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ABSTRACT

In EFL contexts such as those in East Asia, the presence of non-formal
education (e.g., English private tutoring, or EPT) cannot be ignored. Prior studies
have demonstrated the shadowing nature of non-formal education to formal education
(e.g., mainstream schooling). However, in the field of TESOL, qualitative studies on
learning experiences in both formal and non-formal educational contexts remain
insufficient. Therefore, drawing on McMillan and Chavis’s (1986) framework of a
sense of community (SOC) and Larsen-Freeman’s (2019) Complex Dynamic Systems
Theory (CDST) of learner agency, this study first examines the SOCs of a Taiwanese
young adult in both formal and non-formal English learning contexts. Then, the study
explores how the SOCs interact and shape the learner’s English learner agency. Data
were collected from two phases of interviews and were analyzed by reconstructive
analysis (Carspecken, 1996). Results showed that from the elementary school period
to the senior high school period, while the trend of a diminishing SOC and learner
agency was evident, the formation of SOCs and learner agency remained complex
according to how the learner interacted with teachers or peers, and how cultural
backgrounds (i.e., credentialism) or studying contexts (i.e., private schools) may have
had an underlying impact. Theoretically, such findings not only explained how the
framework and their respective elements work but highlighted how the two theories
can mutually relate to each other. Moreover, three kinds of dynamic relations (i.e.,
complementary, supplementary, and parallel) between formal and non-formal
education were also depicted through analyzing the learner’s experience.
Pedagogically, this study suggests that to enhance learner agency in classrooms, the
creation of English learning SOCs through more English-use and peer engagement
could be helpful.

Keywords: sense of community (SOC), learner agency, formal education, non-formal
education
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CHAPTER ONE

Introduction

English learning in East Asia takes place in both formal and non-formal
education settings. According to the International Standard Classification of
Education (ISCED) by the United Nations Educational, Scientific and Cultural
Organization (UNESCO), formal education is defined as education that is
“institutionalised, intentional and planned through public organizations and
recognised private bodies, and — in their totality — constitute the formal education
system of a country” (ISCED, 2012, p. 11), while non-formal education is defined as
education that is “institutionalised, intentional and planned by an education provider”
(ISCED, 2012, p. 11), with the characteristics of being additional, alternative and/or
complementary to formal education. In several highly competitive societies in East
Asia like Japan, South Korea, Taiwan, and Mainland China, some parents regard
formal education provided by the government as insufficient (Bray, 2013). Thus, non-
formal education has been an important part of student life in these settings for a long
time, with an expansion in magnitude before the turn of the century (Bray, 2013; Kwo
& Bray, 2014). Students in these places not only learn in formal educational
environments but also tend to enroll in private tutoring (hereafter, PT), the most
common form of non-formal education. Studies have shown that in the above-
mentioned countries, more than half of the high school students have experienced
some forms of PT (Bray & Lykins, 2012).

Considering the presumably complementary nature of formal and non-formal
education, researchers have chosen different terms in illustrating their relationship.

Marimuthu et al. (1991) described PT as “shadow education” in contrast to
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mainstream schooling. From this so-called “neo-institutional perspective”, once
formal education changes in one way, the shadow follows. Mori and Baker (2010),
following the same line of research, adopted the term “symbiotic” to explain their
interdependent relationship. On the other hand, Dawson (2010) found PT to be
supportive of examinations and creating educational anxiety among parents in order
to raise profit, thus highlighting the “parasitic” nature of PT. In his study on the
comparison of formal education, or in his term “mass schooling”, and private tutoring
in Japan, South Korea, and Cambodia, the issue of social inequality in education was
raised. In the Taiwanese context, Jheng’s (2015) study of senior high school students
described the relationship of formal and tutorial schools as “conflict”, owing to the
fact that students tend to learn the same things twice in the two educational settings.
Another study in Taiwan by Huang (2017) further examined the discrepancy of
motivational selves between students attending and not attending English private
tutoring (hereafter, EPT). This theory-based study also suggested the necessity to look
into issues of formal and non-formal education from a qualitative lens.

These foregoing studies adopting historical, economic, or social perspectives
in analyzing formal and non-formal education often leave the learning experiences
and voices of learners unheard. However, several studies, taking place in either formal
or non-formal education, have already suggested the importance of looking into
students’ learning experience. For example, Block’s (2008) study analyzing the story
of an EFL learner in a formal education classroom depicted how the English-mediated
identity is developed. Yung’s (2015) Hong Kong study examined the students’
perceptions towards EPT and its relationship to academic performance. Another study
of Yung (2019) portrayed L2 selves Hong Kong learners possessed in EPT through a

qualitative view of the learners’ narratives. As these studies may suggest, it is of great
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importance to understand the learning experiences of learners in classrooms of both
formal and non-formal educational contexts, by either adopting or integrating
qualitative research methods.

To the best knowledge of this researcher, discussion of English learning based
on both formal and non-formal education in Taiwan remains insufficient, with only
Huang’s (2017) study as an exception (See a more detailed review in the next section).
Even fewer attempts probed into the question based on analyses of learners’ narratives,
which are important for raising the learners’ awareness of their orientations and
exercises of agency (Larsen-Freeman, 2019). Therefore, was the interest of the
present study to see how the Taiwanese English learner’s identity was constructed by
his experiences in formal and non-formal education settings through time so that
language educators of the two contexts could understand different situated
experiences of learners and how they could adjust their pedagogy accordingly.

In order to examine the formal and non-formal learning experiences, this study
focused on the sense of community (SOC) and learner agency of a Taiwanese learner
under the two English contexts adopting McMillan and Chavis’s (1986) SOC
framework and Larsen-Freeman’s (2019) Complex Dynamic Systems Theory. Both
theoretical frameworks provided the guidelines for the interview questions and data
analysis in order to identify the elements shaping the learner’s construction of a sense
of community and agency formation (See more details of the two frameworks in the
next section). Through these two theoretical lenses, a micro image of the relationship
between the participant and his learning environments and a macro image on the
participant’s learner agency were portrayed. Furthermore, the results depicted the
participant’s SOC and learner agency formation in different English learning settings

and offered theoretical implications. The study also raised several suggestions to
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English educators in both formal and non-formal education contexts in Taiwan.

DOI:10.6814/NCCU202000549



CHAPTER TWO

Literature Review

This section first discusses the relationship between formal and non-formal
education from both quantitative and qualitative lenses, then narrows down onto
English formal and non-formal education in Taiwan. Next, the framework of
McMillan and Chavis’s (1986) sense of community (SOC) is reviewed, along with
relevant studies adopting this framework. Last, in order to clarify how the issue of
learner agency is discussed in the study, different views and theoretical lenses are
examined, including Larsen-Freeman’s (2019) Complex Dynamic System Theory

(CDST).

The Relationship between Formal and Non-formal Education

Private tutoring (PT) as a type of non-formal education has been recognized as
an emerging educational issue since the 1980s (Mori & Baker, 2010). Shadowing
mainstream schooling, PT has been playing several complementary roles to its
counterpart. Bray (1999) pointed out that it may affect the teaching and learning in
mainstream schools. While such form of education may be beneficial to students
functioning as either remedial education (de Silva, 1994) or as supplementary
education (Bray, 2009), several negative impacts have been identified in literature.
For instance, observing that students may have already learned what should be taught
in school from PT institutes, teachers tend to teach with less effort (Bray, 1999). On
the other hand, some students with PT experiences attended school classes with low
motivation and attention (Hussein, 1987; Nanayakkara & Ranaweera, 1994). Another

recurring theme that regards the social inequality brought about by PT has also been
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demonstrated in several studies in the East Asian contexts (Chen & Hsieh, 2011; Lee,
2010; Yung, 2015). Past studies indicated that it is no longer acceptable to ignore the
existence of these PT institutes, in terms of their effect on teachers and students, or
their complementary role of mainstream schooling.

Earlier studies of formal and non-formal education mostly focused on
academic achievements (Fergany, 1994; Liu, 2012; Sawada & Kobayashi, 1986) or on
the opportunity of education (Bray, 1999; Chen & Hsieh, 2011; de Silva et al., 1991,
1994; Lee, 2010; Liu, 1998; Marimuthu et al., 1991). To probe into the question from
a qualitative perspective, most effort has been done targeting only one form of
education (Block, 2008; Lee, 2010; Yung, 2015; Yung, 2019). Few attempted to look
at the issue inclusive of both forms from the learners’ perspective except two studies:
Zhan et al.’s (2013) Hong Kong study on students’ perceptions towards two education
forms and their educators (i.e., school teachers and tutors), and Kwo and Bray’s (2014)
study on the voices from Hong Kong students describing their learning orientations
and comparing their educators at school and at tutoring. These studies demonstrated
the necessity to pay attention to the voices of students, especially their perceptions
about the learning environments. Before exploring the theoretical frameworks of this
qualitative case study, it is essential to look closely into the formal and non-formal

education of the English subject in the Taiwanese context.

English Formal and Non-formal Education in Taiwan

This study was conducted within the English formal and non-formal
educational context in Taiwan, which belongs to the expanding circle of World
Englishes (Kachru, 1992). Since 1968, English has gradually gained its importance in

the Taiwanese formal education system from being an obligatory subject taught
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mainly by grammar-translation methods in middle school to having systemized
curricula that focused on communicative competence revised and operationalized in
the early 1990s (Chen & Tsal, 2012). In 2001, English was officially introduced into
elementary schools in Taiwan under the Grade 1-9 Coherent Curriculum. Most
recently, the Master Framework for the 12-year Basic Education Curriculum
Guidelines by the Ministry of Education (2018) was implemented, emphasizing the
overall competence and lifelong learning spirit of students. English is currently taught
from the second learning stage (Grade 3-4 in elementary school; around age 8-9) to
the fifth learning stage (Grade 10-12 in senior high school; around age 17-18) in
formal education in Taiwan. During this period of English learning, paper-and-pencil
tests are the most frequently used method for assessing students” English proficiency
(YYeh, 2000). Two major examinations take place in between the learning stages: the
“Comprehensive Assessment Program for Junior High School Students” and the
“General Scholastic Ability Test (GSAT)” for college entrance, both of which include
English as a required subject.

As for non-formal education, according to the Management Information
Systems of Short-term Cram Schools in Special Municipality and Other Cities in
Taiwan (Ministry of Education, 2020), so far (May 1, 2020), there are 3733 foreign
language instruction institutes in Taiwan, accounting for around one-fourths of the
total PT institutes in Taiwan (N = 17364). Most of these PT institutes are EPT
institutes established for academic purposes, with very few of them targeting
languages like Japanese or other foreign languages. EPT in Taiwan comes in several
forms, including those for young children before and during elementary school years,
all-subject cram schools, and large cram schools for exam preparation.

To capture the relationship and interactions between formal and non-formal
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education in Taiwan, a thorough search of the relevant literature yielded only Huang’s
(2017) study comparing the motivational selves between high school students who
attended EPT and those who did not. The study revealed that students with additional
EPT were more motivated to learn English, compared to students learning English
only in mainstream classrooms. The latter group was found to have motivation that
related more to fulfilling obligations and avoiding negative outcomes. Those students
with tutoring experiences in Huang’s (2017) study tend to view English as “a tool of
communicative vital to personal achievement” (p. 22), thus regarding learning English
as a “personal advancement” (p. 22). This questionnaire study also pointed out the
need to examine the “complex reality of learning experiences from the eyes of
learners” (Huang, 2017, p. 25), suggesting further research to investigate the

interaction of accumulated experiences in both formal and non-formal education.

Sense of Community (SOC)

As one of the two theoretical frameworks adopted by the present study, a
sense of community is defined as “a feeling that members have of belonging, a feeling
that members matter to one another and to the group, and a shared faith that members’
needs will be met through their commitment to be together” (McMillan & Chavis,
1986, p. 9). Originally focusing on neighborhood communities, this framework
identifies four elements in the concept of SOC: membership, influence, integration
and fulfillment of needs, and shared emotional connection. Membership refers mainly
to the feeling of belonging within a certain boundary. It can be further separated into
five attributes: boundaries, emotional safety, a sense of belonging and identification,
personal investment, and a common symbol system. These attributes do not function

by themselves but rather operate together to form a sense of membership. Secondly,
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influence denotes the two-way interaction of individuals influencing the community
and vice versa. Under the influence of the community, the choice of showing
conformity or uniformity will have an effect on the cohesiveness of the community.
Thirdly, integration and fulfillment of needs can be considered the reinforcement a
member needs to be in the community, such as the status of membership, the
competence in the community, or the shared values of members. The last element is
shared emotional connection, which indicates the shared history that members
identify with each other. Within this element, seven features (i.e., contact hypothesis,
quality of interaction, closure to events, shared valent event hypothesis, investment,
effect of honor and humiliation on community members, and spiritual bonds) were
raised.

Past studies have demonstrated the suitability using frameworks of SOC to
discuss classroom interaction. For example, Solomon et al.’s (1996) study on 232
elementary classrooms showed that teachers’ practices such as elicitation of student
thinking and expression of ideas or encouragement of cooperation were related to
students’ behavior and their SOCs. Townley et al.’s (2013) study of 53 undergraduate
transfer students found that students who were more emotionally connected to the
school environment perceived a stronger sense of support, and were thus more
academically motivated. This study also investigated the discrepancy between the
actual and ideal SOC, showing that the former remained significantly lower than the
latter for these transfer students. The two studies thus support the present study in
adopting the SOC framework for capturing the participant’s SOC experiences in
classrooms.

