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Abstract

Recognizing the symbiotic relationship that culture and language share with
each other, researchers in the field of EFL and ESL have long advocated the
importance of integrating cultural learning into English classroom. Numerous
studies have shown benefits of integrating cultural learning in the language
education curricula. For instance, it has been suggested that the teaching of culture
for learners at an early age can not only cultivate intercultural competence but also
help raise their learning motivation. While a great number of discussions have been
devoted to the integration of culture into language education for children, yet there
exist only a paucity of relevant studies and practices in Taiwan.

Therefore, the present study aimed to address this gap by first designing an
integrated English and culture teaching instruction (IECT) for an eight-year-old
learner in Taiwan, followed by putting into records the development of his English
learning attitude through qualitative research. Multiple data sources were collected
via face-to-face student and parents interviews, student feedback sheets, and
teaching journals to shed lights on the influence of the instruction upon the
burgeoning dynamic shift of the young learner’s attitude toward English as a second
language.

The findings revealed that the participant’s three primary aspects of learning
attitude, including affective, behavioral, and cognitive attitudes underwent profound
change throughout the fourth-month IECT instruction. Prior to the instruction, the
learner exhibited negative attitude and showed a lack of learning interest toward

English learning. Yet, during the first three months of the instruction, the learner’s
Xii



learning attitude showed a progressive and positive change. In the final month of the
instruction, the learner demonstrated more discernible and positive signs of attitudinal
change. Behaviorally, he became proactive in undertaking extracurricular English
learning activities; the participant voluntarily initiated learning endeavors outside
class settings. Affectively, he demonstrated higher level of willingness and more
patience when engaging in activities he once disliked. Finally, his heightened
awareness toward the usefulness of English learning also indicated the enhancement
of cognitive learning attitude.

Based on this case, it was concluded that the IECT instruction and its
accompanying cultural contents helped boost the participant’s once negative learning
attitude through useful world knowledge, diversified and authentic materials.
Additionally, the growing interest in different cultural knowledge also made the
learner develop more integrative orientation toward learning English. The
enhancement of motivation therefore enhanced the participant’s attitude, and this
change in turn bestowed upon him the new purposes to learn English with more
patience and willingness.

Finally, the study suggested that more effort is required to broaden IECT related
instructions and research to further examine other potential effects of such an
instruction. The current study could be taken as a reference for the future design of
similar cultural teaching programs to galvanize more young learners’ learning interest

and develop their positive attitude toward English leaning.
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CHAPTER 1
INTRODUCTION

1.1 Background

Integrating cultural learning into foreign language classroom is not a new idea.
A number of research has proposed copious analyses arguing that teaching culture is
crucial. One of the most cogent arguments may be that language and culture are
innately inseparable; that is, they are “acquired together, with each providing the
development of the other” (Mitchell & Myles, 2004, p.235). This entwined
relationship is well summarized in Kramsch’s words, “Although there is no
one-to-one relationship between anyone’s language and his or her cultural identity,
language is the most sensitive indicator of the relationship between an individual
and a given social group” (Kramsch, 1998, p.77). Based on this premise, to master
the language, one ought to acquaint oneself with the cultural knowledge concomitant
with the language acquisition itself. In the context of L2 acquisition, without the
learning of culture that encompasses the issues of sociocultural and socio-historical
context and background as the principle reference point, language itself becomes a
labyrinth of street map that is without the marking of directions and thus is devoid of
a sense of spatial orientation. Surely, this feeling of disorientation is exactly what a
great number of L2 learners in Taiwan have experienced. The rote memorization of
vocabulary and grammar rules seem to be the key for one to be considered having a
great command of English, yet the actual knowledge of how to function those words
meaningfully and efficaciously remains the unknown territory to most. Judging from
this angle, the learners ought to be provided with particular social and cultural
knowledge that give rise to the birth of the language so as to reorient themselves to

navigate through the map of language acquisition. Otherwise, a sense of loss in that
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nebulous territory might deter one from the further mastery of the language owing to
the inability to fathom the precise meaning and the usage of the language. Thus said,
to be called as a competent language learner who can use the language appropriately
and achieve communicative purposes successfully in the real life context, one is
expected to have not only the linguistic knowledge but also the understanding of the
culture on which the particular language is developed, nurtured, and enriched.

A number of studies have shown numerous benefits of integrating cultural
learning in the language education curricula. For example, cultural learning can help
enhance students’ intercultural communicative competence (ICC)—the ability, skill,
attitude, and knowledge that allow students to raise awareness on both their native
culture and the target culture and to know how to function well in this growing
complex world in which the frequent interaction among people from diverse
linguistic and cultural backgrounds has become the norm (Byram, 2001). Another
significant effect of incorporating culture into langue learning is that it helps
improve students’ language learning attitude and therefore enhance their learning
motivation. L2 learners’ attitude and motivation are interrelated and intimately
influenced by each other. A number of researchers have confirmed that these
affective factors play critical roles on the success of L2 learning (e.g., Skehan, 1991;
Cook, 1996; Gardner, 1985). Motivation can be defined as “an inner drive, impulse,
emotion or desire that moves one to a particular action” (Brown, 2000, p.152). The
relationship between motivation and attitude can be precisely summarized in
Gardener’s (1985) equation in which he proposed that motivation equals the addition
of attitude, effort, and desire to achieve a goal. As one of the essential components,
attitude relates strongly to one’s motivation, and more and more evidences have

indicated that one with negative attitude towards the target language would not be a



motivated learner (Wilhelm, 1999). In other words, entertaining positive attitude may
exert conspicuous impact on L2 learning by stimulating learners’ innate desire to start
the engine of learning motivation.

Research has shown that language classrooms involving the cultural components
lead to more positive attitude and heightened motivation; a noteworthy feat
accomplished via providing learners with a variety of culturally-based activities that
allow students to have a joyful learning experience to know, to compare, and to
acquire different world knowledge (Hammerly, 1982; Tsou, 2005). Also, Kramsch
(1991) pointed out, by integrating culture into the language learning, students get to
learn language with more enthusiasm, for their learning focus is shifted to attaining
the cultural knowledge, rather than to linguistic forms.

Important as culture teaching is, researchers in SLA field have also advocated
that cultural teaching should henceforth become an essential element in young
learners L2 education (Byram et al., 2002; Sollars, 2006; Tinsley, 2003). For instance,
Pesola (1999) suggested that teaching children culture in language education may
create more learning effects through preparing them to be both bilingual as well as
bicultural; that is, the children may not only develop proficiency in the second
language but also have the chance to develop the ability to act as a global citizen who
is tolerant and respectful toward other cultures.

In spite of the fact that a great number of studies and discussions have been
initiated and devoted to the integration of culture into language education, yet there
exist a scarcity of relevant studies in Taiwan. Some researchers have identified a
number of reasons that hinder the practice of cultural teaching. For instance, Chu
(2005), after reviewing culture teaching in Taiwan, found out that many foreign

language teachers in public school system tend to either ignore culture teaching or
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treat culture as a supplementary material because they normally do not have
sufficient culture knowledge, or they simply confront the practical concern of having
limited time to spare for culture teaching. In addition, Tsai’ s (2005) research also
indicated the reasons that explain the dearth of culture teaching in Taiwan included
inadequacy of cultural components in the English textbooks and the difficulty in
obtaining cultural materials and resources.

In addition to the lack of teaching practices in the language class, the research
concerning cultural teaching and learning has also not been extensively conducted to
date. According to Tseng (2002), the majority of cultural studies done in Taiwan are
restricted to the theoretical discussion of culture, such as the reasons to teach culture
or suggestions on the activities to teach culture. Besides, research as such mainly
concern teachers’ perspectives instead of those of the students. Furthermore, it
remains an even more underexplored area when it comes to the studies concerning
the integration of culture teaching in language class for young learners in Taiwan. To
the best of the researcher’s knowledge, most of the cross-cultural projects in Taiwan
are centered around the university student participants, and only an insufficient
number of studies have dedicated to the studies or the teaching practices on
integrating culture into English learning for children in Taiwan. The lack of such an
academic attention should be alarming because, according to the research, children
experience the process of socialization and enculturation at a very young age (Poole,
1994) and this most important formative stage in one’s life time forges one to
become what he or she has learned and experienced. Therefore, without an effort to
integrate sufficient culture knowledge into language teaching, we may fail to
cultivate children with the cultural competence that allows them to function

appropriately in the intercultural communication.



1.2 Purpose of the Study

In response to a lack of studies in examining the implementation of cultural
teaching for young learners in Taiwan, this case study addressed this issue by
documenting and analyzing the development of a young learners’ attitude toward
English learning during the integrated English and culture teaching instruction. The
purpose of this study was to examine how the instruction may influence his English
learning attitude and also to gain insight from his individual feedbacks and
preferences for the cultural contents on the instruction.

To achieve the objective of the study, the researcher first designed the integrated
English and culture teaching material based on the cultural themes derived from the
grade 1 and grade 2 Mandarin textbooks used by the participant. The researcher then
instructed the participant in a private tutoring session for approximately four months

while keeping track of his learning attitude and feedbacks.

1.3 Significance of the Study

The present study has a twofold significance. First, it is hoped that the result of
the current study could be taken as a reference for the future design of similar cultural
teaching programs for young learners and also, it would contribute to providing
in-depth insights into the influence of the cultural instruction that aims to enhance
young learners’ English learning attitude and to foster their English learning in the
EFL learning context. In sum, the study explored a cultural teaching instruction for a
young Taiwanese learner, and hopefully the findings could serve as a reference for the

educational institutes, EFL teachers, and future research on young EFL learners.






CHAPTER 2

LITERATURE REVIEW

2.0 Introduction

The present chapter contains two main sections. The first section discusses the
attitude and motivation research in the field of SLA. Then, the second section lays
emphasis on the theoretical framework for culture teaching and learning in language
education, including the importance of cultural learning, perspectives on culture
teaching, contents and activities for teaching children culture and teaching children
culture in the EFL context. Lastly, the final section offers a deliberation of the

research summary, which in turn brings forth the research question of this study.

2.1 Attitude and Motivation in SLA

Among all the conative factors in the field of SLA, motivation and attitude
have been among the best researched areas (Ortega, 2009) and are regarded as
essential factors that influence the success or failure of L2 learning results (Gardener,
1985). On one hand, according to Dornyei and Otté (1998), motivation can be
defined as “the dynamically changing cumulative arousal in a person that initiates,
directs, coordinates, amplifies, terminates, and evaluates the cognitive and motor
processes whereby initial wishes and desires are selected, prioritized,
operationalised and (successfully or unsuccessfully) acted out ” (p. 65). Canadian
researchers Gardener and Lambert (1972), two distinguished scholars in the research
of motivation, have indicated that L2 learners’ motivation is influenced by their
attitudes towards the L2 community as well as their life goals. They further
identified two common types of orientations of motivation—integrative orientation

and instrumental orientation. Integrative orientation refers to L2 learners’ positive
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attitudes toward the target language groups and their desire to interact with or blend in
with those in the L2 community, or in Dornyei’s (2003) interpretation, “the cultural
and intellectual values associated with the language, as well as to the actual L2 itself”
(p.6). Instrumental orientation, on the contrary, refers to L2 learners’ drive to obtain
potential utilitarian benefits gaining from their proficiency of L2, such as getting a
better job, receiving greater education, or having higher salary (Dérnyei, 1994; Ellis,
2008). Inspired by Gardener and Lambert’s research, the SLA research community
has thus far produced voluminous studies with the hope of further deepening and
complementing the L2 motivation theory. Among which, one particular motivation
research that has received wide attention was the distinction between intrinsic
motivation and extrinsic motivation (e.g., Brown, 2007; Dickinson, 1995; Dornyei,
1994). Intrinsic motivation refers to self-initiated desire of engaging in L2 learning
activities; learners exhibit high level of motivation purely because of their enjoyment
or satisfaction derived from those activities (Dérnyei, 2001). Studies have also
indicated that L2 learners who are intrinsically motivated have relatively higher
chance to develop learning autonomy and hence achieve higher L2 competence. On
the other hand, extrinsic motivation compels individuals to carry out behaviors driven
by exogenous factors such as the desire to receive reward or better grades. This type
of motivation with high level of externality is often deemed as less ideal, for L2
learners may have higher propensity of losing natural interest and turn out to become
passive in L2 activities.

Attitude, on the other hand, is another critical affective component that can be
defined as “an organized and consistent manner of thinking, feeling and reacting to
people, group, social issue or more generally, to any event in the environment”

(Lambert & Lambert, 1973, p.72). In the context of L2 learning, L2 learning
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attitude thus refers to learners’ reaction exuded, feelings, or response toward language
learning based on the belief and opinions they hold. According to Wenden (1991),
learners’ learning attitude can be distinguished into three dimensions: affective,
behavioral and cognitive, which are supposed to be interconnected and influenced by
each other. Affective attitude refers to the emotional aspect that one harbors toward an
object, as English learning being the case, and whether he/ she likes or dislikes it.
Behavioral attitude, on the other hand, involves one’s action, behavioral tendency, and
interest toward English learning. Lastly, the cognitive attitude is related to the
learner’s beliefs, viewpoints, ideas, and perceived usefulness about English learning.
It is widely accepted that attitude is a critical conative element in L2 acquisition in
that entertaining favorable attitude towards the target language and its speakers may
in turn stimulate an innate desire for learners to start the engine of learning motivation,

which could contribute to the success to the language learning.

2.2 Young L2 Learners’ Leaning Attitude and Motivation

L2 learners’ learning attitude and motivation are influenced by a variety of
factors, including L2 learning experience, instructional setting, social supports,
self-confidence when using the language, and so on (Ortega, 2009). For young L2
learners who are yet mature in their cognitive and moral development, it is suggested
that environmental or situational variables, for example, learning contexts, teaching
materials, classroom activities, and teachers’ teaching strategies in maintaining and
gaining students’ interest, play more crucial roles in shaping their attitude as well as
motivation (Dornyei,1998; Nikolov,1999). In other words, children’s L2 motivation
and attitude are more prone to influences like “how lessons are taught, whether the

activities in class are interesting and meaningful to them and whether the learners



are feeling comfortable and not under unbearable pressure in the class” (Huang,
2011, p.187). Therefore, in order to cultivate intriscincally motivated L2 learners,
teachers ought to take into account aforementioned variables in the execution of
their lessons, the choosing of suitable materials, and the designing of pertinent and
interesting activities, for they all have influence on the learners” motivation and
attitude. Also, teachers have to be encouraging and supportive to create a learning
environment that is comfortable, joyful and anxiety-free.

