 
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People sometimes feel offended if they are not addressed appropriately and the child 

will be viewed as bü limäo `not polite' or meiyöu jiaoydng `have not been taught 

and raised properly' (comments recorded during observation). 

As a result, this tradition had a deep influence on children's language when they 

were used to using different languages to different people, especially to people 

whom they saw as coming from different generations. This can be illustrated by an 

instance described in Garvey & Jackson's study (1975): 

... Gill [the researcher] suggested they [the children) should call 
her Gill, but Yuk Lan, a twelve year old, with a worried look 
towards her parents replied: "I can't, I must call you Mrs 
Something because you are a lady and I am a child. " 

(Garvey & Jackson 1975, p. 48) 

In the same vein, the observation of the students' practice in the `more British 

environment', that is, outside the family, in schools, showed that there was some 

degree of change and adaptation through the contact with British culture. 

Work has been done on the inter-generational language shift amongst the Chinese 

community (see Section Chapter 2 (2.1.1)). It is not, however, my intention to 

focus on this area in any detail. Thus, little data was gathered for this purpose in the 

current study. On the other hand, this is still an important issue in this study and I 

will discuss it briefly in the following subsection. 
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8.2.2 Inter-Generational Language Shift and Language Choice 

As discussed in Chapter 2 (2.1.1), research on the language use of the Chinese 

community in Newcastle suggests that `a rapid inter-generational language shift 

from Chinese monolingualism to English-dominant bilingualism is currently taking 

place' (Li 1994, p. 114). Furthermore, in McGregor & Li's study (1991), they 

found that the most of their subjects (university students of Chinese origin in 

Newcastle upon Tyne) chose Chinese as their favoured language `when the 

interlocutor is `local' Chinese of senior age' (p. 504). Although much more research 

needs to be done, the research so far suggest that speakers vary their language 

choice according to who the person is that the speakers think is listening to them. 

This is a feature that was also observed in the present study. Even though language 

choice also depends on several other factors such as age, gender, and language 

ability. The person to whom the subjects address, the interlocutor, it seemed, 

definitely played a part in the case of the British Chinese community. The students 

in the present study appeared to be exercising their language choices regarding their 

perceived social distance and family membership. The following example 

demonstrates how the students exercised their language choice. 

During the course of the research, I interviewed two girls whose parents originally 

came from Taiwan: one was born in Taiwan and the other was born in the USA. 

The girls used English as a communication medium between themselves as they 

explained to me later that "it's easier", "faster", and "sometimes it's quicker to say 

things in English". However, as I started the interview in English, the girls insisted 
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on using Mandarin Chinese to talk to me. They answered the first few questions in 

English and changed to Mandarin Chinese half way through. I tried to ask questions 

in English a little bit later and the same situation happened again. This persisted 

throughout the whole interview. When asked for their reasons for switching, the 

girls replied that they felt more comfortable talking to me in Chinese. I speculated 

the reason for them to do so was that they saw me as a teacher and this is a way to 

show formality and to distance themselves. 

In retrospect, the situation described above may be further elucidated by the 

following incident which happened during the interview. Half way through the 

interview, a volunteer member of the Chinese school came in to the classroom with 

a tray of hot drinks and he was looking for the teacher. When we told him that we 

were not exactly having a lesson and there would be no teacher joining us either, he 

turned to me and said: "Then, you can have the tea. " He then left me the cup of tea 

and left the room. For the school, especially the children I was interviewing, I was a 

guest, an adult and probably represented a teacher. So they treated me accordingly. 

The argument can be stretched into another direction. There was also a strong 

influence from participants' British environment in their language choice. As I 

observed on many occasions, although in most cases the British Chinese children 

had both English first name and a Chinese name, they were still called by their full 

Chinese name including their surname or their Chinese name by people who were 

from older generations and their teachers in Chinese schools. However, children 
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from the same generation opted for addressing each other using their English first 

name. Some adults - generally the younger ones - also adopted such practice at 

their work place. The use of an English first name amongst young generations of 

Chinese might indicate that there was a gradual language shift towards the British 

culture. 

Chinese children's language ability depends on different factors: At what point did 

the family move to the UK? Did they move here as a family unit? Did they come 

one at a time? How old were the children when they arrived in the UK? Were they 

born in the UK? The difference in exposure to the Chinese language makes the 

children at British Chinese schools a very heterogeneous group. However, many 

who were involved in the Chinese education of the British Chinese children agreed 

that the parents' attitudes regarding the language spoken at home played an 

important part in the maintenance of their children's Chinese. 

Although most of the children participating in this study were born in the UK, some 

were born in Chinese-speaking countries or some parts of the USA where there are 

large Chinese communities. It was not difficult to understand that children who 

spent some of their childhood in a Chinese-speaking environment tended to use a 

lot of Chinese at home. When I asked the children about their language use at home 

and whether there was a strict rule about what language was to be used at home, 

most of them in the research reported that their parents did not ask them only to use 

Chinese at home but a few of them described it as necessary. 
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A: Well, if I speak to them in English, they wouldn't understand. 
Then I'll still have to speak to them ... 

= B: Ya. 
= A: In Chinese. (A 13, B 14, C) 

V: They only know Chinese. 
A: [I speak to my parents] half [in Chinese] and half [in English] 

() they can also speak English, but .. they are more used to 
Chinese. 

(A 14, V 14, C) 

In fact, code switching was common for these children. Sometimes it happened 

when they were talking to their parents. But most of the time, it occurred when they 

were talking to their siblings or their Chinese friends. For example, to find out when 

or whether the children were aware of their code switching, in the instance above, I 

asked A: 

W: Uhm, you said `half and half () when do you speak English, at 
home? 

A: Don't know. Uh (. ) sometimes English; sometimes I speak 
Chinese. 

W: Then, you (. ) speak the whole sentence in English or like what 
we are doing now (. ) speak () sometimes mixed with some 
English words? ... 

A: Yes. Sometimes with some English 
... 

(A 14, M) 

In another instance, three interviewees talked about their switch between English 

and Cantonese while they were talking to their siblings. 

B: We switch between English and Cantonese. 
W: How do you do that? 
C: We would talk in Cantonese, then generally become English, 

and a bit later Cantonese again. 
W: Do you do that consciously, I mean, do you think `Oh! I'm 

speaking English/Cantonese now, I have to switch back. '? 
A: No, I don't. I think it's quite natural. We just do that. 

(A 22, B 18, C 17, C) 
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So far in this section, two issues regarding language use at home have been 

discussed. Firstly, I looked at language and the culture of respect embedded in the 

traditional Chinese language practice. This is interrelated to the second issue 

discussed: the issue of inter-generational language shift and language choice. In the 

final part of this section, I will turn my attention to the language spoken at home 

8.2.3 Language Spoken at Home 

All the teachers interviewed agreed that the language spoken in the children's home 

played a crucial role in their choice of language in different settings. One teacher 

expressed the view of many when she said, for example, "children should be able to 

listen and speak in Chinese before they attend the Chinese school". Teachers 

interviewed in this study also expressed their frustration over the limited help they 

were able to give to improve their students' language ability when the children did 

not practise the language at home. In some cases, it was suggested that the problem 

was made more acute as some of the parents are too busy working in their catering 

business, as Teacher Y described: 

Y: ... Well, for those students whose parents were [working] in 
restaurant. I notice (. ) well, XXX some of them hardly speak () 
their parents. The parent came home late, or rather early in the 
morning, and they only took them to school again early in the 
morning, and then after the school () they're working, so ... 

As similar comments were made several times by different teachers, I asked some of 

them to clarify whether they meant that there was no communication between the 

parents and the children. They told me that in many of the cases as described above, 
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the parents only had limited time to talk to their children and more and more 

English was used in those families unless the parents' English was really poor. 

Another problem repeatedly mentioned by the teachers occurred when the students 

came from a mixed-ethnic background. The teachers in this study reported that they 

expected it to be more difficult to "communicate" or "work with" these children. 

The reason for such an expectation was that, according to the teachers, many of 

these students joining the class were more likely to have a problem understanding 

the teachers' speech and keeping up with homework due to limited use of the 

Chinese language by the students and their family outside class time. 

In fact, problems occurred when students' families did not speak Chinese to the 

children at home regardless of whether or not they were from mixed-ethnic 

background. This was not only an issue of `frequency of contact', it is also related 

to the family's attitude towards using the Chinese language. In some cases, as 

Teacher G reported in his interview, some students who came from Chinese families 

where they were sometimes only spoken to in English did "even worse than those 

who came from mixed-background families". The following extract from the 

interview with Teacher G illustrates how the students' values and attitudes were 

influenced by the language spoken at home and the value transmitted through such 

action. 

G: häi yäo yänzhöng! Weishenme ne? yinwei hünxüe 
, 
dating ne, 

yibän shi. e () shi7angng dbu neng liangjie nC yäo zinü yäo 
xüexi. e... 
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Much worse! Why? Because mixed-background families, 

generally, uh (. ) both parents can understand [each other's] 
willingness for [their] children to learn [the languages of their 
origin] uh ... 

W: Uhm. 
G: yinwei Omen () jiu () jiu you yige. Dänshi, zhege shöo yingyü 

de jiatfng ne, td liangge fumü döushi zhönggüoren. 
Because they (. ) uh () one of them [speaks it]. But, this other 
family which speak English when both of his/her parents are 
Chinese. 

G: süoyi, Omen döu shüo yingyü, zhe yang xfaohdr läi shüo ne. td 
flu you yige gdnjüe: "nt zij( döu shilo yingyü, wö läi xüe 
zhöngwen xüe ... 

" 
So, they all speak English. Thus, for the kids, they'd have a 
feeling that: "You speak English yourself, I'm learning Chinese. 
[What do] I learn [it for]... " 

W: düi. 
That's right. 

G: "wo xüe de shenme ne? ni döu bh gen wö shüo. " En, jiu yöu 
zhezhöng gdnjüe. Wö jüede. 
"What do I learn? You [the parents] never speak to me [in 
Chinese]. " Uhm, there's this kind of feeling. I think. 

The example above shows that the language families chose to speak at home did not 

only reflect the amount of exposure the students received, but more importantly, 

represented the values of the parents. 

Lack of opportunity to practise language outside the classroom was also a problem 

in Mandarin Chinese classrooms for children whose mother tongue is Cantonese or 

other Chinese dialect. As a result of the developments in Hong Kong as well as the 

fact that Mandarin Chinese now has become increasingly important in the 

commercial world, there are a growing number of Cantonese-speaking children 

learning Mandarin Chinese for social and economic reasons. However, most 

teachers were happy with this group of students as they normally showed a good 
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understanding of the written language and had some previous experience of Chinese 

word order as they listened to their family members speaking Cantonese at home. 

Although many teachers interviewed stressed their insistence on students using 

Chinese in class, they generally reported that their students spoke English on most 

occasions even when they were still at Chinese schools. On some occasions, 

teachers even felt the need to withdraw from their position and explain parts of their 

lesson in English to help the students to understand. However, the teachers noticed 

that there was a big difference in their students' level of Chinese in all four skills. 

This difference was often attributed to the language spoken by the students' family. 

There was an expectation from the teachers for the students' families to support 

their learning at home. This will be discussed in the next section. 

In Section 8.2, language issues related to the aspect of the participants' families 

have been discussed. It started by examining the Chinese language tradition which 

entails the culture of respect and comparing the language used by the students in 

this study to highlight the relationship between language use and the values and 

attitudes amongst the participants. The second part of this section looked at the 

issue of inter-generational language shift and language choice of the students. The 

final part looked closely to the language used in the children's home to see how this 

affected their views towards learning the Chinese language. 
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From Sections 8.1 and 8.2, it appears that Chinese schools in the UK have an 

extensive role in the community to provide links for families between the two 

cultures. The following section will look at how Chinese schools function as an 

extension to the community. 