Though McMillan and Chavis’s (1986) framework has been used to show how

a learner perceives his relationship with the classroom community, it nonetheless
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remains challenging to picture the learner’s agency from a more macro perspective.
Thus, the theme of learner agency and its framework chosen for this study is

elaborated below to find where agency is present and how it is exercised.

Learner Agency

Differing definitions have been raised to describe the idea of learner agency.

In the sociocultural view of learner agency, the term is often defined as “the
socioculturally mediated capacity to act” (Ahearn, 2001, p. 112). Duranti (2004), in
the same line of research, proposed three properties of agency: control over one’s own
behavior, producing actions that affect other entities as well as self; and producing
actions that are the object of evaluation. Gao (2010) also added that besides the
capacity to act, the will of an agent is likewise important. It is evident that from the
sociocultural view, learner agency should be coped with from both the
socioculturally-mediated perspective as well as the intrapersonal perspective.

Though studies over time have attempted to assign definitions or properties to
learner agency, it is nonetheless crucial to recognize the non-linear and complex
nature of language learning and of learner agency through a qualitative lens. As
Larsen-Freeman (2019) puts it, in discussing learner agency, “we will never be able to
identify, let alone measure, all of the factors accurately. And even if we could, we
would still be unable to predict the outcome of their combination” (p. 65). Hence,
traditional models that wish to capture the linearity or causality of learner agency
would require a more holistic view to showcase the dynamism of learner agency.

Recent studies have suggested that different learning contexts result in various
situated circumstances, relations, and interactions that may shape a learner’s agency.

For example, Mercer’s (2011) study found that learner agency involves the interaction

10
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of parameters such as self-concept, motivation, affect, and self-regulation. In addition,
the sociocultural, educational, family, classroom, and interactional contexts are all
interconnected in formulating the learner’s agency. Another study by Mercer (2012)
further argued that learner agency is situated, multi-dimensional, dynamic, and
complex. The participant’s beliefs were also investigated to see what role it played in
her agentic system, assigning an importance to the intrapersonal dimension of the
concept. These ideas of complexity and dynamism also echo the Complexity Theory
(CT) and Dynamic Systems Theory (DST) discussed in Larsen-Freeman’s (1997,
2012) works. Of the twelve principles mentioned in her plenary address (2012) on the
issue of CT and DST, change (i.e., the process of how parts of a system interact and
shape its collective behavior), emergence (i.e., the complexity that originates from the
interaction of elements), and context (i.e., the inclusion of contextual backgrounds as
a part of the system) were assigned particular importance.

More recently, Larsen-Freeman (2019) discussed the Complex Dynamic
Systems Theory (CDST) on agency, a transdisciplinary model encompassing multiple
perspectives. In the CDST, seven characteristics were proposed in order to generate a
holistic understanding of agency. First, agency is relational, which emphasizes the
importance of the synergies of a person with the environment. Agency, under this
characteristic, is not an innate property but rather a result of dynamic establishment or
re-establishment from meaningful interaction (Buhrman & Di Paolo, 2017). Second,
agency is emergent, in a sense that agency emerges upon “detecting spatiotemporal
correlations between one’s actions and its effects” (Larsen-Freeman, 2019, p. 65).
Third, agency is spatially and temporally situated. Aside from the importance of
spatial settings, regarding the temporal perspective, past experiences and future

prospects are both involved in one’s agency exercised in the present moment

11
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(Emirbayer & Mische, 1998; Mercer, 2012). Fourth, agency can be achieved. How an
individual makes an effort in a specific context with particular resources available
leads to different status of one’s agency. Fifth, agency changes through iteration and
co-adaptation, which refers to the iterated responses to a current situation or the co-
adaptation to another system that may bring change to one’s agency system. Sixth,
agency is multidimensional. Larsen-Freeman (2019) regards this as a reminder to the
intrapersonal factors (Mercer, 2012) such as emotions, beliefs, personality, and
motivation. These facets of the inner self are all important in understanding how
agency works. Last, agency is heterarchical. It is not in the form of hierarchy where
one component can linearly influence another. Rather, it is multidirectional and
decentralized, with all kinds of potentials existing between components.

Inspired by the above-mentioned authors, this researcher believes it is
important to take two perspectives in understanding English classroom experiences.
First, from a more micro view, both individual’s behavior and role in the community
through the lens of SOC; and second, from a more macro view, how one’s learner
agency is developed in the view of the CDST. This idea is in line with the Douglas Fir
Group’s (2016) notion of the multifaceted nature of language learning, in which
language learning shapes and is shaped by both the learner’s particular sociocultural
communities and the learner’s agency (Larsen-Freeman, 2019). To be more specific,
focusing on one Taiwanese English learner, this study explores the following research
questions:

1. What is the participant’s SOC like in formal and non-formal English
classrooms through time?
2. By views of the CDST, how do the SOCs in the two educational contexts

interact and shape the learner’s agency?

12
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CHAPTER THREE

Methodology

Research Design

This study follows the single-case study research method, which enables
elaborations on the details and complexities of one participant (Duff, 2014). A case
study is defined as “an empirical inquiry that investigates a contemporary
phenomenon within its real-life context, especially when the boundaries between the
phenomenon and context are not clearly evident” (Yin, 2003, p. 12). Past studies on
learner agency also adopted case study approaches. Varghese (2012) examined a
Somali student’s own agency, her personal resources, and her self-efficacy against her
status as being disadvantaged. Kanno and Harklau (2012) also highlighted U.S. post-
secondary students’ agencies to get college admissions through case study approaches.
Though case study methodology is often criticized for its lack of generalizability, it
nonetheless renders possible contextualized understandings of specific phenomena
(Mercer, 2011). In addition, Duff (2014) also proposed “analytic (theoretical)
generalizations” instead of “statistical generalizations” that originate from other
methodological traditions (p. 10). Thus, another main purpose for using a case study
approach is this researcher’s intention to “shed empirical light about some theoretical
concepts or principles” (Yin, 2014, p. 40). It is expected that by viewing the issue
through a case study approach, a holistic understanding of the learner’s experiences

can be obtained.

Participant

The participant of this study is one 19-year-old young adult, Lai (pseudonym),

13
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who finished his GSAT in early 2019 and began his university studies in September,
2019. The reasons Lai was chosen for this study were three: First, he had complete
experiences of English learning in both formal and non-formal education contexts
throughout the 12 years of compulsory education (from age 6 to 18). Second, he was
at the point of just graduating from high school (less than six months) during the first
phase of interview. With fresh memory, he comprehensively recalled and articulated
his experiences from elementary school to senior high school. Finally, Lai was
formerly a student at the researcher’s school club during his junior and senior high
school period, and a rapport was built during that time.

Lai’s formal education experience started in his first year of elementary school
until his schooling in senior high school. Though the compulsory education that he
received was supposed to begin English education when he was a third grader, his
elementary school started teaching English when he was a first grader, helping
students to develop entry-level basic English ability and become accustomed to the
new language. Moving on to high school, he studied in the same junior and senior
high school, with non-native English-speaking teachers (NNESTS) giving the English
classes. Lai is now studying in a university department which requires all courses to
be lectured in English. Therefore, besides a required two-hour Freshman English
course every week taught by a non-native English-speaking professor, throughout the
five days of university classes, he is intensively involved in the use of English. The
studying experiences before entering university were the main focus of data collection
for the aspect of formal education, while his current experiences in university also
added to the reflections on his past learning experiences.

As for Lai’s non-formal education experiences, the study mainly focused on

his experiences from elementary school to senior high school. Since the fifth year in
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elementary school, Lai attended EPT with classes conducted by native English-
speaking teachers (NESTSs). During junior high school to his second year in senior
high school, he switched to an EPT institute which he had classes with both NESTs
and NNESTSs. His last EPT experience came in when he acknowledged the threat of
the GSAT exam, which pressured him to participate in a large exam-oriented EPT
institution to boost his English grades. After the exam, he switched to the TOEIC
preparation class of the same exam-oriented institution. Now, as his department in
university is dedicated to prepare students with language competence, he does not
participate in any additional English learning than what is already offered by the
department. However, he still uses English frequently for communication with his
foreign friends outside classrooms. His complete experience of English learning in
both formal and non-formal educational contexts offered the potential of showing
various SOCs and demaonstrating how one’s learner agency can be formed in between

the interacting SOCs in the different learning contexts.

Data Collection

Data were collected from the semi-structured interviews conducted according
to the interview protocols, which were designed based on the two theoretical
frameworks adopted: a sense of community (McMillan & Chavis, 1986) and the
Complex Dynamic Systems Theory of learner agency (Larsen-Freeman, 2019). These
interviews were conducted in two phases, with the first phase eliciting data to address
the first research question regarding SOCs and the second phase probing deeper into
the issue of learner agency through the CDST. Details of the two phases of interviews

are provided below.
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The first phase.

The first phase of data collection focused on SOC and were conducted in early
2019 when the researcher had the opportunity to work with the participant intensively
as his private one-on-one tutor. Semi-structured interviews were carried out to elicit
comprehensive learning experiences of the participant. The first set of interview
questions (See Appendix A, p. 77) were generated based on McMillan and Chavis’s
(1986) four elements of SOC (i.e., membership, influence, integration and fulfillment
of needs, and shared emotional connection) in order to address the first research
question. Two topic domains were probed into, with the first considering the
participant’s English learning experiences in formal education (i.e., elementary, junior
high, and senior high school) and the second considering the participant’s experiences
in non-formal education (i.e., first, second, and third EPT institute). This way of
grouping questions into topic domains was based on Carspecken’s (1996) guidelines
of interview protocols. Covert categories of the interview protocol were written
corresponding to the four elements aforementioned to engender detailed information
from the participant.

Of this first phase of data collection, two interviews were conducted. The first
interview was conducted on April 4, 2019, which lasted for two hours in the afternoon
in a café, with an additional hour of interview on the same date later after dinner. The
second interview was conducted on May 4, 2019, for additional information after a
preliminary analysis on the information the participant provided, lasting for around an
hour. The interviews were transcribed verbatim for analysis. In both of these
interviews, the participant was interviewed in Chinese, the language he felt
comfortable with. During the interview, the researcher and the participant were jointly

engaged in the story-telling process, resulting in the “co-constructed” (Murray, 2009,
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p. 59) nature of his experiences. This process of crystallization through emic and etic
approaches contributed effectively to the multifaceted presentation of the data.

After a preliminary analysis of the data using the SOC framework, a general
picture of the learner’s experience and relation with the two English learning contexts

were portrayed.

The second phase.

In order to address the second research question on learner agency, the second
phase of interview was conducted in the same café on December 28, 2019, for also
around three hours. Having started university with new English courses and learning
experiences, the participant answered questions on learner agency while having
further reflections on his previous English learning experiences. The interview
questions were also developed following Carspecken’s (1996) guidelines and were
based on both the CDST framework as well as the analyzed data on SOC from the
first phase of interview. (See Appendix B for the interview protocol of phase two, p.

83.) This phase of interview was also done in Chinese.

Data Analysis

Data collected from the semi-structured interviews were analyzed consulting
Carspecken’s (1996) reconstructive analysis in order to unearth the underlying
meanings of the socioculturally-shaped actions and values of the participant. For both
phases of data collection, two stages of data analysis were carried out: preliminary
and secondary reconstructive analysis. The preliminary reconstructive analysis
included constructing the meaning field and validity horizon, which both aimed at

eliciting and inferring the implicit meaning of the participant’s utterances. When
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generating the validity horizon, words of the participant were further examined by
categorizing them into possible objective claims (i.e., statements that reveal objective
facts or truth), subjective claims (i.e., statements that are characterized by privileged
access on the part of the speaker), normative-evaluative claims (i.e., statements that
involve position taking), and identity claims (i.e., statements that identifies who a
person is) (Carspecken, 1996). By doing so, those taken-for-granted concepts were
identified and thus aided this researcher to view the data more holistically. In the
secondary reconstructive analysis, power and role analyses were conducted to probe
deeper into the power relations and role sets in the data (Carspecken, 1996).

After the reconstructive analysis, data were coded and categorized. First, line-
by-line coding was conducted to generate raw codes. Second, the raw codes were put
into the sub-categories and categories based on McMillan and Chavis’s (1986) SOC
framework including the four aspects: membership, influence, integration and
fulfillment of needs, and shared emotional connection. Analyzed data from the first
phase of data collection, together with the CDST framework, were consulted to create
the second set of interview questions addressing the issue of learner agency. Lastly,
data from the semi-structured interviews in the second phase were put through a same
process of a two-stage reconstructive analysis, coding, and categorization based on
the seven characteristics of the CDST framework on learner agency. Possible themes
then emerged from the combined two phases of data analysis procedures. Figure 1
below explains the entire procedure of data collection and analysis of the present

study.
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Fig. 1. Flow of data collection and data analysis

To guard the credibility and transferability of the present study, the following

techniques were adopted according to Lincoln and Guba’s (1985) principles.

Credibility.