In sum, it is beyond doubt that motivation and attitude play significant roles in
determining L2 achievement. An unabated and continuous motivation sustains
students’ L2 learning drive, gives them greater oppurtunities to master L2, and
assists them to march toward autonomous learners in the lifelong L2 learning

journey.

2.3 Theoretical Framework for Culture Teaching and Learning

Any seasoned instructors and teachers would agree that cultural learning could
serve as a great and effective channel to cultivate and motivate young L2 learners
via interesting, relevant, and meaningful world knowledge. Just as what Brooks
(1997) wrote, to involve students’ attention, interest, and active participation in
language class, the integration of a systematic cultural studies is a way to go. The
following section is the analysis of the theoretical framework of cultural teaching
and learning in language education, including (1) the importance of culture teaching
in FLL, (2) perspectives of culture teaching, (3) general objectives of culture
teaching, (4) contents and activities for teaching children culture and (5) teaching

children culture in the EFL context.
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2.3.1 The Importance of Culture Teaching in Foreign Language Learning (FLL)

It is vital to treat the development of both intercultural as well as language
competence in L2 learning with equal weight. It has been widely agreed upon by SLA
researchers that communicative competence should be seen as the ultimate goal in
second language learning. This advocacy by researchers and practitioners has added
new strength and purpose to the fundamentals of language acquisition. According to
Bachman (1990), communicative competence is composed of two main components:
organizational competence and pragmatic competence. The former is related to
grammatical and discourse elements while the latter includes sociocultural aspects of
language. Simply put, to communicate appropriately and successfully, language
learners ought to be proficient in these two distinct but intimately related components;
that is, they are expected to communicate in both linguistically and culturally correct
fashion to succeed in intercultural communication.

Moreover, myriads of literature have addressed the importance of incorporating
the teaching of cultural dimension into the foreign language learning to foster students’
intercultural communicative competence (ICC) as one of the major goals in language
classrooms (e.g., Deneme, Ada & Uzun, 2011; Byram, Gribkova & Starkey, 2002; Ho,
2009; Kramsch, 1998, 2006; Valencia & Medina 2009). The concept of ICC in
language education refers to “the ability to ensure a shared understanding by people
of different social identities, and the ability to interact with people as complex human
beings with multiple identities and their own individuality” (Byram, et al., 2002 ). In
other words, acquiring ICC means that students would deepen their understanding
about themselves and others by constructing meaning via different language sources

and consciously comparing their own culture with others’ (Harrop, 2012). Therefore,
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language curriculums should also offer opportunities to introduce cultural issues to
help raise students’ awareness of others.

Last but not least, teaching culture is quintessential because it could be highly
effective to raise student’s interest and motivation in their quest toward FLL. It has
been reported that culture learning leads to heightened motivation, and working
through a variety of culturally-based activities allows students to know, to compare,
and to acquire both target and native cultural information (Hammerly, 1982; Tsou,
2005)—a joyful learning experience that inadvertently facilitate FLL. According to
Kramsch (1998), by transferring students’ attention away from language forms, such
as grammar and vocabulary study, culture learning provides a channel to make
students learn a foreign language more meaningfully and thus more interestingly.

After recognizing the importance of incorporating culture in the foreign
language classrooms, the researcher moves on to explore the cultural perspectives,
goals of cultural teaching, contents and activities for teaching culture, and the
teaching of culture to children in the following section. All of which will contribute
to the effective making of clear guidelines, principles and suggestion on the

integration of culture teaching into language curriculum.

2.3.2 Perspectives of Culture Teaching

A succession of theorists have made contributions to theorizing perspectives
and models of culture teaching and learning, most of which provide useful
components for teachers to make pedagogical decision on what perspectives they
should take on their culture curriculum. The following section categorizes some
common perspectives on culture teaching and learning.

1. Culture specific and culture general perspectives

12



The first common perspective on culture teaching and learning is the distinction
between two perspectives: culture specific and culture general. According to Moran
(2011), culture specific perspective emphasizes the acquisition of knowledge related
to a particular culture. When applying this perspective on the culture curriculum, the
instructors provide relevant cultural information of the target culture and expect
students to acquire the information and develop the ability to explain the cultural
components, such as behavior and attitude of that specific culture. Culture-general
perspective, on the other hand, refers to the understanding toward the nature of culture
itself in general. Moran (2011) explained that the focus of cultural learning under this
perspective lies not in the acquisition of specific cultural knowledge but in the general
understanding of different cultural aspects, including perspectives, products, practices,
and communities.

2. The foreign-cultural, intercultural, multicultural, or transcultural perspectives

Risager (1998) proposed four types of approaches to teaching culture, including
the foreign-cultural, intercultural, multicultural, and transcultural perspectives. In her
words, the foreign-cultural approach, similar to the mono-cultural approach aims at
introducing the notion of a single target culture without giving any attention on the
learners’ own native culture. The objective of adopting such an approach lies in
developing learners’ native-like communicative and cultural competence.

The intercultural approach, on the other hand, gives focus on both the target
culture and the learners’ own culture by virtue of offering opportunities for learners to
compare different cultures. Therefore, while the target culture is still the main focus
under this perspective, the learners’ own culture is also introduced to afford them a
chance to reflect upon their own culture. The objective of this approach is to cultivate

the students’ non-ethnocentric view and also to develop their ICC.
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The third perspective on culture suggested by Risager (1998), the multicultural
approach, also puts a dual focus on the target and the learners’ native culture. This
type of approach does not view culture as a monolithic chunk; instead, it extends the
view of culture by recognizing that a cultural entity, say a country, is composed of
different sub-cultures within its territory. Under this perspective, Risager suggested
that multifarious cultural views and pluralistic community values that coexist within
that sphere of multiculturalism have the capacity of influencing one another and
therefore should be discussed and presented. The aim of this approach is then to
develop the learners’ reflective and anti-racist view to the culture.

The last one is the trans-cultural approach. This approach is based on the idea
that in a globalized world, our frequent and massive communication and interactions
among cultures have made humanity of different backgrounds closer to one another
and have also made the world cultures intertwine with each other. Hence, language
teachers should correspond to this reality by treating foreign language as a lingua
franca. That is, in addition to the knowledge about the target culture and the learners’
native culture, the learners are also expected to able to use the language

appropriately in different cultural contexts (Risager, 1998).

2.3.3 General Objectives of Culture Teaching

Like designing any types of language learning curriculum, teachers and
practitioners who aim to incorporate culture learning into foreign language
classrooms will need clear objectives to organize systematic and coherent lessons.
The following section will present general culture teaching objectives. First, in
setting goals for culture teaching, most researchers devoted to culture learning have

agreed unanimously that the goals of culture teaching should include not merely the
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acquisition of cultural information but also the fostering of high level of sensitivity

that allows students to become cultured minds who embrace the open-minded,

reflective, and positive attitude toward other cultures. For instance, Louise (1990)

pointed out that in designing culture learning, the objectives of culture learning should

not be limited into introducing specific information. Instead, it should put more focus

on providing an experience within which students get to practice different ways of

culture learning. She provided six general goals which she believed to be suitable for

any cross-cultural and intercultural learning. The six goals are as follows (Louise,

1990, p.247):

1.

To expand cultural awareness of both the student’s native culture and the
target culture.

To increase tolerance and acceptance of the existence of different values,
attitudes, and belief system as part of target culture.

To encourage a seeking to understand the new and different cultural patterns.
To develop intercultural communicative skills in areas in which cross-cultural
similarities occur.

To develop a perspective of cross-cultural awareness that recognizes cultural
differences and fosters understanding of strength found in diversity.

To develop an attitude of acceptance toward change personal adjustment to
foster personal flexibility in order to open avenues for learning and growth

throughout a lifetime; and to understand that culture shock is a natural.

Likewise, Seelye (1997) also shared the view of having the learners acquire more

than cultural facts as the goal of culture learning, for he believed the ultimate

objective of culture learning should also involve developing understanding, attitude,
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and performance skills so that the students could act and communicate culturally
appropriate when interacting with other cultures. The six main goals he proposed are
as follows (Seelye, 1997, p.102):

1. Interest: The students show curiosity about another culture and empathy
toward its members.

2. Who: The students recognize how social variables, such as age, sex, social
class, religion, ethnicity and place of residence affect the way people speak
and behave.

3. What: The students know what culturally conditioned images are evoked in
the minds when they think, act, and react the world around them.

4.  Where and when: The students recognize that the situational variable and
convention shape behavior in important ways.

5. Why: The students realize that people generally act the way they do due to
some underlying reasons, and cultural behavior and patterns are interrelated.

6. Exploration: The students can evaluate a statement about the target culture
reasonably and have the skills to locate and organize information about

culture.

Likewise, as mentioned previously, developing students’ ICC is crucial and has been
recognized as one of the necessary learning goals in language education (e.g.,
Byram, et al., 2002; Zarate, Gohard-Radenkovic, Lussier & Penz, 2004). To
illustrate what language learners need of acquiring ICC, Byram et al. (2002)
distinguished ICC into five different savoirs (knowledge and skills) that also serve
as useful criteria for setting culture teaching objectives. The five savoirs are

summarized as follows (Byram et al., 2002, p. 7-9):
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1. Intercultural attitudes (savoir étre): one’s open-minded and tolerant attitude
toward other cultures and the understanding that different cultures value
different perspectives, beliefs and behaviors from their own.

2. Knowledge (savoir): the knowledge that one has about other social groups in
learners’ own society or country, such as their cultural products, practices.
This type of knowledge also includes the understanding of how society
processes and how people interact in a society.

3. Skills of interpreting and relating (savoir comprendre): the ability that
enables one to compare, relate and interpret the behaviors, perspectives of
other cultures.

4.  Skills of discovery and interaction (savoir apprendre/faire): the ability that
allows one to acquire new cultural knowledge during an intercultural
communication.

5.  Critical cultural awareness (savior engager): the ability to critically examine

and evaluate one’s own native culture

From the goals listed above, it can be summarized that the principal goals of
culture teaching in language curriculum should include not just the acquisition of
cultural information but also the development of the competence; these objectives
can therefore help students become global citizens who have multicultural
understanding and who can act and communicate successfully in cross-cultural

communication.
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2.3.4 Contents and Activities for Teaching Children Culture

A legion of activities have been proposed to achieve the aforementioned cultural
teaching objectives. Some common activities are role plays, simulations, story-telling,
dramas, and culture capsules to name but a few (Byram et al., 2001; Hadley & Reiken,
1993). When used appropriately, these activities can be motivating and interesting.
For instance, for older learners, Seeyle (1993) suggested that teachers can design
activities that aim to engage learners into simulated diverse cultural experience, such
as simulations or culture mini-dramas to act out situations where miscommunication
occurs and to come up with appropriate and cultural-sensitive strategies to resolve the
conflicts. Also, teachers can use culture capsules—short paragraphs with illustration
describing some differences among cultures—for students to explore and to discuss
the cultural events and issues. Since the current paper intends to integrate culture
learning in English classes for the young learner, the researcher will mainly discuss
the culture learning activities that could be more suitable for young children in the
following section.

1. Use of the computer

The use of the computer in language teaching has been widely acknowledged as
an effective and motivating technique to enhance learners’ L2 learning. The computer
can be a particularly valuable resource in the EFL contexts, for teachers can use it as a
medium to provide authentic cultural materials of the target cultures which otherwise
can be hardly obtained by virtue of other ways (Hadley, 2001).

2. Role play

Role-play could be an effective technique to allow students to examine and

practice cultural behavior in a simulated cross-cultural interaction (Tomalin &

Stempleski, 1993). For young and beginning learners, it can be used to engage them
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in some intercultural communications that require less complex linguistic use. For
example, teachers can design role play as a small activity like asking pupils to act out
how to greet in both the target culture and their own culture, or they can design it
as a bigger activity that requires the pupils to memorize some lines and to act out a
situation in which some cultural miscommunication occur because of cultural
differences (Purba, 2011). Byram et al. (2001) suggested that after the role-play,
teachers can design follow-up activities to make learners reflect on what they have
learned, felt,or discovered while playing.
3. Storytelling

In addition to the simulated activities, storytelling also lends itself to facilitating
learners’ development of ICC in numerous ways. Curtain and Pesola (1994)
advocated the inclusion of children’s literature, such as songs, chants, and fairy tales
as ways to introduce cultural information in primary foreign language classrooms.
Byram et al. (2001) suggested that reading stories containing multifaceted cultural
ways of thinking, tradition, and customs enables learners to gain cultural knowledge.
Also, those common themes, such as family, social values, and friendship that prevail
in children literature may serve as a medium for learners to understand some
fundamental values and wisdom universal to all peoples and cultures around the
world.
4. Use of the quiz

Cullen (2000) suggested that the quizzes can be used not only to evaluate what
students have learned but also used as a pre-teaching activity to make students predict
the cultural information they are about to learn. To stimulate students’ interest,

teachers can give the answers to the quizzes later through the teaching materials.
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5. Classroom decorations

Hendon (1980) suggested that to enrich the students’ cultural learning
experience in an EFL context, the teachers can start from adding the cultural element
into the physical environment to which the students are exposed. For instance, he
suggested the teachers can decorate the classroom by hanging colorful posters and
pictures or world maps. Those posters and maps can later be developed into different
cultural activities, for example, asking the students to identify or mark any
knowledge they know about the countries on the world map.

All in all, to incorporate culture learning in the language classroom means to
transform the classroom into a venue where language learners can experience how
multifarious aspects of a culture are reflected through its language, and how
different language uses render different cultural connotations and effects. By
allowing the learners to keep examining and comparing other cultures with their
own culture at a conscious level, learners may decenter their own perspective
(Byram, 2008); that is, they can become more objective thinkers and have the ability
to understand and accept other cultural entities with embracing and tolerating

perspectives.