8.3 CHINESE SCHOOLS AS EXTENSION TO THE COMMUNITY 

As the study progressed, it appeared that British Chinese schools were not only 

places for learning the Chinese language, but also extensions to the Chinese 

community. In this role of being an extension to the community, the Chinese 

schools were important in at least two areas, both functioning as a place for 

socialisation and a source for help in shaping the participants' ethnic identity. This 

section looks first at the social functions of the Chinese schools, and then examines 

the relationship between Chinese language learning and the developments of the 

students' ethnic identity, finally looking at the role the families play in supporting 

the students' learning at the Chinese schools both academically and socially. 

8.3.1 Social Functions of the Chinese Schools 

According to the teachers in this study, Chinese schools in the UK were not as 

`serious' a place as schools in the Chinese context for their students. Although some 

teachers still stressed the importance of discipline in their classrooms, they seemed 

to show willingness to make allowance for the special circumstance of the students 

being in a non-Chinese-speaking context. A few teachers claimed that their students 
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attended Chinese schools more for the reason to make friends or to meet with their 

friends than actually to learn Chinese. For example, Teacher G gave me the 

following account when I asked him about the students' attitude towards attending 

the Chinese school. 

G: wömen bänshäng (. ) häi key! Yinwei, yinwei, tarnen, uh, jüede 
häoxiang. (. ) renshi () renshi le jtge pengyöu. 
Our class (. ) is OK [speaking of their attitude to attending 
Chinese school]. Because, because, they. Uh. Feel like (. ) they 
know (. ) they know a few friends. 

W: yöu pengyou. 
They have friends. 

G: yöu pengyou le. Rdnhöu ne, ji ge pengyöu döu tan de ding 
töugi de. 
They have got friends. Then, [as] they all. get on quite well ... 

W: ... ni jüede tarnen zhen de xiang 16i xüexi (zhöngwen de düo 
ma? ) 

... Did you think {there were many of them} really came here 
to learn {Chinese? } 

G: (xüexi zhöngwen shit () benldi ne, xüexi zhdng wen shi gicl 
de. E. () jiejlao pengyöu ne. () cäi shi shöuyäo de. wö jüede. 
(Learning Chinese is) (. ) At first, learning Chinese was the 
second important thing. Uh. (. ) Making friends (. ) was the most 
important, I think. 

The social function of the Chinese school - students using it as a place to meet their 

friends was also a point widely reported by the students interviewed. 

As discussed in Section 8.1.1, the Chinese parents sometimes felt that there was no 

Chinese traditional festival feeling. This can be traced back to the agricultural 

history of the Chinese culture. Up until now, major Chinese festivals were still a 

time for the extended family to get together, share food and celebrate. As most of 

the Chinese families in the UK have relatives in other parts of the world, the getting 

together of the whole family could never be achieved on these occasions. Hence, 
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the Chinese schools play their part here as an extension to the community and 

provide members in the community with an opportunity to meet other people from 

the same or similar cultural background (it was possible to see people who are from 

Malaysia and Singapore join in the celebration if they knew about the meeting in 

advance). The fact that Chinese from Malaysia and Singapore were happily 

participating in the events organised by Chinese schools indicated the powerful 

bond shared by people using the same language/ethnicity. The following subsection 

examines the role of the Chinese schools from this aspect. 

8.3.2. Learning Chinese Language and Identity 

As Sham (1997) pointed out in her cross-cultural study of Manchester adolescents 

`language seems to be a major [cultural] identifying factor' (p. 228). Learning 

Chinese language plays an essential part in forming children's cultural identity. 

However, Sham (1997) also warned against the comforting thought that the culture 

elements could be maintained for the youngsters by sending them to Chinese 

schools. In fact, the youngsters in her study feel that they were `living in two 

worlds' and the differences between schools and the home were not to be ignored. 

Sham (1997) concluded that: 

Overall, the British Chinese youngsters focus on ethnicity rather 
then culture. What they mean by Chinese is not easy for them to 
identify. They mainly just identify the language, because it is the 
way their parents are. It is not surprising that their way of life in 
Britain is separated into the two areas of home and school. 

(p. 231-232) 

288 



In the current study, there were signs that the students' families played as important 

a part as their Chinese teachers in helping the students to become more aware of the 

relationship between culture and identity. In some instances, children specially 

commented on the importance of learning the Chinese language when asked 

whether they enjoyed learning Chinese language. For example, during an interview 

with three Cantonese-speaking boys, one of them reported that he enjoyed going to 

the Chinese school and that he recognised learning Chinese as important to his own 

identity. 

W: Why? You think [learning Chinese] is interesting? 
T: I think (. ) that's the thing that (. ) I should (. ) I should only learn 

Chinese, cause that's our ... 
D: Ya. 
T: Only () that's our personality. 
D: Uhm. (D11, T10, C) 

This was the only occasion in all the interviews with children at Chinese schools 

that a child volunteered such a response, I asked him what influence was there for 

him to make such a statement. 

W:... Who do you think you got the idea of (. ) Do you think of 
this idea yourself? ... Do you think it's our personality () or did 
your grandparents tell you "Oh, you are a Chinese (. ) you need 
to speak Chinese. "? 

T: When I first () grew up (. ) I knew I have to be Chinese. 
(T 10, C) 

When the children were asked explicitly about their cultural identity, a variety of 

responses were received. Some were definite in choosing one over another while 

others were reluctant in responding to the question. 
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M: Of course I am British. I was born here and I am a British 

citizen. 
(M 16, C learning Mandarin Chinese) 

W: ... Do you think you are different from your British peers? 
Friends? 

B: Uhm ... I don't know ... Except we know more, another 
language, ... more than they do. 

A: Ya. That's it. (A13, B 14, C) 

W: Do you think you are Chinese? Or British? 
M: Uhm. (2) Don't know... (laugh nervously). 

(M 17, C) 

A similar result is reported by Sham (1997) in her cross-cultural study regarding her 

sample of Cantonese-speaking adolescents in Manchester. 

When asked to identify themselves between Chinese (35%), British 
Chinese (60%) and 3% said they are British. 

(p. 223) 

Despite the fact that the Cantonese-speaking parents were keen to maintain their 

children's language and culture, the identity issue for the Cantonese-speaking 

children was not at all a simple one. 

A few teachers in this study mentioned that they view the maintenance of culture as 

an element as important as teaching the students to learn the language. 

S: And, () I think it's because (. ) uh (. ) A lot of them, they're. 
They're born here (. ) they live here all their live. 

W: Uhm. 
S: They know nothing about the culture. 
W: Ya. 
S: I mean even if () they know (. ) the festival, they don't know 

what's the meaning. 
W: Ya. 
S: So, for me, the teaching is also about the culture. 
W: Uhm. 
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S: And also, how a Chinese should behave actually. I mean, I 
would say "This is not a Chinese way of saying this. " Or "For 
Chinese, we don't act this way. " I'll tell them that. 

From the extract, it seems that culture was not only a part of the content of 

teaching, culture was also transmitted through the teacher's use of language and the 

teacher him/herself. For instance, Teacher H talked about how she modified her 

own behaviour as she thought it would be more appropriate to her role as a teacher 

in the Chinese school. 

H: It's really a nice feeling to be a teacher. Being (. ) uhm (. ) it's (. ) 
You've been respected (. ) as a teacher. 

W: Uhm. (. ) By (. ) the students or..? 
H: Students and parents. And you try to set up ( )like a role model 

(. ) to the children. Which is (. ) I think (. ) quite important. 
You've got to dress a certain way. If I am just a parent, I'll just 
go there ... [indicating the casual way she was dressing] 
(Both laugh) 

H: But as a teacher, you've got to be aware how you dress,.. how 
you speak to them; how you behave. 

W: Uhm. 
H: Everything you've got to be (. ) so much more (. ) aim to (. ) set a 

role model to them, or how you portray the teacher as (. ) as a 
Chinese speaking person. 

In this incident, the teacher obtained personal satisfaction from the work she did 

and at the same time acted as a role model to her students. 

The remainder of Section 8.3 will focus on the relationship between families and the 

Chinese schools - an area containing a strong link in traditional Chinese context. 
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8.3.3 Family Support for Learning 

Although the Chinese tradition requires children to show respect to elders, 

observations of the children in this study showed that not all of them followed these 

traditions. Some, within a very tight traditional family, may have followed these 

traditions, whilst others were affected by the British way of life. The extent of the 

children's familiarity with Chinese traditions in their families also reflected on how 

they behaved in the Chinese school. For example, many teachers in this study 

pointed out with disappointment that their students had not yet learned to behave 

`the Chinese way'. The Chinese teachers constantly complained about the children 

being bü tinghüa `don't listen to what one was told to do' or being too `relaxed'; 

and suggested this behaviour to be a result of their British education, and sometimes 

the children's home environment. From these statements, it appeared that there 

were expectations from the teachers of what part the students' families should play 

in the children's education. It also showed the kind of assumption that the Chinese 

teachers may have of their students and their families. In this subsection, the 

family's support on students' learning is discussed - an area stressed by the Chinese 

teachers interviewed as ̀ very important' and ̀ essential'. 

As most of the teachers interviewed at Chinese schools did not have much 

knowledge about the children's routine at the British school, they expected children 

to behave like those they saw in the Chinese context. On the other hand, the 

children did not have any previous experience learning in a Chinese context and 

simply had no idea what was expected of them by their Chinese teachers. 
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Sometimes, even the children's family could provide few guidelines on how to 

behave at their Chinese schools - something on which children in traditional 

Chinese context heavily relied. 

On the contrary, Chinese teachers in traditionally Chinese contexts such as China, 

Hong Kong or Taiwan may rely on children's families to provide reinforcement of 

children's positive attitudes towards learning and on showing respect and obedience 

to the teachers. Sharing a similar cultural heritage, what Biggs (1996) terms as 

'CHC' discussed in Chapter 2, Hess & Azuma's description (1991) of the support 

culture in Japanese schools may illustrate closely what the British Chinese teachers 

expect of their students' parents. 

Adults in Japan are particularly eager to prepare the child to be 
diligent and to cooperate with the teacher.... Parents also orient 
children toward their roles as students by instilling beliefs about 
the causes of failure and success in school and the degree to which 
the child is responsible for performance.... (p. 3) 

In other words, the family and the school, within the Chinese culture, work together 

to encourage children to change in attitude and expectation when they reach school 

age. Furthermore, it is generally recognised that Chinese parents often place great 

emphasis on the academic achievement of their children. It is also supported by a 

vast amount of research evidence that achieving goals in Chinese contexts such as 

China and Taiwan is often presented as being for the benefit of a group, often the 

family or the wider society, rather than the individuals (Yang 1981; Bond 1991; 

Cleverley 1991). It is in the family's best interest to help their children ease their 
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way into schools. Therefore, the Chinese teachers have a high expectancy of help 

and support from children's family. 

During the time of this research, Chinese teachers I met often complained about the 

lack of support from students' families. There were comments such as "we are not 

getting enough help from the parents", and "we need more support from the parents 

as the time at the Chinese school is limited". In some extreme cases, some teachers 

felt that the parents were placing all the responsibility on them. Wong (1992) 

noticed a similar trend and reported that some parents might be taking advantage of 

the voluntary nature of the Chinese schools. 

Although some schools have noticed that some Chinese parents 
have been taking advantage of Chinese classes by treating them as 
inexpensive nurseries, they still welcome all children joining 
Chinese classes regardless of the non-educational motives of some 
Chinese parents. (p. 71) 

It is not surprising that the teachers placed much more emphasis on the importance 

of the parents in helping children's learning. Although there was only a small 

number of teachers interviewed in this study, this was one emphasised by the 

majority of them. One of the Chinese teachers interviewed expressed the view that 

he expected the students' parents to communicate and to be the ones providing 

essential feedback to them on issues of teaching and learning. The teacher claimed 

repeatedly that he insists in communicating through the parents whether it was 

about the problems with the students or feedback for his teaching. 
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R: To the () I would explain only to the parents. (. ) I don't explain 
to him [the student], because there is no point for me to explain 
to any student. 

(When talked about gathering ideas for improving teaching. ) 
R: There's no point to ask (. ) yah (. ) I think they are still too young 

[the students, in this case, are up to Form 5. ] to make any 
comment for whatever ... 