Credibility of this study was secured through triangulation, peer debriefing,

and member checking. According to Stake (1995), triangulation can be achieved
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“with multiple approaches within a single study” (p. 114). Thus, data were
triangulated and crosschecked between semi-structured interviews and other inquiry
results with the participant through LINE. Interview data from the two phases were
constantly verified to avoid bias during interpretation. In addition, peer debriefing was
also carried out to identify the researcher’s bias and clarify unclear interpretations
during analysis. The peer debriefer of the study was a master’s students of TESOL in
the same graduate program as the researcher, both having experiences in conducting
qualitative studies. Starting from reviewing the interview protocols to discussing
potential themes, the debriefer offered suggestions to the present study. Lastly,
member checking was also conducted with the participant to ensure that the data

collected be analyzed without misinterpretation.

Transferability.

Though a perceived limitation exists in terms of the “use” of small-scale
qualitative studies, it is in fact due to the characteristics of being context-dependent
and having a small sample size that renders possible the in-depth understanding of
specific social phenomena (Flyvbjerg, 2004). To enhance the transferability of such
context-dependent study of a small sample size, this researcher detailed the formal
and non-formal education contexts in the participant’s different stages of learning. In
so doing, this study made sure the thick descriptions could allow future researchers
who are interested in the issue to make successful contextual transfers (Lincoln &

Guba, 1985, p. 316).
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CHAPTER FOUR
Results
Lai’s English studying experiences in formal and non-formal education is

presented below, starting from his elementary period (Grade 1 to 6), junior high
school period (Grade 7 to 9) and then to his senior high school period (Grade 10 to
12). The stories are organized and reconfigured based on the data collected in the two
phases of interviews. After the stories of formal and non-formal education in each
period, a preliminary sectional discussion of the two theoretical frameworks based on

Lai’s stories are included to address the two research questions.

English Learning Experience in the Elementary School Period

In formal education.

“Stand up, attention, bow. Good morning, Ms. Lin.” Every day in English
class during elementary school years, Lali, as the class leader, was assigned to give the
classroom commands in the beginning of the class. He recalled that due to the special
experience of being the class leader throughout the six years in elementary school, his
assigned role as the command giver in English class made him feel different from
others. “It was the first time for me to speak English in class, and other classmates
didn’t get to do so” (Interview #1-1, 2019-04-04). Teachings of elementary school
English teachers were still mostly done in Chinese, so the beginning commands
became an important way of bringing everyone into this English learning context.

“Good morning, please sit down.” As Lai recalled, they sat in their original
rowed seats and took out their textbooks. The teacher’s explanation of vocabulary and
grammar usually took up most of the time. Sometimes, the teacher would ask

questions, but not all students actively participated in answering the teacher’s
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questions. Lai was one of those who frequently answered the teachers’ questions.

When asked about the reasons why, Lai said that:

I got interested in English after | participated in the English cram school in fifth
and sixth grade. And probably because of the cram school experience, | had
better performance than other classmates, and so | thought I knew the answers of
the teacher’s questions. Having such confidence, | chose to raise my hands [to
answer].

(Interview #1-1, 2019-04-04)

Besides normal class lecturing, the teacher, if time allowed, would also engage
students in English activities or games. During these instances, seats would be re-
arranged and students moved around to have fun. “I think when the seat arrangement
changed, like sometimes we moved the tables and chairs away, the feeling of stiffness
in class vanished. And for activities, once the teacher asked us to dance around ...”
(Interview #1-1, 2019-04-04). Lai felt relaxed and entertained during the English
classes of elementary school.

One of his school English teachers also set up a point-rewarding mechanism,
with which students could, at the end of a semester, use the points they earned to
exchange gifts from the teacher. Due to this stimulus, Lai decided to be the helper of
his English teacher and also participated actively during class interaction. He finally

got the gift from the teacher:

L: Oh! I was the English teacher’s helper during fifth and sixth grade.

R: Wow.
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L: Because I think she..., perhaps I wanted those points. Because at that time, [
exchanged the points | earned [with the teacher] for a quite famous book. It’s a

little boy’s diary, and it is bilingual.

R: Oh, so the teacher’s stimulus was quite good?
L: Yup.
R: Making you feel you want to engage in it. What about others? Did they also
exchange for the rewards?
L: Yes, but I got the biggest reward. The teacher bought the gifts [using her own
money].

(Interview #1-1, 2019-04-04)

*Note: L refers to the participant while R refers to the researcher in excerpts.

However, English classes at school lasted for only 40 minutes per class, and
no more than two consecutive classes were arranged per day due to administrative
constraints. Hence, Lai also expressed that though classes were entertaining, he felt
that students did not identify themselves with the English class, sometimes feeling
that it was just another class like that of other subjects. He expressed that most of the
times in elementary English class, everyone was more or less “participating in the
activities” rather than “learning English” when the teacher led them through activities,
probably because the main language of communication between students were still
Chinese instead of English.

Moreover, starting from third grade, English became a subject of midterm and
final examinations. From that time on, he recalled that pressure began to fall on him

and he even felt frustrated when he didn’t receive good test results. He remembered
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that once, after getting a bad grade from a midterm exam, his mom demanded him to
copy the texts word for word from the textbook, hoping that he could remember what
was in it. Though later on this method was proved useless, he had no idea how to
improve his English and continued his learning following his school teacher. It was
not until fifth grade when he entered the English-only EPT did he find out how

different and effective English learning could be.

In non-formal education.

School ended at four, but starting from fifth grade in his elementary years, Lai
had to leave early every school-day for the after-school EPT which was located an
hour bus-ride from his school. Arriving at this EPT symbolized a complete switch of
language: Chinese was not allowed for the duration of the three-hour English class.

All of the teachers there were native English-speaking teachers (NESTS), so
everything, including teachers’ lectures, instructions, students’ responses and requests,
had to be in English. In both interviews, Lai expressed the difference he sensed

comparing to the English class at school:

I think the different part was the environment. At school, we went to English
class and felt that it was just an English class, but we didn’t feel that everything
has to be in English. But it became different in cram school. Entering it meant
that, “Oh, I’'m now in an English environment”, and that only English was
allowed.

(Interview #1-1, 2019-04-04)

This experience was initially quite frightening to Lai, expressing that he “did not even

24

DOI:10.6814/NCCU202000549



know how to make a request for the bathroom” (Interview #1-1, 2019-04-04). He
recalled that he was “completely ‘speechless’ during his first week [at the EPT]”
(Interview #1-1, 2019-04-04), even if he had already learned some English at school.
However, he sensed that this crisis acted as a positive stimulus for him, further
motivating him to understand what others were saying and at least tried to say
something. The English spoken by the teachers and some students was also regarded
as a model by Lai to mimic.

In this mixed-age class, five to six students sat around the teacher. Class
would normally start by checking the assignments, writing the diary of the day and
discussing the diary with teachers and classmates. Then, the teacher would lecture
based on the imported textbooks, covering various subjects such as mathematics,
science, or language arts. During this part of lecture, Lai recalled that when the
teachers asked questions, he and other elder classmates in class would feel that they
should be able to answer the questions. At the end of each class, as Lai clearly
remembers, there was a game time for them to practice what they learned.

In this EPT, students not only interacted with each other inside the classroom,
but there were also chances for cross-class interaction. Sometimes, students from
different classes would join and have fun during festivals or holidays (e.g., Christmas)
or play board games. In Lai’s memory, though some of the games were difficult, the
teachers still facilitated the students and insisted that they use English during the
game. As no Chinese was allowed, Lai was forced to use all the English vocabulary
words he had to say whatever he wanted to say. To reward students of good
performance in study or activities, the teachers gave them tokens, which could then be
used in “auctions.” In this event, teachers played the roles of auctioneers and students

would go to different stands to spend their coins buying different gifts. This of course,
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along with all the activities aforementioned, was also required to be done in English.
Lai discovered in this EPT that English could be learned in an interesting way even if
it was never less challenging.

After two years of EPT experience, Lai felt that he became capable of
speaking English to people fluently without having to think for a long time for

grammatically-correct utterances.

L: How should I put it... After joining [this EPT] for half a year, | became more
familiar with English.

R: So you think it was the EPT that made you become so?

L: Yeah yeah yeah. | became more familiar with English, and | was not afraid of
English. I used to be afraid of English, yes.

(Interview #1-1, 2019-04-04)

He also made friends, “even using language that is not [his] mother tongue”

(Interview #1-1, 2019-04-04), which he considered a valuable experience.

Preliminary Sectional Interpretation of the Elementary School Period

Sense of community.

Throughout Lai’s elementary school period, English learning experiences
happened in both formal and non-formal educational contexts, with different SOCs
being constructed in both contexts respectively. In this primary stage of English
learning, a stronger sense of membership was present in the EPT, as compared to the

English learning experience at school. Data regarding the other three elements of
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McMillan and Chavis’s (1986) SOC framework (i.e., influence, integration and
fulfillment of needs, and shared emotional connection) were also identified.

In the EPT, Lai felt a stronger SOC in terms of membership, as they had the
common symbol system of using English as their means of communication. As Lai
mentioned, he felt like being in an English environment as there was a complete
switch of language to English when entering the EPT. This feeling of a complete
environment shift can be related to the attribute boundaries in the SOC framework, as
an English-speaking community is formed between Lai and his peers in this EPT. On
the other hand, this did not happen at school, where teachers still used most of the
time lecturing in Chinese. The fact of English being used in class was, to Lai, a major
point in defining whether he felt with the community or not. Second, though Lai was
initially frightened by the no-Chinese atmosphere in this EPT, his emotional safety
gradually grew higher owing to both the teacher’s guidance and the discovery that
everyone also had to speak in English.

In addition to the attributes discussed in the original framework, the case of
Lai revealed that the duration of participation seemed to play a significant role in the
participant’s feeling of having a membership in the English learning communities. In
the English classes at school, Lai felt a lower sense of belonging due to the
fragmented time of class. There were only four to five English classes per week, and
each class lasted for 40 minutes, with no more than two consecutive classes arranged
in a day (i.e., no more than 80 minutes of English learning). On the other hand, in
EPT, Lai spent three whole hours, five days a week. It is then evinced that the
duration of participation may lead to different feelings of belonging.

On the perspective of influence, Lai described that the English learning

community in EPT created a positive influence on him, making him a motivated and
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proficient learner. This influence seemed to be further exerted in his formal English
class at school, in which he chose to actively answer the teacher’s questions. Thus,
from the perspective of the integration and fulfillment of needs, he also felt that he
had a relatively higher status in class in terms of English, which is strengthened by his
role of the class leader (assigned to say the English classroom commands) and of the
English teacher’s assistant. In the school English class, it seemed that influence was in
the direction of the community towards the individual instead of the other way around,
and such positive influence from the EPT provided the basis for his higher status of
membership in the English learning community at school.

Lastly, the shared emotional connection in school remained in the stage of
activities being “entertaining” only instead of being “English-related”. It was revealed
that school English teachers might want to make the English class become engaging,
but English was sometimes left out, and students only sensed the entertainment of the
games or activities. However, in EPT, everything, including lectures and activities,
was done in English. Lai thus felt more engaged in using English when the teachers
wanted to interact with students. The same happened with rewards: school teachers
provided one-instance rewards (i.e., English books, candies) while EPT teachers
involved English use and activities (i.e., auctions in English to exchange for rewards)

even in the process of giving the rewards.

Learner agency.

In this primary period of English learning, Lai found that English could be
used as a means to make friends in EPT, which was what he mentioned “a very cool
thing” (Interview #1-1, 2019-04-04). At school, he also discovered that being able to

speak more English made himself somewhat different from other classmates. By
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speaking English, Lai found out that he was able to create the dynamics for change in
his English communities. Though such an extent might not be as great as Kelso’s
(2018, in Larsen-Freeman, 2019) example of an infant’s kicking causing the rattle’s
sound-making effects, Lai’s experience undoubtedly accords with the CDST
framework’s (Larsen-Freeman, 2019) idea of the emergent aspect of agency: changes
are brought about by learning and using English.

Second, it was also discovered that particularly in the English-only EPT where
a strong SOC was present, Lai’s agency during this period can be seen as relational.
Starting from zero interaction between Lai and the environment, meaningful
interactions were gradually established through the dynamics occurring in the EPT.
The NESTSs, their teaching activities, Lai’s personal investments, and reactions from
peers all acted as “internal factors” (as termed in the CDST framework by Larsen-
Freeman, 2019) within his agency system. These factors interact and co-build a
strong relationship between one another, therefore rendering possible a high-level
learner agency. This did not seem to happen at school, for the separate time periods
of English classes might have essentially restricted the possibility of such relationship
establishment.

In addition, agency was also found to be achievable. Both at school and in
EPT, Lai was motivated by the teachers’ rewards, thus utilizing the resources
available to gain better achievements. However, rewards from the school English
teacher were only one-time stimulations, which were quite different from the rewards
from EPT teachers that required students to use English to exchange. This explains
Biesta and Tedder’s (2007) idea, as mentioned in the CDST framework, of agency
being “something one achieves by means of an environment, not simply in an

environment” (Larsen-Freeman, 2019, p. 66). Agency can be achieved, as long as the
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environment provides the suitable resources, which in this case of Lai would be the
English speaking and using environment.

Lastly, in this period, evidence of the multi-dimensional nature of agency was
also present, especially regarding the emotional perspective. In the beginning of Lai’s
English learning in the English-only EPT, he feared speaking up and even cried after
class. However, his fear gradually faded out as he found that everyone also had to
speak in English, and that the NESTs were really encouraging instead of threatening.
It was thus clear that the learner agency in English class did not simply rely on the
teaching activities or the materials, but the emotional aspect of the learner should also
be taken care of. This was also mentioned in Mercer’s (2012) study, where
“intrapersonal factors” such as emotion or motivation were found to be significant in
shaping the learner’s agentic behaviors.

