
p --

.. 

PSYCHOLOGICAL APPROPRIATENESS-OF EFL METHODOLOGIES 

TO CHINESE STUDENTS 

Zhang SHOU-JUAN 

A Field. Study Report submitted in partial 

fulfilment of the requirements for the Degree 

of Master of Arts (TESOL) in the Canberra College 

of Advanced Education. 

October 1983 

j 

~ 
:_. 



---- ---=-~•..-...-- ..... ~~,..,,.·:.,; ... ~ ..... 
I 

.. 

IV. 

ACKNOWLEDGEMENTS 

I am indebted to Mr Kerry O'Sullivan, my 

supervisor, for allowing me to draw fully on his wisdom 

and experience during the course of this Field Study. His 

guidance and encour!3-gement have been most generous. 

My sincere thanks are offered to the Head of 

English Department, Peking Second Foreign Language 

Institute, and my husband Wei for their effort and 

assistance in administrating the experiment in China. 

Without . their support, the project could not have been 

fulfilled. 

I am also grateful for the valuable suggestions 

given by Dr Patricia Denham, Mrs Leonie Cottrill and my 

colleagues who have attended my project seminar. 

I also wish to thank all those who have kindly 

given their advice and helped me with source materiais ,i 

during the writing of this paper . 



,. 

V. 

ABSTRACT 

With the increase in international communicatio_n 

and the growing demand for foreign language professionals 

in the last decade, the teaching of foreign languages, 

especially English, has gained considerable prominence in 

Chinese education. Despite the long history of English 

teaching in China, there are still significant deficiencies 

in this area. If these deficiencies are to be addressed, 

then methodology is a crucial variable worthy of 

examination. 

Many of the TEFL (Teaching English as Foreign 

Language) methods developed in the last twenty years are 

unknown to the Chinese teachers, although they may be 

introduced to China in the future. Since these methods are 

products of Western experience, a scrutiny of their 

relevance to the Chinese teachipg situation is necessary. 

In particular,. it is important to focus on the 

psychological appropriateness of these methods to the 

Chinese setting. 

A number of. the-·most crucial psychol.ogical: 

issues, such as learner's motivation, aptitude, personality 

and learning style, are discussed in CHAPTER 2, together 

with those social and cultural influences which may affect 

the learner's psychological attributes. 

CHAPTER 3 provides a detailed, yet not exhaustive, 

description of a range of TEFL methodologies, which may 

provide potential solutions to the deficiencies that have 
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been identified. Here the emphasis is on psychological 

theories that underlie these methods and on their 

psychological impact on the learner. 

CHAPTER 4 moves to a specific investigation of 

the psychological attributes of Chinese students. To this 

end, data have been obtained from a study specifically 

designed for this paper, and used as a basis for evaluating 

the motivation, personality, affect and learning style of 

English majors at ERWAI (Peking Second Foreign Language 

Institute). This evaluation is further supplemented by the 

views of foreign visitors to China and by the results of 

some published studies of Chinese nationals in America. 

Based on the discussion in the previous chapters, 

the fifth and final chapter concludes with an overview of 

the appropriateness of TEFL methodologies to the Ch-inese 

situation • 
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Chapter l 

STATEMENT OF PROBLEMS 

During the last decade, cornmunication · between 

China and foreign countries has increased dramatically. 

There has been an upsurge in international commerce, 

technical assistance, tourism and cultural and educational 

exchanges. As a result, there is an increasing demand in 

China for interpreters, translators, tourist guides and 

foreign language teachers who have a good command of at 

least one foreign language and can use it effectively in 

communication. Thus, foreign language teaching has gained 

considerable prominence in Chinese education. Since 

English is the most widely used 1"1nguage in the world, it 

is regarded as a necessary tool which can facilitate access 

to modern scientific and technological advances and help 

promote commerce and understanding between China and 

countries where English is a major language. Hence, 

English is the most popular of all the foreign languages 

taught in China. 

Because o f the lack of good textbooks and the 

s hortage of qualified teachers, English is not in the 

curriculum of most primary schools. Although foreign 

languag e teaching, in theory, starts at the third year 

of primary education, only a few schools in some major 

,. 
( ,. 
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cities are able to set up such courses. However in middle 

school (equivalent to high school in Australia) a foreign 

language is required, and a stua'ent must take either 

English, French, German, Japanese or Russian. An 

overwhelming majority of them take English. At this level, 

grammar is regarded as the essence of the language, and is 

especially emphasized in teaching. 

In a report given by Mr Wang Zong-yan (1982) on 

behalf of twenty professors and college teachers in 

Guangzhou, he stated, 

In the high schools, English teaching suffers 
from three things: untrained teachers, ill
prepared textbooks and weak motivation on the 
part of most of the students for learning 
English. {p. 19) 

In the countryside and in remote areas, conditions are even 

harder, and the students' motivation is ~ven weaker, though 

English is still the most popular choice. 

At college level, there are two main kinds of 

English courses. One is called ''general English coursen 

which is one of the compulsory courses for students who 

are majoring in subjects other than English. The content 

of the general English course varies according to the 

students' major. For students of mathematics, the English 

texts are selected readings on mathematics, for students 

of chemistry, general readings on chemistry are dealt with 

in the English course, and so on. On entering tertiary 

school, most of these students are at a very low level of 

; 

~i 
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competence in English. For the few who have a better 

command of the language, the school sets a standard 

English examination immediately after they are enrolled 

into the college. If they pass this examination, which 

tests reading and translation skills only, they do not 

have to take any foreign language courses during their 

tertiary schooling. In teaching these students, the most 

commonly used method is Grammar-Translation because they 

are only expected to be able to read English reference 

books, journals and documents in their special fields on 

graduation. Aural-oral skills receive very scant 

attention. 

The other kind of course is called "special 

English course", which is designed for tertiary students 

majoring in English. It is this area which.will be 

examined in this paper as tqe Teaching of English as 

Foreign Language (henceforth TEFL) in China. Students of 

this kind, numbering approximately 23,000 in 1979 (Cowan, 

J. Ronayne et al, 1979), have shown a better:cornmand .of 

English in their entrance examination. Nevertheless, the 

English they have learnt in middle school is far from 

adequate for communication and their competence is quite 

low on entry. In particular, their listening ability is 

negligible since the middle school course helps them only 

with grammar, reading and translation; while their speaking 

ability is limited to answering certain simple questions. 

-
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In effect, much of the real work in learning English ~ust 

be done at the tertiary level, and most English-based 

professionals are expected to come from this group. 

The Peking Second Foreign Language Institute 

(henceforth ERWAI} is one of the tertiary schools where 

English, Russian, German, French, Japanese, Spanish and 

Arabic are taught in four-year courses. Students in this 

school are all foreign language majors. The basic 

curriculum for the first two years, as in most other 

tertiary schools, consists such core courses as Intensive 

Reading, Extensive Reading and Conversation {listening and 

speaking), as well as compulsory general courses taught in 

Chinese such as World History and Geography, Poli tics-, 

Chinese and Physical Training. In the third and fourth 

year, translation, interpretation, literature and more 

readings are added, while the general courses taught in 

Chinese are gradually reduced. Where possible, a "work 

experience" program of two or three weeks is arranged, 

and the students are also required to hand in a thesis 

towards the end of the fourth year. 

In the history of foreign language teaching in 

China, Grammar-Translation has been the major method, 

especially in teaching English to non-major tertiary 

students. This method is still widely used in most of 

the general English courses such as in Peking University, 

Qinghua University (Peking), Fudan University (Shanghai), 

I 
I 

t. 
i 
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Zhongshan University (Guangzhou), and Tientsin University 

(Tientsin). However, an Audio-Lingual approach was 

introduced to China in the early 1960 1 s, although it 

tended to be combined with rather than replace the Grammar

Translation method. Such an approach was adopted (and has 

continued to be used up to the present time) by major 

foreign language institutes such as the Peking Institute 

of Foreign Languages, ERWAI, the Shanghai Institute of 

Foreign Languages, the Guangzhou Institute of Foreign 

Languages; and in some other tertiary schools which have 

students majoring in English, such as Shanghai Teachers' 

College, Huatong .(or East China) Teachers' University 

(Shanghai), Peking Institute of Foreign Trade and Jinan 

University (Guangzhou). The prevailing slogan in these 

schools has been "Listening and Speaking Come First; 

Reading and Writing Follow Up." ERl'lAI is no exception. 

The subjects studied in this paper are mainly 

students of the English D~partment in ERWAI. They range 

in age from 17 to 23 and are all non-native speakers of 

English. Their first language is Chinese with the same 

written form, but different spoken versions, or dialects, 

such as Cantonese, Mandarin, and Shanghai dialect, though 

all are able to speak Mandarin. They have learnt English 

as a general course for at least six years in middle 

school and are all carefully selected according to their 

entrance examination results. None of them has ever been 
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to an English-speaking country, and has learnt English 

through purely formal instruction. The instructional 

materials being used are all British or American: English 

Fo~ Today, New Con~ept English, Ke~nel Lessons Inte~mediate 

& Plus, Situational Dialogues for the Intensive Reading 

Course where gral!llTlar is the core, and for the Conversation 

Course; recordings of VOA (Voice Of America) news and BBC 

(British Broadcasting Corporation) English Programme, 

Viewpoint, P~ople Talking for listening course; selected 

chapters of simplified and original classics, articles 

from English journals, newspapers and magazines for the 

Extensive Reading Course. Materials for teaching 

interpretation and translation are prepared by Chinese 

teachers. The aim of the curriculum is to develop the 

students' ability to listen, speak, read and write'-in 

English, and to translate between English and Chinese. 

Since most of the students are expected to work as 

interpreters after graduation, their aural-oral skills are 

emphasized. 

The Audio-Lingual approach does have its 

advantages in achieving such an aim, and has in fact 

proved to be more effective than pure Grammar-Translation. 

Nevertheless, a serious deficiency still exists. 

According to the ERWAI Academic Committee, 

English Department Branch, the weak points of the English 

Depart~ent graduates lie mainly in the following areas: 

( 
-~ 

·i 
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(1) listening comprehension at an advanced level; 

(2) reading comprehension; 

(3) vocabulary; and 

( 4) wri:t,ing. 