When asked about their students' learning, all the teachers indicated that it should 

be the parents' responsibility to `support', `help', and `supervise' their children to 

learn/study Chinese while they were at home. Many teachers related children's 

performance and level of language directly to their parents' supervision. For 

example, when I asked Teacher W why some of their students were better than the 

others, she gave me the following response. 

W: weishenme tebie () weishenme tebie häo? fushii yinwei (. ) 
fumü zii jia füddo le. (laugh) yöu xie ne (. )yöu xie xiaohäizi 
zäi jia ziji (. ) bü fuxi la. fu shi shüo () wd meici, züo le züoye. 
Büzi shäng gei tdmen züoye. () törnen döu rho le. 

... 
bü hdo de 

ne. () Au shi shüo, hüiqü meiyöu () fuxi.. 
Why are they particularly (. ) Why are they particularly good? 
Just because (. ) their parents supervised them at home. (laugh) 
Some of them (. ) at home, some of the children themselves (. ) 
never reviewed [what they've learnt]. That is, (. ) Every time I 

gave them homework. I gave them homework on the exercise 
books (. ) They [the good students] would all do it [the 
homework]. 

... 
Those who did less well. (. ) that is, they did not 

review (. ) when they went home... 

Time was an important issue. Many teachers indicated that their expectation of the 

family support on children's learning was not only based on the cultural tradition 

where parents would generally prepare their children at home for them to be better 

students; there was also a practical issue as students had only two hours of learning 

time each week at the Chinese school. It is certainly not enough for learning a 
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language as illustrated in the following statement Teacher W made during her 

interview. 

W jiali de ren () rügüo yäo fumü you dücü de hiua, xiaohdizi ye 
hüi you jinbü. Xffjiu hid henhdo le la. Rügüo bü dücih O flu 
Nixing. (Both laugh) flu güang käo zhe yL-höu läangge 

xtaoshi, shi biuxing de. 
Family members (. ) if their parents supervised them, children 
would improve. XXX would be quite good. If they [the parents] 
didn't supervise (. ) it wouldn't work. (Both laugh) Depends 
only on two hours a week, it will not work. 

The time available at the Chinese school was so limited. Even much of the teacher- 

parent communication, which was identified by the teachers as essential, had to be 

carried out within a short space of time, just before the class started and when the 

class finished, sometimes less than an hour. Thus, it depended heavily on parents 

seizing the opportunity to talk to the teachers. This was one of the factors which 

made the teachers feel the need to rely even more on the family to support their 

students' learning. 

However, teachers also showed their understanding towards their students' 

different family circumstances which might restrain the support they receive from 

their family. Some older children might have to spend some of their time 

occasionally at the family business, and some of the parents could not offer help to 

their children as they were busy ̀ running their business'. Among all the reasons put 

forward, children's autonomy was also often discussed. Teacher R suggested that 

the whole learning should be supported by three sectors: the parents, the students 

and the teachers. 
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W: Whether they [the parents] push their ... children or not. How 

about others? Are there any other (. ) factors? That you think 

T: If you are talking about as a whole, I would say that there is 
three part is the parents, [the students] themselves, and the 
teacher. These are the three parts. 

In a few cases, parents are keen to send their children to the Chinese school while 

their children did not approach the school with the same enthusiasm. Take the 

following instance described by Teacher H in her interview as an example when she 

talked about her students' family situation. 

H: But there are also a couple of them () the parents are very 
eager, but the child is very lazy. 

W: Uhm. 
H: He doesn't want to learn, and he's doing his best to (. ) make up 

any excuse as possible. 
W: Right. 
H: [The excuses were that] he lost his sheet. He lost his book. He 

lost his exercise ... 

It seemed that there were students with low motivation to learn even in an informal 

education setting such as Chinese schools. There could be several reasons for 

children having this problem. However, this is an issue which cannot be covered 

within the scope of this study. Particularly with cases such as the above, the Chinese 

teachers interviewed were aware that they could only rely so much on the students' 

family in providing the students support on learning at home. 

The learning support students gained from the family was in many forms. It is not 

surprising that parents and grandparents were the British Chinese children's main 
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source of knowledge of Chinese at home. Children indicated that they had certain 

knowledge of the Chinese language, especially in speaking and listening, through 

communicating with their parents. A few of the students I talked to during the 

school visits stated clearly that they attended Chinese schools mainly to learn how 

to read and write Chinese because they were already able to listen and speak in 

Chinese. Some students expressed the view that they only receive encouragement 

from their parents for them to go to Chinese schools. Teachers and some children 

also talked about the importance of the parent's encouragement to the students' 

persistence on attending Chinese schools. As one interviewee explained when I 

asked her whether she still felt forced to attend the Chinese school after having 

some time there: 

V: That's (. ) I actually want to come a little bit, but I have to have 
(. ) dad and mum force me to, then I will ... There needs to be 
some encouragement (. ) then I will come ... 

(V 14, M) 

Children sometimes asked their parents for help with their homework from their 

Chinese school. One boy talked about the difference between homework from their 

British school and the Chinese school. 

L: [The homework are quite similar] except (. ) probably the fact (. ) 
There will be Chinese homework, () I probably need help from 
parents. But () otherwise, it's more or less the same.... 

(L 18, C) 

Parents would also provide information about local activities run by the Chinese 

community for children to choose from. One boy told me that he actually enjoyed 

learning Chinese because it was useful for him to communicate with other Chinese 
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people; and it was his parents who provided him the opportunity by suggesting him 

to attend and taking him to the Chinese school. 

M: They (the parents) suggested it. They said that there is a school 
nearby ... 

(M 17, C) 

Parents also made children's Chinese language environment richer by inviting their 

friends to visit especially when there was only one child in the family. For instance, I 

once observed in Tang school where I was a teacher, Parent A complimented Child 

B's (5-year-old) language ability as "like a little grown-up". His mother explained 

that Child B "always likes to talk to his Daddy's friends. There are not many other 

Chinese children in our area". Hence, Child B enjoyed playing around his parents 

and their friends when his parents had friends visiting them. It was noticeable that 

the child had knowledge of a large amount of vocabulary in Chinese and he felt 

comfortable talking to other adults at the Chinese school. It seemed natural for the 

child to switch between different languages: When I observed him playing with 

another child at the school, he spoke to his friend in English. As soon as he turned 

to explain what they tried to achieve to me and another student's parent, he 

switched to Chinese instead. 

Children at British Chinese schools relied on their parents for knowledge and 

support in improving their Chinese language learning environment. The parents' 

attitudes towards Chinese language and culture also played an important part in 

influencing the children: whether they positively encouraged children to use Chinese 

whenever they could, or they sent their children to Chinese schools and only helped 
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them when the children asked for help. The children would react to these different 

attitudes and form their own opinions about the Chinese culture and language which 

could also contribute to their culture of learning in the classrooms. 

8.4 CHARACTERISTICS OF CHILDREN AT THE BRITISH CHINESE 

SCHOOLS 

Although each of the children had a set of different factors affecting them, the 

children's home language environment provided some indications to the 

characteristics significant to the groups of children. This section examines the 

diversity of the British Chinese children by comparing them against their language 

background. These children can be grouped into three main categories: Cantonese- 

speaking children, Mandarin Chinese-speaking children and the children with one 

British parent. However, it is worth noting that there may be some overlaps 

between these categories. 

8.4.1 The Cantonese-Speaking Children 

Many students at British Chinese schools were from Cantonese-speaking families. 

As Cantonese and Hakka are more similar in pronunciation than they are to other 

Chinese dialects, it was common to find students who report that one or more of 

their family members spoke Hakka as mother tongue speaking mainly Cantonese 

themselves. Most of these children claimed that they could understand Hakka and 

sometimes spoke Hakka to members of their family (normally, the older generations 
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such as grandparents), but they used Cantonese to most of the other members of the 

family and their own friends. The reason being that the early Chinese immigrants to 

the UK mainly spoke Cantonese. It had become a major medium of communication 

in the Chinese community in Britain (Chapter 3). Therefore, even children with one 

Hakka-speaking parent tended to speak Cantonese most of the time. In this 

research, these children were included in the Cantonese-speaking children's group. 

Most of the families of the Cantonese-speaking children had been in the UK for a 

considerable period of time, even though some families did not arrive as a whole 

unit as explained in Section 3.2. A few families still had new members coming from 

Hong Kong and other places in Asia while this research was carried out. Hence, 

children who were `Cantonese speakers' represent a huge variety of language users 

in Britain's Chinese community. As many of these children's families had settled 

down in the UK and mainly were in the catering business, the majority of them were 

involved in activities within the Chinese community even if they did not attend 

Chinese schools. Activities such as going to Chinese supermarkets with parents, 

going to Chinese films and participating in local events run by Chinese community 

centres were opportunities for the children to spend time with their parents and 

meet other Chinese people in the area. In a sense, this group of children were 

surrounded by more contacts to the local Chinese culture than the other two 

groups, as most of the events mentioned were organised and participated mainly by 

Cantonese speakers. But at the same time, as many children in this group were born 

in the UK, they were more deeply influenced by the British culture. They 
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progressed all the way through the British education system and probably only had 

Chinese lessons at Chinese schools for a short period of time. Their feelings about 

their cultural identity varied enormously (Section 8.3.2). 

8.4.2 The Mandarin Chinese-Speaking Children 

As discussed in Chapter 3, despite the political turmoil in Mainland China, some of 

the Chinese families immigrated to the UK did so for economic reasons. Hence, at 

the time of carrying out the current research, even though there were some new- 

comers in the catering trade who were Mandarin Chinese speakers, they tended to 

have their children staying in the Mainland and could not move them to the UK 

`until the fathers (sometimes also the mothers) settle down' - just like it was for the 

earlier settlements. The majority of the Mandarin Chinese-speaking children, 

however, came to the UK with their parents who were mainly overseas students, 

professionals for trading or computer companies which had branches outside their 

country of origin. Therefore, although they might be from a wider geographical 

region in comparison to the South East region where the Cantonese-speaking 

people were mainly from, the children appeared to have similar educational 

experiences. 

Some of the children in this group were born in Chinese-speaking countries, some 

were born in other countries due to the travelling required by the nature of their 

parents' work. From my observation, the Mandarin Chinese-speaking parents were 

more likely to spend more time communicating with their children in Mandarin 
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Chinese. My observation would suggest that these children had reasonable ability in 

listening, speaking, reading and writing Chinese. Most of the Mandarin Chinese- 

speaking children I met communicated easily in Chinese. In order to maintain the 

Chinese connection - with companies or universities in Chinese-speaking countries 

- there seemed to be a more acute need for the children to maintain their Chinese 

language. Despite knowing that it was not realistic, some parents even expressed 

their desire for their children to keep up with the same age children back home in 

their learning of the Chinese language. In their effort to do so, they tried to obtain 

textbooks from Taiwan and China (depending on the parents' country of origin), 

asked the children to study them and sometimes even asked the teachers to base 

their teaching on these textbooks. The results sometimes could be frustrating for the 

parents concerned. One parent made the following comment when talking to me 

about her children's learning at the Chinese school. 

He should be studying year 5 now, but he's only on the first book 
of the year 3's. At this rate, they'll never be able to fit back in the 
Taiwan's educational system. 

Some parents did not have such a high expectation of their children but were 

similarly worried about their children's future. Another parent, also from Taiwan, 

made the following comment on a different occasion. 

Yes... I'm a bit worried about them. The older sister [age 17] is 
OK. She seems to settle down now. It's the younger brother [age 
15] I am worried about. He doesn't like it here. But they've been 
here for about a year now. It will be difficult for them to go back to 
the [Taiwan's education] system. 
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There were classes and even Chinese schools set up especially to cater for this 

group of children. As shown in Chapter 3, some parents might not be happy with 

the way teaching was done in British Chinese schools; choosing not to send their 

children to the Chinese school but teaching their children at home themselves. There 

were also cases where parents tried to teach their children at home with little 

progress and decided to ask the children to go to Chinese schools. Generally, the 

Mandarin-Chinese-speaking parents expect their children to do well academically, in 

both Chinese and British schools. It was common to observe parents comparing 

their children's academic performance when they met at the Chinese schools. 

Children were expected to do well not only in Chinese and English but also in other 

subjects they chose to do at the British schools. 