In sum, Lai’s agency was stronger in EPT, as the environment created an
English learning SOC, took care of his emotional needs, enabled confidence to grow,
and made him discover the practical use of English. On the other hand, as school
English classes seemed to lack chances of peer communication and longer
consecutive time periods for English activities, Lai felt a lower SOC and exercised a

weaker agency.

English Learning Experience in the Junior High School Period

In formal education.

There were three teachers (i.e., Amy, Chen, and Wang) during Lai’s junior
high school English learning experiences (J1 to J3), each responsible for one year of
teaching. Amy taught Lai’s class in J1. She was a devoted teacher who designed

handouts and tried to lead classroom discussion. However, most of the students in
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class chose not to cooperate with the teacher because they thought her English class
was relaxing and could thus be treated with less attention. Lai also felt similarly with
his classmates about Amy’s English class being “just another class to be taken” which
was “neither to be anticipated nor to be disliked” (Interview #1-2, 2019-04-04). Amy,
as described by Lai, often felt disappointed and sometimes even “pulled a long face
staring at the students” (Interview #1-2, 2019-04-04). Lai, nonetheless, was somehow
different from other students. He seemed to be more willing to answer Amy’s

questions, but with surprising reasons:

R: So why did you choose to answer the teachers’ questions?

L: Because | sat in the first row.

R: Oh, so it was like you have to...

L: I sat in the very first row. So sometimes she pointed at me, so then I tried my
best to answer, but not volunteering to answer.

(Interview #1-2, 2019-04-04)

Lai recalled that Amy’s English classes functioned mostly as relaxing breaks in the
long periods of studying every day. He himself also had no study goals for Amy’s
class and relied merely on his prior knowledge established during his former English-
only EPT learning.

Lai’s second teacher, Chen, was a strict teacher who wanted students to study
hard and pay attention in class. Hence, she transformed Lai’s English classes from
“relaxing breaks” into “intense lectures” (Interview #1-2, 2019-04-04). However,
such demanding style did not make students anyhow engaged. Lai mentioned that

they “still didn’t interact with the teacher because of her [serious] personality”
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(Interview #1-2, 2019-04-04). Under this strictness, Lai remembered that there were
no group activities, and much more pressure was felt in Chen’s English class. The

mode of teacher-student interaction also changed:

R: In Chen’s class, did you contribute to the class or raise questions?

L: No.

R: Then would you answer [questions] upon the teacher’s request?

L: Yes, because if | didn’t answer I would be scolded.

R: Oh!

L: It was more like that. Probably she thought that “I’ve already lectured on that,
why couldn’t you answer?”

(Interview #1-2, 2019-04-04)

It can be sensed that Lai felt the pressure of not being able to answer Chen’s questions.
Answering thus became an act of passively avoiding punishment instead of actively
expressing thoughts. As with tests, Lai expressed that “just don’t get grades far below
what-is-considered the standard. She more or less knew [what you can achieve].
Don’t get forties or fifties if you usually score nineties” (Interview #1-2, 2019-04-04).
It is evinced that English learning became closely connected to achieving good
English grades. Such enforcement of this image will continue to appear from here on.
Wang was the last English teacher of Lai’s junior high school stage. She was
an even more traditional teacher than Chen, lecturing on grammar, vocabulary, and
completely following the textbooks. Having already retired from a top-ranking high
school in Taiwan, she was employed by Lai’s school to teach gifted classes, aiming to

duplicate successful learning models that she had achieved before. However, due to
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the generation gap between the teacher and the students, neither did she arouse the
students’ learning interest nor did she boost the grades of the students. Lai recalled
that he, along with many of his classmates, chose to sleep instead of to listen in class
due to her boring teaching style. Facing this situation, Wang did not wake them up
because she viewed their grades as their final achievements. As long as they could
keep their grades at their “standard”, paying attention in class or not became less
important.

In the final discussion on his formal education in the junior high school period,
Lai said that he still liked Amy the best. Though she attempted to create an English
learning environment seemed to have failed, her teaching method was still preferred

over Chen’s traditional and Wang’s cramming way of teaching which he really

disliked.

L: Wang was a very spoon-feeding teacher. The kind of boring teachers, how to
say...

R: Would she let you speak [English] in class?

L: I sort of forgot, but I think she didn’t. And she would ask you to recite the
texts to her, if you didn’t get a good grade.

R: The most traditional teacher?

L: Yes, she had all kinds of traditional teaching methods you could think of.

(Interview #1-2, 2019-04-04)

He also sensed that from first to third grade, classmates began to study for
themselves more than before due to pressures on grades. Pursuing good English

grades thus became the ultimate goal for every student in the class. But for Lai
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himself, he also recalled that during junior high school times, besides what happened
during English class, two external factors interacted with his English studies: pressure
for studying a lot of other subjects and the chances to play computer games. Lai
mentioned that he was actually not as diligent as he was before in elementary school
owing to these two additional factors. He admitted that school English classes
gradually shaped the image that English was just a subject for examination, just like

all other subjects.

In non-formal education.

As the previous cram school was only for elementary school students, Lai, as a
junior high school student, decided to go to a new EPT in which he had one three-
hour class on Saturday afternoons. The first half of the class was lectured by non-
native English-speaking teachers (NNESTS), while the second half was taught by
NESTs. NNESTS led discussions on news articles, reading articles, or movies. All
materials were in English, but the teachers used Chinese as the instruction language.
The second half of the class lectured by NESTs focused on one main article per week,
accompanied with several other activities, such as group discussions or debates. The
NESTSs also taught students how to write English essays.

Lai’s class were of six to eleven students. During class, sometimes the

students were asked to read out loud the articles or readings from the textbooks:

I remember sometimes we read articles, we often read it together for the first
time. Then, or maybe two in a group, and we took turns reading different

paragraphs. Oh, and because it was [imported] textbooks, sometimes after
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reading, or after listening, there would be questions asking you to “share with
your partner.” We would then regroup ourselves for sharing.

(Interview #1-2, 2019-04-04).

Hence, a lot of discussion could be seen taking place in the three-hour session, and
students were involved in the teacher’s activities. In addition, owing to the small class
size, teachers were able to take care of the needs of individual students. Lai

remembered that:

One of my foreign teachers was British. And once | participated in a Model
United Nations (MUN) conference, [...] and because I represented the United
Kingdom, so I think | asked him something on this. And I discovered that he
also participated in this MUN event before. It was cool.

(Interview #1-2, 2019-04-04)

Lai expressed that aside from his NESTSs, the director of this EPT, Kao, who is a
Taiwanese NNEST, also had some influence on him. Kao often integrated a lot of
ongoing issues from various topic domains into their learning materials, making him
realize that “English is a medium to understand the world better” (Interview #2-2,
2019-12-28). This director was also previously the translator of a well-known
multinational entertainment conglomerate, which made Lai view him as a role model
to learn from. Hence, it is seen that teachers here in this EPT not only dealt with
English in textbooks, but also discussed extra-curricular and real-life materials using
English, which, as described by Lai, was quite different from what he got at school,

where he “seldom followed international news” (Interview #1-2, 2019-04-04).

35

DOI:10.6814/NCCU202000549



Lai spent five years from Junior One (J1) class all the way to Senior Two (S2)
class in this EPT, but he remembered that many classmates left during the years. He
said probably “due to the coming exams”, and that this EPT “did not quite follow
school curriculum, but focused more on extra-curricular materials” (Interview #1-2,
2019-04-04). Nevertheless, Lai stayed for five years because he found this EPT
helpful in “cultivating reading ability” and “accumulating vocabulary in a natural way”
(Interview #1-2, 2019-04-04). However, as pointed out in the previous section, Lai
was somehow affected by the overall pressure of studying and henceforth lost the
motivation “towards learning in general” (Interview #2-2, 2019-12-28), even though

admitting that this EPT had many resources available.

Preliminary Sectional Interpretation of the Junior High School Period

Sense of community.

The SOC at school seemed to change dramatically when Lai went to junior
high school. Initially in elementary school, the teacher attempted to switch seats, lead
activities, or use English commands to create an English learning atmosphere.
However, in junior high school, Lai, or even the teachers, became restricted by
English grades. Everything from then on seemed to be closely connected to test
performances instead of language performances.

Concerning the four elements of McMillan and Chavis’s (1986) SOC
framework, Lai’s SOC at school during this period clearly lacked the positive signs of
membership and influence. Only in the English classes during Grade 7 did Lai’s
teacher, Amy, tried to create such an environment, but students, due to their
perception of English as a test subject, decided to ignore the teacher, resulting in

Amy’s failed attempt in leading meaningful classroom activities. Ironically also, was
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that during Grade 9, students used the common symbol system of sleeping in class to
resist listening to the teacher’s lectures. Class during this period became
unidirectional lecturing from the teacher to the students, which made it difficult for
influence from the community to individuals or vice versa to occur. When discussing
about whether students in class conformed to or challenged the teacher, Lai recalled
that once his classmates handed in a blank quiz sheet to show her resistance to rote
memorization of vocabulary. He felt strong resonance with her because he himself
also disliked the traditional way of teaching and testing vocabulary items. The SOC
formed during this period may have originated from the students’ shared feelings of
rejections to traditional ways of teaching and learning. Lai also expressed that in this
stage at school, he felt more like striving for his own academic goals instead of
learning English with others, which hints that uniformity, instead of conformity, is
growing higher.

As for the integration and fulfillment of needs, Lai also hinted that he felt a
low sense of these feelings. Being demotivated by the teachers’ traditional teaching
methods, Lai chose to study on his own and not to follow the teachers’ suggested
ways of studying. He expressed several times during the interviews that the teachers
in this period were too “standardized” and “rigid” (Interview #1-2, 2019-04-04;
Interview #2-2, 2019-12-28). It should be noted, however, that Lai’s dislike of the
teachers remained in the aspects of the teaching method and not of the teachers
themselves. The shared emotional connection was still strong between the teachers
and the students. For instance, the shared valent event recalled by Lai was that Chen
and Wang both rewarded them when they performed well: Chen prepared handmade
bread and Wang bought pizza for them. However, interestingly, these rewards were

completely unrelated to the English language, but instead entirely related to English
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scores. As for interaction among students, none seemed to have taken place.

Things were quite different in the EPT. Teachers utilized chances to make
students speak in English, creating the sense of belonging to the English discussion or
debating classroom environment. It is worth noticing that one clear difference
between his SOC in school and in EPT lay in whether the context could stay stable at
a certain extent. More specifically, it became much more difficult for a SOC to form
under the constant change of English teachers at school (i.e., they had a new teacher
every single year), as compared to the stable teaching and learning mode achieved by
the EPT, where Lai decided to stay for five years. The boundary was evidently clearer
and more stable at the EPT than at school, thus securing the sense of belonging of Lai.

Moreover, being in this EPT also influenced him to constantly keep track of
international news, which Lai felt profoundly an authentic use of English. As
evidenced in the excerpt, the influence of the English learning SOC in this EPT
clearly shaped his image of how English should be learned, thus leading him to
question the traditional ways still adopted by school teachers. Though Lai did not
explicitly challenge the teacher at this stage, such actions from other classmates were
present.

The integration and fulfillment of needs revealed in Lai’s junior high school
EPT was shown in his satisfaction with the use of English to be informed of
international affairs. Most of his understanding of the world, as pointed out by Lai,
was built in EPT instead of in school English classes. After all, the school classes
“only followed the textbooks” (Interview #1-2, 2019-04-04). Lai was somehow aware
that perhaps it was due to the pressure of having to teach all the units in the book that
obstructed teachers from providing extra information or authentic English use. Lastly,

the overall shared emotional connection was still strong in this EPT, though not as
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strong as it was in the previous EPT, as the duration of participation changed from
five days a week to only one day a week. Lai felt motivated in going to the EPT, for
teachers there offered a different English learning environment where students could
interact with each other in the various activities arranged by the teacher. Even during
summer vacation, he still went to the EPT every week when other classmates were out
having fun. He affirmed the EPT as an emotionally safe and academically helpful

institute for his learning during this period.

Learner agency.

During this period of English learning, Lai’s experiences revealed clear
differences in learner agency as compared to that in the previous learning stage. He
felt English becoming a subject to be tested on exams rather than a language to be
used for communication. He discovered that this change was particularly true in
school English classes, where his three respective teachers from Grade 7-9 expressed
growing concerns for students’ English academic performances. In EPT, on the other
hand, though preparation for tests also became one of the foci, teachers still provided
the environment for him to engage in authentic use of the language (e.g., using
English to learn from international news or to debate). This gap evidently reflected the
spatially situated nature of agency as mentioned in the CDST framework (Larsen-
Freeman, 2019). This contextual difference sensed here by Lai also resonates with
Larsen-Freemans’s (2015) earlier claim that second language “acquisition” should be
termed as second language “development”, as “acquisition” sounds finite and often
neglects the ever-changing, dynamic, developmental nature of language. Lai’s
reflections on his English learning experiences in school and at EPT may suggest that

he was actually acquiring English at school, while developing English in the EPT.
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Aside from the spatial situatedness of agency, the temporal situatedness was
also present in this period. In the previous elementary period of English learning, Lai
sensed a strong SOC in terms of membership and shared emotional connections
particularly in the English-only EPT, which further enabled emergent agentic
behaviors. Coming to this junior high school stage, Lai’s interactive responses to the
present English learning environments were mostly based on his past experiences, as
he made constant comparisons with previous learning experiences where he gained
confidence and exercised much agency. For instance, he compared his time of
participation in the EPTs of the two stages, claiming that the decrease of participation
time might have made it harder for a SOC to be developed. Lai was also aware that
teachers at school in junior high school were much more concerned with their English
“scores” than with their English “proficiency”, subsequently neglecting the
importance of having English spoken or used in class and treating it as a subject that
was not much different from others.