These weaknesses will no doubt place obstacles 

in the way of effective communication. Evidence of these 

deficiencies has been provided by the three TOEFL (Test Of 

English as a Foreign Language) tests taken by ERWAI 

graduates in recent years. These tests are different 

versions of the same level, taken by students in 1980 

during their fourth year. 

Although there is no fixed ~core for admission 

based on this test, a score of 550 will generally ensure 

admission to an American university. Thus we will take 

550 as the pass mark i _n the following tables. Weak areas 

of the testees shown in each test have been identified by 

the head of the English Department. These areas are 

stated in each. table beneath the test ·results-
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Table 1: Test Scores on TOEFL 1978, Version A. 

Test Scores Number of Percentage Testees N = 51 

over 600 3 6% ) 
580 - 599 9 19% ) 51% (passed) 560 - 579 7 13% ) 
550 - 559 7 13% ) 

530 - 549 8 16% ) 
520 - 529 5 10% ) 

49% (failed) 500 - 519 7 13% } 
below 500 5 10% ) 

(Total)Sl 100% 

Weak Areas: (1) vocabulary; 
(2) reading comprehension. 

Table 2: Test Scores on TOEFL 197·9, Version B. 

• 
Test Scores Number of Percentage Testees N = 110 

over 600 6 5.5% ) 
580 - 599 5 4.5% ) 80% (passed) 
550 - 579 77 70% ) 

520 - 549 22 20% } 20% (failed) 

(Total)llO 100% 

Weak Areas: (1) vocabulary: 
(2) reading comprehension. 
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. Table 3: Test Scores on TOEFL 1978, Version C. 

I 

Test Scores 
Number of 

Testees N = 8 

over 600 2 25% 
550 - 599 1 12.5% 

500 - 549 2 25% 
below 500 3 37.5% 

(Tota1}8 100% 

Weak Areas: (1) listening comprehension; 
(2) vocabulary; 
(3) reading comprehension. 

Percentage 

) 
)~7.5% (passed) 

) 
)62.5% (failed) 

All three tests have shown that while the 

students are quite competent in grammar, showing a command 

of structure, tense, case, number, voice and mood, they 

have problems with listening comprehension,. vocabulary and 

reading comprehension. 

Unfortunately, TOEFL does not test the speaking 

and writing skills of the testees, and it is extremely 

difficult to design and administrate tests for assessing 

the graduates' communicative skills in China. However, as 

one's productive ability seldom surpasses one's receptive 

ability, we can assume that the testees' speaking and 

writing skills will not surpass their listening and 

reading -skills. 

Without doubt, there is scope for improvement, 

and EFL methodology is a rich area to examine for the 

means of improvement. Chinese teachers are still quite 
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unfamiliar with the new methods which have flourished in 

the last two decades. With the increasing demand for 

competent English speakers, some of these methods may be 

introduced into China in the near future. However, since 

most of these methods are products of Western experience, 

a close examination of their relevance to the Chinese TEFL 

situation seems necessary. This paper will look into one 

area - the psychological appropriateness of these methods 

to ERWP.I students. 

Methodologies should not be adopted without 

careful scrutiny, and it is the aim of -this paper to 

launch, though of course not complete, such a scrutiny in 

the psychological domain. 

·-Y 
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Chapter 2 

FACTORS IN~LUENCING LANGUAGE LEARNING 

2.1 Introduction 

It is widely agreed that language learning is a 

highly complex activity involving a mix of interpersonal, 

psychological, social and cultural factors. However, 

language teaching could be greatly improved if we had a 

better understanding of the learner, of the learning 

process and of the variables that may help or hinder 

language learning. 

To analyse what stimulates successful language 

learning and what places obstacles in the learner_'? :p~th 

to language proficiency, we will examine a number of 

potentially pertinent factors. In doing so, we will obtain 

criteria relevant to a review of EFL methodologies. The 

following discussion proceeds under twoheadin'9s, 

'Intrinsic Factors' and 'Extrinsic Factors•. 

2.2 Intrinsic Factors 

2.2.l Learner's Motivation 

Most language teachers would agree that the 

motivation of the student is one of the most important 

factors which influences the student's success or failure 

in learning a foreign language. ~Motivation" here is not 
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a general cover term for possibly distinct concepts such as 

energy, interest and enjoyment, but is instead restricted 

to the degree of willingness to learn, which depends 

largely on the learner's needs in acquiring the language. 

Psychologists have distinguished two major attitudinal 

factors which play an important role in determining how 

willing the learner is to persevere with the task. One is 

called integrative motivation. Foreign language learners 

with this kind of motivaiion view the language as a key to 

social and cultural enrichment through the opportunities it 

?rovides for association with mer.tbers of a different 

culture. Thus their goal in learning the language is to be 

able to use the language as a means of communication and 

also for acceptance by the people who speak the language. 

Such a motivation leads not only to perseverance, but also 
. . .. . ·. - . . . . . ! 

to heightened concentration. This produces and stimulates 

more rapid learning and is characteristic of many 

successful language learners (Richards, 1976)~ From 1959 

to 1968, Lambert and his colleagues carried out a series of" 

studies~ mainly with English-speaking Montreal high school 

students studying French. Their studies consistently 

indicated the correlation between successful language 

learning and two independent factors: one intellectual and 

the other motivational. Lambert (1972} came to the 

following conclusion, "(This sympathetic) orientation 

apparently sustained a strong motivation to learn the other 

.:.. ~·.,,. 
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group's language and led to better performance in French at 

the end of the year. It was also made clear that students 

with an integrative orientation were the more successful in 

language learning when compared with those more 

instrumentally oriented 11 (p. 292). 

The other kind of motivation is called 

instrumental which refers to the desire to learn a language 

for an immediate short-term goal, such as to read technical 

materials, to be able to collect tourists at an airport as 

a taxi driver, to be a translator in a certain area, or 

simply to acquire course credit. Such tasks do not involve 

the learner's desire to be accepted by and integrated into 

a target culture group, hence, do not generally lead to a 

high degree of accomplishment in learning. Brown (1980) 

noted that many of Lambert's studies (1972) and one study 

by Spolsky (1969) found that integrative motivation 

generally accompanied higher scores on proficiency tests in 

a foreign language. The conclusion from these studies was 

that integrative motivation may indeed be an important 

requir.ement for successful language learning. However, he 

went on to say that some recent studies have indicated that 

some learners in some contexts are more successful in 

learning a language if they are integratively oriented, 

while others in different contexts benefit from an 

instrumental orientation (Brown, 1980).We will analyse 

ERWAI students' motivation in more detail in Chapter 4. 
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2.2.2 Learner 1 s A~titude 

The existence of difference among learners is 

undeniable. As language teachers, we all find that some of 

our students can cope easily with the learning material and 

activities, while some cannot. Some students are good at 

certain language skills, but poor at other aspects; others 

are just the opposite. This is because all human beings do 

not behave or think identically. Many of the differences 

in achievement will be due to circumstances such as 

opportunities, reinforcements and inherent characteristics 

of the learner. Aptitude can be one of them. 

Perhaps we can say there exists a specific 

aptitude for language-learning which people possess to 

varying degrees. Learners having different aptitude for 

language acquisition will have different learning outcomes 

under the same learning environment and conditions. 

Research in this area has utilised language aptitude tests 

to measure a learner's capacity to learn a foreign 

language. Brown (1980) explained that aptitude tests are 

considered to be independent of a particular foreign 

language, predicting success in the acquisition of any 

foreign language. Two standardized aptitude tests have 

been popular in the United States - the !1odern Language 

Aptitude Test (MLAT) designed by Carroll and Sapon (Carroll 

and Sapon, 1959) and the Pimsleur Language Aptitude Battery 

(Pimsleur, 1966). Both of these are language tests in 
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English, requiring students to perform such tasks as 

learning numbers, listening, detecting spelling clues and 
$"" 

grammatical patterns, and memorizing. 

Gardner and Lambert (1959} discovered that in 

their population of school learners of French in bi

cultural Montreal, verbal intelligence (measured by an 

early version of the MLAT) was one of the two most powerful 

traits associated with achievement. McDonough (1981) found 

that Pimsleur's batteries which measure language knowledge 

in verbal activity were very good predictors of success in 

learning in the school and college situations they were 

developed to serve. He went on to say "These types of test 

(auditory and spelling) were chosen because they correlated 

highly with achievement and were relatively independent of 

each other and other variable measures such as IQ . 1
' (p. ' 130). 

2.2.3 Learner's Personality 

The interaction between student's personality and 

language study· has been a topic of sporadic .but continual 

interest to the teaching profession. Curran {1972), 

Gardner and Lambert (1972), Brown (1973), Chastain (1975) 

and Guiora (1975) have all investigated this area, 

searching for evidence showing that certain personality 

traits promote or hinder successful language learning. 

Although conclusions have been tentative, it is encouraging 

to note the findings that it is apparent that personality 
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factors clearly affect classroom behavior and language 

learning outcomes (Brodkey and Shore, 1976) and that a 

student's personal characteristics have a bearing on how 

and what he learns. (Naiman et al, 1978) 

Personality is a broad term covering such domains 

as value systems, attitudes, social.behavior and emotional 

reactions. Brown (1980) has summarized some of the 

findings from research into the links between personality 

issues and language learning. 

Brown· regards self-esteem as self-confidence, 

knowledge of yourself and belief in your own capabilities 

for successfully carrying out cognitive or affective 

activity. Of the little research carried out on the 

relationship between self-esteem and second language 

acquisition, Brown (19.80) cited Adelaide Heyde I s study on · 

the effects of self-esteem on performance of an oral 

9roduction task by American college students learning 

French as a foreign , language,. who found :that·· self-esteem 

correlated positively with performance on the oral 

production measure. That is, students with high self

esteem actually performed better in the foreign language. 

Inhibition, sets of defences built to protect the 

ego, is a concept closely related to self-esteem. Any 

language learners, children or adults, are actually making 

progress by learning from making mistakes. But at the same 

time , making mistakes can be viewed as threats to one's ego. 

: 
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So consciously or not, we tend to build a certain degree of 

defence to protect ourselves. Guiora (1972a) produced one 

of the few studies on inhibition in relation to sec_ond 

language learning, and the experiments have highlighted a 

most interesting possibility: the inhibitions, the defence, 

• which we place hetween ourselves and others can prevent us 

from communicating in a foreign l _anguage. 