2.3.5 Teaching Children Culture in the EFL Context

The idea of incorporating teaching of culture in children’s language education
has been seconded by many scholars (e.g., Byram et al., 2002; Tinsley, 2003) due to
several positive effects they can well bring to the young ones. Children experience
the process of socialization and enculturation at a very young age (Poole, 1994).
That is, during those processes, their awareness about culture, self-identity,

worldview, interactional style, etc., are simultaneously developing. For instance,
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Hirschfeld (1996) reported that children are able to distinguish people with different
ethnicities at age between three and five. Additionally, Barrett (2013) indicated that
after having acquired knowledge or information about different countries, children
may subsequently develop stereotypes of different nationalities before the age of
seven; once the stereotype is established, young children are less likely to change their
stereotypical thinking (Ambady, Shih, Kim, & Pittinsky, 2001). Therefore, culture
teaching can help prevent children from developing possibly faulty, twisted, and
wrongful stereotypical assumption toward others with different cultural backgrounds
at an early age.

While the English teaching community recognizes the equal importance on the
development of culture and language ability even for young learners, yet it seems that
the teaching of culture is often ignored or has not received adequate attention in L2
classroom. It is observed that in most ESL/EFL classrooms, more focus has been
placed on the faculty of skill which emphasizes grammar and vocabulary knowledge
(Bardovi-Harlig & Dornyei, 1998). As for the case in Taiwan, Tsai (2002) pointed out
four major problems that hinder the practice of cultural instruction in Taiwan, which
include (a) the deficiency of teachers’ cultural knowledge, (b) the inadequacy of
cultural components in the English textbooks and teacher’s manuals, (c) the difficulty
in obtaining cultural materials and resources, and (d) the constraint of instructional
time. Moreover, according to Chang (2010), most cultural contents for elementary
school students lack cultural diversity because most of them are exclusively about
American culture and are presented in short and facts-only sentences.

To the best of the researcher’s knowledge, most of the cross-cultural projects in
Taiwan are centered around the university student participants, and only a paucity of

studies have dedicated to the studies on integrating culture into English learning for
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children in Taiwan. Tsou’s (2005) and Chang’s (2010) studies are two of the rare
examples. In Tsou’s study, she adopted a quantitative method and investigated 109
fifth graders (55 students in the experimental group and 54 students in the control
group) for a duration of one semester to examine the effects of culture teaching. The
researcher along with the language teacher designed the materials and activities for
the culture-based contents. The procedure of the culture instruction is summarized as
follows (Tsou, 2005, p. 44):
1. Asking students to first think about what the topic meant in relation to
students’ own culture.
2. Presenting and discussing pictures, real objects or authentic materials from
native or target cultures associated with the topics being studied.
3. Doing activities, such as mini-drama, fantasy experience, and
comparing/contrasting processes.
4. Providing additional but relevant information about the topic being studied.
To ensure students fully comprehend the contents, Tsou also allowed students to use
Chinese to discuss relevant cultural issues in class. The result showed that the
cultural instruction not only enhances the experimental groups’ language proficiency
but also heightens their motivation toward English learning.

As for Chang’s (2010) study, she adopted a qualitative case study to investigate
the development of three six graders’ intercultural communicative competence and
their English learning attitude after they participated in a cross-cultural project that
allowed them to use weblogs to communicate and interact with international
partners. After five-month cross-cultural project, the result was quite appealing. On
one hand, the participants’ attitudes toward English learning were enhanced through

the authentic interaction and communication with their international partners. On the
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other hand, it showed that young as the participants were, they already demonstrated
their development of ICC as they manifested their willingness and abilities to solve
misunderstanding on cross-cultural issues, to reflect on their own culture, and to
transfer from an etic to an emic perspective on cultural issues. On a final note,
Chang concluded that to have a successful Internet-based cross-cultural project, the
students need to be more autonomous and active to participate; also, the instructor
needs to facilitate the students by being encouraging and resourceful through the
whole process.

Both Tsou’s and Chang’s studies have provided some insight into ways of
designing effective cultural curriculum aimed for young learners in Taiwan. Yet, just
as both of them suggested, more studies are still in need to offer more empirical
evidence about the effects of cultural instruction on language learning so as to get

more teachers to integrate culture teaching in their classes.

2.3.6 Summary

In sum, based on the above-mentioned studies, the teaching of culture is crucial,
and it is never too early to integrate culture teaching in early language education.
Scant attention on culture learning may deprive the learners of the ability to act as
culturally and socially competent interlocutors. An inadequacy of cultural
competence may make the learners inadvertently manifest the ineptitude and result
in misunderstanding and miscommunication in cross-cultural communication. As
Bennett, Bennett and Allen (1999) warned, “the person who learns language without
learning culture risks becoming a fluent fool” (p.237). Hence, if the ultimate goal of
education were to create the global citizens who can fucnction both linguistically

and culturally appropriate and who embrace healthy attitude toward others and
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respect others, the education that underscores the importance of both language and

intercultural competence development can undeniably help realize the goal.

2.4 Summary of Chapter 2

In this chapter, the researcher first reviewed relevant studies on L2 motivation
and attitude, concerning the common types of motivation and components of attitude.
Also, the researcher presented the importance of these affective variables to the
effectiveness and influence on L2 learning results. Moreover, a larger scope of this
section is contributed to reviewing relevant studies on the theoretical framework of
cultural teaching and learning in language education, bringing forth the need for
further studies to fill the gap of cultural learning studies on children’s English

education.

2.5 Research Question

The research question aimed to achieve the objectives of the study is stated as
follows: What is the development of the learner’s attitude toward English learning
throughout the IECT instruction? And to what extent does the instruction influence his

English learning attitude?
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CHAPTER 3

METHODOLOGY

3.0 Introduction

This chapter consists of five sections describing the research methods
employed in the study. The first section introduces the participant and the
background of the case study, followed by Integrated English and Culture Teaching
(IECT) instruction and materials development. The subsequent sections will
describe in depth different sources of data collection, including teaching journals,
student feedback sheets, observation, student interviews and parent interviews.

Lastly, the chapter will end with the data analysis procedure.

3.1 Participant and Background to the Case Study

The participant was Patrick, an 8-year-old third grader in a public elementary
school in Taipei city. While the researcher was looking for tutoring cases, she met
Patrick’s mother, Jennifer. When the researcher came into contact with her, she was
at the time concerned about her child’s English learning and was interested in the
idea of having her son attend another English learning instruction to enhance his
English learning motivation and performance. Jennifer was worried about Patrick’s
English learning condition because she observed that Patrick seemed to show a
growing resistance toward English learning. For example, she found Patrick
sometimes complained that the school material was easy and boring. Therefore, he
seldom cared for spending extra time reviewing the school materials except for
doing homework or preparing for the tests. Regarding the English class at the private
English school, Patrick’s mother claimed that even though the content was

comparatively more difficult, it did not really motivate Patrick to learn English with
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more enthusiasm. For example, she sometimes heard Patrick and his younger sister
complaining to her that they got bored with learning English at school and cram
school because they said they always recited the same sentence patterns and words.
As a consequence of the unsatisfactory learning situations mentioned above, she
found out that Patrick started to say that he liked the English class only when he
joined the competitive games which were not usually related to English learning;
otherwise, he seldom expressed any further interest in English learning. She was
therefore worried that her son may lose interest in English learning, eventually
causing his performance to decline.

Intrigued by Jennifer’s concern, the researcher obtained Jennifer’s approval and
had an interview with Patrick to have a deeper understanding on his English learning
situation. During the interview, Patrick expressed his opinion on English learning
rather clearly. To the researcher’s surprise, although Patrick was recognized as a good
English learner who was cooperative in class, had good grades on English tests, and
understood the importance of learning English, he however had rather negative
attitude toward English learning. The following description presents in detail Patrick’s
three aspects of learning attitude based on the first interviews with him and with

Jennifer respectively.

Affective aspect of English learning attitude
The researcher found that Patrick had strong negative attitude and had low
opinion on English as a school subject. He reported that he did not consider English
classes interesting at both the school and cram school and that he did not feel
enthusiastic toward learning English at school or cram school. In fact, among all the

school subjects, his favorite ones were always science and math, and he ranked
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Chinese and English as the least favorites. He explained that although he liked doing
those “light-hearted” activities, such as playing games and drawing in the English
class, he felt the school English content for him was too easy. He even used the word
“childish” to describe the learning materials used at school. He further explained to
the researcher: “In school, we sing all the time, but the songs are very childish and
not good to listen to.” As for the content in cram school, he thought it was more
difficult and he could learn more words, but he still did not find it more interesting.

He explained:

The teacher tests us all the time, and we need to write annoying worksheets . . .
the worksheets that we have to write many sentences by ourselves and we have

a lot of homework. (The first interview with Patrick, April 18, 2014)

Additionally, another reason that caused his negative attitude to the English
classes was the regular, if not too much, spelling test, which was the activity he
disliked most. He thought the spelling test required the effort to memorize, and he
sometimes found it hard to spell words correctly and because of that, he simply
hated it. Jennifer also revealed that if she and her husband asked Patrick to review
for the spelling test, he usually just showed unwillingness and resistance. The
process of accompanying Patrick to prepare for the test was sometimes, in Jennifer’s

words, exhausting and annoying. She said:

Patrick needs more time to memorize the words. And usually when we helped

him to review or ask him to keep trying whenever he misspelled the words
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again, he would get very impatient and would even get upset and said he
didn’t want to. In the end, this made us very upset and annoyed, too. (The

first interview with Jennifer, April 18, 2014)

Jennifer went on to explain that she thought Patrick would react so negatively
toward English learning at school and cram school might be because he felt frustrated
whenever he misspelled the words or because the school and cram school materials

simply did not interest him at all.

Behavioral aspect of English learning attitude

According to Patrick’s homeroom teacher’s account on the student’s report
card, Patrick was described as a well-behaving student in class and a quick learner
with mild-tempered personality and was popular among classmates. With regards to
Patrick’s own opinions, when asked about his learning behavior in English classes at
school and cram school, he also said that he thought he was a good learner because he
was attentive in the class most of the time. He also added that he thought so because
he seldom put off his homework and would follow the teacher’s instructions like
repeating after them, doing the worksheet, and asking questions. Yet, cooperative as
he was at school, he did not show further desire or interest in learning English after
school. In other words, he did not care for engaging in any types of English learning
activities whatsoever after the class. For example, he acted quite passively when
doing English learning activities at home. Just as mentioned before, Jennifer reported
that Patrick only did the homework that was assigned by the school teachers and
would only spend little time preparing for the school tests. Asides from the passive

reaction toward the schoolwork, he also had little interest in doing additional English
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activities. For example, Jennifer said that unlike his sister, who had a habit of reading
the English story books at home, Patrick seldom took initiative in reading the books
himself. Patrick also responded that he liked to read but he preferred to read Chinese
books because, in his opinions, the contents of the English story books were
sometimes too difficult for him to comprehend. Thus, he would usually choose to look

at the illustrations only and skip or ignore the words when reading the books.

Cognitive aspect of English learning attitude

As reviewed in Chapter Two, the cognitive aspect of attitude refers to the
learners’ beliefs, viewpoints, ideas, and perceived usefulness of the knowledge they
receive. In light of Patrick’s case, the researcher found his attitude toward English
learning could be considered an appreciation based on practical purposes; he accepted
learning English being important, yet his attitude did not translate into passion for the
learning. He said he did not encounter much difficulty understanding what he learned
in English classes, and although he did not like the spelling test, he could still manage
to get good grades. What is more, young as he was, Patrick could already understand
the usefulness of English and could give clear account on why he thought learning

English was important and useful. For instance, Patrick reported in the interview:

English is important because if I learn English, | can talk to foreigners when | go
abroad. And English can be spoken in every country. Also | can use English to
search for different information online. (The first interview with Patrick, April 18,

2014)
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He further added:

If I learn English, | can read English books because many books are written in
English. And my mom said in junior high school, students need to memorize
many words at once, so if I memorize more words now, I won’t feel English is

too hard. (The first interview with Patrick, April 18, 2014)

Based on Patrick’s responses, it showed that he knew it was vital to learn English
and by doing so he could gain many advantages. Nevertheless, the awareness of the
usefulness of English in the future did not result in a more positive attitude toward his
current English learning. As noted earlier, Patrick was not very interested in the
school content because he thought it was easy; as a consequence, he did not think
what he learned was of much use. For instance, when the researcher asked him about
the content of the textbooks, he commented, “the contents . . . they are just easy and
you don’t need to think too much to get the answers, and | know the words when |
was in kindergarten.” It was also worth noticing that what Patrick considered to be
“useful knowledge” was very limited in his current and past school curriculum
contents. It seemed that he considered “learning new words,” specifically the quantity
of new words, as the sole criterion that defines whether the English lessons were
useful or not. For example, Patrick thought he could learn more at cram school
because he could learn new words, such as different actions, color, and animal names.

In sum, the foregoing description revealed that Patrick did harbor negative
attitude toward English learning, and this situation conformed to what Jennifer
claimed. Thus, in the hope of improving his negative if not aggravating learning

attitude, the researcher then suggested to Jennifer a method, as an experiment, that she
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could help facilitate and stimulate Patrick’s English learning interest and attitude by
integrating the cultural components into English learning. Jennifer expressed keen
interest in the suggestion and after further discussion and more information from her
about Patrick’s English proficiency, the researcher obtained her approval and she was
in agreement with having Patrick participate in a four-month private tutorial session
(dated from April 22, 2014 to August 15, 2014). Additionally, Patrick’s younger
sister, Patricia, a seven-year-old first grader, also joined the entire tutorial session

and engaged in the learning with Patrick together.

3.2 IECT Instruction and Material Development

The following section will introduce the designing principles, contents and

activities, and teaching procedures employed in the IECT instruction.