In addition to the spatial and temporal situatedness of Lai’s learner agency, it
is discovered likewise, as found in the elementary English learning experiences, that
agency is relational. However, there seemed to be counter-evidence on this aspect
during the junior high school period, especially regarding experiences in formal
education. As mentioned in the previous section, it was hard for a strong SOC to hold
at school as Lai had three different English teachers during this period. In a similar
way, it was thus difficult for Lai’s learner agency to sustain due to such instability of
“internal factors” within the system. The CDST framework discussed by Buhrman
and Di Paolo (2017, p. 216) had it that “[agency] derives from the ways in which we
establish, lose, and re-establish meaningful interactions between ourselves and our

environment.” The school English teachers, playing the important role of a source of
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knowledge and potential interlocutor in this scenario, seemed to have changed too
quickly even before a new set of meaningful relation can be established, as three of
his school English teachers showed different attitudes towards English and lectured
quite differently. Aside from internal factors, “external factors” also seemed to have
shaped the process of Lai’s agency development. Pressure from other exam subjects
and the lure to play computer games in his leisure time both distracted his attention on
studying English. These external factors also interacted with Lai’s “English” learner
agency during this stressful period of junior high school learning, showing that it is
nearly impossible to view agency as separable elements.

Lastly, counter-evidence also seemed to appear regarding the emotional aspect
of Lai’s experience during Grade 7-9, which corresponds to the multi-dimensional
nature of learner agency. In elementary school English classes, there were only
around 20 students per class. However, in Lai’s junior high school English classes,
there were more than 40 students for the teacher to take care of. On the other hand, in
both EPTs, there were fewer than 20 students in class. This difference in the number
of students reflected the fact that students’ individual needs and emotions might not
have been well taken care of in school. For instance, Lai mentioned that he and some
classmates decided to nap in class due to a dislike towards Wang’s traditional lectures.
However, the teacher had no time and effort to deal with these uncooperative
participants and therefore neglected their actions and emotions. However, the small
number of students in the EPT enabled the teachers to conduct adaptive teaching. For
instance, one of the teachers even took Lai’s own personal investment in Model
United Nations as class material and discussed in detail with him and other students.

In sum, it can be observed that the overall SOC and learner agency during the

junior high in school weakened, probably due to the shift of teaching goals of the
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teachers (and of the school) to have students achieve academic excellence instead of
to learn the language. After all, schools would like students to have good grades on
entrance exams and enter prestigious senior high schools so that these junior high
schools could also have good reputations. Both external (e.g., other subjects and
computer games) and internal (e.g., teaching goals, number of students, frequency of
changing teachers) factors were evinced to have interactions with the learner’s agency

system.

English Learning Experience in the Senior High School Period

In formal education.

Entering the senior high school stage, another English teacher, Yang, was in
charge of Lai’s English classes. Yang’s English class still followed traditional
teaching procedures, lecturing on vocabulary, grammar, and reading through the
textbook units. As Lai recalled, she provided lots of supplementary information aside
from the textbook material for students, probably due to the need of exam preparation.
Lectures aside, no group work or team discussion were present in Yang’s English
class. Though the teacher acted as the sole source of knowledge, students sometimes
still chose to engage in their own business in class instead of listening to the teacher.
Lai recalled that he was also one of the students who did their own things during
English class. Yang’s usual reaction to the students’ distraction was to accept the
situation and continue with her lectures: “Sometimes she would say, ‘Lai, take out
your textbook’. But if you didn’t turn to the pages, she did nothing” (Interview #1-3,
2019-04-04). Sometimes during their third year of study (Grade 12), as time got
closer and closer to the GSAT, Yang even accepted students to get up and walk

around dealing with their own business.
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However, it was not that students did not like her. Yang was a teacher who
loved engaging in small talks in class with students. Due to the small talks and the
emotionally comfortable atmosphere, Lai expressed that students actually liked the
teacher. In contrast to the English teachers in junior high school, Yang was not at all
boring, thus attracting more students’ attention. Sometimes if time allowed, she would
play movies or songs in class to claim that her English class was not confined only to
textbooks but was instead a “diversified” English class. However, during this stage,
especially starting from the second semester of Grade 11, English classes had to focus
on what was going to be tested, as English is one of the main subjects to be tested on
the GSAT. Furthermore, aside from vocabulary, grammar, and reading, English essay
writing was also important for senior high school students. However, Lai expressed
his discontent with how it was practiced, describing how his teacher asked them to

prepare an English interview for college entrance:

L: Like this time the topic was stupid, we did it last week. The topic was “your
English interview during college interviews”, and you’re required to memorize
the sample. The person [in the sample] is called Mike Chen, and he wants to
apply for the Department of Medicine.

(Interview #1-3, 2019-04-04)

Lai felt dissatisfied about being forced by Yang to memorize a sample interview

script of another imagined person. Thus, he decided not to follow the teacher this time.

L: So | thought, since | needed to write my own, | decided to write my own draft.

| wrote my own interview there.
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R: It’s so boring to memorize a sample like this.
L: Yeah, really boring.

(Interview #1-3, 2019-04-04)

Surprisingly, as mentioned by Lai, some classmates decided to also follow his way of
writing essays instead of memorizing samples. They resisted the teacher’s rules of the
game, but they still got their scores. He also remembered that many times when he
tried to understand the nuances between some vocabulary words, Yang only
demanded him to use the particular word that she taught instead of explaining their
differences. He understood this situation as the teacher “not fully understanding the
words herself” (Interview #2-3, 2019-12-28).

During the discussion of this period of English class, Lai mentioned several
times about the pressure of being reminded by the teacher that they were ““senior high
school students” (Interview #1-3, 2019-04-04), meaning that they needed to be more
diligent. Such reminder, he recalled, made him aware that he has the responsibility to
study hard and reach a higher level of academic performance. He said that Yang also
reminded him that “learning is necessary, but as long as you get a high score, it
doesn’t matter that much as to how you achieved such a goal” (Interview #2-3, 2019-
12-28). “Intangible stress” and “competition” were frequently sensed during this
period, causing everyone to study on their own pace towards respective goals. He felt
that classmates “did their own things” in English class and “pursued personal growth

in exam scores” (Interview #1-3, 2019-04-04), instead of learning English together.

In non-formal education.

The EPT experience of Lai at this stage was quite different from that in the
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previous two, as he solely had NNESTS as teachers and focused a lot more on school
subject matters. Lai said that he changed to a new EPT in Grade 12 because “many
classmates also went to this cram school, which sounded pretty good” (Interview #1-3,
2019-04-04). By “good”, he further explained that after his experience in it, he found
it “good in helping you get to a good university, but it may not be suitable for
everyone” (Interview #1-3, 2019-04-04). Every class of this EPT started first by a
mock exam of the GSAT, writing the essay first for half an hour and leaving the
remaining 50 minutes for multiple choice (MC) questions. The essays would be
checked by teachers outside the classrooms during the 50 minutes while the students
were working on MC questions. Then, after the test time, an answer book would be
handed to all students, and the teachers would step onto the stage and provide “tons of
supplementary knowledge for [students]” (Interview #1-3, 2019-04-04). Class with a
total of 300 to 500 students repeatedly went on like this every day, but Lai only had
time to attend it once a week on Wednesday evening from 6:00 to 10:30 p.m. Every
time before going to class, he remembered, he had to “take a deep breath” and “get
under arms” (Interview #1-3, 2019-04-04) for the battle ahead.

It was not only the content taught that created such tense he felt but the whole
environment contributed to the anxiety. Lai said that nearly all students stayed at their
seats during the entire four hours with high pressure, and when the restroom was
necessary they “flew to the restroom” (Interview #1-3, 2019-04-04), for fear that they
might have missed something important that the teacher said. On the walls of the
corridor to the restroom, posters of those who applied successfully to top universities
were posted everywhere. All the students participating in that EPT were potential
competitors in the GSAT exam, so no interaction was present since everyone strove

for their own goals. Every week there would be a list of the top-200 scoring students
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placed at the bulletin board. Lai recalled that he had been on it once, and it motivated
him “because it was really hard to be on it, so when you worked hard and your name
was on it, you would feel a sense of achievement, though [it happened to me] only
once” (Interview #1-3, 2019-04-04).

Even amid such tense atmosphere, Lai made some rather positive remarks on
his teacher, Zhang, at this EPT. According to Lai, Zhang “memorized the past exam
questions so clearly that he can tell you which question appeared in which exam [in
which year]” (Interview #2-3, 2019-12-28). He also designed the mock exam
questions all by himself, incorporating some current affairs in the news or social
issues in the questions in order to make the test closer to real life. Lai was also
impressed on the way Zhang taught English writing, comparing to what he felt at

school:

It’s also about memorizing vocabulary, but I think his (Zhang’s) teaching is fun,
and I think that ‘“Wow, he can make an essay so elegant.’ I think what he wrote
was elegant and brilliant, and not just memorizing vocabulary for filling blanks
[in tests]: this word, this meaning, [choose] A, and then nothing. He tries to
explain, very beautifully, the different strength of [different vocabulary] words.

(Interview #2-3, 2019-12-28)

When asked about whether the teacher’s high proficiency inspired Lai to learn
English, Lai replied that “T only wanted to make the grades higher so that | can get
onto the top-200 list” (Interview #1-3, 2019-04-04). During the second phase of
interview of this study, when he had already begun his first semester in university, he

told the researcher that he ended his studies at this EPT after high school graduation.
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Preliminary Sectional Interpretation of the Senior High School Period

Sense of community.

The SOC in both formal and non-formal educational contexts seemed to have
diminished or even disappeared during the senior high school period. Students
endeavored for their individual goals, mostly grades, while teachers, under extreme
pressure of putting their students into good universities, also strengthened the test-
oriented nature of teaching and learning. It is revealed that from elementary school to
junior and senior high school period, the role of academic performance or test grades
became more and more prominent.

From the facet of membership, it is seen that though the teacher at school
created an emotionally safe environment for students, that successful attempt was not
connected to English, but instead was used for casual chitchatting. She also created a
flexible physical space for students, allowing them to move around sometimes.
However, such flexibility only stayed at the level of freedom of the physical body
instead of being utilized for teaching purposes (e.g., group work or classroom
discussion). Therefore, Lai and his classmates did not feel a sense of belonging to the
English class and constantly ignored the teacher’s progress of learning and focused on
personal objectives. As for influence, patterns similar with the previous stage
appeared. Lai’s uniformity towards the conventional essay writing practice
exemplified this influence. He considered the designated way of essay writing
meaningless, and attempted to break the rules and try his own method of learning. His
behavior also had an impact on other classmates as mentioned in the previous section.
Lai successfully exerted his influence on his classmates in this perspective. This

resistance and uniformity (instead of conformity) can also be viewed as a common
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symbol system of students towards the unlikeable method.

For integration and fulfillment of needs, Lai also sensed that because of his
essay writing technique, he perceived himself as having a higher achievement than
some other classmates. However, even with classmates modelling his method, he still
did not sense the SOC, perhaps because the effect was minimal, and most of the class
members still focused merely on grades instead on English learning. The teacher, on
the other hand, only relied on lectures to fulfill test-taking needs, and the constructive
nature of an English learning environment was not created at all. Lastly, the shared
emotional connection in the classroom remained superficial, i.e., only in terms of
interpersonal harmony and not of English-related events or interactions. The teacher,
Yang, seemed to have underutilized her easygoing personality and communicative
capabilities with English teaching and learning. Students thus chose to invest on their
own, resulting in minimum or no interaction in English classes at school.

The SOC portrayed in the EPT experience in this period, on the other hand,
was a different image from that in formal education. In terms of membership, the
sense of belonging remained low since everyone was learning for their own sake and
people that surrounded Lai were all potential competitors. However, while emotional
safety remained high at school, it was low in EPT due to the nervousness created by
the people, the hallway, the top-200 list, and the tense atmosphere. In addition, the
physical boundaries were more fixed, since the three to five hundred students had to
sit in fixed rowed seats and listen to the teacher’s instructions. Second, influence in
this EPT seemed to remain unidirectional, as students conformed almost totally with
the teacher. Hence, only the teacher, in this case the community leader, may have
some influence on the individual learners listening to his lectures.

Third, the integration and fulfillment of needs were low. As Lai stated, he
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went to this EPT only to learn how to do well on tests. Therefore, Lai sensed no need
for integration and identifying himself as belonging or not belonging to this
community. The mission in this EPT was only phased, and thus would terminate (and
later on did terminate) after the GSAT. Lastly, though Lai personally liked the way
the EPT teacher taught very much, due to the large class size, interaction became
nearly impossible. They also did not have time for valent events of mutual contact, for
everyone who attended that EPT had the common goal of boosting their own English
grades. Interestingly, the EPT did use means to honor students (e.g., the top-200 list
and the posters on the hallway), but Lai, though motivated, felt pressured upon seeing
these stimuli.