In the above two groups, Chinese children of two Chinese parents show signs of 

uncertainty about their own identity and culture due to the family's choice or the 

environment in which they grew up. It was not surprising that children with one 

Chinese and one British parent found it even more difficult to identify with the 

Chinese culture/language and to find reasons for putting in hard work in learning 

the Chinese language. The following paragraphs will look at the circumstances of 

those children with one British parent. 

8.4.3 Children with One British Parent 

There was a minority of children at Chinese schools who had one British parent (in 

most cases with a British father and a Chinese mother). Some teachers commented 
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on these children as `difficult to teach' due to the fact that most of these families 

adopted a British way of life. According to my observation, most of these children 

were sent to Mandarin Chinese classes even if Mandarin Chinese was not the 

Chinese parent's mother tongue. This may be due to the lingua franca status 

Mandarin Chinese had over other Chinese dialects. Since the communication in the 

families was mainly in English, it did not seem to matter as much which Chinese 

dialect the parents chose for the children to learn. Only a small number of children 

in this group attended Chinese schools. The main reason for these children 

voluntarily opted to learn Chinese was to learn it as a foreign language rather than 

out of ethnic interest. 

It was not surprising that these children found it particularly difficult to keep up in 

the Chinese schools. They had very little help to practice the language once they 

walked out of the Chinese classroom. During one conversation with a boy whom I 

met when I was teaching at a British boarding school, he commented that "There's 

no point. ... I can't see any point of learning [Chinese], I'm not gonna use it. I will 

never be good enough". 

Blame of a low level of motivation to learn Chinese should not be placed wholly on 

the children. Parents' attitudes are also important. Some parents whom I met during 

the course of study admitted that it was hard to keep discipline themselves in 

helping their children to become bilingual. One instance described to me by a friend 

from Taiwan and her husband might be able to provide a picture of the family's 
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language use. The British father (T) admitted that after being married for almost 4 

years he was still "not very good" at Chinese. As he pointed out: "I tried to learn 

some Chinese every so often but most of the time we just talk in English". And the 

Chinese mother (L) added that "It's faster that way" and stressed that she is not 

very patient. However, they laughed lightly at the fact that when L was angry, she 

would use Chinese to speak to their 3-year-old son as she "just forget about it" and 

"the Chinese comes straight out". They concluded that "Now he [the baby boy] 

thinks that Chinese is something that is said when mummy is not happy" which was 

something they would like to change for the future. 

As mentioned before, only a small proportion of the children at Chinese schools 

belonged to this group. Nevertheless it represented an area where more help and 

understanding are needed in the future. 

In sum, the culture of the Chinese families constitutes a major influence on the 

children's sense of Chinese identity. At the same time, it also prepared the children 

to adopt a way to blend into the bigger context, the British society, around them so 

that they were not too different from other groups of people that they encountered 

every day. 

8.5 SUMMARY 

The discussion in this Chapter has focused on the influences of the participants' 

families on the development of `culture of learning'. It began with the discussion of 
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the families' influences on the values and attitudes of both the teachers and 

students. It then focused on the issues of language, language and the culture of 

respect, inter-generational language shift and language choice, and languages 

spoken at home. The third part of this chapter has looked at how the Chinese 

schools functioned as extension to the community and as part of the families' life. 

The final part of the chapter looked at the children at the British Chinese school 

according to their family background. Although the categories for the children may 

overlap in some cases, the differences between each group of children are worth 

noting. 

Part III, including Chapters 6,7 and 8, has examined the data collected in this 

study. It has considered the development of culture in the immediate context of 

Chinese classrooms, Chinese schools and the participants' families based on the 

Ecology Model of Learning Cultures. The following chapter, Chapter 9, provides 

conclusions, implications and recommendations of the study. 
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CHAPTER 9 

AN ECOLOGY MODEL FOR LEARNING CULTURES: 
DISCUSSION AND CONCLUSION 

In Part III, results of the current study have been presented. My aim in this chapter 

is to bring together the major themes of the preceding chapters. This final chapter 

examines the proposed ecology model for understanding the culture of learning in 

the British Chinese classrooms where Chinese is taught as a community language, 

and considers how the model can be used to understand the complex issues of 

community language schools and how it can be extended in the wider social 

context. The discussion is organised as follows: some general considerations of the 

nature of the study are presented below in order to recap on the situation 

researched. In Chapter 3, the Ecology Model of Learning Cultures adopted for the 

study from Bronfenbrenner's paradigm was discussed, particularly considering the 

relationships between each ̀ system'. The second section of this chapter outlines the 

potential usefulness of the model in interpreting the particular context of the current 

study. The final part of this chapter attempts to show how the study has addressed 

the research aims and questions with the outcomes of the study. It reviews and 

evaluates the current research, considers the practical implications of the proposed 

model, and makes suggestions and recommendations for future research. 
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9.1 LEARNING CULTURES IN BRITISH CHINESE SCHOOLS 

As argued in Chapter 3, language is more than a means of communication - it is 

also a reflection of culture (Wallerstein 1983; Kramsch 1998). Language can be a 

principal source of group identity and a medium for the transmission of that identity 

to children. From the discussion so far, it appears that in Chinese schools, when the 

language is taught by native-speaker teachers, different cultural expectations and 

communicative styles are also introduced. However, the impact is two-way. As the 

students learn and the teachers teach the community language, they are at the same 

time reflecting their cultural understanding and adapting it to fit new cultural and 

social rules. It is worth noting that this study does not only define culture in its 

commonly recognise terms as to refer to culture as `the way of life of a people or 

society, including its rules of behavior; its economic, social and political systems; its 

language; its religious beliefs; its laws; and so on' (Grosjean 1982, p. 157). The 

term `culture' is also used in this study to refer to the norms, attitudes, values and 

beliefs of the participants in smaller settings such as schools and even classrooms. 

After considering different theories regarding language learning and culture, the 

study applies the notion introduced by Cortazzi and Jin (1996b), the culture of 

learning, to explore the dynamic situation of the British Chinese schools. 

Earlier on, in Chapter 2, the context of the current research was set out and the 

aims of the Chinese schools when they were first set up were identified as 

maintaining the language and cultural knowledge of the second-generation Chinese 

in the UK. Throughout the chapters so far, I argue that the students in the British 
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Chinese schools are learning more than only the Chinese language and the culture 

contents included in the teaching materials, but more importantly, they also learn a 

new `culture of learning' in a different learning setting, that is, the British Chinese 

classrooms. To understand the development of culture in the British Chinese 

classrooms, the study has proposed an Ecology Model of Learning Cultures which 

is derived from the ecology model of cognitive development developed by 

Bronfenbrenner (1979: 1993). The following section focuses on the potential 

usefulness of the model proposed in the study. 

9.2 THE ECOLOGY MODEL OF LEARNING CULTURES 

In this study, I try to fit the findings about issues concerning the learning culture of 

the British Chinese classrooms into Bronfenbrenner's paradigm to help with 

describing what is happening in the community language schools. This section first 

takes a look at key features of the Ecology Model of Learning Cultures adopted 

from Bronfenbrenner's (1979: 1993) original model of cognitive development. The 

section then discusses the relationships between different `systems' drawing 

essential features from the current study. A further discussion of how the proposed 

model may be applied in a different, wider research setting is in the next section. 

The ecology model of learning cultures is adopted from Bronfenbrenner's ecology 

paradigm. As previously noted in Chapter 3 (3.3), although Bronfenbrenner's model 

has originally been designed for the understanding of cognitive development, it is 

useful as a theoretical framework as it emphasises the importance of understanding 
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behaviour `in context' rather than in pre-determined settings. The hierarchical 

paradigm of micro-, meso-, exo-, and macro-systems also enables the classroom 

cultures to be viewed as self-regulating systems and to focus on the inter- 

relationships of the different systems. The current study applies the ecology 

concept and develops it for the situation in the British Chinese classrooms. The 

study has made use of the graphically presented vision of the model provided by 

Renn (1999) who also adopts Bronfenbrenner's model for the understanding of the 

development of multiracial identity by college students. The adopted model is 

shown in Fig. 3.2 and is considered in the following paragraphs with relevant 

discussion and reference to the research data in this study. 

This research suggests the need for understanding of different elements contributing 

to the development of classroom culture. The current study notes that elements 

including classroom activities, the highly varied, mixed-age/ability nature of 

classroom members, the students' language learning strategies, the texts and 

textbooks used in the classrooms, the teacher-student relationship and the school 

settings themselves are all influential in the development of classroom cultures. This 

does mean that the above elements are the only contributing factors to the attitudes, 

beliefs and values shared in the classrooms, but that the participants in the same or 

similar setting should be aware of and be on the constant look out for these and 

other elements which may also affect how teaching and learning takes place and 

how the different elements can have an influence on each other. 
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The Ecology Model of Learning Cultures (Fig. 3.2) entails four levels of `nested 

networks of interactions' that create an ecology: micro-, meso-, exo-, and macro- 

levels. Although the scope of the study can only allow the exploration of a few of 

the `systems', the findings so far suggest that the social relationship between the 

teachers and their students is re-negotiated in the UK Chinese classrooms all the 

time. Even though it was found that there were dominant themes across the 

classrooms, to say the least, there is a powerful influence of the written language 

and a strong tendency of the teachers leading the direction of the learning in the 

classrooms, the negotiating between the participants was also evident. For example, 

it appears from the discussion in Chapters 6 and 7 that both the teachers and their 

students had to adapt their views about the culture of learning and teaching in 

British Chinese classrooms. The teachers had to include a wide variety of activities 

to accommodate the differences between their students in their age and ability. The 

teachers also reported in their interviews that they noticed that their students may 

be more forthcoming in participating in classroom discussions and other activities 

than children in traditional Chinese context due to their British learning experience, 

whilst the students reported that they were adopting to the Chinese school 

environment through the use of textbooks and other writing activities which may be 

different from their experience of learning other foreign languages at their British 

schools. Although the relationship between the teacher and their students is more of 

a teacher-dominant one, both the teacher and students negotiated their role and 

attitudes when they were at the Chinese schools. For instance, both the teachers and 

students interviewed expressed their view that because the students were attending 
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the Chinese school voluntarily, the Chinese teachers would not set their students 

such a high language and discipline standard as they would have in traditional 

Chinese contexts, and the students would try their best to fulfil the göngke 

`schoolwork, homework' requirement set by their Chinese teachers but still put 

their priority in their British school work. The school settings, furthermore, 

contribute to the culture of learning as it provides the socialisation framework and 

environment in cultivating the participants' beliefs, values and attitudes. It can be 

observed that the micro-systems (Fig. 3.2) - the classroom activities, the mixed- 

ability/age groups, the use of texts and textbooks, the relationships between 

students and their teachers, and the school settings - are strongly inter-related. 

Changes in one of the micro-systems may result in the re-negotiation of the 

other(s). This is one feature which arises from the concept of ecology model of 

development, the ecological transitions. Brofenbrenner (1979) stresses that `the 

developmental importance of ecological transitions derives from the fact that they 

almost invariably involve a change in role, that is, in the expectations for behaviour 

associated with particular positions in society' and notes that `an ecological 

transition occurs whenever a person's position in the ecological environment is 

altered as the result of a change in role, setting, or both' (p. 6). 

Furthermore, this study also explores an area that I feel is under-recognised: the 

students' language learning strategies as discussed in Chapter 7 (7.1). As noted in 

Chapter 3 (3.1), previous research has shown that raising students', and their 

teachers' awareness of their language learning strategies can help the students to 
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learn more effectively. Although it is stressed throughout this thesis that the time 

available to the teachers and students in British Chinese schools is limited, I feel that 

it is an area worth exploring. Not until the students' full potential is realised, can 

both teachers and their students benefit from the learning experience in British 

Chinese schools. The understanding of the students' learning strategies may have 

implications in many areas. First, the understanding of the students' strategy use 

may help teachers to recognise how their students learn. This is not to say that the 

teachers should change all their classroom activities accordingly. Students may learn 

differently while they are on their own than they do as a group. The culture of 

learning in the classrooms may also have an impact on students' strategy use. The 

combination of circumstances may have made the use of particular types of strategy 

that are more appropriate than others (detailed discussion of the students' learning 

strategies is in Chapter 7). 