3.2.1 Designing Principles

The researcher mainly adopted intercultural and cultural-specific perspectives
as the guiding principles in the design of the cultural contents. As mentioned before,
an intercultural perspective emphasizes “the encounter or interplay of cultures,
including attempts to deal with, understand and recognize each other” (Risager,
1998, p.244), and therefore, the contents of the curriculum adopted different
countries as the cultural information sources and included divergent cultural themes
to allow the two young learners to compare the cultures with each other. In doing so,
the researcher hoped this cross-cultural understanding strategy would not only raise
their cross-cultural awareness, but also enhance their English learning motivation

and attitude.
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3.2.2 Contents and Activities

Regarding the contents of the material, the researcher adopted the contents and
themes derived from grade 1 and grade 2 L1 Han Lin Mandarin textbooks (a textbook
that is approved by the Ministry of Education in Taiwan and is widely used in public
elementary schools). Two main reasons are behind the researcher’s decision to derive
the cultural learning contents from the L1 Mandarin textbook. First, as suggested by
several researchers, culture instruction should include the content relevant and
familiar to the learners (see Arries, 1994; Tsai, 2002). They also argue that it is vital to
ensure the students to have the parallel understanding between the native and the
target cultures. Hence, by teaching students the cultural issues that they have already
learned in L1, the researcher can ensure that students would already have the prior
knowledge of the cultural content to be taught in English, and the extended cultural
learning through English may further strengthen the students’ culture awareness on
both the native and target culture. Second, as mentioned previously, the relationship
between language and culture is analogous to two sides of the same coin; they are
inseparable and deeply embedded with each other. Therefore, an English curriculum
that is developed based on the content from the learners’ mother tongue
curriculum—a system that generally involves the exploration of varying levels of
native culture, such as its values, beliefs, and behaviors—could help raise learners’
intercultural awareness on both the native and target cultures at a more conscious
level. Table 1 summarizes the cultural themes and general objectives of each lesson.

As for the activities used to realize the teaching objectives, the researcher
designed various activities suitable for young learners, such as role plays, games,
songs, stories, coloring, and other relevant activities commonly seen in the TPR (Total

physical Response) methodology. They were used in different units to motivate the
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learners and to build their learning via these activities.

Table 1 Cultural Lesson themes and Learning Objectives

Lesson and General Learning objectives
cultural theme
1. Greetings Know different types of greetings that exist in the

world.

Understand greeting people being a polite behavior
Recall and state different types of greetings.
Understand different functions of “hello” and
“good-bye”.

Know how to greet in various ways.

Be able to perform natural and appropriate greeting
in English.

2. Animal sounds
and languages

Compare the differences between the words used to
describe different animal sounds in the world.
Understand the fact that animal sounds can be
described differently in different languages.

3. School rules

(School life)

Recall and state school rules.

Compare and contrast common school rules in both
the Western (American and British) and Chinese
classrooms.

Understand the cultural fact that students at most
American public schools usually wear casual
outfits to school. Jeans, t-shirts, flip flops, are very
common.

Understand the cultural facts that asking questions
is not only allowed, but expected in most American
classes.

Understand the basic characteristics of a global
citizen (show respect and be responsible).

4. Kids and their
toys around the
world

Know seven continents.
Develop the concept of “otherness” through
understanding kids from different parts of the
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(personal
possession)

world.

Learn to cherish and love what one has because
there are always kids who have less or who belong
to the have-nots.

5. Ride a bike

understand the virtue of “never give up” is highly
valued in both Western and Chinese cultures.

6. Reading is fun

(cultural story)

Know African environment (fruits and animals).
Be able to understand not everyone lives under the
same conditions (i.e., understand there are different
types of houses, ways of dress, etc.).

7. The Sun and the
moon

(cultural story)

Compare and contrast the differences and
similarities between the Korean myth and
Taiwanese aboriginal myth about the origin of the
sun and the moon.

Understand general cultural facts about Korea,
such as geographic location, food, and sport.

8. Fun games around
the world

Know and compare different games played by
children around the world.

Understand general cultural facts about the UK and
Brazil in terms of geographic location, food, and
sport.

9. World’s favorite
Food

(interesting cultural

Know some of world’s favorite foods.
Know some of the most popular foods in Taiwan.

matters)
10. Chinese New Understand certain Chinese New Year and
Year & Christmas Christmas traditions and customs.

(custom and
festival )

Compare and contrast the two festivals in terms of
cultural facts, practices, and perspectives.

Know how to express holiday greetings
appropriately.
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3.2.3 Teaching procedures

The teaching session lasted for about four months and there were two sixty- minute
sessions each week. For the beginning of each lesson, the learners were asked to
read the text from one lesson of the Mandarin textbook. The researcher then asked
the learners what the text was about and then introduced the culture learning content.
For example, in the first lesson “Greetings,” after the students read the Chinese text
(see Appendix A for all the relevant Chinese texts in the Mandarin textbook), the
researcher then asked the questions like “What do you say to your mommy and
daddy in the morning?,” “Why do we greet to people?,” “How do people greet in
Taiwan?,” and “What do we say and what gesture do we use?” After the learners
answered, the researcher then told them that people in other cultures also greet but
they may greet differently. It was therefore important for them to learn how to greet
in different countries in the following class. Subsequently, the researcher would
introduce some key words and sentences for the lesson. After the learners were
familiar with the target vocabulary, the researcher then used different sources of
materials, such as storybooks, video clips, and pictures associated with the cultural
theme to enhance the learning content. Each lesson contained some cultural
comparative activities in which the learners needed to write or to draw the
differences between different cultural facts on the comparison chart. The learners
were also encouraged to discuss or to give comments in Chinese. During the
instruction, the researcher mainly spoke English but would also use Chinese to give
some comments about the culture issues. Appendix B is the lesson plan of lesson
one “Greetings,” which demonstrated how the researcher taught the lesson in a
step-by-step manner. Other lessons were also carried out in a similar fashion in

which every lesson plan includes teaching objectives, targeted words, sentence
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patterns, and teaching procedures.

3.2.4 Validity of the Material

After designing the materials, the researcher gave the lesson plans to one native
English speaker and a peer debriefer to examine the “correctness, appropriateness,
and meaningfulness” (Ormord, 1999, P. 158) of the matching content. They were also
asked to verify whether the designed materials correspond to cultural teaching
principles. The researcher then made modifications based on their comments and
suggestions. Finally, to ensure the teaching quality of the instruction, the researcher
revised the teaching contents repeatedly and constantly based on the learners’
feedbacks reflected on the feedback sheets (see Appendix C) and also based on

problems observed by the researcher herself in the class.

3.3 Data Collection

The current study employed multiple data collection methods, involving student
feedback sheets, student interviews, teaching journals, and parent interviews to better
compare different sources through which the findings and interpretation could be
more credible (Denzi & Lincoln, 2005). Additionally, reflective journals were kept
through the entire teaching session to not only gain the scope and depth of the
analyzed data but also provide a more complete and solid-ground test for my
conclusion (Becker, 1970). A detailed description of the specific data collection

strategies are as the followings.

3.3.1 Feedback Sheet

The feedback sheet was designed by the researcher to keep track of the learner’s
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responses and comments toward each culture learning lesson. The feedback sheet
contained two main sections. The first section was the “Learning Progress” in which
the researcher stated main learning goals in each lesson and required the pupil to
self-assess his own learning in regards to listening, speaking, and cultural learning.
The second section was the “Emotion diary,” which was designed to examine the
participant’s learning attitude toward the IECT instruction. Also, there were
questions requiring the participant to choose the activities he liked and disliked in
the class. The researcher informed the participant that any comments, positive or
negative, were welcomed.

The feedback sheet was distributed and collected after each lesson was taught
as the source for data analysis. It was also used to help sort out teaching issues, i.e.,
whether the planning and the teaching strategies could really draw his attention or

learning interest (see Appendix C for the example of the feedback sheet).

3.3.2 Teaching Journal

The teaching journals, maintained on a weekly-basis, were a compilation of
reflection on my teaching methods, experiences, thoughts, and observations of the
participant in the class throughout the teaching session. The researcher recorded in
the teaching journals her own attitude toward the data collection process, the
administration of instruments, and any problems and difficulties confronted in the
practice of IECT. Reflection process is a vital element and an effective strategy in
qualitative studies for it helps the researchers to orientate themselves and to get a
closer look on their experimental practices (Hoban & Hastings, 2006; Reason &
Reason, 2007). Therefore, based on the reflective practice by keeping journals, the

researcher could (1) develop new strategies to improve and adapt her teaching, (2)
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explore the ways to adopt the teaching practice more effectively and (3) analyze the
role that cultural teaching plays in influencing students’ learning attitude.

3.3.3 Parent Interviews

To elicit more information in terms of the learners’ learning background, attitude,
and feedback to the instruction, parent interviews were conducted before and after the
instruction. Questions, such as “Did he talk about how he felt about the English
class?,” “How does he usually react when he comes to the English class?,” “Did he
show engagement or interest in doing the assigned English homework?,” and “Did he
use or speak the English words, sentences learned in the class at home?” are asked
during the interview. Additionally, since the interviews were semi-structured in
essence, follow-up questions, such as “What kind of affective responses and attitude
does he give toward English learning under this instruction and setting?,” and “Are
they positive or negative? For example, does he show desire and enjoyment in English
learning?” were added up to derive a clear picture of the learner’s overall motivation

and attitude outside the classroom. The interviews were transcribed for analysis.

3.3.4 Student Interviews

The researcher conducted two student interviews before and after the instruction
(see Appendix D and E for the interview questions). The objectives of the interviews
were to elicit more in-depth verbal data from the participant. Both the pre and the post
interviews contained the sections to ask the learner questions for probing into his
English learning attitude. The post-interview was conducted after the instruction to
specifically investigate the learner’s learning attitude toward the IECT instruction.
The questions about the general English learning attitude are adopted and adapted

from two main sources: (a) Enever’s (2011) interview questions for children in the
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ELLIE project, a trans-national and longitudinal project that aimed at researching
young children’s motivation and attitudes toward their FLL learning and teaching,
their preferences for classroom activities and learners’ self-concept, and (b) the
Attitudes of EFL Secondary School Students towards Learning English Language
Questionnaire designed by Abidin, Pour-Mohammadi and Alzwari (2012).
Moreover, the researcher also conducted short interview sessions in Chinese
from time to time after some classes to ask questions related to the learner’s
opinions reflected on the worksheets to clarify problems and to let him talk about

any opinions he had for the class.

3.4 Data Analysis

Qualitative data analysis includes a systematic and ongoing examination of the
collected data to search for patterns, themes, and insights about the phenomena
being studied (Creswell, 2007). In the following sections, the research will describe

her data coding and analysis source, followed by the procedures of data analysis.

3.4.1 Data Coding and Analysis Source

To address the research question: What is the development of the learner’s
attitude toward English learning throughout the IECT instruction? And to what
extent does the instruction influence his English learning attitude? The researcher,
based upon the language learning motivation and attitude literature reviewed
previously, put specific focus on investigating the learners’ learning attitude in terms
of the three aspects of learning attitude—affective, behavioral, and cognitive aspects
distinguished by Wenden (1991). To measure the learners’ attitude based on these

three components, Abidin, et al. (2012) designed a set of attitude questionnaire
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aiming at investigating students’ attitude toward English learning. Their questionnaire
adapted some of Gardner’s (1985) Attitude and Motivation Test Battery (AMTB)
and Boonrangswr, Chuaymankhong, Rermyindee, and Vongchittpinyo’s (2004)
questionnaire items. There were a total of 45 items
regarding the three aspects of learning attitude. Since the questionnaire provided short
but clear description of the three attitude aspects, the researcher used it as sorting a
device to categorize, identify, and find instances from the researcher’s journal, student
feedback sheets, and results of the interviews as supports to interpreting and
explaining the learner’s change of attitude.

Lastly, to further strengthen the trustworthiness of the analyzed data, a peer

debriefer was invited to examine the research, and ask questions about the research.

3.4.2 Procedures of Data Analysis

To ensure a systematic and consistent data analysis process, the current study
employed Creswell’s (2009) six steps of qualitative data analysis process and adapted
it by adding Strauss and Corbin’s (1998) three stages of coding—open coding, axial
coding, and selective coding—into the steps.

In step 1 Organize and prepare the data, the researcher organized her data on a
weekly basis in which the researcher jotted down her reflective journals and typed up
notes and memaos. In step 2 “read through all data,” in addition to examining all the
collected data, the researcher did the open-coding task simultaneously to record what
she observed. This procedure allowed the researcher to constantly reflect on her data
and helped her identify any emergent patterns, categories, or theme of her data. In step
3 “Begin detailed analysis with a coding process,” besides memo writing, the

researcher also conducted axial coding, the process of categorizing various codes in
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terms of the relationship and connection between them, to deepen the analysis. In
step 4 which involves the “use of coding process to generate a description of the
setting or people as well as categories or themes for analysis” (Creswell, 2009,
p.189), the researcher continued writing memos and repeated axial coding to
generate descriptions. In step five 5, it is suggested that researchers advance the
description and themes by using a narrative passage; therefore, the researcher started
selective coding—a procedure for building a theory, story, or idea that connects the
categories (Charmaz, 2006; Creswell, 2007)—to make sense of her data.

In the final step, when the coding analysis became “saturated” (Strauss &
Corbin, 1990) in which no categories could be found after the forging comparison
procedures, the researcher then started to make interpretations and finally organized
and presented the findings by using the three aspects of learning attitudes, namely

affective, behavioral, and cognitive attitudes.
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CHAPTER 4

RESULTS

4.0 Introduction

In this chapter, the researcher will provide the results based on the data
collected. Section 4.1 to Section 4.2, aiming to answer the research question, will
depict the development of Patrick’s three aspects of English learning attitude
evolved through the instruction. Two stages, “the first three months,” and “the last
month” of the instruction, are divided and delineated separately to provide a fuller
picture of Patrick’s attitudinal change and development.

As stated above, the detailed background check through interviews with
Jennifer and Patrick himself prior to the instruction revealed an undeniable fact that
Patrick lacked interest and had relatively negative attitude toward English learning.
On the behavioral aspect of learning attitude, though he was a cooperative learner in
the class, he did not have interest in engaging additional English learning activities
after class. Besides, for the affective aspect, though he liked certain types of English
learning activities, he still harbored a negative attitude toward learning English
within the school and cram school contexts mostly because he thought the contents
were not challenging enough and did not contain very useful information that could
attract his attention. Finally, concerning the cognitive attitude, he did not think what
he learned at school and cram school was useful. These responses confirmed the
concerns Jennifer raised prior to the instruction in which she claimed that the kid
was bored with learning English at school and cram school. However, after
four-month IECT instruction, it was observed that Patrick’s once negative learning
attitude underwent some perceptible change. The subsequent section described in

detail Patrick’s IECT learning journey and how IECT played a role casting impact
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on his English learning attitude.