Like many personality variables, empathy defies 

adequate definition. In common terminology, empathy is the 

process of "putting yourself into someone else's shoes", of 

reaching beyond the self and understanding and feeling what 

another person is understanding or feeling. Compared with 

sympathy, empathy implies more possibility of detachment. 

Several people have speculated that the ability to · 

empathise is a useful characteristic in language learning. 
' . • • > • 

Guiora et al (1972b) claim to have shown that this 

characteristic is related to successful language learning, 

especially to pronunciation. Oral communication is a case 

in which it is easier ·· to achieve empathic communication 

since there is i.ltlmediate feedback from the hearer. 

Extroversion, and its opposite, introversion, are 

also interesting and salient variables in the acquisition 

of a second language. It seems that extroversion is 

commonly favoured, especially in Western society, while 

introversion is in turn generally regarded as an 

undesirable behavior. Yet there is not enough evidence to 
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support this idea. The Toronto study (Naiman, et al 1978) 

found no significant role for extroversion in 

characterizing the "good language learner". Brown (1980) 

stated, "The extroverted person may actually behave in an 

e~troverted manner in order to protect his own ego, 

At the same time .the intr0verted, quieter, more reserved 

person may show high empathy." Thus, the latter· may be 

more successful in language learning. In addition, 

different cultures may have different norms for certain 

behaviors such as extroversion and introversion, and it is 

hard to say which is ideal for language learning at this 

stage. 

Aggression is a transactional variable in 

language learning which has ·received only minor attention. 

Yet, Brown (1980) thinks that it could be an important 

factor in a theory of language acquisition. Aggressive 

behaviour appears in every human organism, and is commonly 

regarded .as_ negative. Nevertheless, it can also be defined 

in a positive context, as every human being needs it for 

survival. The relation between aggression and language 

learning has not been directly dealt with, but indirectly, 

LaForge (1971} noted, in his discussion of the 

manifestation of hostility in his experimental language 

classes, that the overt display of hostility seemed to 

facilitate communication and to lead toward less inhibited 

and freer, albeit sernigrammatical, conversation. This 
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shows that when students are in an aggres~ive rnood 1 they 

seem to communicate more freely and more willingly. 

2.2.4 Learning Style 

Considerable attention has been given to the 

matter of learning, style, such as perceptual, affective, 

cognitive and psychomotor styles. Our concern here is a 

more limited question: the relationship between learning 

style and language acquisition. 

Learners differ - from one to another in their way 

of learning. Some gain a lot from rote learning, some do 

not; some are more visually oriented, some are orally 

oriented. Some are quick at giving responses; some are 

rather slow, but accurate. In the recent years, a lot of 

research has been done in the area of cognitive styles and 

language learning, though some would argue that the · so

called cognitive style is not purely a cognitive matter, 

that it mediates between emotion and cognition. Brown 

(1980) claimed that "A person's cognitive style is 

determined by the way he internalises his total environment, 

and since that internalisation process is not strictly 

cognitive, we find that physical, affective and cognitive 

domains merge in cognitive style. 11 (p. 90) Nevertheless, 

we will use a narrower definition of "cognitive style", 

namely that which involves mental processi ng. 

Several cognitive styles are regarded as 

... ~ : .. .... 
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particularly relevant to second language learning. Brown 

(1980) distinguished between field-dependent and field

independent cognitive variables. A field-independent 

person is usually able to perceive a particular, relevant 

item or factor in a "field" of distracting items. In 

general psychological terms, that "field" may be perceptual 

or it may be more abstract in referring to a set of 

thoughts, ideas, or feelings from which your task is to 

perceive specific relevant subsets. Field-dependence is, 

conversely, the tendency to be "dependent" on the total 

field such that the parts embedded within the field are not 

easily perceived, though that total field is perceived more 

clearly as a unified whole. {pp. 90-91) There are both 

positive and negative characteristics to field-independence 

and field-dependence. Brown concludes that" 'natural' 

language learning in the 'field' beyond the constraints of 

the classroom, requires a fie~d-dependent style and the 

classroom type of learning requires, conversely, a field-

independent style." (p. 91) 

Kagan (1964) distinguishes the styles of 

impulsivity and reflectivity, referring to the degree to 

which a person reflects on the differential validity of 

alternative solutions in a certain situation, where 

different responses are possible at the same time. Little 

research has been conducted into second language learning 

and impulsive/reflective learning styles, except that 
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Daron's {see Brown, 1980) study has revealed that 

reflective students are slower but more accurate than 

impulsive students in reading, and Kagan (1965) found that 

impulsive persons are usually faster readers. 

Tolerance and intolerance of ambiguity is 

another relevant variable. It concerns the degree to 

which a learner is willing to tolerate ideas and 

propositions that are different from his own belief system 

or structure of knowledge. Again, both variables have 

advantages and disadvantages. and few conclusive research 

findings are available on this issue in second language 

learning. Nevertheless, Naiman, Frohlich and Stern found 

that tolerance of ambiguity was one of only two significant 

factors in predicting the success of their high school 
.. 

learners of French in Toronto. Their finding suggests that 

tolerance of ambiguity, inasmuch as it can be accurately 

measured by existing instruments, is an important factor in 

second language learning. (Brown, 19 80} 

There are certainly other cognitive issues which 

will not .be considered here. Only certain ones have been 

chosen because they will be relevant to later discussion. 

One point that should be emphasized at this stage is that 

no one can be neatly put into a cognitive type. Every 

person has a combination of certain cognitive styles. What 

teachers should do is to recognize and understand the 

cognitive variables in the first place, so as to meet the ' _, 
f 
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learner 1 s needs by providing him with optimal 

opportunities for learning. 

So far we have looked at the intrinsic factors 

influencing learning. The aim has been to provide only a 

brief orientation, as most of the issues mentioned above 

will be discussed in more detail in Chapter 4. 

2.3 Extrinsic Factors 

2.3.l Introduction 

Having looked at intrinsic factors which tend to 

promote or hinder the language learning process, we must 

now account for some equally important factors on the 

external side which may also affect learning. As language 

teachers, we are faced with factors such as the social 

context of learning, the cultural difference between the 

two languages involved, the learning environment or the 

educational.context and the teaching method being used. 

Most of these are largely beyond our control, but 

nonetheless they are important because they can affect, 

sometimes decide, the learner's internal factors in 

learning, such as motivation and attitude. To improve 

teaching and stimulate better learning, these factors 

should be taken into consideration. Otherwise we cannot 

say that particular methods are good or bad regardless of 

the circumstances in which they are being used. 
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2.3.2 Social Context 

Language is essentially a social phenomenon. It 

functions as a medium in establishing social relationships 

and in conveying information between members of a society. 

Because of this, the social influences on its acquisition 

are numerous and interrelated in very complex ways. The 

effect of these influences on a child's mind during his 

growth results in the acquisition of the first la~guage, 

whic~ seems quite natural; the same influences are also 

important in the learning of a second or foreign language. 

It is convenient, therefore, to distinguish between the 

immediate social factors in the learning situation itself, 

which may be, desirably or undesirably, an important part 

of the learning process; and the distant social factors, 

including political, economic, historical and religious 

influences, which may indirectly affect the learner's 

success. 

It is quite common that most language classrooms 

are artificial, that is to say the classroom is quite 

different from the eventual communication situation for 

which the language is being learned. However, classroom 

activities still play an important part in language 

learning, especially in foreign language learning. Despite 

the artificiality, the classroom is itself a social setting, 

and every learner has his or her 'social role' in the 

classroom. Here we are not going to talk about the degree 
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of target language exposure to the learner, as this will be 

discussed in another session. What is concerned here is 

the relationship between the learner and his surroundings. 

McDonough (1981} mentions the emotional climate 

of the classroom as a factor in the success of classroom 

activities. He defines it as "the complex nature of the 

learning atmosphere in the classroom, which is created by 

the teacher and the pupils and through which the teaching/ 

learning operates" (p. 84}.: However, its complex nature 

has made it a very difficult concept to study. Gage (1963) 

reviewed some early studies and concluded that, despite the 

large variety of traits that had been investigated, such as 

warmth, indirectness, amount of talk, problem-solving 

ability, positive or negative control, authoritarian or 

democratic teaching style and many others, .the various 

studies were inconsistent with each other in definitions 

and in results. However, in training communicative skills, 

there are at least two quite important questions where 

classroom climate seems particularly important: students' 

participation in classroom activities and group corrections 

of errors. The relationship between the learner and his 

peers and between the learner and the teacher can encourage 

him to perform at his best and can also restrict him from 

behaving freely. The other instance concerns face saving. 

Quite often, students are unwilling to have their errors 

exposed to their peers. However, errors can be turned into 
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useful information for building a more accurate conception 

of the various kinds of rules in the target language. 

Thus, correction of errors by the group is very helpful. 

Yet, such collaboration is only possible if there is a non

hostile, trusting climate in the classroom. 

As well as the classroom features of the learning 

situation itself, there are factors in the wider social 

context that influence foreign language learning. Certain 

attitudes towards language learning which are 

characteristic of the society to which the learners belong 

are particularly important to the success of language 

learners. Some cultures expect a reasonably high degree of 

bilingualism to be a normal achievement of the educated 

person, while others do not. In some countries, learning a 

foreign language means a special qualification for certain 

favourable jobs, while in others, mastery of several 

languages is regarded as.one's hobby only. Wilkins (1974) 

gave a conclusion to a few studies, saying that "when a 

comparison is made between language-learning achievement in 

those countries where the knowledge of one or more foreign 

languages is regarded very favourably and those where it is 

regarded with indifference or even hostility, it is clear 

that social and cultural attitudes have a very deep 

influence on individual learners" (p. 48). These different 

attitudes usually stern from political, economic or 

historical causes. The status of Russian in China is an 
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exarnole. It was the most popular foreign language taught 

in China in the 1950's when the two countries were on good 

terms. But after the split of the two parties in the lzf'te 

1950's and early 1960 1 s, the number of students of Russian 

has been cut down rapidly, and most of the Russian based 

'professionals have had to learn another foreign language. 