The ecology model of learning cultures enables us to provide a holistic view of the 

inter-relationships between the different micro-systems that are described so far, 

which concern the participants in British Chinese schools. However, the micro- 

systems discussed so far are of a similar level and are enveloped in a wider 

framework of a meso-system. This study considers another area which is also 

crucial to the development of culture in British Chinese classrooms, the families. 

Empirical data was introduced in Chapter 8 to demonstrate the impact of family on 

the learning and teaching of the participants in the Chinese classrooms. Although it 

is suggested that the experience in the work-place of the volunteer teachers and the 
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students' parents may also affect the attitudes and beliefs of the participants, the 

scope of this research does not allow further investigation in these areas. 

The discussion in Chapter 8 also shows that even though the family of each 

participant may not have much direct influence on the other's, they still have a 

profound influence over the culture of learning when the participants meet in the 

British Chinese classrooms. This particular feature is reflected in the ecology model 

as the concept is meant to incorporate this flexibility. Taking a holistic view of the 

whole ecology model of learning cultures, it appears that the potential options for 

the development of a culture in its environment are provided by the possibilities 

available in the wider context. The structure and content of the settings and the 

process of development in the smaller frame, the micro-systems, are to a large 

extent provided by the wider concept of culture or subculture, in other words, the 

meso-, exo-, and even macro-systems in which the micro-systems are embedded. 

Moreover, the present extension to Bronfenbrenner's model allows for more than 

one macro-system. If the term `macro-system' is considered more or less 

coextensive with the term `culture', there is no reason why the present ecology 

model cannot be extended to multicultural situations where two or more macro- 

systems are interacting. 

After reviewing the model proposed in the study holistically, the following section 

draws a conclusion to the study and provides suggestions for further studies. 
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9.3 CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

In conclusion, this section looks at the study in three parts. It firstly evaluates the 

study by restating its aims and looking at the outcomes. The section then discusses 

some practical implications of the research before providing suggestions for further 

research. 

9.3.1 Evaluation of the Study 

The study set out to fulfil two broad aims which I discuss in turn in this sub-section. 

The first broad aim to the study is: 

1. To explore current practice in UK Chinese schools in order to provide 

contextual information for understanding current issues involved in learning 

Chinese as a community language, especially in the context of Chinese schools 

in the UK. 

The study approaches the first aim through the review of literature and the 

description of the current classroom practice based on the empirical data collected 

in the Chinese classrooms. My first question for investigation is: 

1. What is the current state of learning Chinese as a community 
language in UK Chinese schools? 

Detail discussions on the British Chinese schools and other community schools has 

been provided in Chapter 2. In short, the findings from the study shows that the 
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primary focus of Chinese schools is still to ensure the preservation of the language 

and culture of the children in the community. \There is a particular emphasis also on 

teaching the literacy in the language. The British Chinese schools exist outside the 

mainstream education system and the limited resources mainly were sought from 

within the community. The majority of teachers in these schools were native 

speakers and they expressed an urgent need for better teacher training in linguistic 

and pedagogical principles and designing teaching materials. 

To achieve the first broad aim of the study, the research raised a second question 

which explores the situation in the British Chinese schools from `the field'. 

2 What is the nature of classroom interaction in Chinese 
schools in the UK? 

The findings from the study, discussed in Part III, contain illuminating examples of 

classroom interaction in the Chinese classrooms. The ecology model of learning 

cultures proposed early on in this study provides a framework for looking at the 

classroom interactions from various angles, the classroom activities and how they 

are affected by the students groups, the role of texts and textbooks and the different 

expectations of the teachers and students. These findings are also used in an attempt 

to achieve the second broad aim of the study. 

2. To examine the relationships between culture and learning - cultures (that is, 

British and Chinese cultures) that teachers and learners bring with them into 

their interaction and the culture of learning in the UK Chinese classes. 

317 



Chapter 3 of this study discusses the relationships between language and culture in 

general. It is worth noting again that the current study has put emphasis on `culture' 

to include also the norms, attitudes, values and beliefs of the participants in smaller 

settings including schools and classrooms, which are termed by Cortazzi & Jin 

(1996) as `culture of learning'. The exploration of the data collected focuses on 

understanding the culture of learning in the British Chinese classrooms. The next 

two research questions were raised to help achieve the second broad aim. 

3. What are the cultural elements developed in the context of 
the UK Chinese schools where there is a meeting of cultures? 
How can we account for this distinctive mix of cultural 
elements? 

4. Of the two main cultures in question, which contributes the 
most to the construction of the classroom culture? Where do 
the activities, beliefs, practices, values and identities that we 
observe in the classroom come from? 

The findings from the study show that both British and Chinese cultures contribute 

to the construction of the classroom culture. For example, Chapter 6 described how 

the teachers in this study expressed their observations of their students being more 

actively participating in the classrooms (than those in traditional Chinese contexts) 

and attributing this to the students' British educational environment. On the other 

hand, the powerful influence of the written language seems to be a dominant theme 

which runs through the whole study. This is a relatively permanent and fixed aspect 

of Chinese literacy education which comes through more or less intact into the 

culture of the UK Chinese schools. This may be due to the high symbolic value 

which is placed on the written language by the community. 
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Furthermore, there is also evidence of a mix of cultural elements present in British 

Chinese classrooms. Examples of this aspect are described in detail in Chapters 6 

and 7. The use of phonic clues by the students (where they were observed to be 

introducing English syllables to help pronunciation and memorisation), for example, 

is particular interesting as this feature of learning is not common in either the British 

or Chinese mainstream learning environment. 

The final research question attempts to conclude the study in the following terms, 

and I try to answer this question in discussions in the following sections. 

5. Can the answer to these questions help us to understand in a 
more general sense what happens when two or more cultures 
meet in an educational setting? 

The researcher is aware of the many problems generic to the study. For example, 

due to time, space and other constraints, the collection of data was limited to a 

small number of subjects, mainly the teachers and some of their students in British 

Chinese school, even though with the emphasis of the study it would have been 

ideal to include the views of more parents and community members. The study also 

attempts to use the proposed ecology model as a theoretical background for 

understanding the complex situation of the British Chinese classrooms and then 

links it back to the practice. Some practical implications of the research are raised in 

the next subsection. 
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9.3.2 Practical Implications of the Research 

Practical implications which arise out of this study are mainly concerned with 

Chinese teacher training. In the course of the study, many teachers' perceptions 

have been distilled in a way in which few of them could themselves give the 

composite picture. Similarly students' views are also pooled together and it is 

unlikely that a single student's view would be similar to the one presented as the 

study illustrated. However, this study intends to present these different dimensions 

of the Chinese schools to the understanding of the development of learning cultures 

in the classrooms to help teachers consider aspects in their teaching and 

organisation of their classes which they may not previously taken into account. 

9.3.3 Suggestions for Future Research 

There are many aspects identified in the study worthy of further investigation. First, 

the use of ecology model in understanding holistically the multicultural situation in 

educational settings is useful as it suggests a flexible and inter-related dynamics of 

different systems. It is also interesting, in the case of Chinese schools, to explore 

and add further `systems', whether at micro-, meso- or even macro- level, to the 

existing model in order to further understand the situations of many community 

schools. 

Additionally, in the case of teaching a community language, this study provides 

some interesting areas which may be explored under different circumstances, for 
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example, Chinese schools in countries other than the UK, or language schools of 

other communities in the UK. 
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Appendix A 

Transcription Conventions 

Convention I Meaning 

(n) a pause; n is the length of the pause in seconds 

(. ) a slight pause less than a second 

[ overlapping speech 

[] to provide contextual detail 

(laugh) transcription of a sound etc. that forms part of the utterance 

XXX unclear speech - something not audible 

underline underlining indicates the speech was in the speakers' own 

words (in classroom observations) 

{} translation of the statements originally made in Chinese 

Conversations in Chinese were translated into Pinyin `phonetic system' with the 

meaning/English equivalent in quotation mark. 
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Appendix B: 

Interview Schedule 
for Teachers in Taiwan 

Chinese and English translation 

Information about interview 

Interview questions 
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ii3ký ýrý 

AM: an - 

NO. 

ýMHJ: lj%H%E\ IT 
OM H ýý_ý ý 

wt#* : 
M 

HA (level) 

2. tape no. 

3. 

PfR 
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M' Ala 

N, 

1. 

2. J--i-? 
(pronunciation/grammar/vocabulary/listening/reading/w(ting) 

3.1 kJ f1'7ýa,? 

(role play/talk to native speakers/ oral presentation/individual or 

. group project/competition between students or group/ pair or group 
work? ) 

4. 

5. 
It1 )ý iýA 3K WE9-+H rO, P'ý ? 

WN4 

" LJ? FJ 

2. I 

ly. 1? 
3.1ff? 

C1,;: ý ? 

4 
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A. Information of interview 

Date: 

Informant: 

Teaching Position: 

Teaching experience overseas No, Yes years 

Subject 

Students Age 

Nationality 

Other information 

for years 
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B. Interview Questions 

I. Learners' Strategies 

1. How would you characterise the behavior of your learners in the 
classroom? 

2. Can you tell me about the ways your learners engage in learning? 
pronunciation/ grammar/ vocabulary/ listening/ reading/ writing/ 

3. Do your students do any activities using communicative strategies? 
role play/ talk to native speakers/ oral presentation/ individual or group 
project/ competition between students or group/ pair or group work 

4. What do you think about students' previous learning experience having 
the effect on their learning now? 

5. Do you think your students' cultural background or previous learning 
experience affects their Chinese language learning? 

II. Teaching Strategies and Concerns 

1. In general, do you think teaching styles in other countries e. g. North 
American, or Europe, are different from those in Taiwan? 

2. What are your principal concerns about teaching (Chinese) in your 
schools? 

3. Do you think Chinese language should be taught in one particular way? 
What do you think as `most appropriate'? Do you think teacher should 
only use Chinese to teach in the class? 

4. In your opinion, what are the ingredients of a successful language 
lesson? 
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Appendix C 

Teacher Questionnaire 

Cover letters to headteacher and teachers of Chinese schools 

Teacher questionnaire 
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UNIVERSITYOFLEICESTER 
21 UNIVERSITY ROAD " LEICESTER LE1 7RF " ENGLAND 

22 October, 1997 

Dear Head/Committee member: 

My name is Chao-Jung Wu. I am a PhD. student at the University of Leicester 

under the supervision of Dr. D. Robertson and Mr. W. Cajkler. My study at present is 
investigating the teaching of Chinese at Chinese schools in the UK. I hope, by sending 
out this letter, I could explain what my study is about and ask for your help in collecting 
some data from you school. 

As most of you have been in this field for a long time, you will have noticed that 
there is a big difference between the performance of different students. That is, some of 
our students perform better than others due to their use of some particular `strategies'. 
Some of these strategies might be taught to them by their teachers, some might have 
been developed by the students. It is my intention to find out what are the strategies that 

are used by our students and to see if there are other factors that affect their choice of 
strategies. I hope that this study will provide Chinese language teachers with a `different 

angle' while thinking about instructional design. 
This study includes several stages. I hope by sending out questionnaires to 

teachers of Chinese schools in the UK at this stage, I will be able to learn more about the 
teaching in the classrooms, and to find out what teachers know about their students' 
used of learning strategies. Please find enclosed two questionnaires for your school. I 

would like to ask if you could give these questionnaires to two teachers at your school 
who are interested in taking part in this study. If there are more teachers willing to 
participate, you are more than welcome to photocopy the questionnaire for use. If you 
would prefer me to send more copies, please do not hesitate to contact me. I will send 
additional questionnaires as soon as I can if you need them. 

My next stage will be arranging interviews with teachers. With your permission, 
I could arrange a meeting with you to find out the possibility for me to investigate 

strategies used by students in your school. That, hopefully, will lead to useful insights 
that may help further planning for instruction. 

I will send each school that participates in this stage a short written report 
regarding the results analysed from the returned questionnaires. Thank you for your co- 
operation. 