4.1 The First Three months of the Instruction (from April 22 to July 22)

Behavioral aspect of English learning attitude

For the first three months of the instruction, Patrick’s behavioral learning attitude
remained similar. On one hand, conforming to what his school teacher described,
most of the time he consistently acted as a cooperative learner who followed the
researcher’s orders and participated in class activities. Although occasionally he still
got distracted by making comments not relevant to the class or squabbling with
Patricia, he did not misbehave in any way so serious that would disturb the class.

On the other hand, concerning the after-class behavior attitude, although it was
observed that when intrigued by certain lessons he enjoyed in the class, Patrick
reacted with more enthusiasm and made additional effort extending his learning after
class, he did not show consistent and significant attitudinal change. For example, in
lesson three “Animal Sounds and Languages,” the researcher used the viral song
“What Does the Fox Say” to teach them the animal sounds. Since the song was quite
long and contained some difficult words and sentences, only the first paragraph of the
lyrics was taught and used as the learning material. To the researcher’s surprise, after
the first part of the lyrics was taught, Patrick, who claimed in the pre-interview that he
did not like singing English songs, memorized the whole lyrics by himself. When
asked to sing alone in the class, he sang with confidence and sang particularly loud in
the chorus part. Jennifer later told the researcher that after the song was introduced in
the class, Patrick asked her to let him watch more similar music videos online, and he
ended up having fun enjoying those videos one after another. However, his positive

and active reactions toward this lesson did not therefore have much influence on his
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overall behavioral learning attitude at the stage. His after-class behavior was similar to
that in the previous stage in which he usually would just finish the assigned
homework and showed no tendency to engage in extra English learning activities.
Besides, Jennifer also reported that she did not find Patrick had any obvious

behavioral change after the class.

Affective aspect of English learning attitude
Regarding the affective aspect of learning attitude at this stage, Patrick’s
attitude remained the same regarding his reaction to the types of the learning activities
he favored and disfavored. However, what showed sign of change was his growing
positive feedback to learning English in class.

Conforming to what Patrick reported previously, Patrick did show more positive
response to those comparatively light-hearted activities, such as watching the video,
drawing, and playing games but reacted negatively toward other types of activities
requiring more effort. For example, the researcher observed that when playing the
videos, Patrick always paid attention to the contents and sometimes made comments
or even took notes on what he watched on the video. As observed in lesson five “Ride
a bike,” when the researcher played a story video and asked the kids to pay attention
to what the characters can and cannot do, Patrick’s reaction surprised the researcher.

She later recorded on her journal that:

Once he heard what I said, he took out a piece of paper and wanted to take notes.
Actually I didn’t intend to ask them to jot down the notes, but he just took the
notes by himself. When he was watching the story video, he was very

concentrated and kept jotting down the notes and asked me how to spell some
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words. After the video, he was also eager to raise his hands to answer my

questions related to the video. (Journal entry 13, June 17, 2014)

Additionally, he reacted more excitedly whenever there were activities that
required him to compare and guess various cultural features. For example, in some
lessons “Guess cultural facts” was used as the warm-up activity to activate the kids’
background knowledge of the target culture. Different questions related to the
culture would be presented in the slides, and the kids would need to guess and
choose the right description about the culture. For instance, when introducing Brazil
in lesson eight “Fun Games around the world,” the researcher showed the pupils the
pictures of a soccer ball and a baseball and asked the pupils to guess which sport is
the most popular in Brazil. When doing this type of activity, Patrick was very
engaged: he said out the answer and showed great content and felt proud of himself
whenever he guessed the right answers. His interest in this type of game was also
reflected in the feedback sheet in which he started to rank “Guess cultural facts” as
his favorite activity.

On the other hand, as for the types of activities that required more effort to
prepare and to labor, such as reading, writing, and preparing for the tests, Patrick’s
reaction still remained negative. For instance, he sometimes reported that he did not
like to read some stories because he said, “There are too many words.” Also, he
continued to react negatively to the spelling tests. For example, the researcher gave
the kids a spelling quiz that usually required them to spell less than five words each
time in the beginning of the class. The quiz was mainly used to help them review
what they learned in the previous class, so they could know what words to prepare,

and it was thus not very difficult. Yet, unlike Patricia who could always spell all the
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words correctly, Patrick usually just got two words out of five correct; this showed
that he did not really spend time preparing for the quizzes at home. Moreover, on
another test used to assess their learning progress approximately after the first month
of the instruction (May, 21, 2014), Patrick also showed unsatisfactory performance on
the spelling part. The test was categorized into three main sections: speaking,
vocabulary, and cultural facts. The speaking and cultural facts sections required the
children to answer questions orally, and the vocabulary section required them to read
aloud the Chinese words in English. Spelling the vocabulary was optional but would
be awarded extra points as an incentive. The test result indicated that Patrick did well
on the oral sections, but for the spelling one, he only spelled eighteen words correctly
out of forty-five words, whereas his younger sister almost correctly spelled all of them.
The result once again showed that Patrick did not put much effort memorizing the
spelling of the words. His dislike for the spelling was also reflected on the feedback
sheet in which he once responded that he did not like the spelling test because he
thought it was too stressful.

However, though at this stage there was no obvious sign on attitudinal change
regarding Patrick’s preferences to the learning activities, what changed was his
consistent and growing positive feedback to learning English in class. During the very
first three months of the instruction, Patrick consistently reported to have good mood
by circling smiley faces on the feedback sheet. Sometimes he wrote, “because I didn’t
feel unhappy [about myself],” as the reason to explain why he felt good about the
lesson. What is more, later at the stage, Patrick also exhibited more perceptible
emotional change by leaving positive comments to the IECT instruction. At the first
few weeks of the instruction, Patrick did not really leave any comments to the

question, “How do you feel about the class?”, on the feedback sheet except circling
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the smiley faces. However, approximately two months after the instruction, he

started to comment differently and gave more positive feedback to the instruction.
For instance, he wrote, “[I] can do different activities,” “The activities are fun,” “I
like to listen to the story,” and “I like the English class” as the reasons why he felt

the class was interesting.

Cognitive aspect of English learning attitude

Similar to the previous stage, Patrick claimed he did not consider English
complicated and difficult to learn: he always wrote, “No!” in response to the
question, “Do you encounter any difficulty in the class?” on the feedback sheet. Yet
in terms of the perceived usefulness of the English learned in class, Patrick exhibited
a positive change of attitude on this stage.

As mentioned previously, Patrick did not think what he learned in the English
classes was very useful because the contents were either boring or easy for him.
During the first few weeks of the instruction, Patrick did not respond much to the
question that was meant to delve into his opinions about the differences between the
IECT instruction and other English classes. He either left the question unanswered
or simply commented that he felt the English classes were all the same. Around the
seventh week of the instruction, however, Patrick started to make comparisons and
made different comments. For example, he began to respond that he thought the
IECT was more useful because he could learn more new words and could also learn
how to spell them. Besides, another difference he made was that he felt the IECT
was more difficult compared to other English classes. That being said, a higher level
of difficulty did not create a negative learning attitude; instead, the material that

contains more challenge actually made him feel more useful. It was however worth
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mentioning that his concept of “being useful” was still confined exclusively in

learning new words instead of learning other information or knowledge.

4.1.1 Summary of Stage One —The First Three Months

All in all, up to this stage, some aspects of Patrick’s learning attitude remained
similar but others showed signs of positive change. Behaviorally, though he showed
willingness and interest in doing related English learning activities after class, he did
not show consistently active and positive after-class behavior. Affectively, what
remained similar at the stage was Patrick’s preference toward the activities; he still
favored those light-hearted actives and did not show any more positive reaction to
other types of activities. Yet, one different change was that he already developed more
positive attitude to English learning by giving good comments to the IECT class. At
last, cognitively, he began to feel what he learned in IECT was more useful than his

other learning experiences, for he could learn new words.

4.2 The Last Month of the Instruction (from July 25 to August 15)

Behavioral aspect of English learning attitude
At the last stage of the instruction, in addition to being consistently attentive in
the class, Patrick showed a more positive attitude change on the behavioral aspect of
learning after class.

As noted before, in the previous stage, Patrick’s behavioral learning attitude did
not show much change, though he showed willingness to engage in extra English
learning activities like watching the videos related to the class materials after the class.
As of the current stage, however, Patrick developed a more active learning behavior

whereby he attempted to do different English learning activities by himself. In the
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post-instruction interview, when asked about whether he thought he made any
change on his English learning behavior, Patrick responded that he began trying to
read the words in the English story books (before he tended to read the pictures and
skip the words). He explained to the researcher that the reason why he started to try
reading the words was that he thought since he already learned more, he might
therefore be able to understand more about the books. That is to say, after four
months of instruction, Patrick built more confidence in his own English ability. This
self-confidence boost in turn motivated him to make attempts on additional English
learning activities that were once prohibitive to him.

Another positive change on this facet was also evident in light of Patrick’s
after-class behavior. On the post-interview, Jennifer reported that according to her
observation, Patrick’s behavioral learning attitude improved because she found out

Patrick used English he learned more frequently at home than before. She reported:

[What he has changed is] He would speak English in his daily life, like he
would use the words he learned to make some funny sentences. For example,
yesterday when he was preparing for the test, he confused the words “change”
and “become,” so I made a sentence to tell him the difference, like “Patrick

became a dog” then he started to make many silly sentences himself and had

a great laugh.” (The second interview with Jennifer, August 25, 2014)

Jennifer also added that sometimes she found Patrick popped out some English
words in daily life and told her that was what he learned in the class.
To sum up, at the last stage of the instruction, Patrick showed positive

behavioral aspect of English learning attitude by being more confident in involving
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English learning activities after class and by showing the tendency to use English

more frequently in daily life.

Affective aspect of English learning attitude

During the last period of the instruction, it was discovered that Patrick showed
impressive change in regards to his affective learning attitude. Similar to the previous
stage, Patrick maintained excellent state of emotion in the class. But what became
significantly different was that he not only became more willing to prepare for the
activities he used to resist but also demonstrated more interest in English learning.

As noted before, Patrick merely preferred those light-hearted, game-like
activities but felt stressed and reacted negatively to those that required his effort to
memorize or to prepare. Nevertheless, in the end of the class he showed a palpable
change of attitude toward the activities he once disfavored. For instance, during the
post-instruction interview, when asked to talk about the least favorite parts of the
instruction, Patrick answered assuredly, “Everything is fine.” He maintained his
positive answer even after the researcher further delved into his opinions about the
spelling tests, reading, and writing exercises. In fact, Jennifer, who also witnessed this
finding, voiced her surprise at how different her son’s emotional response became in

the post-instruction interview:

Patrick did change a lot. It’s like he has become more willing to memorize words
and would not simply say he doesn’t want to do it . . . like when he was preparing
for the [IECT] final test the other day, the amount of the vocabulary is a lot and is

actually quite difficult for him. And had it been before, he would be whining
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about how he did not want to do it. But he did not react like that and was really
trying his best to memorize the words. (The second interview with Jennifer,

August 25, 2014)

Jennifer went on to point out that although when preparing for the test, Patrick did
not spell all the words correctly, yet he remained patient and practiced spelling the

words two or three more times. She concluded in a surprising tone:

Before he didn’t even want to prepare for just ten words for the school, so it’s
hard to imagine he was willing to prepare for so many words all at once. (The

second interview with Jennifer, August 25, 2014)

Besides showing more willingness toward the preparation of the tests, Jennifer also
found that Patrick revealed more positive attitude toward homework: he not only

became more willing to do it but also did it with more enjoyment. She added:

Also, he became more active to prepare for the homework. He particularly
enjoys the homework that requires him to ask the family members some
questions. He thinks it’s interesting. It’s like he is a teacher and he is testing us.
When we don’t know the answers and get the answers wrong, he would look
smug and write the words like “Bad Jennifer” or something on the worksheet.
It’s like he really enjoys it! (The second interview with Jennifer, August 25,

2014)

In addition to the manifestation of more positive reaction toward more varieties of
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English learning activities, Patrick’s change of the affective attitude could also be
seen from his growing interest and desire to have more IECT class. During the
interview, when asked about whether he expected to attend English class, he answered
positively but added, “not the school one, because it is not that fun.” Moreover, he left
more and exclusively positive comments on the section that asked his opinions about
the differences between the IECT and other English classes. For example, he thought
the IECT was more interesting because he wrote, “The English class at school is
boring,” “The school content is too easy,” and “cram school is bad.” There was also
one time he simply drew a thumb down icon next to the words of “cram school” to
show his dissatisfaction.

Moreover, Jennifer revealed that as the end of IECT instruction drew near,
Patrick showed his concern and kept asking her if he could continue to attend the
IECT class; Patrick’s anxiety of losing this IECT opportunity corroborated statements
and findings presented thus far in this research. She said it was after she assured him
that he would continue the class, he then showed signs of relief and told her he would
like to have more IECT classes and did not want to continue his English class at cram
school.

In sum, at the end of the instruction, Patrick’s willingness to engage in different
types of activities and his displayed desire to have more classes clearly showed the

positive development of his aspect of affective learning attitude.

Cognitive aspect of English learning attitude
Compared to the previous stage, Patrick’s cognitive learning attitude also
demonstrated some more positive change. As noted before, although Patrick started to

recognize the IECT lessons as more useful and helpful, his conception of being useful
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was still confined within the spectrum of learning new words, as if the more the
number of the words were learned, the more useful the lesson became. However, at
this stage, Patrick gave different comments and responses that indicated his change
of attitude toward the usefulness of learning English in the class.

For instance, on the feedback sheet, he began to include the new information
he received or knowledge he gained in the class as the reasons why he thought the
class was useful. For example, he responded, “I think the class was useful because |
can gain knowledge of different games,” “I can know different countries’ special
features,” and “I can know different countries’ cultures, like let the window open to
let the old year leave.” Additionally, during the post-interview, he also agreed that
learning English made him more knowledgeable because apart from learning new
words, he could also learn various cultural features and facts about different
countries. Furthermore, a conversation he had with Jennifer’s friend shed lights on
Patrick’s positive opinions about the usefulness of the IECT class. According to
Jennifer, when her friend asked Patrick how he felt about the IECT class, Patrick
straightforwardly responded that he felt learning outside was a waste of time, and he
found himself learning more different and useful things in IECT class.