While Russian's rise and fall in status de~end on political 

reasons, that of Japanese are largely economic. It has 

become the second most popular foreign language in China 

mainly due to the increase of commercial and technological 

exchanges between the two countries. If the foreign 

language has a high economic value, this may be a 

sufficient reason for retaining it. Also the past 

relationships between two countries may determine which 

languages will be learned. The historical role of.Britain 

in India has made English an important second language in 

that country. Finally, social attitudes to the foreign 

country play an im~ortant part. If social attitudes are 

negative, the overall achievement in foreign language 

learning can be relatively lower; if social attitudes are 

positive, learning may proceed even where teaching is not 

-particularly efficient. 

2.3.3 Cultural Difference 

In foreign language learning, the cultural aspect 

of the language is too important to be ignored. Language 

cannot be learned without familiarity with features of the 
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culture it belongs to, simply because of the inextricable 

connection of the two. Edward Sapir {1956) stated the 

view that language is the keystone in the structure of a 

culture, "Language is an essentially perfect means of 

expression and communication among every known people. Of 

al~ aspects of culture, it is a fair guess· that language 

was the first to receive a highly developed form and that 

its essential perfection is a prerequisite to the 

development of culture as a whole." If anyone wants to 

learn a chosen culture, he cannot do so without learning 

the language. In turn if anyone decides to learn a certain 

language properly, culture is something he cannot avoid in 

the process. It is possible for a learner to maintain the 

linguistic code without at the same time acquiring the 

knowledge of the literary culture, the way of life and 

social values of the target language group, but then he is 

learning meaningless symbols, or symbols to which he 

attaches the improper meaning, mostly based on the cultural 

knowledge .of .his own community~ 

Not only does a learner have to understand and 

produce utterances linguistically correct, he has to obtain 

the pragmatic meaning correctly as well. Greeting is a 

typical topic . People from different cultural backgrounds 

have different ways of greeting each other, and the 

expression itself often implies something beyond its literal 

content and is often fixed in its own culture. Quite often, 
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we find that errors which prevent successful communication 

are ROt linguistic, but functional. Robert Politzer says 
"" 

in the Georgetown University RepoPt of the Fifth Annual 

Round Table Meeting on Linguistias and Languaqe Teaching: 

As language teachers we must be interested in the study of 

culture (in the social scientist's sense of the word) not 

because we necessarily WANT to teach the culture of the 

other country but because we HAVE to teach it. 

The particular type of language learning context 

investigated here is technically called 'foreign' language 

learning - that is, according to Brown (1980), learning a 

non-native language in one's own culture with few immediate 

and widespread opportunities to use the language within the 

environment of one's own culture. This kind of learning 

also involves acculturation, ·the ;irocess of becoming 

adapted to a new culture. The difference between second 

language learning context and foreign language learning 

context is that.the l~tter produces more variable degrees 

of acculturation than the former, because people attempt to 

learn foreign languages for a variety of reasons, ranging 

from passing curiosity to highly technical demand for the 

language. It seems that the degree of acculturation 

depends on how much the learner wants to make contact with 

the native speakers of the language. Studies have shown 

that the foreign language situation is in general more 

culturally loaded than second language learning in the 
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native culture, since the language is almost always learned 

in a context of understanding the people of another culture 

(Brown, 1980). Thus, a lot of effort has been made in an 

attempt to deal with the cultural connotations of the 

foreign language. .. Yet there is still deficiency when the 

learner is faced with real life communication with native 

speakers. 

The degree of difficulty in learning. a foreign 

language varies, on the whole, according to the degree of 

congruence of the two cultures. In describing favourable 

and unfavourable second language learning situations, John 

Schumann (1976) listed several aspects under the heading of 

'social distance'. One of them is the congruity of the two 

cultures. In his hypothetical 'good' language learning 

situation, the two cultures are congruent; and in the 'bad' 

situation the two cultures are . not congruent. In learning 

a language, one has to perceive the signals first, and only 

after going through all the mental process, can an idea be 

formed. Thus the relation between language and cognition 

has been a crucial subject where cultural difference is one 

of the important influences in the study of the learning 

process. In this area, the Whorfian hypothesis (Whorf, 

1956) has been quite influential. The central idea of 

Whorf's hypothesis is that language functions not simply as 

a device for reporting experience, but also, and more 

significantly, as a way of defining experience for its 
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speakers. In other words, he proposed that the world is 

differently experienced and conceived in different language 

communities, and he called this Linguistic Relativity. The 

principle of linguistic relativity is best illustrated by 

his study (1952) on an American India language, Hopi, from 

which he found that users of markedly different grammars 

were pointed by their grammars toward different types of 

observations and different evaluations of externally 

similar acts of observation, and hence were not equivalent 

as observers but would arrive at somewhat different views 

of the world they observed. It is evident from this 

statement, if it is valid, that language plays a large and 

significant role in the totality of culture. Far from 

being simply a means of communication, it is itself a way 

of directing the perception of its speakers and it provides 

for them habitual modes of analyzing experiences into 

significant categories. And if two languages differ 

markedly from each other, culturally rather than 

linguistically, we can expect to find significant and 

formidable problems; conversely, if two languages in 

question are less different culturally, less problems are 

expected when speakers of both languages are involved in 

cross-cultural communication. Yet, there is one point 

which should be made clear that however wide the difference 

between cultures may be, cross-cultural communication is 

not impossible. It is simply more or less difficult, 
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depending on the degree of difference between the cultures 

concerned. 

2.3.4 Teaching 

We now come to the key question: How can language 

learning be successfully achieved? Naturally the word 

TEACHING will come into our mind, as it is so closely 

related to learning. But what is teaching? Brown (1980) 

gave a fairly precise definition, "Teaching is guiding and 

facilitating learning, enabling the learner to learn, 

setting the condition for learning." (p. 8) Unfortunately 

there is no certain method of teaching which can fulfil all 

these tasks in all teaching/learning situations. The 

preceding sections have shown why this is the case. We all 

know for certain that a multiplicity of linguistic factors, 

though they are not discussed in this paper, and 

psychological and sociological factors together act u~on 

the process of language learning. There is simply no way 

of determining which is more important than others because 

not only do they interact on each other, but also their 

relationship may vary according to different circumstances, 

so that a certain factor which has a powerful influence on 

the learning of the language in one case may have a very 

minor, or even no effect in another. Thus, teaching can 

only be effective and successful when it is in harmony with 

the teacher's understanding of the learner - his needs, his 

ability, his personal traits and his iearning style - and 
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the learner's cultural background a nd social environment. 

Only then will teaching lead t he way to successful 

procedures under the various constraints of particular 

context of learning. 

Many methodologists have worked in this area and 

proposed helpful approaches to cater for different learning 

situations. In the next chapter, we will have a detailed 

look at the potential solutions offered by various methods 

of l anguage teaching. 
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Chapter 3 

POTENTIAL SOLUTIONS. IN METHODOLOGY 

3. l · Definition of Terms 

Foreign language teaching has a long history. 

Inevitably various terms have .been ada~ted, or coined to 

describe the various activities carried out by teachers of 

language. The proliferation of new methods in recent years 

has further added to the bewilder~ent caused by the variety 

of such tenns. 

To avoid confusion in the following description 

of various ways ~f foreign language teaching, we will take 

Jack C. Richards and Ted Rodgers' definition of certain 

terminology, which is presented with a model, published in 

TESOL Quarterly, Vol. 16, No. 2, June, 1982. Some twenty 

years ago, Edward Anthony had proposed an analysis of 

various language teaching practice using the terms APPROACH..,.,. 

$THOD and TECHNIQUE (Anthony, 1963). Richards and Rodgers 

prefer METHOD as the umbrella term referring to the 

specification and interrelation of theory and practice, 

they have modified Anthony's terminology and speak of 

APPROACH, DES.IGN and PROCEDURE. These they define as 

follows; 

These terms will be used to label three 
interrelated elements of organization upon 



F .... ::-"-.. ·. -<-• 

I 

I 
' 

,. 

. •.·;--~-· .. J<, ....... ~ -..,.r-.... ,\- -... -- .... -.""·•·.·. - - •.;•: - ·. 

34. 

which language teaching practice are founded. 
The first level, APPROACH, defines those 
assumptions, beliefs, and theories about the 
nature of language and the nature of language 
learning which operate as axiomatic constructs 
or reference points and provide a theoretical 
foundation for what language teachers ultimately 
do with learners in classrooms. The second level 
in the system, DESIGN, specifies the relationship 
of theories of language and learning to both the 
form and function of instructional materials and 
activities in instructional settings. The third 
level, PROCEDURE, comprises the classroom 
techniques and practices which are consequences 
of particular approaches and designs. (Richards 
& Rodgers, 1982: 154) 

Such a view of method relates theory to practice 

by focusing on assumptions and on the content and 

techniques which relate to these assumptions. APPROACH, 

DESIGN, and PROCEDURE together form a system which is 

interdependent. But, as Richards and -Rodgers clearly state 

later in the article, their definition does not imply that 

the ideal methodological development proceeds, rather 

neatly, from the first level to the third. Methodologies 

can develop out of any of the three categories. It is 

possible that one stumbles on a teaching procedure that 

appears to be successful on some measure and then later 

develop a design and a theoretical approach which explain 

or justify the given procedure. As we look at different 

foreign language teaching methods, we will find this is 

more often the case than otherwise. 

3.2 Grammar-Translation Method 

We know that Grammar-Translation dominated the 
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profession of foreign language teaching for a long time. 

Indeed, in the past it was the only way to teach a language, 

and today it is still the only method in some countries 

where English is taught as a foreign language. 

This method can hardly be traced back to the 

·tenets of any particular language teacher, nor to a 

particular period of time when it was initiated. It is, 

however, clearly inherited from the formal teaching of 

Latin and Greek which was very popular after .the 

Renaissance mainly because of the revival of the literature, 

and Latin was becoming the universal language among people 

who were engaged in scholastic professions. The learning 

of Latin and Greek was then regarded as an intellectual 

discipline: it was regarded as a means of training the mind 

by logical analysis of the language, memorization of 

complicated rules and paradigms, and the application of 

these rules in translation exercises. 