Yours Sincerely 

Chao-Jung Wu 
E-mail: cjw12@le. ac. uk 
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UNIVERSITY OF LEICESTER 
21 UNIVERSITY ROAD " LEICESTER LEI 7RF " ENGLAND 

22 October, 1997 

KtNF Mý )K 

i IaLjff °Leicester University fýJ Dr. D. 
Robertson gd, Mr. W. Cajkler PW, &fP% ° 

raf f tam I-,,. ° 

--5 it XYM 
, 

ZM- 

-_, ýJt u (c )äh 'ß -ý 

fir=TT3Zft i fMEE 8: l 

of,: P Mr ý1f r 1r9 7'f ý3L`'1ýt t rýi1P9 `f' Iý ý'f 3ý`. 

J: J: 
ýýIJPpýý %lRý7ý7JV ° Tp"Ilýý--ýpý Uý7 

a7ý4 

+ii ý4JýVClI`7ý1I'N 1ýpJý ° 

-F-fl9mei el, 
-, 

LI"ýXIINW-ZF- 

u 

Min ý-ý 
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UNIVERSITYOFLEICESTER 
21 UNIVERSITY ROAD " LEICESTER LE1 7RF " ENGLAND 

22, October, 1997 

SCHOOL OF 
EDUCATION 

PROFESSORS 

Tony Bush 
Ken Fogelman 
Maurice Galton 

4uprt Mathieson 

SECRETARY 

Jenny Vrak nson 

TELEPHONE 

Dfnd lins 

0116 252 

Enquiries 

0116 2523688 

FACSIMILE 

0116 223653 

TELEX 
047250 LEICUN G 

ý? r'&MZ %: 

ýG #t º. f AL(9f g, R, Leicester University tgriff, 9° 

i ýfýýff ý JCi t Jýaý 11A 30QßU CI ° . 
ýý't, Jcm ° 

My name is Chao-Jung Wu. I am a Ph. D. student at the University of Leicester. 
This questionnaire is a part of my on-going research looking at the different teaching 
methods that Chinese teachers bring into their classrooms and learning strategies used 
by students. It is my hope that these findings about learning strategies' can be used as 
information in the future to help teachers in their classrooms. This questionnaire is 
being sent to teachers of Chinese schools in the UK. The object of this questionnaire is 
to investigate teachers' opinions toward teaching Chinese in the UK (mainly to children 
of Chinese descendants), and teachers' understanding about their students' strategy use. 
Thus, information about your beliefs, concerns and observation about Chinese language 
teaching will be most valuable to me. Please give as much detail as possible in your 
answers. 

`w 

Please answer the questions in English or Chinese whichever you prefer. The 
questionnaire should take no more than 30 minutes to complete. Your reply will be read 
only by myself and treated in confidence in any reporting of the work. If you have any 
questions about the questionnaire, please- contact me. As a token of appreciation, I will 
send schools or teachers who participate in answering the questionnaire a short written 
report when I finish analysing the data. 

Please return the questionnaire by 30, NOVEMBER using the stamped 
addressed envelope enclosed. Thank you very much for your co-operation. 

A-5 
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tJ.; «ýj; ýj A. Please answer these questions about YOURSELF 

Please tick one box J 

a) Gender 1j 

Male Y; Q Female ;rQ 

b) Age group $ °u)N 

21-30 Q 31-40 Q 41-50 Q 51-60 Q 61+ Q 

c) Origin 

Please indicate if you are ä$ýA1 

(i) Chinese (from China, Hong Kong, Malaysia, Singapore, Taiwan) ý? [ Jý Q 

(ii) Not Chinese n jý Q 

(iii) Chinese parents but born elsewhere (e. g. Australia, Europe, UK, USA) ! WA Q 

Please state where you were born Mä-RA %', it 

d) Your language use. ! Z-, MM p0k J'Mff-ý ° 

1. What is your mother tongue? arpj1 nä (l- 
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apply. ) ý ýýl'ýýiJýý ' f'Lýj`"ý ýLER ß-" a? ) PO 

2. What languages do you use (speak) in the following situation? (Please circle as many as 
lain 

For example, ýA' anda Chines Canton se/ Haka/ Taiwanese Other hinese dialect. 
/ ýýf 7 i/ ,ýß äü 

i) Chinese languages rPINpr 
Professionally Mandarin Chinese/ Cantonese/ Hakal Taiwanese/ 

Other Chinese dialect (please state the languages at the space below) 

In family Mandarin Chinese/ Cantonese/ Haka/ Taiwanese/ 

Other Chinese dialect (please state the languages at the space below) 

With friends Mandarin Chinese/ Cantonese/ Haka/ Taiwanese/ 
RSA -E- SAM/ AWI / R/ RAW 

Other Chinese dialect (please state the languages at the space below) 

ii) Non-Chinese languages ýV4® ä M, 
Professionally English/ French/ German/ Japanese/ 

Other languages (please state the languages at the space below) 

In family English/ French/ German/ Japanese/ 
* r-P 3=U &3Z/ /Q 3C / 

Other languages (please state the languages at the space below) 
f-ftIw 

JR 
CI -F2"-n 

/k uR 
) 

With friends English/ French/ German/ Japanese/ 
ff]Mý-'C M/ M-ß/ 3z/ Q 3C / 

Other languages (please state the languages at the space below) 
Afft3forri FIR 
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e) What is your highest level of educational qualification ? nallM 

Doctorate j±Q Master J±Q Bachelor ±Q 

H. N. D. 4Q High School Certificate Q 

Other Qualification J (ME RQ 

Please specify. ja3MIL 

Please state the main subject area of your highest qualification. 
W-1. (f4 Hr) ° 

f) In addition to teaching, do you fulfil any of the following roles? (Please tick as 
many as apply) k`KJI'(' ()? 

Paid Employment 9A Q, (Please state nature. e. g. work in Computer companies, 

takeaways, etc. M IA-fIN , VJAQ :I' If *) 

Self Employment ff AM Q, (Please state nature. e. g. owning a restaurant or a baby 

clothing shop, etc. F3FU 'etw ' VIAO :M -'[ý- DFjvv 
,f 

RF94 0 ) 

Student ' Q, (Please state the subject. afjýLý ) 

Housewife *01-l Q, 

Other A{tb Q, (Please state nature, j Z-AfjW ) 
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B. Please answer the following questions about YOUR PERSONAL AND PROFESSIONAL 
BACKGROUND 

a. Have you had any training experience to teach Chinese?, f; ý., -` j It f±rj rN f± 5r 
ü iIl ? 

No Q-Q 

Yes Q PE Q 

Please state what kinds of training you have had and when. (Please give year and length 
of course; full time or part-time, and where. )ý}ýIlj, k`ifj'j 
rell t ýJX III ý' part-time II[, ° 

Year Completedr JFIRIPml 

Title of course 'fk, 
month/year 

11ýý, ý Qualification (if applicable) 

Country you did the course in I V, jM c 

b. Have you had any training experience to be a teacher? 1r , -` ß VýÄf1T7(jfj 

No Q Li 
YesQ Q 

Please state what kinds of training you have had and when. (Please give year and length 
of course; full time or part-time, and where. )ý}ýý1(jfj 
ýaý uýJs'z ý1ý1 ý'1ý. s part-time HI 

Year Completedr f 154, rH Length of course 
month/year 

Title of course X', 

Qualification (if applicable) 

Country you did the course in ýý1(jfh[j 

Part-time/Full-time 

Part-time/Full-time 

c. In what way do you think the experience of your training affects the way you teach? 1 pJ 

Length of course AJIVJ 
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C. Please answer these questions about YOUR TEACHING EXPERIENCE. ý1 Lýý 

Please list the languages/subjects you have taught, number of years of teaching that 
language/subject and your estimation of the average number of hours per week over this 
period. -F c' Jý1 off Jäº1 =F ýC, J( pfd ýL: C: ý`-J 

Language taught Number of years Estimate the average Number of 
Hours per week over this period 

ftMÄ = t -* äßc-1 ptf L: l 7 

Mandarin Chinese z-äß (hrs/week) 

Cantonese JV91 (hrs/week) 
(iJ«U / j) 

English X3`C (hrs/week) 
('iN /) 

Other subject taught 
(please state) 388, A 

(ý J) (hrs/week) 

(hrs/week) 
0"O/AM) 

(hrs/week) 

2. Do you teach more than one Chinese variety (e. g. Cantonese and Mandarin Chinese)? L 
(Vgpn : ArtWJ WM ) 

QNo. Q7° 

Q Yes. Q If ° 
(ONLY TO BE ANSWERED BY TEACHERS if you teach more than one Chinese 

variety (e. g. Cantonese and Mandarin Chinese), Q*U CEIT Jfn, (gyp : 

* ü* )CJ Q *Tplja '#! I 
Do you use different teaching strategies for different dialects? ; ýý ýý kJC 

Q In most of cases, I would use the same methods. Q 

QI would use different strategies. Q Riftffl T 
Please state the reasons and what the differences are. ýý f; ý 
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3. Please list the schools in which you teach now and details about the classes. 

(i) School 1 

name of schools, language students' age range level number of length of 
and locations taught identity ] students each lesson 

til-Iffl ! Z' Yf AI (hrs/week) 
see below see below 

Ni E 
N2 I 
N3 A 
N4 0 

For students' identity please circle, W 

Ni: for Chinese (from China, Hong Kong, Malaysia, Singapore, Taiwan) r-p®J` 
N2: for Not Chinese ýý 4 WA 
N3: for Chinese parentage but born elsewhere(e. g. Australia, Europe, UK, USA) 
N4: Other cases, 
please specify here, mMHA 

$. For students' level please circle, 
E: for elementary, -Xýjf I: for intermediate, })j 
A: for advanced, ARIff 
0: for other cases-f-ft 

ýý'jý} please state the situation. 

(ii) School 2 

name of schools, language students' age range level number of length of 
and locations taught identity students each lesson 
V3ZrWR ää M (hrs/week) 

t see below see below f- af * rMI 
(J1\ `/ ) 

NI E 
N2 I 
N3 A 
N4 0 

h'} N4: Other cases, 
please specify here, F932HA 
0: for other casesfh 
please state the situation. ýýýýýý 
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D. Answer the following questions about YOUR OWN LANGUAGE LESSONS. QäL: l 

I How often do your students engage in the following activities in the classroom? (Please tick 
the appropriate box for each activity) 1422' fA JT*, SAM'` 'A-ff k 
-F MO'fF4 (FU A 41T V) ? 

Activities A great deal of Quite a lot Sometimes Not very Never 
'j time of time (once often 

(several times in (once in a every (once in 
a lesson) lesson) month) several 

JU4ýU X5 t-IX months) 

Mn-2, e 
sing supplementary reading 

materials created by you 
ýiü ýýXFIJTfý3ýý 

Listening to you 

sing a textbook 

Reading other Chinese books 
ä *3Z29 

Listening to stories 

Listening to cassettes 
� rr 

Watching videos 

air work 

Group work 

Speaking to you in Chinese 

Speaking Chinese to others 

Writing sentences 

Writing letters 
9fß 

riting stories 
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ctivities A great deal of Quite a lot Sometimes Not very Never 
time of time (once often 

(several times in (once in a every (once in 

a lesson) lesson) month) several 
ýß , -Ex 

t4m)ý months) 7ýE 

illing work sheets 

. 
MAT 

Translation 
MM 

ole-play 

opying new characters 

sing computers 

Tests 

Drawing pictures 

earning language patterns 

Listening to Chinese songs 
�4'3CV 

Singing songs 

Reading poems 
MEN 

Playing language games 

Solving problems 

Using word cards with 
pictures and characters 

if you use other ways to support your classroom activity, please state. U- 41 f 
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2. It is common experience that some language learners are more successful than others. This 
may be because they use different learning strategies. ýý ý, jý p, AXý 

a) Which learning strategies do your good learners seem to employ most in the classroom? 

b) Which learning strategies do your good learners seem to employ most outside the 
classroom (including at home)? j raj L'I R7, M`. r-P 

3. Please list a maximum of five principal concerns that you have about teaching Chinese in 
your schools (in order of priority). TK, g1 1ff , F-PýCý`ýC V 

2 

3 

4. 
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E. Answer the following questions about YOUR OPINIONS ON CHINESE LANGUAGE 
TEACHING IN THE UK. Please provide as much detail as possible. äJ tRL; ( 

1. In general, do you think teaching styles in British schools are different from those of 
ýaýý Chinese schools in Hong Kong, Taiwan, China? 

a No. c9"1aýt 
Q Yes. ITT` nn 

ß-ýüý What are the differences? 