In short, though the SOC might seem diminishing in senior high school based
on the evidence discussed above, there seemed to be another type of SOC here,
shaped by the dynamic interactions between the stressful environment and the self-
consciousness of students. Though no clear physical interactions or meaningful
English-related activities happened in class, Lai continued to work hard towards
similar goals with all other students: pursuing high academic achievements of the

English subject.

Learner agency.

In the senior high school period of English learning, results showed that Lai
had to face the challenges ahead of him: the GSAT. In the previous section when the
SOCs in both contexts were discussed, the trend of a weakening SOC is clear, as
English became merely a subject to be treated instead of a language to be used.
Minimized interaction is described in his experiences, replaced by individual efforts

to meet the academic goals. In such case, agency can again be seen as relational: It
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appeared to be a “loss” of meaningful interactions with others instead of an
“establishment” of such. From an ecological perspective, as discussed in the CDST
framework (Larsen-Freeman, 2019), Lai’s learner agency is shaped by the altering of
the affordance in his learning environments, both in formal and non-formal education.
In formal education, teachers were under high pressure to get students well-prepared
for the GSAT in order to enter good universities, resulting in the fact that all teaching
and learning activities were purely related to test preparation. As for the non-formal
education Lai attended in this period, it is in essence an exam-oriented EPT institution.
Hence, the goals were not as those he attended previously, but were set to make
students excellent test takers. In short, Lai thus perceived such contextual changes and
gradually found no chance to establish meaningful relations with English learning,
finally leading to a lowering learner agency.

Under this circumstance, the aspect of an emergent agency is again proved to
be true but in a reversed way, i.e., agency is actually diminishing. As Lai discovered
no more chances for the communicative functions of English to be performed, his
perceptions of English as a subject deepened, making it harder for him to find the
once emergent, change-bringing aspect of the English language.

Aside from these recurring perspectives of learner agency, in this period in
formal education, Lai occasionally chose not to conform to the rules that he perceived
as meaningless (e.g., not writing like the sample essay but instead creating his own) or
tried to question deeper than what the teacher cared to answer in order to understand
more about English (e.g., asking about the nuances of word usage). In terms of CDST
approach, Lai’s attempt could be regarded as co-adaptation to the teacher’s rules and
lectures. However, it is found that his teacher at school gave minimum responses to

his inquiries or attempts. The significance of such interaction is that in order for
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agency to form, it is not enough for the learner himself to be agentive, but the
interlocutors (most frequently the English teacher) have to be responsive to the learner,
which was in fact what Lai sensed the teacher in EPT was doing. Though also under
exam-preparation pressures, the EPT teacher Zhang still tried to respond to Lai if he
had questions. Hence, it can be concluded that though under similar exam pressure, it
can still be of the teacher’s personal will and effort to decide to be mutually

interacting with the participant or not.

In sum, as the SOCs in both formal and non-formal education seemed to have
diminished in the senior high school period, the learner agency during this stage
experienced similar changes. The learner agency observed in formal education
appeared to have reduced to an even larger extent than that in the exam-oriented non-

formal EPT institution.

Lai’s Final Remarks on his English Learning Journey

In the final part of the second phase of interview, the researcher asked Lai to
describe what he thought about his overall English learning journey. He described that
originally when entering the English-only EPT, he was extremely against it, but then
he forced himself to get involved in the English speaking community and gradually
gained interest. In junior high school, the curve of likeness towards English stayed
roughly at the same level, with fluctuations owing to the coming and going of exams.
As for later on in senior high school, he still tried to keep himself motivated watching
English movies on his own. Finally, Lai mentioned that the most significant event of
the whole journey was his active participation in his first EPT, where he conquered
his fear and discovered the usefulness of English. The good teachers there also helped

him a lot in bringing him into the world of English. Now as he studies in university,
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he still misses the English-only EPT he attended in the elementary school period the
most, for during that time, he was most confident and comfortable using English to

learn and to communicate.
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CHAPTER FIVE

Discussion and Implications

In this chapter, three major themes regarding the participant’s 12-year English
learning experiences in both formal and non-formal education are discussed. Such
cross-sectional analyses aim to probe further into what lie behind these dynamic and

contextual changes of SOCs and learner agencies, as presented in the previous chapter.

Cross-sectional Analysis
| teach, therefore you learn: Unidirectional lecturing seems to dominate the
English learning journey.

Through Lai’s English learning experience in different stages and contexts, it
is evident that teachers seem to be the most significant, or sometimes even the
dominant, person in the English classrooms. Several times when asked about his own
learning experience in either formal or non-formal education, Lai’s direct responses
was to describe who the teacher was and what kind of teacher he or she was. Despite
such fact, his experiences still revealed different types of interaction between the
teacher and the student. For instance, teachers in his first English-only EPT chose to
teach in a rather interactive way, making Lai feel engaged in the high level of SOC
and discovering the practical use of English. The fact that teachers sat alongside with
students instead of standing in front at the podium also lessened Lai’s fear of speaking
English and fostered the growth of confidence. Lai’s learner agency was also highest
during the elementary school period in EPT, as meaningful interactions took place
between teachers, peers, and himself through the authentic use of English. However,

as shown in most episodes of his English classes (not only in formal education, but
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also in non-formal contexts like his last exam-oriented EPT), most teachers opted for
the traditional method of unidirectional lecturing using Chinese on the stage. Such a
mode of lecturing clearly barred a high degree of English learning SOC to form
between students, as minimum or even none interaction was allowed.

In addition, regarding the issue of who the teachers are, it can be found that in
Lai’s English learning experiences, both NESTs and NNESTS play a role. In the first
English-only EPT, all of the teachers were NESTS, thus successfully creating an
English-speaking community for Lai and enhancing his learner agency. However, as
the two other stages of his experiences reveal, the existence of NESTSs in the
classroom may only account for one of the many elements that shaped his learning
experience. For instance, at school during the first year of junior high school, his
NEST Amy were not successful in creating an English learning environment, perhaps
owing to the curriculum constraints. On the other hand, in his other EPT experiences,
both native Taiwanese NNESTSs, Kao and Zhang, used their own ways to make him
engaged in English learning (e.g., integrating international news into curriculum or
explaining the nuances of certain synonymic vocabulary). The fact that Lai viewed
the two NNESTS as successful language learning models to imitate goes in line with
previous studies that revealed having similar learning experiences and linguistic
similarity with the learners could be advantageous (Ellis, 2002; Lasagabaster & Sierra,
2005; Ma, 2012). In short, it can only be said that though NESTSs provide an image of
a “standard” English learning environment, it still depends on how the teachers
arrange their classroom activities and what kind of SOC is created between the
teachers and students so that the learner may feel engaged and agentic.

Lastly, in most cases under the two types of contexts, it is found that

unidirectional lecturing hinders the interactive contribution peers can create in Lai’s
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learning experiences. Under such lecturing mode, SOCs remained low or superficial,
as shown in Lai’s high school experiences, and his learner agency also weakened. As
seen particularly in formal education starting from junior high school, several teachers
preferred a quiet classroom in order to lecture smoothly. The only few chances for Lai
to speak English were when the teachers asked him to answer questions, which still
neglected the interactive role of peers. Peer interaction only seems to take place in his
first and second EPT experience, where teachers and peers were, to Lai, a more equal
status and thus making him feel easier speaking up. From his final reflections, it can
be observed that such an experience of speaking up was very important to him, not
only opening the door to his English learning journey but also up to this date, was
regarded as an exemplar for English learning experiences. Hence, through Lai’s
experiences, it seems that though teachers dominated his English learning journey, he
still believed that a more interactive English-speaking environment, with a SOC
created between the teachers, his peers and himself, was where he actually achieved

agency through meaningful engagement using English.

Play hard, then work hard: English slowly fades out in English class as
credentialism fades in.

In Lai’s English learning experiences, the existence of English, or the
frequency of English used in the classroom, gradually diminished through time. In the
elementary school period EPT, teachers used a lot of English in class both for
classroom instructions and for content materials. During this period of English
learning, a strong SOC was established, which made Lai feel being an English learner
like everybody else in the class. Hence, Lai felt very much engaged in this playful

environment learning the “language”.
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However, later on when he entered junior high school, the intangible stress of
exams grew larger. This can be clearly identified in the episodes starting from this
period (junior high), especially in the formal education aspect of his English learning
experience. As test pressure rose, teachers used more time lecturing on textbook units
and making sure students comprehended correctly in order to get good grades. Thus,
most of Lai’s teachers, starting from junior high school, chose Chinese as the
language of instruction to keep up with the teaching progress, subsequently neglecting
the importance of a SOC in the classroom. Students, aside from having little English
input, also had really few chances of English output, except when answering the
teacher’s questions. Nonetheless, as Lai recalled, if he answered the teacher’s
questions incorrectly, he would get scolded. Teachers in this period put strong
emphasis only on whether students had good grades on tests, making the lectures very
intense. In addition, in senior high school, Lai’s teacher also cared only about the final
results instead of how they learn English in class. In the EPT during this stage, Lai
also mentioned the tense atmosphere of learning, as everyone sitting in the classroom
were potential competitors instead of partners for the same entrance exam, the GSAT.
Thus, it is clear that to Lai, English became a “subject” to be dealt with and not a
“language” to be learned and used in real life anymore, and there was less SOC. This
reflects on the previous issue of teachers dominating the English classrooms: the
learner’s will of learning English became replaced by the teacher’s will of making
them excellent English test takers, which also shows that the learner agency of
individual learners was often disregarded.

Such a phenomenon can presumably be traced back to two underlying reasons.
Firstly, there exists deep rooted credentialism in the Taiwanese learning environment.

In fact, from one of the main proposals of the 1994 Educational Reform in Taiwan,
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“universal establishment of high schools and universities”, it is clear that educational
backgrounds are highly valued (Chan & Lin, 2015). However, since then, competition
for university admission has only become fiercer, not less. Students are still pursuing
high grades in order to enter well-known, high-ranking universities. This situation
goes partly in line with Liu’s (2012) Taiwanese cram school study, which found that
students purposefully attend after-school cram schools in pursuit of higher grades.
However, in Lai’s experiences, not only did his non-formal education experiences in
high school reflected such a phenomenon, but his English learning in formal
education also valued academic achievements highly. Hence, a second potential
reason needs to be discussed below.

Probing deeper into the nature of Lai’s formal education, the fact that Lai’s six
years of high school studies happened in a private high school may have some
significance. Recalling the Educational Reform in 1994, another result of it was the
emergence of private schools, both secondary and tertiary. As the emergence of these
private schools was subjected to the competitive game of social demand and supply,
they need to think of ways to attract students to enroll. Recently, as the problem of a
low fertility rate in Taiwan intensifies, private secondary schools begin to gain parents’
attention, for they often impose stricter rules to maintain students’ disciplines, set
longer learning hours for students, and try to make students get into high-ranking
universities. Therefore, such nature of private high schools under free market
competition might explain why credentialism creeps in not only in non-formal
education but also in its formal counterpart.

In sum, as time came closer to the GSAT, Lai’s teachers focused more and
more on grades, and Lai also felt immense pressure in becoming a smart test taker.

Under this circumstance, especially as Lai attended a private high school and later an

57

DOI:10.6814/NCCU202000549



exam-oriented EPT, the pressure of credentialism loomed in and forcefully dispersed
the English learning SOCs and the motivation of learning the English language. It is
thus evinced that “play hard” in English might only be possible in the elementary
school period, as the main goal during high school periods mostly shifted to “work

hard”.

Studying knows no limit: The multiple relationships of formal and non-formal
education revealed.

Though Lai’s single-case experience might not be able to represent all school-
aged English learners in the Taiwanese context, his English learning experience
throughout the 12 years in both contexts may in fact shed some light on the
relationship between different educational contexts. While Lai had continuously been
studying under the “school + EPT” formula, the relationships between English formal
and non-formal education did not always remain the same. Therefore, in this section,
three types of relationship between the two educational contexts in Lai’s English
learning journey are identified and discussed. Table 1 below illustrates the three kinds
of relationships and their linkage to the two theoretical frameworks based on the data

and interpretations of the present study.
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In the elementary school period, teachers in both contexts took care of both the
students’ emotional and learning needs, thus creating a supportive English learning
environment. Having confidence built in EPT, Lai found himself to be in a higher
status in school, thus exerting influence in the school English classroom. Such a
membership of an English-using community can be said to be co-built by the two
contexts. Therefore, from a more holistic perspective, after learning at school, Lai’s
EPT scaffolds what was already established, and vice versa. Moreover, this string of
learning process during this stage not only took care of the academic side but also
ensured the development of the intrapersonal side (e.g., the emotional safety while
learning the new language English). This kind of mutual supportiveness of the two
educational contexts adds to the “symbiotic” nature of formal and non-formal
education (Mori & Baker, 2010) discussed in past research, which then claimed only
the mutual reliance of growth between formal and non-formal education from a neo-
institutional viewpoint. In addition, Lai’s experience in this primary period clearly
shows that learner agency can be achieved once perceiving such mutually supportive
environments and establishing meaningful relationships with teachers and peers.