Since Latin and Greek were further justified as 

the key to the ways of thinking and literature of a great 

and ancient civilization, the purpose of learning these 

languages was clearly to be able to read and study classics 

in literature. Wilga M. Rivers (1968) gave a very 

comprehensive statement about the aims of this method: 

This method, then, aims at inculcating an 
understanding of the grammar of the language, 
expressed in traditional terms, and at training 
the student to write the language accurately by 
regular practice in translating from his native 

t.: 
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l anguage. It aims at providing the student with 
a wide literary vocabulary, often of an 
unnecessarily detailed nature; it aims at 
training the student to extract the meaning from 
foreign texts by translation into the native 
language and, at advanced stages, to appreciate 
the literary significance and value of what he 
has been reading. (p. 16) 

To achieve these aims, textbooks are prepared 

with meticulous detail to give a prescriptive description 

of the grammar of the language, usually prescriptive, based 

on the traditional categories of Latin and Greek grammars. 

The preoccupation is with written exercises, especially 

translation exercises, and lengthy bilingual vocabulary 

lists. Texts are usually long extracts from great writers, 

chosen for their intellectual and literary content rather 

than for the standard of difficulty of the language or 

their inherent interests for the students. Such textbooks 

act as the main teaching materials and dominate the work of 

the teacher who follows this teaching method. His role in 

the teaching/learning process is as an interpreter, 

explaining what is contained in the textbook to the 

students. The immediate aim is the completion of all the 

exercises in each lesson and the covering of all the 

lessons in the book in a given period of time. The 

students, meanwhile, are expected to learn the grammatical 

rules stated in the textbooks, to recite verb paradigms, to 

memorize new vocabulary items for each lesson, and 

eventually, t o translate t h e foreign language into his 

native language: Systematic learning is required since the 
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textbooks are written with a systematic grammatical 

sequence and lessons are taught one after another, and 

students are supposed to obtain one by one accordingly. 

Clifford H. Prator and Marianne Celce-Murcia 

(1979) list the main features of this method as the 

fo+lowing: 

1. Classes are taught in the mother tongue, with 

little active use of the target language. 

2. Much vocabulary is taught in the form of lists of 

isolated words. 

3. Long elaborate explanations of the intricacies of 

grammar are given. 

4. Grammar provides the rules for putting words 

together, and instruction often focuses on the 

form and inflection of words. 

S. Reading of difficult classical texts is begun 

early. 

6. Little attention is paid to the content of texts, 

which are treated' as exercises in grammatical 

analysis. 

7. Often the only drills are exercises in translating 

disconnected sentences from the target language 

into the mother language. 

8. Little or no attention is given to pronunciation. 

(p. 3} 

Very little has been said of the theoretical underpinnings 
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of the Grammar-Translation Method, its theory of the nature 

of language and of the nature of language learning. As 

shown by the design and techniques applied, the theoretical 

background is more pedagogical than linguistic or 

psychological. 

The Grammar-Translation Method has been quite 

successful in fulfilling its limited objectives, if the 

students being taught are highly intellectual and 

interested in abstract reasoning. They are quite skilful 

and reasonably accurate at taking dictation and translating 

the foreign language text into the native language. To the 

teachers, this method is not very demanding. Not much 

imagination is required since they usually follow 

procedures set in the textbook. The techniques can be used 

with fairly large groups, and tests are not too difficult 

to make and grade along the lines of the work that has been 

done in class {Rivers, 1968). 

Naturally this method has its disadvantages, too. 

Students who are less intellectually inclined find the 

study very tedious and monotonous, and find it even harder 

at an advanced stage, to eradicate their habits of 

inaccuracy accumulated from the mistakes made at earlier 

stages. Thus, it can be very frustrating and disheartening. 

Another main disadvantage is the inability of the student 

to communicate orally. This is due to the emphasis on 

reading and writing and little requirement on listening and 

.. ____________ _ 
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speaking. Even in writing, little training is provided to 

help students use the language actively in expressing 
$"" 

themse 1 ves. 

3.3 The Direct Method 

Towards the end of the last century, people 

started to think of teaching and learning a foreign 

language for speaking purposes. Before then, language 

teaching was limited largely to the classical languages for 

scholarly or religious purposes, and involved almost no 

aural-oral skills for communication. A popular method at 

the turn of the century was the Direct Method, which was 

vigorously proposed by Fran~ois Gouin and Wilhelm Vietor, 

opponents of the classical Grammar-Translation Method. 

Gouin seriously questioned the unsuccessful 

academic routine of the classical method after his own 

failure in trying it. He applied the principles of the 

growing science of modern psychology to the learning of 

language, such as the principles of associating- speech. with 

appropriate action, of learning through the senses and of 

centres of interest. He believed that the language was 

first introduced through the ear, and then reinforced 

through the eye and hand by reading and writing (Mackey 

W.F., 1965). Vietor analysed and violently criticised the 

Grammar-Translation Method in a pamphlet published in 1882. 

His view towards the nature of language is that language is 

made up of sounds, not letters, therefore speaking should 

\ ;.; .. -: . 1111------------------------...:.:.--·· _:.;J~.~ji 
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be the first aim, since it is primary (Childers, 1964); and 

the sentence was considered the basic unit of speech, t hus 

words should be learned in sentences, not in isolation. He 

then suggested that language should be learned in a natural 

way as a child learns its native language; and students 

should learn gramma~ inductively. {Mackey, 1965) 

The ultimate aim of the Direct Method is to 

develop students' ability to think in the target language 

whenever they are talking, reading and writing. Since the 

emphasis on the foreign language in this method is the 

medium of instruction in the classroom, correct 

pronunciation becomes very important. Learning is 

advocated by the direct association of words and phrases in 

the foreign language with objects and actions, without 

using the native language. Reading comes af~er speech, and 

students are encouraged to try and get the meaning of the 

printed word without going through an intermediate stage of 

translation into the native language. Grammar is taught 

inductively; rule generalization comes only after 

experience. Verbs are used first and systematically 

conjugated much later. Literature comes in only when the 

students are at the advanced level and is read for 

comprehension and pleasure, not for grammatical analysis. 

The culture associated with the target language is not 

neglected, but reflected in the teaching materials. 

In such a method, the teacher takes the place of 

. • .. ; 
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the book in the Grammar-Translation Method. He has to be 

able to make a dialogue or short story understood by 

providing explanatory information, often with body language 

and acting. So the teacher must be very fluent in the 

target language and very resourceful in order to make 

meaning clear in a variety of ways without resorting at any 

time to the use of native language (Rivers, 1968). The 

students are not as passive as they would be under the 

Grammar-Translation Method. They are now asked to work out 

the meaning by using as much of their perceptual power as 

possibl,, so as to make a direct association between 

foreign phrase and situation. They are required to think, 

to induce and finally to produce a response in class. 

A Direct-Method class is strikingly different 

from a Grammar-Translation one. The course usually begins 

with the learning of foreign words and phrases for objects 

and actions in the classroom, then gradually moves on to 

brief anecdotes or dialogues as texts in the target 

language, which are often based on situations in the target 

language country. When the material is first presented in 

the class, it is done orally, often accompanied with 

actions or pictures. If the meaning of certain words or 

sentences cannot be made clear by concrete representations, 

the teacher has to resort to miming, sketches, or 

explanations in the foreign language, but never supplies 

native language translations {Rivers, 1968). In such a 
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class, the preferred activity is to ask questions, usually 

based on the texts, and to give answers. So from the very 

beginning the students are exposed to and accustomed to 

hear complete meaningful sentences in the target language, 

and these sentences form part of a simple discourse which 

at the same time helps the students become familiar with 

the target culture. 

"At its best," as Rivers (1968) states, "the 

Direct Method provided an existing and interesting way of 

learning the foreign language through activity. It proved 

to be successful in releasing students from the inhibitions 

all too often associated with speaking a foreign -tongue, 

!:)articularly at the early stages." (p. 20) But the Direct 

!Jiethod did not lack critics. For one thing, the theory of 

natural selection by the ·child in his first lang'1age_ 

acquisition did not apply to.second language-learning. Too 
.-

many difficulties at the early stages could easily cause 

confusion, error, waste of time-and inaccuracy •. Rivers 

(1968) said that this could be very discouraging and 

bewildering for the less talented, as she.noted· th~ members 

of an average class soon diverged considerably from each 

other in degree of foreign-language acquisition (p. 21). 

In addition, this method is demanding for both students and 

teachers. 
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3.4 The Reading Method 

Between 1920 and 1935, there was an active period 

of experimentation in America. As the majority of American 

students studied a foreign language for a period of two 

years only, and because of the limited conditions 

prevailing at the time in America, it was thought possible 

for the students to learn only to read a second language 

and not to speak it. A large and systematic study, the 

Modern Language Study, was launched in the United States 

involving more than sixty American and Canadian language 

specialists. Coleman sur.unarized the findings of the study 

in his report, maintaining that the only objective which 

could be considered attainable in a two-year course was the 

develooment of reading ability. (Rivers, 1968). At this 

time, teachers of foreign languages in other countries were 

not satisfied with their ways of teaching and were re

examining their objectives in foreign-language study, so 

Coleman's report had considerable influence. Coleman's 

recommendations were largely accepted and a reading method 

came into being. 

The objective of this method is to develop the 

reading skill of students who take a language course of 

limited duration, so that they will be capable of 

independent reading after their formal study of the 

language is ended. It is assumed that the teacher's load 

is l~ssened by using this method because the students are 
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doing a lot of work on their own. Students, me anwhile, 

are trained to read the foreign language as rapidly and 

accurate~y as possible without translating into their 

native language, but directly apprehending the meaning. 

Texts are based on a controlled and limited vocabulary 

which is gradually increased. Only a comprehension of the 

text is required; what is stressed in practice is rapid, 

silent reading, and plenty of it (11ackey, 19 6 5) • Current 

and historical knowledge of the country where the target 

language is s~oken is regarded necessary because it 

facili tates com~rehension of the reading material. 

Grammatical knowledge is not as stressed as voca.1?ulary 

since it is considered less important in fast reading. 