2. Do you think there is one best way to teach Chinese language? -- 

Q No. 7F --z ° 
QYes. JEN° 
If yes, what is it? dip c Oýä 'J} Tý-J 7j ü} ? 
If no, could you briefly describe how you think Chinese should be taught? A03R TZ 

3. What do you feel about how your pupils respond to teaching? '(1 tj1 k`iýj 
ffi ? 
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ýfý 4. Do they behave as you expect? If not, please specify why? Af 

5. Do you think that the teacher should speak Chinese (Cantonese or Mandarin Chinese) all 
the time in the classroom? 
Q If yes, why? DA18 T' ift ? 

Q If not, why not? dip cý Tý' JjT±J ? 

6. Do you think your pupils' British lifestyle affects their Chinese language learning? 

Q No. äýcTfälM+th 
Q Yes. 
If so, what are the most significant points? (fl kJ'ýj pý 

7. If you have other concerns about Chinese language teaching or wish to make other 
suggestions, please use the space below. ipcýtýCý(jýýý 

*AýWA- , IN REU-Fns 
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Your participation in the interviews later on would be very much appreciated. If it is 
convenient for you to participate, please tick. Please state ways in which I can contact you 
for arranging meetings. MAI: Q' IlIj j° 

Contact details ýýzL7 ° 

Home Tel 

Fax 

E-mail address. 

Address. 

Mobile 

If you know someone who is also working in this field and who would be willing to 
participate in this project, please give their names and correspondence information. 

T' 1 =+ 
rý Mitýýiýý»ý ýJý+ S7/ri r+Jý Ü L7. Nýc7F2 Jylýýpý ' üt7 

TIl 
: [7 Jj 

Thank you very much for your co-operation.;, 1 ýýj ('F 
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Appendix D 

Student Questionnaire 

Cover letter to teachers 

Instruction to administrate SILL 

Key to understand the SILL result (for teachers) 

Background questionnaire 

SILL worksheet 

Strategy Inventory for Language Learning 
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Chao-Jung Wu 
No. 21, University Road, 
School of Education, 
University of Leicester, 
Leicester LEI 7ZX 
12, February 1998 
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Chao-Jung Wu 
No. 21, University Road, 
School of Education, 
University of Leicester, 
Leicester LEI 7ZX 
12, February 1998 
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age- Chao-Jung Wu 
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Chao-Jung Wu 
No. 21, University Road, 
School of Education, 
University of Leicester, 
Leicester LEI 7ZX 
12, February 1998 
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BACKGROUND QUESTIONNAIRE 

1. Name 

3. Age 

2. Date 

4. Gender Male/Female 

5. Where were you born? 

6. Before you arrived in the UK, in which country did you live? 

a. In what year did you arrive in the UK? 

7. How often do you go to Chinese-speaking countries? times/year 

a. How long do you normally stay during these visits? 

8. In this section, could you tell me information about your language use: 

including all Chinese languages and non-Chinese languages (e. g. English). 

a. What language(s) do you speak/use with your mother/father? 

b. What language(s) do you speak with your brothers or sisters? 

c. What language(s) do you speak with your friends (if more than one, 

please specify)? 

9. Which is your Mother Tongue (the language you first learned as a baby, 

even you do not speak it very well now)? 

a. If #9 is not Chinese, when did you start and how long have you learned 

Chinese for? 

b. If #9 is not Chinese, where and under what circumstances have you 

learned Chinese? 

10. Which other languages have you studied or tried to study? 

a. Which of these languages do you still speak/use? 
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STRATEGY INVENTORY FOR LANGUAGE LEARNING 289 

cn r JL LL nurs5ncct kuQnunucu) 

Version 5.1 hcu %dIn (c) R. Oxford, 1989 

Part A ý8, Pm-C Pý111.. Q EM-F. eaR F Whole SIL 

1. 16. 41. 49.65. 72. SUM ? art A 

2. 17. 42. 50.66. 73. SUM Part B 

3. 18. 43. 51.67. 74. SUM Pan C 

4. 19. 44. 52.68. 75. SUM Part D 

5. 20. 45. 53.69. 76. SUM Pan E 

6. 21. 46. 54.70. 77. SLR! Part F 

7. 2Z 47. 55.71. 78. 

8. 23. 48. 56. 79. 

9. 24. 57. 80. 

10. 
- 

25. 58. 

;;. Z6. 59. 

12. 27. 60" 

13. 28. 61. 

14. 
_ 

29. 62. 

15. _ 
30. 63. 

31. 64" 

3Z 

33. 

34. 

35. 

36. 

37. 

38. 

39. 

40. 

SUM SUM SUM SUM SUM SUM SUM 

. 15= -25= -4= -16= .. 7 -Ö= -30=- 
(OVERALL 
Aý'ERAG r 
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Appendix 
8 

Strategy Inventory for 
Language Learning (SILK) 
Version for English Speakers Learning a 
New Language 

Strategy Inventory for Language Learning (SILL) 

Version 5.1 
(c) R. Oxford. 1989 

Directions 

The STRATEGY INVENTORX FOR LANGUAGE LEARNING (SILL) is designed to gather 
information about how you, as a student of a foreign or second language, go about learning that 
language. On the following pages, you will find statements related to learning a new language. 

Please read each statement. On the separate answer sheet, mark- the response (1,2,3,4, or 5) that 

tells how true the statement is in terms of what you actually do when you are learnine the new 

1. Never or almost never true of me 
2. Generally not true of me 
3. Somewhat true of me 
4. Generally true of me 
5. Always or almost always true of me 

i wcr or almost never true of me means that the statement is very rarely true of you ; that is, you 
do the behavior which is described in the statement only in very rare instances- 

Cjgherally not a ue of me means that the statement is usually not true of you; that is. you do the 
behavior which is described in the statement less than half the time. but more than in very 
rare instances. 

what true of me means that the statement is true of you about half the firne; that is. sometimes 
you do the behavior which is described in the statement, and sometimes you don't, and these 
instances tend to occur with about equal frequency. 

GeneraUv true of me means that the statement is usually true of you; that is, you do the behavior 
which is described in the statement more than half the time. 

Always aralMsr always mx of me means that the statement is true of you in almost all circumstances: that 
is, you almost always do the behavior which is described in the statement. 

Use the separate Worksheet for recording your answers and for scoring. Answer in terms of how 
well the statement describes you, not in terms of what you think you should do, or what other 
people do. Answer in reference to the language you are now learning (or the language you most 
recently learned). There are no right or wrong responses to these statements. Work carefully but 
quickly. You will score the SILL yourself using the attached Worksheet On the Worksheet, 
write your name, the date, and the language learned. 
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EXAMPLE 

I. Never or almost never true of me 
2. Generally not true of me 
3. Somewhat true of me 
4. Generally true of me 
5. Always or almost always true of me 

Read the item, and choose a response (1 through 5 as above), and write it in the space after the 
item. 

I actively seek out opportunities to talk with native speakers of 
the new language. 

You have just completed the example item. Answer the rest of the items on the Worksheet. 

Strategy Inventory for Language Learning 

version 5.1 

(c) R. Oxford, 1989 

1. Ncver or almost never true of me 

2. Generally not true of me 

3. Somewhat true of me 

4. Gcncrally true of me 

5. Always or almost always true of me 

(Write answers on Worksheet) 

Pan A 

When learning a new word ... 

t. I create associations between new material and what I already know. 

2.1 put the new word in a sentence so I can remember it. 

3.1 place the new word in a group with other words that are similar in some way 
(for example, words related to clothing, or feminine nouns). 

4.1 associate the sound of the new word with the sound of a familiar word. 

5. I use rhyming to remember it. 

6.1 remember the word by making a clear mental image of it or by drawing a picture. 

7.1" visualize the spelling of the new word in my mind. 

8.1 use a combination of sounds and images to remember the new word. 

9.1 list all the other words I know that are related to the new word and draw lines to show relationships. 

10.1 remember where the new word is located on the page, or where I fast saw or heard it. 

11.1 use flashcards with the new word on one side and the definition or other information on the other. 

12.1 physically act out the new word. 353 



When learning new material... 

U. I review often. 

14. I schedule my reviewing so that the review sessions are initially close together in firne and 
gradually become more widely spread apart 

15.1 go back to refresh my memory of things [ learned much earlier. 

1. Neva or almost never true of me 

2. Generally not true of me 

3. Somewhat true of me 

4. Generally true of me 

5. Always or almost always true of me 

(Write answers on Worksheet) 

D. 

16. I say or write new expressions repeatedly to practice them. 

17.1 imitate the way native speakers talk. 

18.1 read a story or dialogue several times until I can understand it. 

19.1 revise what I write in the new language to improve my writing. 

20.1 practice the sounds or alphabet of the new language. 

21.1 use idioms or other routines in the new language. 

22.1 use familinr words in different combinations to make new sentences. 

23.1 initiate conversations in the new language. 

24.1 watch TV shows or movies or listen to the radio in the new language. 

25. I try to think in the new language. 

26. I attend and participate in out-of-class events where the new language is spoken. 

27.1 read for pleasure in the new language. 

28.1 write personal notes, messages, letters, or reports in the new language. 

29.1 skim the reading passage rust to get the main idea. then I go back and read it more carefully. 

30. I seek specific details in what I hear or read. 

31.1 use reference materials such as glossaries or dictionaries to help me use the new language. 

32.1 take notes in class in the new language. 

33.1 make summaries of new language material. 

34.1 apply general rules to new situations when using the language. 

35.1 find the meaning of a word by dividing the word into p n. which I undcrsmnd. 

36.1 look for similarities and contrasts between the new language and my own. 

37. I try to understand what I have heard or read without translating it word-for-word into my 
own language. 

38.1 am cautious about transferring words or concepts directly from my language to the new 
lange- 354 

39.1 look for patterns in the new language. 
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I. Never or almost never true of me 

2. Generally not true of me 

3. Somewhat true of me 

4.. Generally true of me 

5. Always or almost always true of me 

(Write answers on Worksheet) 

40.1 develop my own understanding of how the language works. even if sometimes I have 
to revise my understanding based on new information. 

EartC 

41. When I do not understand all the words I read or hear, I guess the general meaning by 
using any clue I can find, for example. clues from the context or situation. 

42.1 read without looking up every unfamiliar word. 

43. In a conversation I anticipate what the other person is going to say based on what has 
been said so far. 

44. If I am speaking and cannot think of the right expression. I use gestures or switch back 
to my own language momentarily. 

45.1 ask the other person to tell me the right word if I cannot think' of it in a conversation. 

46. When I cannot think of the correct expression to say or write. I rind a different way to 
express the idea; for example. I use a synonym or describe the idea. 

47. I make up new words if I do not blow the right ones. 

48.1 direct the conversation to a topic for which I know the words. 

Z=12 

49.1 preview the language lesson to get a general idea of what it is about, how it is organized, 
and how it relstes to what I alrady know. 

50. When someone is speaking the new language. I try to concentrate on what the person 
is saying and put unrelated topics out of my mind. 

51. I decide in advance to pay special attention to specific language aspects; for example. I 
focus the way native speakers pronounce certain sounds. 

52. I try to rind out all I an about how to be a better language learner by reading books or 
articles. or by talking with others about how to learn. 

53. I atsange my schedule to sturdy and practice the new language consistently, not just when 
them is the pressure of a test. 

54. I arrange my physical environment to promote learning: for instance. I find a quiet, 
cotnfamble place to review. 

55.1 organize my language notebook to record important language infomuäon. 