In the junior high school period, the time spent in English formal education
increased while in non-formal education, Lai participated in it only once a week.
Aside from the difference in the duration of participation, formal education also
seemed to have become the core of learning, due to an overall exam-oriented pursuit.
His EPT during this stage acted as an “extra” opportunity of learning, which is
different from the previous period when both contexts mutually support each other in
multiple aspects. Though Lai clearly felt motivated and engaged in learning in this
second EPT, he nonetheless had to face the reality of exam pressures, which forced

him to position school English classes to a more central position in his life. Therefore,
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the relationship between formal and non-formal education during this period can be
viewed as EPT being “supplementary” to school English classes, which goes in line
with Bray’s (2009) idea of non-formal education as supplementary. Additionally,
while formal education gradually shaped Lai into a good English test-taker, non-
formal education still endeavored to make English practically useful through the
formation of SOCs. Perceiving such spatial situatedness, Lai’s generally lowering
learner agency during this period also seemed to have two diverted varieties under the
two contexts, as have been discussed in the previous chapter.

The third kind of relationship between formal and non-formal education in
Lai’s experience emerges in the senior high school period. Nearly no interaction
existed between the two contexts except that they both had a common goal to boost
the learners’ academic performances. English classes in both the school and the EPT
worked towards the same goal but operated differently and independently. This is
unlike the relationship in the first period, where the high learner agency shaped by the
strong SOC in the EPT could have an impact on Lai’s learning in school. Moreover,
as the pressure of credentialism reaches its peak due to the approach of the GSAT, the
multi-dimensional nature of learning was simplified to focusing merely on English
grades. Lai and his classmates in both contexts were not simply peers but also
competitors, which indeed created a stressful atmosphere of learning. Such a
relationship resembles “shadow education” mentioned by several past studies (Bray,
2009; Mori & Baker, 2010). However, Lai’s experience showed that the shadow of
his EPT outgrew school English classes. As seen previously, Lai’s school English
teacher explained little and focused much on grades, while his EPT teacher, though
striving for the same goal of exam preparation for students, still tried to make him

learn instead of just to memorize. Recalling Dawson’s (2010) claim that formal
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education may ironically be ending up shadowing non-formal education, the present
study evidenced through qualitative data that these possible relationships can exist
under the term “shadow education”, regarding the role of the shadow and the object,

and how the process of shadowing happens and changes.

Together we can learn so much: SOCs do interact and shape learner’s agency.

Based on the foregoing examinations of the learner’s SOCs and learner agency,
the SOCs formed in the participant’s English learning experience is mutually
interactive with his learner agency. In the elementary school period in both contexts,
for instance, the strong membership created within the communities and the
bidirectional influence (i.e., community to individual and vice versa) reflected the
relational and achievable aspect of learner agency of the CDST framework. Being a
part of the English-using community (membership; achievable), Lai found English
useful as meaningful relations were co-constructed between his teachers, peers, and
himself (influence; relational). In junior high school formal education, as shared
emotional connections became related with English grades instead of English use, the
multi-dimensional nature of agency also degraded into only focusing on academic
needs. On the other hand, Lai’s agency of English was sustained by the SOC built in
non-formal education, where teachers still utilized classroom discussion and activities.
Lastly, in the senior high school period, community or peer influence became totally
obstructed as teachers adopted an authoritative mode of lecturing. Thus, the iteration
and co-adaptation aspect of agency was challenged while the emergent and relational
features of agency faded.

Such significance of a SOC in classrooms were also found in Brown’s (2009)

study in self-instructional situations, where online learners discovered the helpfulness
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of a SOC in enhancing learner’s agency. In addition, Mercer’s (2019) “relatedness”
component of classroom engagement highlights the importance of a sense of
belonging students need to have in classrooms and a positive classroom dynamic that

should be fostered by teaching activities.

Theoretical Implications

Drawing on McMillan and Chavis’s (1986) SOC framework from a micro point
of view, this study found that the duration of participation, which was originally
vaguely identified only in the attribute shared emotional connection, is indeed
important in building the membership and influence of a learner’s SOC. As from a
more macro point of view, this study exemplified the possibility for different SOCs
(e.g., the SOCs in the two educational contexts) to jointly interact and shape a
learner’s learner agency. Though the contexts might not have direct interactions,
through the learner’s experiences and changes, it is clearly seen that these SOCs in
formal and non-formal education did have an impact on how the learner portrayed
English learning and continued with his English learning journey.

Regarding the Complex Dynamic Systems Theory (CDST) framework of learner
agency (Larsen-Freeman, 2019), this study manifested the heterarchical and multi-
dimensional nature through the participant’s English learning experiences. No single
element seemed to have dominating impact on the learner’s agency formation. Rather,
all aspects were found to be interrelated and inseparable from one another. For
instance, the achievability of agency was related to the relational aspect, concerning
the teachers, resources, and peers. Furthermore, these characteristics could also be
connected to the spatial and temporal situatedness of agency. Moreover, the

constantly changing nature of learner agency is also confirmed, which resonates past
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studies which claimed that agency is not fixed but rather dynamic (Mercer, 2012).
Culturally contextualized conditions such as credentialism also evinced that within the
learner’s own agency system, there exist ideologies that may be operating.

It should also be added that although the framework aimed to be comprehensive,
the definitions of individual elements nonetheless remained obscure to a certain extent.
In such a case and through the examination of this study, qualitative data is shown to
be significant as it brings meaningful substance into each element and renders
possible dynamic reinterpretations. Pedagogical suggestions will be raised in the next

chapter.
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CHAPTER SIX

Conclusion

Summary of Major Findings

This qualitative case study investigated a Taiwanese learner’s SOC and learner
agency in both formal and non-formal education contexts throughout his 12 years of
English learning experience. Regarding the first research question on a sense of
community (SOC), it is seen that in the elementary school period of English learning,
especially in the EPT, teachers seemed to be more capable and willing to create SOCs
in classrooms. However, as time passed by and the pressure of credentialism rose,
from the junior high school to senior high school stages, teachers, particularly in
formal education and the last exam-oriented EPT, chose to focus more on academic
performances instead of creating a sense of an English learning community. Under
such a change of goals and thus a SOC shift, the teachers’ language of instruction,
mode of lecturing, attitude towards the learner, and the overall interactions in English
classes also altered subsequently, making the learner feel farther away from being an
English learner. These SOCs furthermore shaped the learner’s agentic behaviors in the
different stages, which were addressed by answering the second research question.

For the second research question on learner agency, it is found that in the
elementary school period, as SOCs are comparatively high in both contexts, the
learner felt agentic and thus motivated and engaged in learning and using the
language. In this period, English was not a test subject but rather a language for
communication and making friends. In the junior high school period, his learner
agency began to disappear as the SOCs in both contexts also lowered. The dropping

frequency of communication via the language and the rising pressure of exams and
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credentialism jointly contributed to such phenomenon. Nonetheless, situated
differences were sensed between formal and non-formal education as teachers
conducted classes differently. In the senior high school period, his learner agency
reduced even more in formal education than in non-formal education, since little
English-related interaction took place in between the teacher and the learner.
Lastly, it is also evidenced that through the participant’s English learning
experiences, a variety of relationships exist between the two educational contexts. The
traditional binary of “formal education” and “non-formal education” from a pure
social or neo-institutional view may have simplified the issue. The interactions that
take place in between the two contexts should not be neglected or viewed as static.
Rather, through a qualitative examination of the learning experiences of a learner, a

more holistic image of such dynamism and complexity is portrayed.

Pedagogical Suggestions

Pedagogically, the results of this study suggested that in order to enhance learner
agency in English classrooms, an environment of a high degree of SOC may be
helpful. Recalling the high learner agency during the participant’s early stage of
English learning, it is suggested that teachers in both formal and non-formal education
can organize a participatory environment to enable the formation of membership and
enhance multidirectional influence. Under such an environment, all participants
should integrate and fulfill learning needs while constructing positive shared
emotional connections in order to facilitate agentic learning experiences. Echoing the
three values of the 12-year Basic Education Curriculum Guidelines in Taiwan (2018),
i.e., “spontaneity, interaction, and common good”, the aforementioned suggestion

appears to be a useful guideline for teachers to follow.
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Addressing the aims of the new Curriculum Guidelines, it is also suggested that
teachers utilize more cooperative learning approaches to engage peer communication
and interaction in English, as an English-using environment was found to be essential
to the learner’s perceptions and thus learner agency of English. However, when
encountering the realities and constraints caused by the entrance examination systems,
it is likely that the high SOC learning environments and the highly agentic learners
might not be able to appear, as was what happened during the later stages of the
participant’s experience. Facing such a situation, educators in both formal and non-
formal education should take even more care of the subtle elements that are easily
neglected during the fierce pursuit of academic excellence, such as the learners’
emotions or motivations towards learning the language. Lastly, it is manifested in
Lai’s story that English learning SOCs could hardly be formed in large-sized
classrooms. Therefore, corresponding to the low fertility rate in Taiwan, the “problem”
of a smaller class size might alternatively become a chance for teachers to promote
more frequent classroom interactions and develop English-using SOCs.

Lastly, scarce or even none interactions and understandings between the two
education contexts were observed from the data of the present study. Therefore, this
study also purports that, once the two educational contexts have a chance to recognize
each other better (e.g., by sharing an education plan or schedule, or even better by
keeping a profile of the learner), their teaching goals, classroom activities, or even

materials can also become mutually supportive.

Limitations and Suggestions for Future Research
The current study aimed at providing a comprehensive and in-depth analysis of

an English learner’s learning experience in the Taiwanese formal and non-formal
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educational contexts; however, several limitations need to be recognized. First, it
should be noted that data in the current study comes from a single participant.
Moreover, data were exclusively collected from the interviews with the participant.
Although these interview data were collected over a long period of time and the
researcher has made all efforts to derive useful insights and implications and to guard
the trustworthiness of the study, future studies are suggested to collect data from
multiple sources (e.g., written narratives, oral interviews with the participant and
other important persons, classroom observations, or learning materials etc.). Teachers,
peers, or parents might all provide useful information for crystallization. Secondly,
learning experiences of more participants can also be included for potential
opportunities of comparison and contrast in cross-case analyses.

Though generalizations may be difficult due to such contextualized nature of this
study, future studies can continue exploring different aspects or themes observed in
this study. Despite focusing entirely on learning performances, future studies are also
encouraged to incorporate psychological aspects of learners in order to portray a more
comprehensive view of English learning. In addition, through detailed descriptions of
specific English learning contexts in both formal and non-formal education in this
study, other spatial (e.g., private or public schools) or temporal (e.g., the tertiary stage)
elements emerged and remained an interesting issue to be explored. Furthermore,
studies can also investigate more specifically into how underlying cultural
backgrounds or ideologies existing in the society might act upon the SOCs and learner

agencies of a learner.
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APPENDIX A
Interview Protocol (the First Phase)

The following protocol is formulated by the framework of a sense of
community by McMillan & Chavis (1986). Questions encompassed the four elements
(i.e., membership, influence, integration and fulfiliment of needs, and shared
emotional connection) of the framework, hoping not only to obtain more detailed
information on the four aspects, but to identify interaction between the elements and
between the senses of community created in formal and non-formal educational
contexts of the Taiwanese English learner. The two topic domains below capture
formal and non-formal education experiences of English learning respectively.

Topic Domain One: English education in formal education (i.e., elementary school,
junior high school, and senior high school)

Lead-off question:
Mt/ NE BT = TP ERRRLG - Al DAEE IR 2l — T ALISH e
HESCERAVARIILIE 2

[Covert categories: membership, influence, integration and fulfillment of needs, and
shared emotional connection]

Follow-up questions:
1.  General Background:
11 FESCERTERE R ZE ? 2ZANEE EER ? RS RIS EATY
BEEGH(TERNE ?
12, SEICERMZERNEES BTGB RTL?
13, HEfrEEPEEIGR BERIVEEs » IRE (8 ) SEEARSGRVT
JEEIE 7
14, {REsEEAE S (E 0 B st T E I A IRoE 2 R 2
15 BENEEH—REE I AT IS (EPS B AR A B S S AR 2
16. FEALAMESRERREMIZN - EIREEREREE
HTLAREIY ?
2. Membership:
2.1 E{EFEEAVESCGRA D EIE 2 FERERPE FER—N 7 S GR
A B A 240 Z25EAIE 2 (boundaries: physical)
2.2, FAETEGRIVEHE - IRFIE 2/ NETS 7 BR/NHFIERIRUE L] 2 A
AR NH B R AT Y [F) 82— e L SRy 488 ? (boundaries: emotional)
2.3, RAE_EIGRIR OB BT QAR ? AR G A LB R AR — R/
REENRYFEE 7 2 (HEEIRMLIE 7 (emotional safety)
24, (REHCEBIRESEIE EAYSC 2B R - a2 Eie LE02E
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OB L 2 B g EHEEEAIE 2 (sense of belonging and
identification)

2.5, AR =EEE - AF LISEREF EENE R S H 33 T av &8ss ?
AMrBEIREMES T 2 1% - Wit E CEBERF I EeaE LA~
—RERVAESE 2 (personal investment)

2.6.  RIE B3GR - pRIFIEA)GH — BB R HEES 2
(common symbol system)

2.7, R E—{EFEERELEESR - IREBSAEAHBIE REGEEE - AR B
DuE ? Bt st 8 ?