Rivers (1968) analysed the method and gave the 

following conclusion: 

The Reading Method increased the ability of the 
better students to read in the foreign language 
but was a burden to students who had reading 
difficulties in their native language. The 
system of extensive reading gave students the 
opportunity to progress·at their own rate, 
students within the same class could work with 
readers at different levels of difficulty. The 
method also aroused interest in the people who 
spoke the language, and a curiosity about their 
way of life. 

The Reading Method for the most ~art produced 
students who were unable to comprehend and speak 
the language beyond the very simplest of exchanges. 
World War II and the increasing closer contacts 
between nations made it apparent that the reading 
skill alone was not enough as the end product o f 
a foreign-language course (pp. 23, 24). 

As a result, people started looking for methods 
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which would work in training the students' aural-oral 

skill s. 

3.5 The Audio-Lingual Method 

We can trace the Audio-Lingual ~ethod directly 

back to the "scientific" linguistics of Bloomfield and his 

followers in the l920's and l930's, and to the assumptions 

of -behavioristic psychology which had come into vogue at 

that time. In the 1940's there was a growing need for 

training speakers of other languages for both military _and 

diplomatic purposes because of the war. There was an 

urgent demand for staff capable of aural-oral communication 

in foreign languages after the shortest possible period of 

special training. This time, theorists of structural 

linguistics and behavioral psychology merged perfectly to 

give language teachers a method, the Audio-Lingual Method, 

which is firmly grounded in theory. Both schools of 

structural linguistics and behavioral psychology 

constituted a reaction against the theories that proceeded 

them and maintained that nothing was truly scientific 

except empirical knowledge, empirical in the sense of 

physically observable and measurable. The structural 

linguists studied and described what people really do say 

in their mother tongue, which departs from the prescriptive 

approach of traditional grammarians. Their view of 

language is stated clearly by William Moulton (1961): 

1. Language is speech, not writing. 
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2. A language is a set of habits. 

3. Teach the language, not about the language. 

4. A language is what its native speakers say, not 

what someone thinks they ought to say. 

5. Languages are different. (Rivers, 1968, p. 37) 

Behaviorist psychology, at the same time, described all 

learning, including language acquisition, as a matter of 

conditioning - the formation of habits through responses to 

outside stimuli. Thus people learned languages through 

mimicry and rnemori~ation and through analogy. 

The aims of the Audio-Lingual Method are quite 

comprehensive: to develop students' mastery of the target 

language in all four language skills: listening, speaking, 

reading and writing in that order. Emphasis is laid on 

listening and speaking, and these are used as a basis for 

further development in reading and writing. Together with 

this linguistic emphasis is the understanding of the target 

culture and the people who speak the language. 

To serve these aims, textbooks are prepared 

suitable for oral communication practice. A typical audio

lingual textbook usually consists of lessons or units 

composed of three principal sections: a dialogue, pattern 

practice exercise, and some type of application activity. 

The subject matter is primarily concerned with the common 

facts and occurrences in our daily life, not literature. 

Since emphasis is on aural-oral communication, spoken 
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language is the main feature of the texts, and colloquial 

expressions are selected rather than grammatical points. 

With most of classroom hours spent on aural-oral 

practice, this method makes considerable demands upon the 

teacher. Rivers {1968) stated: 

It demands of him a near-native articulation and 
intonation if he is to model utterances for the 
students. The method calls for considerable 
energy if the teacher is to keep oral practice 
moving smartly, and imagination and enterprise in 
using persons and situations in-the classroom if 
foreign-language material is to acquire reality 
and relevance. It also demands of the teacher 
careful preparation and organization of material. 
(pp. 49-50) 

Students are now under the control of both the teacher and 

the material. They can be creative in making responses to 

the teacher at a rather advanced level, but at the 

elementary level their answers are usually constrained. 

Techniques for carrying out this method are 

listed by Prator and Celce-Murcia: {1979) 

1. New material is presented in dialogue form. 

2. There is dependence on mimicry, memorization . 
of set phrases, and overlearning (to form a 
habit) . 

3. Structures are sequenced, and taught one at a 
time. 

4. Structural patterns are taught using repetitive 
drills. 

5. There is little or no grammatical explanation: 
grammar is taught by inductive analogy rather 
than deductive explanation. 

6. Vocabulary is strictly limited and learned in 
context. 
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7. The re is much use of tapes, language labs, and 
visual aids. 

8. There is an extended pre-reading period at the 
beginning of the course. 

9. Great importance is attached to pronunciation, 
with special attention being paid to intonation. 

• 10. The cultural background of the target language is 
stressed. 

11. Some use of the mother tongue by teachers is 
permitted. 

12. Successful responses are immediately reinforced. 

13. There is a great effort to prevent student errors 
{p. 4). 

The fact that the Audio-Lingual Method has been 

widely adopted in foreign language teaching all over the 

world suggests its merits in application. Summarizing 

Rivers' {1968) evaluation of this method, we get the 

following points: 

To begin with, the Audio~Lingual Method is 

successful in developing students' comprehension and 

fluency in the language at an early stage of their learning 

experience, though with a command of limited knowledge of 

the language. Secondly, structural patterns frequently 

used in communication are learned systematically and are 

practised more than in some other methods. The techniques 

of mimicry-memorization and pattern-drilling facilitate the 

production and manipulation of structural elements which 

must e ventually be used without conscious attention to 

their systematic features. Thirdly, students' knowledge of 
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language structure is widened not by using their native 

language, but entirely in the foreign language, and 

enhanced later by reading and writing at an advanced stage. 

Finally, teaching students how to speak at the very 

beginning of the course helps to keep their motivation high, 

since 'the feeling of achievement in being able to use what 

they have learned is really encouraging. 

There are, however, certain defects in this 

method that teachers of foreign languages should be aware 

of and try to avoid as much as possible in practice. 

Since students are trained in a mechanical way, 

they may develop the ability to make perfect responses only 

when they are given certain stimuli. The techniques of 

memorization and drilling can be intensely tedious and 

boring, unless the teacher is imaginative, inventive and 

resourceful, and is always alert for opportunities to make 

the teaching interesting. The principle of training 

students to make variations on language patterns by analogy 

may lead to vagueness and bewilderment. As a result, they 

do not understand the possibilities and limitations of the 

operations they are performing and are· unable to use these 

patterns in real life situation. Finally, the time lag 

between ·the oral presentation of foreign-language material 

and the presentation of the same material in printed or 

written form can make certain students feel insecure, 

because they can only depend on the ear. Hence, failure in 

a 
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catching what they are supposed to hear sometimes develop 

emotional reactions to aural-oral work which hinder them in 

the learning of the language. 

3.6 Cognitive Approach 

In the late l950's and early l960's, ~tructural 

linguistics came under attack by Noam Chomsky, 

representative of the generative-transformational school of 

linguistics. Chomsky's idea is that language cannot be 

scrutinized simply in terms of observable stimuli and 

responses or the volumes of raw data gathered by field 

linguists. What generative linguists were interested in 

was arriving at an explanatory level of adequacy in the 

study of language. John F. Haskell (1978) once summarized 

Chomsky's ideas as follows: 

1. Language is innate, (a product of a thinking brain 

and not habit formation). 

2. Language is rule governed behavior. 

3. "Correctness" is determined by the users of the 

language and is based on understanding. 

4. All languages have "universals" or similarities. 

5. Surface grammar is only a manifestation of deep 

grammar. 

6. Our language competence is not always accurately 

reflected in our performance (pp. 19-20). 

On the psychological side, a similar revolution 

came about with the scrutiny of the adequacy of behavioral 
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theories to account for human behaviour. Behavioristic 

psychology views all learning as a process of acquiring new 

behaviours through conditioning and reinforcement. 

Cognitive psychology, in refusing the behavioristic point 

of.view, emphasizes the role of the mind in acquiring new 

information. One of the leading cognitive theorists is 

David Ausubel. In his book "Educational Psychology: A 

Cognitive View", he states that there are two types of 

learning: 

(1) rote learning, and 

(2) meaningful learning. 

The key concept of Ausubel's cognitive theories of learning 

is that learning must be meaningful. He thinks that the 

acquisition of large bodies of knowledge is simply 

impossible in the absence of meaningful learning. In other 

words, all learning, including language learning, must 

involve active mental processes in order to be meaningful 

and that only by means of meaningful learning can students 

acquire significant amounts of knowledge. (Chastain, 1971) 

According to these theories, students should be 

encouraged to undertake a large cognitive load in learning, 

rather than imitating without thinking about the utterances 

they hear. The task of the teacher in a cognitive 

classroom is to facilitate student acquisition, 

organization and storage of knowledge rather than to 

develop automatic, nonthoughtful responses through 
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reinforcement procedures. Prator and Celce-Murcia (1979) 

characterise the Cognitive Approach as follows - emphasis 

on communicftive competence; de-emphasis on pronunciation; 

teacher as a facilitator rather than a figure of absolute 

authority; listening comprehension is emphasized; written 

and spoken language skills are viewed as equally important; 

silence is recognized, while repetition is discouraged; 

and there is increased interest in the affective domain. 

Various studies in Chastain (1970) have indicated 

that the Audio-Lingual Method is more successful with 

students of low verbal ability, while the Cognitive 

Approach is more successful with students of high verbal 

ability . 

The outline of design and classroom procedures to 

implement cognitive theories on language learning is 

incomplete. However, in recent years, people have 

implemented new ways of language teaching which are in 

large part influenced by cognitive-affective psychology. 

3.7 The Silent Way 

One way of language teaching which reflects the 

influence of cognitive learning is a system developed by 

Gattegno called "The Silent Way". It is unique not only in 

that the teacher is silent for 90% of the teaching time, 

but also that frequently students are silent, too. Almost 

everybody would be amazed when they first heard about such 

111--------------



C - -- -,--·-····· ....... ,._ ...... . • ..• · .. _, ..... .... , ... -, . .• •. , ....... ,.~-1, .. ~--=,~-- .. ,., . 

l 

• 

53. 

a way of teaching language. Yet, this method has been 

proved to be quite successful in teaching some ten 

languages to non-native speakers. 

Gattegno 1 s ideas, summarized by Stevick (1974}, 

are as follows: 

1. Teaching should be subordinated to learning. 

2. Learning is not primarily imitation or drill. 

Drill is valuable, he says, only insofar as it is 

substantially tied in with the personality of the 

learner. 