56.1 plan my goals for language learning. for instance, how proficient I want to become or 
how I might want to use the language in the long run. 
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1. Never or almost never true of me 

Z Generally not true of me 

3. Somewhat true of me 

4. Generally tnx of me 

5. Always or almost always truc of inc 

(Write answers on Worksheet) 

57.1 plan what 1 am going to accomplish in language learning each day or each weck. 

58. I prepare for an upcoming language task (such as giving a Talk in the new language) by 
by considering the nature of the task, what I have to know, and my current language skills. 

59.1 clearly identify the purpose of the language activity; for instance, in a listening task I 
might need to listen for the general idea or for specific facts. 

60.1 take responsibility for finding opportunities to practice the new language. 

61. I actively look for people with whom I can speak the new language. 

62. I try to notice my language errors and find out the reasons for them. 

63.1 learn from my mistakes in using the new language. 

64.1 evaluate the general progress I have made in learning the language. 

Part E 

65.1 try to relax whenever I feel anxious about using the new language. 

66.1 make encouraging statements to myself so that I will continue to try hard and do my 
best in language learning. 

67. I actively encourage myself to take wise risks in language learning, such as guessing 
meanings or trying to speak. even though I might make some mistakes. 

68.1 give myself a tangible reward when I have done something well in my language learning. 

69.1 pay auention to physical signs of stress that might affect my language learning. 

70. I keep a private diary or journal where I waste my feelings about language learning. 

71.1 talk to someone I trust about my attitudes and feelings concerning the language learning prt+: c%s. 

Part F 

72. If I do not understand. I ask the speaker to slow down. repeat. or clarify what was said 

i 3. I ask other people to verify that I have understood or said something corrcciv. 

74.1 ask other people to correct my pronunciation. 

75. I work with other language learners to practice, review. or share information. 

76.1 have a regular language learning partner. 
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1. Never or almost never true of me 

2. Generally not true of me 

3. Somewhat true of me 

4. Generally true of me 

5. Always or almost always true of me 

(Write answers on Wo1) 

77. When I am talking with a native speaker, l try to let him or her know when 1 need help. 

78. In conversation with others in the new language. I ask questicns in order to be as involved as possible and 
to show I am interested. 

79. I try to learn about the culture of the place where the new langt ge is spoken. 

80.1 pay close attention to the thoughts and feelings of other people with whom I interact in the new language. 

Your Name Date 

Language Learned Now or Most Recently 

Worksheet for Answering and Scoring 

the Strategy Inventory for Lan! uage Learning (SILL) 

Version 5.1 (c) R. Oxford. 1989 

Write your response to each item (that is, write 1,2,3,4, or 5) in each of the blanks, 
which are numbered to correspond to each item on the SILL 

2. Total each column and put the result on the line marked "SUM". 

Divide by the number under "SUM" to provide an average for each column. Round 
this average off to the nearest tenth, as in 3.4. Because the only possible response 
for a SILL item is 1,2,3,4, or 5, your average across items for each part of the 
SILL should be between 1.0 and 5.0. You can make sure your figuring is correct by 
checking whether your average for each part is within the range of 1.0 to 5.0. 

4. Calculate your overall average. To do this, add up all the SUMS for the different 
parts of the SILL. This will give you the total raw score. Divide by 80, the number of 
items on the SILL. This will give you the overall average, which should be within 
the range of 1.0 and 5.0. 

When you have completed this Worksheet, your teacher will give you the Profile of 
results on the Strategy Inventory for Language L, eaming (SILL). Transfer your averages 
(for each part and for the whole SILL) from the Worksheet to the Profile in order to obtain 
an interpretation of your SILL results. 
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Appendix E 

Teacher Interview Schedule 

Information sheet about teacher's school 

Interview schedule 
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1. Name of your school: 
in Chinese 

in English 

2. Address: 

3. Are you a member of any Chinese Association? 
No, Q 

Yes, Q Please State 

4. Do you have a school committee? Yes, Q 

5. Contact person: 
Chairman of school committee: 

Name: 
Headmaster of the school: 

Name: 

6. No. of students: 

No, a 

Telephone number: 

Telephone number: 

7. Minimum age for starting at the school: 
Maximum age for attending at the school: 

8. Please complete the table for the range of courses and the time they are offered at 
the school. 

" What time are classes held each week? (Please Circle. ) 
Monday/Tuesday/Wednesday/Thursday/Friday/Saturday/Sunday 

Course Mandarin Cantonese Martial Brush Chinese Others 
Name Chinese Art Painting Musical (please 

Instrumen specify) 
is 

dass Mor- 

mng 
(P After 
tick) noon 

Mor- 
ass nin 

Num- After 
ber noon 

" How long is it for an average session? minutes 

9. No. of teachers at school: 

10. No. of other staff: 
359 



11. Teaching Materials: 

Mainland China textbooks 

Hong Kong textbooks 

Taiwan textbooks 
UKFCS textbooks 

Others 

Q 

Q (please give details) 

12. What is/are the method(s) for you to find new students? 

13. How do you recruit teachers in your school? 

15. Teacher Qualification: 

Teachers who are now in teaching position 
Teachers came to UK for further study 
Students 
House wife 
People who have teaching experience 
Other profession (Please state what it is/they are) 

No. of teachers 

If it is possible, please write on a separate sheet specify how long the teachers have 
been teaching and what is the ratio (in percentage) for teachers to leave their position. 

16. Do you provide any form of teacher-training? Yes, Q No, Q 

If Yes, could you state what it is/they are? 

17. School premises: 
school's own premises 

Q 

rental 
Q 

How much is the rent for each year? £ 

18. Financial Resources: 
Tuition fee every term £ every year ;E 
government support £ 
Chinese association support £ 
Please state how you apply funding from government. 
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19. Teachers' Salary: 

Teaching Salary 
Transportation fee (per week) 
Other 

£ 
£ 
£ 

20. Other Activities: (Please tick in the appropriate box. ) 

School 
Outings 

School 
Librarv 

Video 
Facility 

Computers Others 

Yes 
No 

22. Does your school belong to any Chinese association? 

Yes, Q Please state. 
No, Q 

23. Have there any students in your school taken exams outsides school (e. g. GCSE) 
in the past three years? 

Yes, Q Please state. (e. g. 10 students took GCSE, 2 took A level) 

No, Q 

24. If there is anything else you'd like to add, please use the space below. 

Please return the questionnaire as soon as you fill it in, 
to the following address. Thank you for your co-operation. 
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A. During this interview, I'd like to ask you some 
questions about your opinions on Chinese language 
teaching. And to clarify some answers from the 
questionnaire you filled in. O. K.? 

1. What does the term 'Chinese teaching' mean to 
you? What sort of activities you think of when it's 
been mentioned? 

2. What do you think your main duty is? 

3. What is your main motivation to do this? 

4. Do you enjoy it? What aspect do you enjoy? 
What aspect do you not enjoy? 

5. What kind of things do you find difficult? 

(Teaching written 
/spoken language) 

age? Student level? 
home background? 
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B. 1. Can you describe your typical class for me? 

2. What activities do you use most often? Why? 
use rarely? Why? 

3. Do you ever use activities like role play/...? 

Do you find them valuable? 
Do they work? Are they successful? 

Why? Why not (using them)? 

4. Do you use any meta-language at all? Where did 
you get the idea? 

(if they have items 
missing in the 
questionnaire, ask 
about those) 
reading: aloud as a 
group/ individually? 
writing: what? (be 
specific! ) 

role play/ talk to 
native speakers/ oral 
presentation/ 
individual or group 
project/ competition 
between students or 
group/ pair or 
group work/ game/ 
music/ 

English learning 
exp. /personal 
learning exp. / 
training course? / 
student's feedback? 
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II. In this section, I am going to ask you some age, level, gender, 
questions about your students' behaviours, alright? nationality, lang. 
1. Could you describe a little bit more about your background, 
students? (similarities and 

differences) 

Can you tell me how your students behave? 

How long do they last? home? transport? 
Reason for not continue learning? teacher? parents? 

children's attitude? 
Why do they not 
want to learn? 

2. You must have some good and bad students. Why are they good 
Could you tell me what do the successful ones do, in ... pronunciation/ 
and the bad ones don't, in the class? grammar/ 

vocabulary/ 
listening/ reading/ 
writing/ 

Do you have any idea what they do at home? homework/support 
from parents/family/ 
reading/watching 
videos 

How do you come to know about this? 

3. How did you decide what to teach? School policy? 
Textbook chosen by 
whom? 

4. How did you decide how to teach? previous 
training/learning 
teaching exp. / 
feedback from 
students&parents/ 
other -- conference/ 
books 
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5. People think 'Chinese language teaching' 
involves a lot of memorising. Do you think it is 
true? 

Do you ask your students to memorise? 

6. Also, people think us put emphasis on reading 
and writing, do you agree with this? 

III. In the next section, I'd like to ask you some 
questions concerning the nature of teachin Chinese 
in the British context. To start with, could you tell 
me what do you think of teaching Chinese in the 
UK? 
Is it worth doing? 
Does it work? 

What kind of influence do you think the teacher 
will have on their students? 

teacher? location of 
the school? (more 
schools? less 
schools? ) 
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2. Do you know other practice in any other 
countries like the USA? 

How is that different to practice in the UK? 

3. Do you think your students' cultural 
background or previous learning experience 
affects their Chinese language learning? How? 

4. Is there anything else you want to say about this 
topic, that I haven't asked you? 

Is there anything else that you want to ask me? 

Thank you very much for your time, that has been 
most interesting! 

Teachers' own 
experience? 
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Student Interview Schedule 
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Appendix G 

Regions of Local Education Authorities 

Source: Department for Education and Employment (1996) 

Statistics of Education: Teachers. England and Wales 
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1 North Cleveland, Cumbria, Durham, Gateshead, Newcastle- 
upon-Tyne, North Tyneside, Northumberland, South 
Tyneside, Sunderland. 

2 Yorkshire & Barnsley, Bradford, Calderdale, Doncaster, 
Humberside Humberside, Kirklees, Leeds, north Yorkshire, 

Rotherham, Sheffield, Wakefield. 
3 North West Bolton, Bury, Cheshire, Knowsley, Lancashire, 

Liverpool, Manchester, Oldham, Rochdale, St Helens, 
Salford, Sefton, Stockport, Tameside, Trafford, 
Wigan, Wirral. 

4 East Midlands Derbyshire, Leicestershire, Lincolnshire, 
Northamptonshire, Nottinghamshire. 

5 West Midlands Birmingham, Coventry, Dudley, Hereford & 
Worcester, Shropshire, Sandwell, Solihull, 
Staffordshire, Walsall, Warwickshire, Wolverhampton. 

6 East Anglia Cambridgeshire, Norfolk, Suffolk. 
7 South East Barking, Barnet, Bexley, Brent, Bromley, Camden, 

(Great London) City, Croydon, Ealing, Enfield, Greenwich, Hackney, 
Hammersmith, Haringey, Harrow, Havering, 
Hillingdon, Hounslow, Islington, Kensington & 
Chelsea, Kingston-upon-Thames, Lambeth, Lewisham, 
Merton, Newham, Redbridge, Richmond-upon- 
Thames, Southwark, Sutton, Tower Hamlets, Waltham 
Forest, Wandsworth, Westminster. 

8 South East Bedfordshire, Berkshire, Buckinghamshire, East 
(Other) Sussex, Essex, Hampshire, Hertfordshire, Isle of 

Wight, Kent, Oxfordshire, Surrey, West Sussex. 
9 South West Avon, Cornwall, Devon, Dorset, Gloucestershire, Isles 

of Scilly, Somerset, Wiltshire. 
10 Wales Clwyd, Dyfed, Gwent, Gwynedd, Mid-Glamorgan, 

Powys, South Glamorgan, West Glamorgan. 

To cover the whole range of areas of Great Britain, the following two categories 

were added to the list: 

11 Scotland 
12 Ireland 

370 



Appendix H: Text - Fruit 
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Appendix I: Text - Resurrection holiday 
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Appendix J: Text - Dragon boat festival 
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Appendix K: Text - Poem: Yesi 
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Appendix L 

A Page of Written Exercise 
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Appendix M 

A Page of Homework Book 
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