Seen in this regard, we can say that in contrast to the previous stage, Patrick
deepened his awareness of the usefulness of English learning; that is to say, for him,
learning English was useful not merely because he could acquire the English names

of different things but also because he could gain real knowledge about the world.

4.2.1 Summary of Stage Two—The Last Month

To conclude, as summarized in Table 2, at the last stage, Patrick demonstrated

discernible signs of positive development on the three aspects of the English
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attitude. Firstly, on the aspect of behavioral learning attitude, he demonstrated positive
behavioral learning attitude by showing the willingness to do additional English
activities after the class such as reading English books. He was also observed to have
developed higher frequency in using English more in daily life. Secondly, on the
affective aspect of learning attitude, the most salient change was that he became more
willing and patient to engage in certain activities that he once disliked and resisted. It
was also at the stage he started to reveal more interest in English learning by showing
desire to have more IECT classes. Lastly, Patrick also showed positive change on the

aspect of the cognitive learning attitude, evidenced by his increased perception toward

the usefulness of English learning via the IECT instruction.

Table 2 The Summary of the Development of the Learning Attitude Over the
Course of the Instruction

Stage
) i The first three months | The last month till the
Before the instruction ) i i _
Learming of the instruction end of the instruction
attitude
-was seen as a -remained cooperative | -remained cooperative
cooperative learner
-showed no interest in | -remained similarly -became more active
doing any types of passive to after-class | to try engaging in
Behavioral | related English English learning different extra English
learning activities activities learning activities
after class after class
-used English more
often in daily life
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- reacted positively to
the light-hearted
activities but

showed resistance
preparing for tests or
memorization

-still reacted positively
to the light-hearted
activities but kept
showing resistance for
test preparation or
memorization

-showed positive
reactions to both
light-hearted and
memorization
activities and became
willing to prepare for

activities activities the test without being
Affective impatient
-had negative response | -showed positive -continued to give
to English learning at | reaction to the IECT more positive
school and cram instruction by giving | comments for the
school positive comments IECT and expected to
and expressing good have more IECT
moods classes
-didn’t think English -(_11d-n t encount_er -still didn’t encounter
was difficult difficulty learning | 0 ifficulty
English
-thought English 'thOUQ_ht HeHCY -kept thinking the
Cognitive | learned at school and [Raferigl was Rofg IECT material was

cram school was too
easy and was only
useful when he could
learn new words

difficult and useful
because there were
more words to learn

more useful not only
because he could learn
new words but also
because he could learn
different world
knowledge
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CHAPTER 5

DISCUSSION

5.0 Introduction

Chapter Four indicates that Patrick’s overall attitude toward English learning
demonstrated substantial improvements over the course of the instruction. This
chapter continues to discuss in depth the significant themes and emerging issues
pertaining to the results of the current study.

Examining the case of Patrick’s attitudinal development toward English learning
was a short but insightful journey that has shed some light on various aspects of
young learners’ L2 learning. The findings highlight the influence the IECT instruction
has upon Patrick’s English learning attitude and show that Patrick’s English learning
attitude underwent impressive and noticeable change. This positive change lends
support to the theoretical assumption that the integration of culture with language
learning can lead to heightened motivation and improved learning attitude (Brooks,
1997; Hadley, 2001; Hammerly, 1982; Tsou, 2005). Based on the results, the study
yields five cogent interpretations to explain the possible reasons and factors that may

contribute to Patrick’s positive change.

5.1 “Useful” Cultural Contents Make Learning More Meaningful

In the last stage of the IECT instruction, it was witnessed that Patrick’s positive
change of attitude was closely related to his change of opinions on the cultural
materials. He felt positive about the IECT lessons in that he could learn various useful
knowledge, such as different countries’ special features, world knowledge, and
cultural facts. For example, based on the post-interview and feedback sheets collected

throughout the entire teaching session, lesson eight “Fun Games Around the World”
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and lesson nine “World’s Favorite Food,” which introduced various cultural facts,
were ranked as two of Patrick’s favorite lessons. Lesson nine featured some of the
world’s favorite foods and some of the most popular foods in Taiwan. In this lesson,
the researcher first asked the learners to guess what food is the most popular in a
specific country, and the learners then guessed and used an on-line world map that
listed different countries’ favorite foods to find out the answer themselves. Afterwards,
the learners then moved on to guess some of the most popular Taiwanese foods and
created their own food map by listing their own favorite Taiwanese dishes. Lastly, the
learners, as little “culture experts” used their world maps to ask other family members
to guess different countries’ favorite food and recorded their answers (see Appendix F
for Patrick’s work). Patrick responded in the feedback sheet that he liked the lesson
because he said, “[I can] know what people in different countries like to eat. It’s new.”
Also, in the interview, he mentioned that this was one of his favorite lessons in that he
could learn something different. As for lesson eight, it introduced three different
games played by children around the world. Its main teaching objectives were to
make the learners know what traditional games children play in their countries and at
the same time introduce general cultural facts about those countries in terms of
geographic location, food, and sport. Before playing the game, the learners first
guessed the cultural facts about the country. Then, the researcher showed them how to
play the game either by the instructional videos or the reading instruction. Afterwards,
the learners played several rounds of the games. The follow-up activities required
them to ask each other questions about the cultural facts in assigned sentence patterns
and to do cultural facts puzzles. During this lesson, both Patrick and Patricia revealed
great enthusiasm and were highly active in each activity. Their exciting response

toward the lesson was recorded in the researcher’s journal:
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The kids and I had a blast for today’s class! Today’s class was about introducing
and playing the game “Pass the parcel” originating from the UK. The kids were
very engaged and they enjoyed themselves from the beginning to the end. Before
playing the game, I first asked them to make a guess about the British cultural
facts, and they were both attentive and they thought hard to make the guess.
When the last puzzle was solved, Patrick even sighed and grumbled, “What? No
more? ”—obviously he was looking forward to answering more questions! Then,
it was the highlight of the class—playing the game “Pass the parcel!” ... The
kids responded very exciting . . . when it was their turn [to open the
parcel]—their eyes were widened and they tore the gifts like the predators

ravaging their prey, fast, and brutal! (Journal entry 18, July 25, 2014)

Patrick reported in the feedback sheet that he loved the lesson of playing cultural
games because it was fun to know what games other children played in the world, and
he also enjoyed guessing cultural facts—the activity that could let him know more
about different cultures. He thought they were useful, and he would like to have more
of these activities in the future lessons.

Based upon the aforementioned examples, the researcher concluded that those
cultural information, facts, or knowledge that were new to Patrick and that he could
learn something from successfully seemed to best draw his attention; they drove him
to participate in the class with positive reaction and ardent interest. In other words, the
incorporation of culture to language learning makes English learning more
meaningful. English is no longer a subject that is mostly about learning how to say
different things in English, but a subject that contains other useful knowledge. As

reviewed in Chapter Two, Kramsch (1998) indicated that culture learning can make
59



language learning more meaningful and interesting in that students’ focus has been
transferred away from linguistic structures. In fact, Kramsch’s idea of the
“focus-shifting” or the idea of learning “something else” in language class instead of
merely learning the language itself is not a new concept, and it finds resonance in one
of the most popular teaching approaches in second language teaching in recent years,
the Content Language Integrated Learning (CLIL) (see Coyle, Hood & Marsh, 2010).
CLIL is a form of bilingual program, and its fundamental theoretical underpinnings
serve as a great example to illustrate how the integration of another subject into
English learning motivates the students and thus improves their learning attitudes and
even learning results.

In CLIL program, language becomes a mediating tool through which students
acquire knowledge of other contents, such as math, science, art, geography, history,
and so on (Coyle et al., 2010). A number of studies have shown numerous benefits
that effective CLIL curricula can bring to students, including higher motivation, better
writing skill, deeper intercultural understanding, and more fluent oral communicative
ability, to name a few (see Airey, 2009; Coyle, 2005; Coyle et al., 2010; Dalton-Puffer
& Smit, 2007; Dalton-Puffer, 2010; Gracia, 2009; Lehtse, 2012). Among them,
heightened motivation is considered one of CLIL’s most salient features (Coyle et al.,
2010). According to Dalton-Puffer (2011), CLIL boosts students’ motivation to learn
language more meaningfully, for students’ learning focus is shifted from the linguistic
structure to the meaning. As Dalton-Puffer and Smit (2007) commented, the language
program that takes a dual-focus approach like CLIL, “gives the use of the foreign
language a purpose over and beyond learning the language itself” (p. 8).

On the same token, in IECT instruction, the pluralistic cultural contents are
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similar to the subject-matter that was embedded in the language classes and that
provides Patrick with another focus in the class. Learning English along with the
acquisition of additional new contents therefore makes him feel the class more
meaningful and useful. The English class is no longer about singing songs made for
pedagogical purposes or about memorizing and recognizing the sounds and meaning
of different words; instead, it is about exploring and acquiring knowledge that can
broaden his world view. In other word, the learning attitude is changed because the
meaning, triggered by the curiosity about what things are like in different places, is

created.

5.2 Culture Learning Strengthens the Purpose to English Learning

Throughout the instruction, it was observed that Patrick experienced a behavioral
transformation by which he became more motivated to engage in activities he once
resisted and also started to take initiative in taking on additional English activities
after the class. His increasingly proactive learning behavior reflects the fact that
culture learning strengthens his sense of purpose in learning English.

As mentioned previously, in the pre-interview, when the researcher asked
Patrick why he needed to learn English, he responded that he needed to learn it
because he could use English for some utilitarian purposes, such as being able to talk
to foreigners when going abroad, using English to search for different information
online, and preparing for the future tests. In other words, prior to the instruction,
Patrick’s motivation to learn English tended to be instrumentally oriented as in line
with what the L2 motivation theory prescribes. As reviewed in the second chapter,
instrumental orientation refers to the desire to learn a language due to practical

reasons, for example, fulfilling educational, or career goals (Brown, 2007).
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Nonetheless, in the post-interview, in addition to reiterating the utilitarian purposes,
Patrick also added that he learned English because he also liked to make friends with
children with different cultural backgrounds. The following instance from the
interview transcription shows how Patrick explained his desire to know others from

different cultures:

Researcher: You said you want to make friends with English speaking children,
can you tell me why? What do you want to learn from them?

Patrick: I want to learn something from them...want to learn something about
their countries... [and their] experience! (The last interview with Patrick, August

24, 2014)

The response indicated that Patrick’s intention to learn English was not purely
dominated by the utilitarian reasons, for he revealed a desire and interest to interact
with others from the L2 community and to make friends with children with different
cultural background. That is to say, after the IECT instruction, in addition to
entertaining more utilitarian purposes, Patrick also developed more “integrative
oriented motivation,” defined as one’s positive affective feelings that make him/ her
have the desire to interact or to blend in with people in the L2 groups (Brown, 2007).

As Gardner (1985) enlightened in his renowned socio-educational model of
second language acquisition, learners with integrative orientation can reflect positive
attitude and interest towards that language community, and this sense of openness can
also make them have more open-minded attitude toward other language groups as
well. According to Brown (2007), it was confirmed that both instrumental and
integrative motivations help improve learning results in language learners in the field

of SLA. Although thus far Patrick has only had limited opportunities to engage in real
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intercultural communication with other children from different countries, the seed of
having an open-minded attitude to know other cultures—a healthy attitude that helps
mold a cultured global citizen—has however germinated in his young mind. And with
the emergence of more goals to learn English, it is reasonable to argue that Patrick
would have heightened English learning motivation that may further sustain and
support him in navigating through the journey of English learning.

All in all, the findings suggest that the emergence of a more integrative oriented
motivation, to a discernible degree, has helped boost Patrick’s once negative learning
attitude; the gain of the motivation in turn bestowed upon him the new purposes to

learn English with more patience and willingness.

5.3 Authentic Materials Make Learning More Interesting

As noted before, prior to the IECT instruction, Patrick gave a rather negative
feedback to the English materials he used in both school and cram school. Specifically,
he pointed out that the material was boring because he “sings all the time.” Based on
this response, it was first assumed that Patrick may simply have a lack of interest in
the singing activity itself. During the IECT instruction, however, Patrick did not show
resentment to singing; instead, the researcher later discovered that one of the activities
he enjoyed the most was learning the song, “What Does the Fox Say.” To clear out
what has caused such a difference, the researcher read through Patrick’s English
textbooks used at his school for the third graders, and found that even though each
unit was short, there were two songs to sing in each unit. The songs were mainly
created to help students practice target sentence patterns, so the lyrics contain many

repetitive sentences. For instance, the lyrics of one song wrote:
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| have a ball. I have a ball. I have a ball. Now let’s go! Let’s go to the park!

Let’s go to the park.

For other units, some lyrics were so long that they covered the whole page with
similar and repetitive sentence structures. Besides, regarding the tune and tempo of
the songs, although they were usually light and rapid and may create a lively and
cheerful mood for the listeners, they were highly identical. The high frequency of
using these highly repetitive lyrics along with the comparatively similar tunes may
therefore cause boredom in Patrick. On the contrary, for the song “What Does the Fox
Say” which Patrick adored, despite the fact that it also contains repetitive and similar
sentence structures, it is nevertheless a real-life popular electronic song with catchy
tunes and funny video. Such being the case, it is fair to say that it is not singing itself
that Patrick dislikes, but it is singing those songs which were purposely made for
pedagogical purposes and were devoid of the genuine musical and artistic features
that deprives him of the fun of singing and learning.

Patrick’s preference over this song, in fact, illustrates the point of how the use
of authentic materials benefits and facilitates L2 learning. According to Nunan (1999),
authentic materials refer to any forms of real-life spoken or written resources, such as
videos, newspapers, magazines, music, and radio programs that are originally
produced and created for the use of native speakers and not for the use of teaching.
Similarly, Widdowson (1990) defined authentic materials as the materials designed
for native speakers of the target language, and when they are adopted in the language
classroom, they are used in a way similar to their original purposes. A number of
researchers have studied the impact of using these different forms of authentic

materials on EFL learners. To date, it has been widely agreed that the adoption of
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these genuine and unabridged materials can bring about profound effects on learners.
For example, Berardo (2006, p.64) identified the following advantages of adopting
authentic materials in the foreign language classrooms: (1) they have a positive effect
on student motivation (2) they provide authentic cultural information (3) they expose
students to real language and (4) they relate more closely to students’ needs.