3. In learning, rather, the mind "equips itself by 

its own working, trial arid error, deliberate 

experimentation, by suspending judgement and 

revising conclusions". 

4. As it works, the mind draws on everything it has 

already acquired, particularly including its 

experience of learning its native language. 

S. The teacher must stop intei;fering with and 

sidetracking the learner's mental activity if 

teaching is subordinate to learning. 

This is the principal reason for the silence, as Gattegno 

holds that silent spaces should be given to students so 

that they can have ti.me to think in the language they are 

learning as they mentally repeat and recall words and 

phrases and put them together to form appropriate new 

sentences. 

} 

' 

1 
1 
I 

1 
A 
l 
/ 

~ 

i 
! 



\ 
i 

• 

I 
! 

54. 

This frankly artificial approach is in some 

respects very strictly controlled. There is no textbook. 

The teacher provides knowledge of the language, and a firm 

overall structure for activity. The student is given 

information of the language, but he cannot respond simply 

by repeating what he has received. He must work out the 

answer by using his brain on his own. 

The teaching is conducted by using a set of rods, 

with different colours and lengths, and wall charts. New 

inputs are given only once, the teacher then carries on 

the teaching by using gestures and actions. There is no 

verbal praise, and no oral correction. The native 

language is strictly avoided. 

The outcome of this method i .s dramatic. From 

the beginning, students' concentration is intense since 

they realise that what is said will not be repeated. 

Though students are relatively silent, they are not 

passive. The :learning is remarkably effective and rapid, 

despite the size of the class (Stevick, 1974}. It gives 

the mind maximum opportunity to extract information from a 

short bit of aural input, and the feeling 11 1 have learnt'' 

helps develop self-respect in the learner. Yet, the 

rigidity of teaching by a fixed order is questioned by some 

teachers and it has not been demonstrated how successfully 

such a method would work at an advanced level. 

111---------------
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3.8 Suggestooedia 

Suggestopedia is another way of learning a 

foreign language in a short period of time. This method 

was develo9ed by a Bulgarian psychiatrist, Dr. Georgi 

Lozanov and his colleagues, who have been studying the 

power of suggestion and experimenting ,-..i th ways to improve 

memory. 

Lozanov thinks that many negative "suggestions" 

or fears inhibit learning such as feelings of incompetence, 

fear of making mistakes, apprehension of that which is 

novel or unfamiliar. So one of the most important tasks of 

the teacher, Lozanov thinks, is to free the students from 

such inhibition. Tone of voice, facial gestures, soft 

lights, music or elements of art, comfortable pleasant 

facilities in the classroom, the ~ersonality and manner of 

the teacher are all regarded as applicable non-verbal 

"suggestive" factors which, he said, are of great 

importance in teaching and learning. Such an environment 

is designed to encourage informal contact and natural, free 

communication. 

Brooks Shearer (1978) described the procedure of 

this method in his article "Suggestive Language". The 

typical Lozanov classroom is like a comfortable living room. 

The teacher reads a lesson dialogue in an expressive way 

accompanied by theatrical gestures and the students repeat 

sentences after him. Then, everybody sits back in his 
.F 
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armchair, enjoying the concert of music with eyes closed. 

After a few minutes, the teacher reads the entire dialogue 

to the accompaniment of beautiful classical music. This 

finished, the whole class stand up and do a few stretching 

exerc~ses. The teacher then reads the dialogue once more 

and the class is over for the day. 

On entering such a class, students are provided 

a new name with a new identity. There is no homework, and 

correction in class is minimal . Lozanov claims that within 

a month, students with no prior knowledge of the language 

will have learned 2,000 to 3,000 words and have a good 

enough grasp of the grammar to use in conversation. Brooks 

Shearer proves that some Western experts who have visited 

his institute support his claim. 

Yet, certain limitations exist. Suggestopedia 

has been developed for classes in which all students share 

a common native language. Not only must · teachers be 

proficient in both languages, they must_ have . the right 
.-

temperament ane philosophical persuasions. The 

Suggestopedic students have shown that their speech is 

somewhat inaccurate grammatically and phonologically. But 

their remarkable fluency and lack of inhibition, acquired 

far more rapidly and with greater positive effect than 

students taught by traditional methods, seem quite 

convincing of the value of this method. 

111---------------
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3.9 Situational Reinforcement 

At the end of the 1960's, Eugene Hall assailed 

the Audio-Lingual Approach as being unable to approximate 

actual language. Meanwhile, he proposed another approach 

called Situational Reinforcement, to remedy this situation. 

Tfiis approach to language learning, he said, "makes 

language meaningful from the beginning by using and 

practising the material in situations which the students 

can understand without difficulty" (Mall, 1978). Hall's 

idea of language is that it is a total experience, which 

includes both form and function: language is a system for 

creating and understanding completely new utterances rather 

than a fixed body of material to be go~ through. Thus, 

learning a language is a process of gradual familiarization 

with all of its parts through real communication, not a 

process of assembling isolated fragments through drilling 

out-of-context material. This process then becomes one of 

internalising phonology, structures, and vocabulary by 

analogy until original utterances can be generated 

(Hall, 1978 ). 

This idea of using situations in teaching 

language has also been proposed by other theorists, such as 

A.S. Hornby (1972). He claims that "Language is needed 

for situations and should be taught with situations as the 

starting-point" (p. 88). 

Materials used in this approach involve the 
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students in authentic communication; cognitive choices are 

incorporated in order to avoid mere mechanical repetition: 

and analogy is incorporated. 

This approach, with a series of written textbooks, 

is easily carried out by teachers who have minimal training 

in ~ethodology. Students enjoy the realistic situations 

which lend themselves easily to field trips and use of 

relevant realia. Yet, some personal experience has shown 

that in addition to excessive repetition in the lesson 

format, the unstructured, unsequenced material can give 

students the feeling that they are not making any real 

progress (Madsen, 1979). 

3.10 Total Phy sical Response 

·James J. Asher's Total Physical Response, also 

called Command-Action T~aching, is ~egarde~ as another 

alternative to the Audio-Lingual Approach. As the title 

implies, this methodology provides instruction through the 

use of commands accompanied by a physical response. 

In his book "Learning AnotheP Language Through 

Aa tion: The Comp7,~te Teacher's Guide book", Asher (1977) 

points out that we have been unsuccessful in this country 

(America) in teaching foreign_ languages because we have 

overlooked natural language learning sequences, 

specifically the importance of extended listening and 

understanding .before speaking is attempted. His theory is 

1r 
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based on the study of children's first language acquisition, 

as he found that children exhibit listening comprehension 

in their native languages before they produce very much 

intelligible speech: the listening skill is far in advance 

of speaking. From this, Asher emphasizes listening 

com~rehension in his methodology by spending 70% of the 

student 1 s time on listening, 20% on speaking and 10% on 

reading and writing in the first semester. (Diller, 1975). 

Asher (1977} summarizes his approach with the 

following three principles: 

1. 

2. 

Understanding the spoken language should be 

developed in advance of speaking. 

Understanding should be developed through 

movements of the student's body. The imperative 

is a powerful aid because the instructor can utter 

commands to manipulate student behavior. Research 

suggests that most of the grammatical structure of 

the targat language and hundreds of vocabulary 

items can be learned through. the skillful use of 

imperative by the instructor. 

3. Do not attempt to force speaking from the students. 

As the students internalise a cognitive map of the 

target language through understanding what is 

heard, there will be a point of readiness to speak. 

The individual will spontaneously begin to produce 

utterances (p. 117). 
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Later on, when students do begin to speak, Asher would 

severely limit error correction. His theory of limiting 

correction is based on the prernis~ that production cannot 

be taught since it is part of a developmental sequence in 

which the appearance of ·speech is contingent upon an 

expanding internalised map of the target language. Thus a 

student's production should not be interrupted in the 

middle of an attempt to express a thought; and errors, 

which are inevitable for everyone, will gradually be 

reduced over time as are the errors of native speaking 

children. 

This method has a distinct characteristic that 

every utterance by the teacher is a command or is embedded 

in a command which the students then act on. Teachers who 

are unfamiliar with the Command-Action strategy can learn 

to handle the techniques by studying Asher's guidebook and 

perhaps viewing one of the films demonstrating the 

techniques. Yet, problems with the method remain when the 

subject matter comes to abstract ideas, especially at 

advanced level. Again, it demands of the teacher not only 

proficiency in the target language, but also good acting 

and essential psychological knowledge, since some actions 

might be embarrassing to some students. Nevertheless, this 

method has demonstrated its effectiveness in providing 

rapid and rather permanent language gains in early stages, 

and a somewhat surprising transfer effect on reading and 
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writing skills. The final advantage is that this technique 

can well be incorporated into other methods to improve them. 

Kenton Sutherland (1978} proposed that Asher's theories and 

practices should not be ignored because they are an 

extremely important and provocative contribution to the 

current thinking and methodology of foreign language 

teaching and learning. 

3.11 Counselling-Learning Method 

Counselling Learning, a new method introduced by 

Charles A. Curran, seeks to facilitate language learning 

through a synthesis of the student's affective and 

cognitive domains. Students' interests, values, and 

attitudes are utilized in the classroom. In designing 

this method, Curran (1972) was greatly concerned with human 

relationships in the teaching/learning situation. He feels 

both the teacher's and the student 1 s initiatives are 

necessary for successful learning. "It is not only the 

teacher .•• who is responsible for understanding; the 

students also have a responsibility to recognize the state 

of threat and anxiety that they, too, can constitute for 

the knower" (p. 113). Rardin (1976) characterised this 

method with these basic concepts: 

1. All human learning is, in fact, value learning. 

2. In most adolescent and adult learning, there is an 

inherent resistance to the new knowledge being 
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presented. 

3. Real learning means learning that is brought about 

by an "interaction between the knower and the 

learner in which both experience a sense of their 

own wholeness". 

· 4. Learning is an intensely personal experience. 

With these basic principles, Curran identifies 

five stages in the learner's development. The first he 

calls the Embryonic Stage, where there is almost total 

dependence on the teacher. The second is the Self

Assertion Stage as the learner begins to show some 

independence and tries out the language. Next is the Birth 

Stage, when the learner speaks independently, though with 

mistakes. Then comes the Reversal Stage when the learner 

feels secure enough to make correction. The final stage is 

the Independent Stage, where the learner is seldom 

interrupted for correction, but more for enrichment and 

improvement of style. 