Influence:

3.1 IREEEEME RN REESEE R A (TR 2 ? familsE
fill ~ FEIERECEERNE - EHRA HERNT22E ? (community to
individual)

3.2.  JREIEIREEFEIERGRZE LN - (KR E S & g S PR
Bas » FHEERELOME E 2 (conformity/ uniformity)

3.3, AMRESIRE CHEMESEEEE A (T2 ? (individual
to community)

3.4. R EEFEELELAEZK - IR RN R E (R (BEE
PESHR) HUs2 B TTERFENS ? A8 KEEE NI ? Ry tEE

Integration and fulfillment of needs:

4.1 (FRE(EAEEEEEN T - A TEEE (BB R
B -~ WEHOAMEAEEL ? KHEE ? (status)

42. 1EEEERECAN - BRABFNEGR ? SRR GRS RS RyiE(E
BRI — (0T A (1722 ? (competence)

43. (REEEEPMEEITEEEE R Z LRI KT ? 2 G
FRAR R EEERSH — 7 » B0228 ? R(HEUE ? (need
fulfillment)

4.4. R E—{EPEEELLAERR - IREEME O oA AR A S oisE sl
FHEE ? R TEF A EIE ?

Shared emotional connection:

51 frE(ESEIEENIEEEE T - M8 0 BhJHEE ? (contact
hypothesis) pR[FEE2AEE G B - HIER A8 (WN&EF - RUS
FE) A EOH) (FE - EEEESE) 1 ? (quality of
interaction)

5.2.  HliAEZ[HAV A B OEAEHETTIE 2 (quality of interaction)

53. FREE —RSER—LE%EIE ? (closure of events)

5.4, FRAIRRE FHVEEEHS —ERAFE A — L B RSB RIHY
Bk 2 (shared valent event hypothesis)

55. {FfEsRE T EGERME A CAEERINICEE EAE AR A ?

(investment)

EE
?
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5.6. {FAEERCINILSGERE AL A wtE s ETny4LEs ? (effect of honor
and humiliation on community members)

5.7.  HINEEFSEMNICSCEE R - IR A2 A — ey R
2 9 (spiritual bond)

5.8. IR E—{EFEELLLAEESR - IREBSAES RN O BEUE R T A
(HEARENE ? EEERR 2

Topic Domain Two: English education in non-formal education (i.e., the three
different EPT institutes)

Lead-off question:
Bt —EREPIBIIASGE - EVIEEE s (ErE e ?

[Covert categories: membership, influence, integration and fulfillment of needs, and
shared emotional connection]

Follow-up questions:
1.  General Background:

L1 SESCERTEREETEEAM ZE ? AN EEE EER ? RS ERIR S Z AN
BEEG A (TERE ?

1.2, BOCEHIMEZERAVEE S e T U m e ?

13, &efriEEfE R GR FERAVESES - Rk (F ) EEECGER
JEEIE

14, {RAE[EEAEE (P B o a8 I A R AR 2 E TP 2

15  {REEICEMSEAVHEDE B3R IRIRIEER EaRA (A RIS
(G 3TIE 2

16.  BEREEA]— st BAE I (EPS BAE R B R S S RV 2

17, SHEHEARAMNEESIRERIRA 0 Z - SR RESREEREE
WA REHY ?

2. Membership:

2.1 E{EPEEEVHEITESGRA I LS 7 E i IR A S BRAIIE 2
(boundaries: physical)

2.2, FAETEGRAVEHE - IRTFIE 3/ NETS 7 BR/NSHFIERIRUFE 0] 2 A
AR/ N SR Y [E 22— L LR 4EER 2 (boundaries: emotional)

2.3, RAE EFESGRIS OIE B R AEE 7 NS A & R R AT — iR/
REENIRHE: 7 S (HESIRIE ? (emotional safety)

24, {REHCESIREEIT LRSS R - fiin 2 Eie L0
OB 2 B e S ANE 2 (sense of belonging and
identification)

2.5 RAJLISTEEFE - A ISR E R BT HES TR ELERE ?
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AMREEIREMESTH 1% - WitE CEBERF I EeREEa R
—EAYAEE 2 (personal investment)

2.6.  RIE B3GR - pRIFSEA A — BRI HAEES 2
(common symbol system)

2.7, R E—{EFEERELEESR - IRBAAEAHBIE G L » A B
DUE ? Bt Bt Be ?

Influence:

31 (RESEEHEIS RN T R IR A (RN 2 © Mo
P Al ~ FIZSEEEEENE - SHRA (RN 2E ? (community to
individual)

3.2.  WEFEIREEENEREZE LT » B ERaH s 2 HkE
BaH] > BFIRME BZL0E B 2 (conformity/ uniformity)

3.3, AMRESIRE CHE SRR E R (RS2 2 ? (individual
to community)

3.4. R E—{EFEELELAEAK - IRBAIR A E R (BkEE
PSR ) RUSZ BRI [ENG 7 A 8RS N 7 Sy

Integration and fulfillment of needs:

4.1 {FRyE(EPsE2BRsem — 1 IRAE RS (5SRO
B ~ WEHCOAMTEAEE ? K HEE ? (status)

42. 1EEEEREC AN BRABCTIIREG ? SRR GRS RyiE(E
BRI — (0T A (TR 2 ? (competence)

4.3. (REEE(EPE BV HEEE S E HEEA ZERAYRE K ? 2 G AR
FRAR A EREEREN — i+ » BUE2A ? R(HEUE ? (need
fulfillment)

4.4. R E—{EPEEELLIEAR - IRRE A E OBt A AR A S [ isE e Y
B ? B HEEg s &g ?

Shared emotional connection:

51 frE(EZ2EISENIEEEE T - [F8 4 BhJHEE ? (contact
hypothesis) pR[EE2HEE T Bd - AIER A8 (WN&EF - BHS
) SR EEAE) (AR EBHESFEE) 1§ 2 (quality of
interaction)

5.2.  HliAE [V A B XOEAEHETTIE 2 (quality of interaction)

53. e —5ER—EEEE 2 (closure of events)

5.4, FARAIRRE FHVEE RS A — L B RSB R
ks 2 (shared valent event hypothesis)

55. {FfEsRE T EGEREA LA I I EE EAEMHLA ?
(investment)

5.6. {FAEMEPIAVILSGERER LA HEE s SInv4LEs ? (effect of
honor and humiliation on community members)

57.  HHNE(EFS RS ERHG - (R R E 12— Ty A5 R

EE
?
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2 9 (spiritual bond)
58. IR E—{EFSEELLALER - (RE SR TSGRy A Bl BRI T HH
TP [EE 2 BT 2
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APPENDIX B
Interview Protocol (the Second Phase)

The following protocol is formulated by the CDST of learner agency (Larsen-
Freeman, 2019). Questions are designed surrounding the seven characteristics listed in
the framework (i.e., agency is relational, agency is emergent, agency is spatially and
temporally situated, agency can be achieved, agency changes through iteration and
co-adaptation, agency is multidimensional, and agency is heterarchical). In addition,
analyzed data from the first phase of data collection regarding the theme of SOC will
be consulted. The two topic domains below capture formal and non-formal education
experiences of English learning respectively.

Topic Domain One: Learner agency in formal education (i.e., elementary school,
junior high school, and senior high school)

Lead-off question: A& ik —HESEEH BV PRI VOB - 1838
IV » AR S T » R R A 0E 2 TSI
AR AR A A H OB ?

[Covert categories: agency is relational, agency is emergent, agency is spatially and
temporally situated, agency can be achieved, agency changes through iteration and
co-adaptation, agency is multidimensional, and agency is heterarchical]

Follow-up questions:
1. Agency is relational:
11 HDEBIRIEEE - RIS R E R Y A R IR 5t

XHIASGHBIIE ?
12, B AR SIRENGRZ] - &8 Al EHA B RV EFEIR
e ?

13,  EEEEEFAMSIRENSFA] > o] ISESE (E SV ETS 2
2. Agency is emergent:

21, RS E SR R &L PO AR A B B

Bl 2
22, AMRAEBERTCOSRE LR - FEEEATERAYEIEEE 7 (SR
T 7 )

3. Agency is spatially and temporally situated:
3.1 [EfRAESEREAEEE - IRIEEVN ~ BT EE T iE A [E R Al
B (0E) o (VB EIREE SR (R FHUSEREE 2 B2
SEERARIE 2 (spatially situated)
3.2. [BITEEREFESCEEME - A I EEE IRFEEEIR RIS E
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RS - DAREIRE £ B2 50y B FIEEhIELERE ?
(temporally situated: future imaginations)

3.3, TEERIOGRET - MBI ZEE S IRBEE SRR A
IRF - S EJE AR E OO ~ R H CHYEE ? (temporally situated:
stability of circumstances)

3.4,  AFEEEFEEHER 2 (BVNEEF - B EE ) - ER
MR (R SIRIEIR AR 523 EAAZS ) (EWRERISHE H B 2
(temporally situated: a shift through time)

4.  Agency can be achieved:

4.1, FEIRHERSR T & b AR &R SRR iR R e H 22
- ? (available resources)
4.2.  THEEIRSEBARA A B Lo B BERET A& Es - Bl n—LEs),
LLEE ~ ZmEATE K > SeHEA &S ? (individual effort)
5. Agency changes through iteration and co-adaptation:
51, IRYGEAFETFCHERE S - HUBPILIE - EIREERIYEE ?
(change: iteration)
5.2.  {EHAEHVAREEIEESRTE - AL —EEEIERNEE X - 4H
IRAFEE S TANYR 2 (change: iteration)
5.3. {REREENECEISZEISERA G EIH - B SR AR 20E ?
RN EAR - IR EEN ? SR E 2T - 2220 ?
[E] 22 [ A B G B © (change: co-adaptation)
6.  Agency is multidimensional:
6.1 FEEEFCILOGRT - MBEEIR > ZERIRIR A T RS B AT AT - 38
AT 2 fEEg AR I AR - SCIRRZINYES - SR
B FEF TG 7
6.2.  JIREER - L EEIRAARER S HY )OSR LK ERIE 2
7. Agency is heterarchical:
7.1 (RESEE BRI - AT SR R
AR~ REEEEARA S ?
7.2, AMEET RIS - BIGA TS > BRI SCEEEHIR

REREEBAEUA ?

Topic Domain Two: Learner agency in non-formal education (i.e., the three different
EPT institutes)

Lead-off question: HIk M 2KE— MEEEREA DY » (EE/ N NYHEIEF
B E S TEEN A TR ? RESE CF LEREE - G2 EFFERI A ?

[Covert categories: agency is relational, agency is emergent, agency is spatially and

84

DOI:10.6814/NCCU202000549



temporally situated, agency can be achieved, agency changes through iteration and
co-adaptation, agency is multidimensional, and agency is heterarchical]

Follow-up questions:
1. Agency is relational:

11 WPERIREEE - ME ISR R o & S e 22

PO NEGEBINE 7
12, B ARASIREIGRZ] - &4 B A B RVEFEIR
e ?

13,  EEEEE A SIRENRFA] > o] AISESE (E SV AETS 2
2. Agency is emergent:

2.1, {RAERTEHISO B A KA - (R 8 KERE PSSO AR (A

SR 2
22, FMIAEERZCCGEREEER - SRRV 2 (S0EIE
T2

3. Agency is spatially and temporally situated:

31 [EMR ERHEAEMEE - RERERE - FEETE  BleTEE
LR EREREIRE ($05) | (RESIRE R CE A E
FIRERENS 7 m] LLER(ER BHNE 2 (spatially situated)

3.2, [aPUARFHETCEEEE - n I EEE SR L
PRI » DARE(RE RS E IS B FIEBHAEERIE ?
(temporally situated: future imaginations)

3.3, TEMEICREET - BEEIRDEEBE S IRBFFE SRR A
RF - 2 B GE E CEE ~ ZERE CHY HAR ? (temporally situated:
stability of circumstances)

3.4, AEEEFEEAER R (BUNEE T ~ BT EET) - FfE
YA S E R E S fERTE 2 (temporally situated: a shift through
time)

4.  Agency can be achieved:

4.1, FEIRERIER RS T - AR &R SRR R R AE 4 22
YFIET 2 (available resources)

4.2.  TEEFIRSRH A E LB R EERE A - Bl n—®ing),
LLEE ~ ZmZ AT K ) - BCEA AL ? (individual effort)

5. Agency changes through iteration and co-adaptation:

51 {RY&EAEEE LAY ERE T - HEAIPLEUEE - BIREIERIYEE ?
(change: iteration)

5.2.  {EHAEHVAEEEIEEEAIE - AL —BEABIENEE TR - 4 H
A HSTIIR 2 (change: iteration)

53. RIREHNECFEIEAEASGRIV OB - WE & B O 20E ?
LR ER - ARG ? SRR R - 2L B ?
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6] 2 [l A ETERE G EUE 2 (change: co-adaptation)

Agency is multidimensional:

6.1. FEMEPIILGRT - IR ZIRIRRA B R R 0oL D
SRR 2 fET 3 AR i (AR ~ SORRZIN LS - Bl R
SRR - E

6.2.  AREA - G &EEEIRAARER TS SO L ERIE 7

Agency is heterarchical:

7.1 RESEE NS R - AR s
HIR ~ REFEEAVAIN = 2

7.2, AEEEFEIE e - ARA TS > S E PR SCEEE IR -
REEEEE ?
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