As in Patrick’s case, we can infer that certain strengths of the use of authentic
materials may come into effect and reshape his learning attitude. First, the English
learning experience became more motivating because those authentic materials
adopted in each unit were more flexible compared to the textbooks; therefore, the
contents could give Patrick a renewed sense of expectation every time he finished
learning a new unit and make him look forward to discovering what lied ahead. Also,
since some of the materials were related to popular culture, Patrick could feel
relevance to his everyday surroundings and could find connections with them. The
indisputable outcome was that he became much more responsive and active during the
learning process. Moreover, since the adopted authentic materials, such as the music
videos, the storybooks, and the video clips were designed for the native speakers, they
could make Patrick feel the learning process more “real” as well—he was learning the
English from the real cultural products. As a consequence, all of the experiences
conjured up a learning process more meaningful and more enjoyable for Patrick. It
could also be assumed that the more the learners are exposed to the learning
environment with genuine cultural materials, the more naturally the language learning
would become; a natural process that is much the same way as acquiring one’s own

mother tongue.
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5.4 Diversified Sources of Materials Make Learning More Dynamic

In addition to the exposure to the authentic materials that attracted Patrick’s learning
interest, the provision of various sources used to present these materials may also play
a critical role influencing Patrick’s change of attitude. For instance, the other two
cultural topics that Patrick reported to enjoy the most including, lesson two “Animal
Sounds and Languages” and lesson seven “The Sun and the Moon,” were introduced
in the class with the use of diversified sources of materials.

Lesson two “Animal Sounds and Languages” aimed to introduce the English
animal sound words with the purpose of raising the learner’s awareness of the facts
that animal sounds can be described differently in different languages. A variety of
activities and media resources were adopted to realize the goal as such. First, to show
the differences among different animal sounds, the researcher played a video that
contained different people pronouncing different animals’ sounds in their own native
languages. Second, the researcher taught the kids different animals by using colorful
PowerPoint slides. Then, to familiarize the learners with the English animal sounds,
the researcher used the video clip and taught them how to sing the song “What Does
the Fox Say” in which the first part of the lyrics contained the sentences of different
animal sounds like “Dog goes woof. Cat goes meow. Bird goes tweet.” Finally, the
learners then compared animal sounds in both English and Chinese in a Venn diagram
(see Appendix D for Patrick’s work). In the interview, Patrick explained
enthusiastically why he liked this lesson: “because I could sing the song and know
what the fish say!” and “I like to watch the video... Many people make the animal
sounds and that’s fun!” Likewise, in lesson seven “the Sun and the Moon” many
sources of materials were also adopted to introduce the Korean’s myth about the

origin of the sun and the moon.
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There were three main activities in the lesson. First, the researcher asked the learners
different questions regarding the Korean cultural facts, such as “What is the most
popular sport in South Korea?”” or “Which one is the traditional Korean dish?”” and the
learners then needed to answer them by choosing the pictures presented on the
PowerPoint slides. Second, the story of “the Sun and the Moon” was presented in a
story video with sounds and animation. After watching the video, the learners then did
a series of post-reading activities, including read-aloud, cloze, and text reconstruction.
After the learners were familiar with the story, the researcher then asked them to
compare the similarities and the differences between the Korean and the Taiwanese
versions of the story in a Venn diagram (see Appendix E for Patrick’s work). In the
feedback sheet, Patrick reported that he thought the story “the Sun and the Moon”
was interesting because he could not only know the features and special things about
different cultures through playing the guessing game but also watch the animated
story.

Patrick’s enthusiastic response to these two lessons corresponds to the previous
research that suggested the utilization of divergent sources of materials—especially
those presented through the computer-assisted technology—can be highly beneficial
and effective in facilitating children’s learning. As a matter of fact, in the field of SLA,
a plethora of studies have pointed out that given young learners’ learning
characteristics, such as short attention span and curious nature, language teachers
need to create a more dynamic and interesting learning environment to stimulate their
curiosity and interest. For example, Brown (2007) suggested that children need to
receive various sources of input that stimulates all their five senses to maximize the
learning result. And to do so, it is therefore necessary to provide different sources of

materials. Nevertheless, the researcher discovered that in both Patrick’s learning
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contexts—his formal school and the after school settings— the textbook was the
single learning material, and no other forms of supplementary learning materials were
used in the class. That is to say, the major input that Patrick received was from the
paper copy textbooks and the CDs that came with them. It was therefore not
unreasonable to say that learning from the single source of material which was not
very engaging in the first place failed to arouse his learning interest and deepened his
unpleasant feelings towards learning English in both settings. Against this backdrop, it
came as no surprise that Patrick’s learning attitude would undergo a more positive
change when he participated in the IECT instruction, for the exposure to a variety of
sources, such as storybooks, music videos, comics, story films, and on-line websites
in each unit set a sharp contrast to his other English learning experiences. These
diversified sources of materials presented mainly through the computer provided him
with different sensory stimuli and, as a result, enriched the learning experience by
transforming the learning from a static and inflexible way to a more interactive and
dynamic setting.

To sum up, the findings of the present study led us to infer that the fruit of
Patrick’s change of learning attitude over the course of the instruction hinges on four
main deciding factors. The first factor reveals that the integration of cultural
knowledge into language learning redirected the class focus from pure language
symbols to useful contents. This change could make learning more meaningful and
therefore motivated Patrick to learn English with more positive attitude. Secondly,
culture learning, to certain degrees, helped develop Patrick’s integrative oriented
motivation that gave him the desire to interact and communicate with children with
varied cultural backgrounds. The prospect of making friends with others further

reinforced his learning motivation and improved his learning attitude. Last but not
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least, the utilization of authentic materials and diverse sources of materials made the
learning more dynamic as well as interesting; as a result, it enriched Patrick’s overall

learning experience and changed his attitude toward English learning.

5.5 The Influence of Other Possible Contextual Factors

So far the study has suggested that Patrick’s change of attitude be closely related
to his positive opinions toward and the acceptance of the IECT materials. That is to
say, the IECT culture materials, containing a variety of cultural topics, seem to be the
essential factor that transformed Patrick’s once negative attitude to English learning.
Patrick recognized them as more useful and interesting than those inflexible and
monotonous ones adopted at school and cram school. However, while the learning
materials may serve as a major part bringing about Patrick’s impressive change, it is
also worth noticing that other contextual factors may also, to a certain extent, affect
his change of attitude.

As reviewed in Chapter Two, in addition to the teaching materials, young
children’s learning attitude also tend to be influenced by other situational and
environmental variables, such as the immediate learning context, teachers’ teaching
strategies, and the level of stress the children experience in the class (e.g., Dornyei,
1998; Huang, 2011; Mihaljevi¢ Djigunovi¢ & Lopriore, 2011; Nikolov,1999). Bearing
this in mind, the researcher would also argue that learning in IECT, which was
conducted in a private tutorial fashion, may make Patrick feel more comfortable and
at ease than learning at school and cram school characterized with more classmates
and more competition. Therefore, the private learning scenario may cause a beneficial
“side effect” that helped Patrick maintain a relaxed mood or keep a brighter spirit in

learning—the favorable state of emotion that facilitates his overall attitudinal change.
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CHAPTER 6

CONCLUSIONS

6.1 Summary of the Research Findings

To summarize, the results showed that four months of IECT learning experience
created substantial and meaningful impact on Patrick’s attitude toward English
learning. The result of Patrick’s positive change of attitude is in line with the previous
studies (see Brooks, 1997; Hadley, 2001; Hammerly, 1982; Tsou, 2005) which claim
that the incorporation of culture and language learning helped enhance students’
learning attitude and motivation.

Firstly, on the aspect of behavioral learning attitude, Patrick changed from a
passive learner to a more active one who manifested a growing willingness to devote
additional time to English learning after class. Additionally, on the aspect of affective
learning attitude, Patrick’s feeling toward English learning was no longer boring or
“childish;” instead, his consistent expression of good moods throughout the IECT
instruction and emergence of positive comments at the later stage indicated that he
developed a real feeling of enjoyment for English learning. Finally, Patrick also
revealed positive change on the aspect of the cognitive learning attitude by
recognizing English learning in the IECT as useful.

As for the reasons that produced such profound change in attitude, the current
study proposes five principal assumptions. The first one is that the cultural knowledge
in the language class helps shift the learning focus from the language itself to the
subject-like content and therefore makes learning more useful and meaningful, an idea
similar to the CLIL programs (see Airey, 2009; Coyle, 2005; Coyle, 2007; Coyle et al.,

2010; Dalton-Puffer & Smit, 2007; Dalton-Puffer, 2010; Gracia, 2009; Lehtse, 2012).
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Second, cultural learning to a certain degree has helped develop Patrick’s integrative
motivation. The development of this type of motivation in turn improved his learning
attitude by showing a desire to interact and to make friends with children with
different cultural backgrounds. Further, the current study argues that the adoption of
authentic materials, presented mainly through abundant audio and visual stimulants,
enriched the learning process and consequently made Patrick feel the English learning
experience became more interesting and dynamic. Finally, other contextual factors
such as the learning in a private tutorial setting may also influence Patrick’s change of

learning attitude.

6.2 Pedagogical Implications

The following section presents some significant implications that have arisen
from the preceding analysis and discussion. In doing so, the researcher hopes to
provide useful and practical recommendations that will inspire and involve more
researchers and professionals to incorporate culture teaching into English teaching for

young EFL learners with more efficiency.

1. Wow the kids first but observe their responses at the same time

While IECT instruction was analogous to the hardware of a digital device, the
diversity of the cultural contents proved themselves as powerful software. The
previous chapter revealed that Patrick responded most positively and actively toward
the cultural topics that he thought were new and useful to him. For instance, he was
amused when learning “fish go blub” in lesson two, excited when knowing how to
play various games around the world in lesson eight, and surprised when discovering

that steak is actually one of the most popular food around the world in lesson nine (for
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the record, Patrick is a vegetarian).

Based on the findings, what best maximized Patrick’s attentiveness and
heightened his motivation were those unusual cultural practices and unique life styles
distinct from his expectation and everyday experiences. In other words, it seemed that
the rich excitement of learning exotic cultural aspects contributed to the enhancement
of his learning interest and impelled him to learn more about it. Seen in this light, it is
appropriate to suggest that in teaching culture in language class or when choosing the
cultural topics for the young learners like Patrick’s age, teachers could try introducing
unique and unfamiliar cultural topics, such as factual information and stories that
“wow” and excite the young minds’ curiosity for new cultures. This element of
surprise excites their curiosity toward learning the language itself as well as culture.

In a similar vein, a number of researchers have also proposed the idea of
introducing unique cultural aspects in the beginning of the class. For instance, Seelye
(1974) suggested in his influential and comprehensive book about teaching culture,
using “the exotic as springboard”— namely using the contents different from the
learners’ native culture—can be effective to lure students’ interests. He wrote:
Culturally contrastive patterns can best be exploited for their motivating interest by
using them as points of entry into the target culture. Once inside, the student should
be helped to discover that even seemingly bizarre behavior makes perfect sense once

it is seen within the context of the rest of the culture (Seeyle, 1974, p.121).

Following this flow of thought, we could see that the provision of different and
generalized cultural information could be first used to evoke the students’ interests.
Afterwards, the teachers then can move on to the next stage to guide the students to

explore further and deeper into issues about cultures. Just as reviewed in the second
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chapter, Seelye (1997) suggested that in teaching culture the ultimate goals include
not only the enhancement of the learners’ interest toward other culture but also the
enhancement of students’ awareness of how other interconnected variables, such as
sex, religion, age, and social class influence and shape the formation of certain
cultural practices, behaviors, and beliefs.

Although some may argue that Patrick’s individual preference may not be
indicative of others, and also, based on the idea of learner-centered approach, prior to
the instruction, it would be better for the teachers or instructors to conduct learners’
needs analysis to find out their preference for the topics so as to cater for most
students’ needs. However, the researcher believes that Patrick’s preference over the
distinct and new world knowledge does, to a great degree, illustrate the fact that most
children are fun-loving and curious in nature. Additionally, in her observation and
personal experience in teaching Patrick and other young learners, the researcher found
that they might not have the ability to effectively express their opinions over the
topics they prefer before the class especially when they are still not familiar with or
say lack the prior knowledge about the topics the teacher are intended to teach. Even
if they do voice their preference, researchers on young learners’ L2 attitudes and
motivation have pointed out that sometimes what children say may contradict to how
they really behave (see Pinter, 2011).

Seen in this regard, it is thus suggested that for language teachers who are
interested in incorporating cultural learning into English to motivate young learners,
providing those cultural materials that show vivid contrast between the native and the
target cultures could be adopted in a preliminary stage to evoke young language
learners’ interest. Meanwhile, to truly figure out what cultural topic that most interest

the young learners, the teachers should use other instruments or procedures, such as
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observing in the class or collecting the young learners’ feedback on a regular and
regimented basis. The children’s self-reports along with the teachers’ constant
classroom observation will later help the teachers to design the follow-up customized

materials that could have a better chance to suit most students’ needs.

2. Cultivate empathetic understanding by teaching similar cultural aspects

Although based on the findings Patrick was most drawn to those unique cultural
facts and unfamiliar life experience or stories, it does not mean when teachers are
designing the cultural materials, they should exclude other cultural contents that are
more similar to students’ life experience. Instead, the researcher suggests that those
cultural topics reflecting similar life experience may be introduced later in different
stages after the learners’ interest toward culture learning is evident. After all, knowing
even the most remote and exotic culture may share the same and the similar cultural
perspectives, practice, or lifestyles with their own native culture can help learners
raise the awareness that humanity in essence is universal. As reviewed in Chapter Two,
the formation of such an awareness of otherness and decentered world view can then
become the stepping stone to the development and cultivation of intercultural
communicative competence (ICC)—one of the ultimate goals in language classroom.

In conclusion, teachers should keep in mind that the cultural topics that portrait

identical cultural aspects ought to be introduced in later stages in that a balanced
presentation of the similarities and differences among cultures is vital to foster mutual
understanding and empathy. This quality and virtue will undoubtedly help minimize
the potential threat of developing learners’ stereotypical assumption toward different

cultures.
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3. Enrich the learning experience through rich information contents

The results indicate that the use of diversified and authentic resources presented
mainly through the computer technology play a highly instrumental role in acquiring
Patrick’s attention. It is therefore recommended that the language teachers should
utilize assorted, genuine resources to enrich the young learners’ cultural learning
experience. The components of culture, after all, are so broad and multifarious that it
would be impossible for the teachers to present or to teach through single medium.
The mono-source of learning content simply cannot satisfy the learning needs and
requirements of students in this digital age. By adopting divergent resources, such as
music, visual arts, and illustration books combining rich sensory stimulants, the

teachers would be able to boost the children’s learning motivation more effectively.

4. Develop customized learning materials

Lastly, the findings highlight that prior to the IECT instruction, the main reason
causing Patrick’s relatively negative attitude to English learning was, to a great extent,
influenced by the English learning environments he was exposed to, including the
regular school English class and cram school class in which he found the learning
materials uninspiring and unchallenging.

Patrick’s individual experience could mirror similar learning experiences of
others’. As a matter of fact, most Taiwanese elementary school students, like Patrick,
learn English at school mainly by using the global course books, which aim at selling
globally for EFL learners. To cater to wider market, these “one size fits all” textbooks
therefore have some obvious limitations: they may fail to inform the learners other
culturally specific issues and may easily bore the students out by identical contents,

just as reflected in Patrick’s case.
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As can be seen, in this scenario, the researcher of the current study will call for
the practitioners to raise awareness to be context-sensitive as opposed to conveniently
accepting the notion of “one size fits all.” That is to say, for those who are interested
in incorporating culture into language class, it would be more effective not to simply
adopt a wholesale cultural textbooks approach. Instead, the teachers should have their
own adaptation and modification in order to construct the most suitable cultural
materials that take into account some parts of learner’ native culture to address
relevant, meaningful, and context-specific cultural issues that enrich students’
learning.

In sum, with the careful pedagogical arrangement and customized learning
materials, the cultural learning experience may become rich and joyful for the
children. By doing so, it is hoped that it would be more likely to further build up their

learning interest and openness toward the exploration of more cultures.

6.3 Limitations and Suggestions for the Future Studies

As with any other research, this current study is not without limitations. In the
following section, the researcher will first discuss three main limitations of the present
study and in response to the limitations, some suggestions will be provided in hope to
benefit the future studies aiming at incorporating the English and cultural instruction
for young learners.

First, given the constraints the researcher was working with, she was only able to
keep track of the participant’s attitudinal development for four months. According to
Heigham and Croker (2009), qualitative case studies usually require a longer period
of time to collect data for the purpose of revealing more comprehensive development,

patterns, or phenomenon of the case being studied. It thus should be noted that
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although the results of the current study indicate the participant demonstrated gradual
and consistent positive attitudinal change over the course of the teaching, to what
extent such an instruction will sustain and contribute to positive influence upon the
participant’s learning attitude remains an unanswered question. In fact, it has been
suggested in the children’s motivation and attitude literature that children’s language
affective development is not static; instead, it is complicated and fluctuates over time
(see Mihaljevi¢ Djigunovi¢ & Lopriore, 2012). Therefore, longitudinal investigations
with more involvement of different children of the same age group may be conducted
to derive a more complete and comprehensive documentation and analysis on the
young participants’ gradual affective development under the integration of English
and culture learning.

Secondly, the current study merely puts specific focus on investigating the
participants’ attitudinal development and feedback to the instruction. It is thus
recommended that future research can examine different aspects of the impacts that
the integration of culture and English learning may have on young learners such as
documenting their development of intercultural communicative competence under the
cultural instruction. Quantitative research could also be undertaken to testify the
effectiveness of the instruction, for example, looking into the relationship between the
cultural curriculum and the students’ English performance.

Finally, as mentioned in Chapter Three, the researcher of the current study
designed the cultural learning material based on the contents and themes derived from
the Mandarin textbooks, and she argued that the design of which may have several
benefits including ensuring students to have the prior knowledge of the cultural
content and helping raise learners’ intercultural awareness on both the native and

target cultures at a more conscious level. However, this designing framework is sui
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generis and has yet to be utilized in other research. As a consequence, it is hoped that
more endeavors could be made to implement such an idea of material design into

more and different learning settings to further examine its validity and effectiveness.
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Appendix A

Relevant Texts in the Chinese Textbook

IECT lessons and cultural
themes

Relevant texts in the Chinese textbook

1. Greetings

[H#F Greeting
A=A ﬁ%ﬁ%iﬁ‘ B

2. Animal sounds and

#EFEER \What Mom says

languages bk *nJr i
A5G IRER T PRIE
A TER T mhmhE A5AEER
IRRETR T A
3. School rules FERT Class time
MEIEE  EERT
(School life) B S
4. Kids and their toys around /N Little doll
the world TS /A EEE/ N
: FEEIFTRIIRIR R
(personal possession) B TR IR

LE LR FIFTN
ke BEEDEGE P2
AEMEE B EE

5. Ride a bike

EsESEE Riding a bike
BB e BB
EBRANR—T
HERAIBR—T
— T IRy AR
BB A B
st —

6. Reading is fun

(cultural story)

BREEZES My picture books
HREEE fTHEES
[mHZ% BEXKS
E‘E%%{%d\i
BEHIRE F
s
PAEEETRAY

W AR S

7. The Sun and the moon

(cultural story)

The warriors and the Sun B85 KF%
LA 2K E BEFRRAS —4F 4R N 5RC
TR 5 RIS EER » R
A0 H SeaVEER

8. Fun games around the world

IriERR Play Games
MR — F NEEE T — T hriligk ) B
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TT BRI réE T U e L E R
EI’J?EJ’%E

9. World’s favorite Food
(interesting cultural matters)

¥&>K1E Popcorn
FFEORTE I RIE > IVNERFFIE— 45—
s N —2= - EEAEHIE T 5w 1T /NEAE -

10. Chinese New Year &
Christmas
(custom and festival )

1@& Chinese New Year
PUBET » WE—(EF

—
7

”%TE%&J BRRRG  SA5HHE T -
SEIES » YE: B EIEEIREAL
Hjﬂiﬁ
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Appendix B
The Lesson Plan of the Firs Lesson: Greetings

Session 1
\ocabulary Sentence patterns
shake hands See you tomorrow!
bow Sleep tight!
Kiss Safe journey!
hug Drive safely

Activities Procedures Materials
l. 1. Ss read the text of lesson one. The

Read 2. T asks Ss in Chinese why it is Mandarin
Chinese text important to greet people. textbook
3. Ss feel free to share their ideas.

4. T summarizes by saying that
greeting is a common act around the
world; In Taiwan, greeting people
appropriately is a polite behavior and
S0 is it in most countries. And when
they meet someone, they should greet
others to maintain good interpersonal
relationship.

5. Tell Ss that T is going to take them
to explore how to greet in English.

1. 1. Ss repeat after T key words and
Vocabulary phrases.

2. Ss write down each word one time.

3. Ss take turn to point at the word and
ask the other to shout the word.

1. T asks Ss to guess in which World
countries people greet by Kissing, map
bowing, shaking hands, etc. http://mrn
2. T takes out the world map. ussbaum.c
3.Ss repeat after T the countries’ om/interac
names. tive_world
4. T asks Ss to make a guess by map/
matching the greetings flashcards on
it.

3. T plays the video to ask Ss to find
the answer.

4. T leads Ss to read all the key
greeting phrases.

1. T asks a S on the stage and gives the



http://mrnussbaum.com/interactive_world_map/
http://mrnussbaum.com/interactive_world_map/
http://mrnussbaum.com/interactive_world_map/
http://mrnussbaum.com/interactive_world_map/
http://mrnussbaum.com/interactive_world_map/

Simon Say order.

2. The S will shout different ways of

greetings like saying “Simon say,

bow!” Other Ss then need to bow. If

the S says an action without saying the

word “Simon say” then Ss do not need

to act out.

VI. 1. T asks Ss if they know why people

Discussion shake hands

2. T asks Ss to compare how they
greet to people in Taiwan and how
other people greet in other
countries. T then moves on to ask
Ss how they feel about different
ways of greetings.
Ss feel free to share.
If Ss give some negative
comments, T will tell Ss that there
exist different kinds of cultural
practice and behaviors in the world
and there is not a better or worse
way to greet. If they have a chance
to enter another culture, the most
important thing is to recognize the
difference and respect the way it is.

VII. Draw 1. Ss draw how people greet in Taiwan

and Say first and then choose one country to

draw their ways of greeting.

2. Ss talk about their drawings by

using the assigned sentences.

1. T leads Ss to say out loud each
new word.

1. Assign homework:
® Read aloud new words and

phrases five times.
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Session 2

Activities

Procedures

Materials

I. Warm up

1. T points the flashcards and prompts
Ss to read aloud by themselves.

2. Ss play the spelling game by using

the on-line spelling website.

1.
Read the
story

1. T reads the story “Hello, Goodbye”
2. T translates some sentences in
Chinese to ensure Ss comprehend the
story.

3. T leads Ss to read the story with her.

Story book
“Hello,
Goodbye”

1.
Follow-up
activity

1 After T reads the story, T asks Ss the

following questions and asks Ss to

find the answer on the book.

® \What words also mean hello?

® What gestures mean hello?

® What does “hello” mean in some
languages?

® \What can you say to travelers?

® \What words also mean goodbye?

2. T gives Ss a handout and asks Ss

to fill in the blank.

1.
Compre-
hension
check

1. Ss do the comprehension check
worksheet.

VII.
Wrap up

1. T leads Ss to read the story one

more time.

2. Assign homework

® Listen to and read the story two
times.

® Ss pick three pages of the story
they love the most and read it
aloud to the family.
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Appendix C
Students’ Learning Progress and Feedback Sheet

B TEEHERE Lesson Progress 1

Lesson 3: School Rules  HHf Date:
EME SRR T A4

1. B Listening

AT DS A _E SRRSO E R

BT DS ISR R

2. &R Speaking

G X Bs TREETT

B G DL TREE
n

TR et TRERT || | TELR
EOE

TR FEEATY THICHRE | | BoEE
%

TEIER T BT

BB R R R

3. XAk Culture

BB LA

P 22/ D (LR N A E AR

BREAERHEN 73 R AT N N AE A R ZE R R

BB AHER 7 R EIHVERRE, R R s B T
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LME/NHEE Emotion Diary

1. BT H TR

S

2. (REECESFRHVSOGRIG?

Voo
s =

3. (REFBERFRIZOGR » fEKG RHERENS?

1. EEFRHREEEAERED:
15w 2 QEE 3 FAwh 4 HEVEE 5 IrEhisR 6. &
(S8% 7300

3. ERFRERSHAERNIRNS:
1. PEEREEAMSR B NEF =R 2. PEEEEl NEEE=ARA 3. A E SR
El/\j/u /Z{

6. (REFEREFIER  AIAREH?
1. 72F 2. ESRIERL 3 FBEEFT RS 4 BE TR M E
¥ 5. EERANAREE 6. ZEILGARR 7. HE

7. IRREERFHIOGR - MRS EIRTCGRAE HEA—RIS?
1 #—f 2 tEABEAAR 3. thiMHEEAEE 4. BN EHLR
A= 7
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8. RUEE LR AR YS!
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Appendix D

Interview Questions Concerning the Participant’s Language Attitude

Language Attitude | Questions Source
Behavioral 1. Do you usually do homework? Adapted
2. Do you ask your English teacher questions | from Enever
when you don’t understand the contents? (2011)
3. Do you take initiative in reading English
books or watching English videos?
4.  Are you attentive in class?
5. Do you wish you could have many English | Adapted
speaking friends? from Abidin
6. Do you feel worried when you speak etal.,
English? (2012)
Emotional 1.  What do you like best in English? Why? Adapted
2. What do you dislike most in English? Why? | from Enever
(2011)
3. Do you feel excited when you communicate | Adapted
in English with others? from
4. Do you feel enjoyable when studying Abidin, et
English? al.,(2012)
5. Do you have good emotion when learning
English?
6. Do you enjoy doing English activities?
7. Do you wish you could speak English
fluently?
8. Do you look forward the time you spend in
English class?
Cognitive 1. Do you think learning English can make Adapted
you more knowledgeable? Why? from
2. Do you think what you learn in the English | Abidin, et
class is useful ? Why? al., (2012)
3. Do you think learining English is
important? Why?
4. Do you think you can apply the knowledge
learned from the English class in your real
life?
5. Do you think learning English is difficult? | Adapted
6. Why do you think you need to learn from Enever
English? (2011)
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Appendix E
Interview Questions Concerning the Participant’s Feedback for the IECT

Questions

1. How do you feel about learning English in IECT?

2. After studying English in IECT classes, do you like English more, the same or
less?

3. Compare to English classes at school and cram school, is English easier, the
same or harder for you in IEC classes?

4.  What’s your favorite activity in IECT instruction?
Play competitive games/ Read stories on videos/ Read stories on paper copies/
Sing songs / Draw pictures / Role play/ Do worksheet exercises/ Learn things
about other culture

5. Are the IEC classes more or less interesting than the school and the cram
school English classes?

6. Do you find any difficulty in understanding the content in IECT classes?

7. Do you like to have more IECT sessions?

8.  Which topic of culture learning do you like most in the IECT instruction?

9. Are there any other cultural topics that you are highly interested in and eager to

learn more?
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Appendix F
Peter’s Work 1: Compare Animal Sounds in English and Chinese in a Venn Diagram

Name: Date: !:HLTMM FAQIQ

I. Compare animal sounds in English and in Chinese.
DD /VF"f /ehhu e
In Chinese, birds go , but in English birds go
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Appendix G
Peter’s work 2: Compare the Korean and Taiwanese Stories of the Sun and the Moon
in a Venn Diagram

IIL. Compare _
Warriors and the suns %, the Sun and the Moon

— - ——

— —

-
v

— T~ |
o /ﬁm “J S ﬂ) A AN D | K\
S \al ECJT O{'hﬂ" \--_‘.;{T,h:ﬁr

e
-

lI/ S1lve v iy, ir L P
\bé‘cam& ﬂ“ﬁ

‘m______:ml(} iﬂ.-\l

. " e
Ilike the Yoyl o/ better because
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Appendix H
Peter’s Work 3: Ask Others About World’s Favorite Food

World's Favorite Food

[ Brail
&. lasagne

2.rice

x:}. pasta
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