In this method, the teacher is not really 

teaching. He is simply a bilingual person, or facilitator 

who interprets between two languages when asked. The 

students are now controlling the class as they are told to 

communicate with one another on any subject and in any 

sequence they choose. Thus, the traditional teacher

questions, students-answers relation is completely reversed. 

The procedure followed in a Counselling-Learning 
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class is deceptively simple. The students ("clients" in 
Curran's terminology) sit in a circle. The teacher or 

teachers ("knowers" or "counsellor-teachers") are outside 

the circle. The students initiate the conversation in 

their native language, and the teacher, translates it into 

the target language. They then say in the target language 

what they have heard the teacher say. In the first stage 

of Curran's identification, the students depend almost 

entirely on the teacher; gradually the teacher's role 

becomes less and less important in the activity, until 

finally the students are able to depend on themselves in 

the learning. 

The method's strengths are both affective and 

cognitive. LaForge has reported on the high motivation of 

the students having conducted demonstrations . in Counselling

Learning at the University of Michigan during a six-month 

period. He corroborates the value of periods of silence 

for learning and understanding what has been said. 

Students could move at their own pace. (Madsen, 1979). 

Students, in this way, can learn what they need to learn. 

More important to many learners is the freedom and 

initiative they are permitted in the learning process, 

which obviously frees them of inhibition. 

The limitations in this approach mainly lie on 

the teacher-counsellor part. For one thing, the training 

for the ideal knower is demanding. He needs to have a 
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perfect command of the foreign language, and be 

professionally competent in both psychology and linguistics 

so as to deal with the problems in class in a scientific 

way. Another is that in a large-group situation, it can be 

very difficult for the teacher to handle. 

3.12 Methodologies Used in China 

As stated in the first chapter of this paper, 

English teaching methods in use in China are mainly Grammar

Translation and a combination of Grammar-Translation and 

Audio-Lingual methods. Despite the fairly long history of 

foreign language teaching, China is still in favour of 

these "out-of-date" teaching methods. This is partly due 

to the lack of systematic teacher training in the 

methodology of foreign language teaching, and partly 

because there was little need until recent years for 

English professionals with aural-oral communicative skills. 

In such a combination of methods, grammar is an 

essential- element. Almost all the textbooks written -or 

edited by Chinese writers have a very systematic 

grammatical sequence, and almost all the courses are run 

according to such a sequence. Most tertiary English 

courses are heavily weighted in favour of reading skills, 

though there is a tendency to move from primary reliance on 

Grammar-Translation activities to increased use of Audio

Lingual techniques. This means that s9eaking skills are 
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trained by applying mimicry and memorization. The teacher 

in the classroom is still the authority, controlling most 

of the teaching and learning activities. The student takes 

a rather ~assive role, always ready to accept what the 

teacher is saying. In short, the teacher-as-dominant/ 

student-as-submissive role relationships still predominate. 

In 1979, a group of American specialists visited 

China for the purpose of surveying diverse aspects of 

English teaching there. In their brief report they noted 

the teaching techniques they observed in twenty-one 

educational institutions in five cities. The most common 

classroom activities were "oral repetition exercises, 

substitution drills and combination drills, oral 

translation exercises, (English to Chinese and Chinese to 

English), reading aloud activities, identification of parts 

of speech, listening comprehension activities based on 

taped passages, w~th follow-up comprehension questions by 

the teacher, or repetition of taped sentences by students" 

(Cowan, et al, 1979). 

The results of such teaching practices are that 

students have a fairly good command of the grammar and can 

give quick oral responses to questions asked. Students are 

encouraged by the progress they have made in the process, 

and feel that they can increase their ability to read and 

spe ak step by step. But disadvantages do exist. Cowan et 

al (1979) found from their observation that "one element 
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which was consistently missing was any opportunity for 

students to practise communicative use of English. When 

communicative use of language did take place it was 

generally in the context of discussing a reading selection 

in an intensive reading class." The teaching/learning 

relationship is still quite rigid partly due to the "heavy 

reliance on rote memorization and the reproduction of 

carefully prepared lessons." (p. 474) 

In the next chapter, we will examine the 

psychological traits of the Chinese tertiary English 

majors, with particular reference to ERWAI students. This 

will lay the basis for an investigation of the 

appropriateness of methodologies to the Chinese TEFL 
, 

situation . 
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Chapter 4 

PSYCHOLOGICAL ATTRIBUTES OF THE CHINESE STUDENTS 

4.1 Introduction 

Psychological studies are normally confined to 

investigations of the mental and emotional processes and 

states of individuals. However, as these are largely 

influenced, or forged, by the environment they live in, 

people from different cultural backgrounds will likely have 

different psychological characteristics, as proved by 

Condon (1973) from cross-cultural research. 

The existence of cultural stereotypes may be. a 

typical example of the existence of national identity. A 

stereotype is actually a kind of prejudice and can be·· 

either positive or negative. Our cultural environment 

shapes our ways of perception so that we tend to view the 

world through our own cultural pattern, and judge. any 

phenomenon different from ours by applying .criteria based 

on our own culture, often oversimplifying in the process. 

Brown (1980) described stereotyping as this: 

In the bias of our own culture-bound world view, 
we oicture other cultures in an oversimplified 
manner, lumping cultural differences into 
exaggerated categories, and then we view every 
person in a culture as possessing corresponding 
stereotypical traits. Thus Americans are all 
rich, informal, materialistic and overly friendly. 
Italians are nassionate and demonstrative. The 
British are reserved, polite, thrifty, and drink 
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tea. Germans are stubborn, industrious, 
methodical, and drink beer. Orientals are 
reserved, wise, cunning, and 'inscrutable'. 
(p. 125) 

A proper evaluation of stereotypes can be helpful 

in understanding other cultures in general, and the 

differences between two cultures in particular; but 

negatively biased stereotyping can be very harmful creating 

hostility between nations. No matter what the stereotype 

of the Chinese has been, the following is not in an attempt 

to set one. The premise is that the Chinese people are 

culturally different from Americans or Europeans, yet it is 

by no means claimed that all Chinese students can be neatly 

fitted into certain rigid categories. Thus, any particular 

single member of this group is not to be judged by the 

overall traits of the Chinese culture. There are no doubt 

exceptions. What is sought is the· characteristics of the 

majority, especially the characteristics different from 

those of the majority of Western students, in relation to 

language learning .. and language tea·ching-. 

A study was undertaken in May-June, 1983, which 

included two questionnaires concerning issues such as 

students' motivation, emotion, personality and learning 

style. Questionnaire 1 was completed by 88 Chinese 

subjects, among them 56 were students of English in ERWAI, 

23 teachers of English from ERWAI and 9 from other foreign 

language institutes. Questionnaire 2 was done by 90 

subjects, among them 58 students of English in ERWAI, 23 

"--•s------------------- -• .. 
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teachers of English from ERWAI and 9 from other foreign 

language institutes. The results will be examined in 
P!" 

different sections throughout this chapter. 

Both questionnaires were in English. As they 

were done by either third-year English majors or English 

graduates, no language difficulty was reported from the 

subje,cts. Questionnaire 2 allows more than one tick, 

therefore each number of ticks is out of 90, and the 

percentage items do not make up 100. 

Like all experiments done by using questionnaires, 

this study does not exclude the possibility that subjects 

might answer what they should answer, or give answers that 

would please the teacher rather than what they really think 

or feel. To reduce this, efforts have been made in the 

design of the questionnaires to make subjects less aware of 

the purpose of carrying out this study. 

In addition, reference will also be rnade to 

. published studies. Since little work has been done on 

Mainland Chinese, some studies of Chinese Americans will be 

cited, as these are the most relevant available. 

4.2 ~ ptitude of Tertiary Students in General 

The study of aptitude is a very difficult area, 

though it has involved quite a few specialists for several 

decades. Some research has shown a high correlation 

between aptitude and achievement as measured by a series of 

popular aptitude tests. Yet, questions have been raised on 
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the essential point: how reliable are these tests? 

When it comes to the Chinese situation, aptitude 

becomes even harder to investigate. Tests of intelligence 

quotient brought to China early this century have been 

abandoned since 1949, being regarded as idealistic and 

bourgeois. Similarly, the adoption of aptitude tests, 

which were popular in the West in the l950's and 1960's, is 

simply out of the question. If we cannot get any accurate 

information about the aptitude of the Chinese students, 

perhaps we can take the following statistics as an indirect 

indication of the aptitude of Chinese tertiary students in 

general. 

According to the most recently published 

statistics on tertiary enrolments in China (Suzanne Pepper, 

1980), only 5.3 percent of senior middle school graduates 

were enrolled into tertiary schools in 1978. With such a 

small percentage, the authorities see to it that only the 

best 5.3 percent as shown by the entrance examination, 

which is held nationwide and strictly controlled, will 

enter universities and colleges. Though we cannot be sure 

that the enrolled students are the most intelligent, we 

can hardly deny that their entry level is among the highest 

of all candidates. 

Colin Mackerras (1967), who taught English at the 

Peking Foreign Language Institute from 1964 to 1967, wrote 

as follows: 
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The general standard of my students was 
undoubtedly high, though there were of course 
exceotions. The .ones who came from Shanghai 
and other cities were in general better at 
languages than those from peasant background, 
which is scarcely surprising. On the other 
hand, I was impressed by the peasant students. 
Some of mine spoke excellent English, and one 
in particular could have passed for a native 
speaker. (p. 51) 

4.3 Motivation 

Motivation is a crucial variable in language 

learning. As stated earlier, learners in foreign language 

learning situations usually have different motivations from 

those of second language learners, because of their various 

needs. In China some English learners want to become 

translators or interpreters; .some want to get prestigious 

jobs such as teachers; others need the language in their 

work as attendants, waiters or waitresses, whic~ involves 

consequent contacts with people from foreign countries; 

still others need the langua~e for their research work in 

technical fields such as physics, biology and so on. 

During the last decade, English · has become increasingly. 

popular due to changes in the political situation, foreign 

policy and the economic and commercial needs. David 

Bonavia (1982) described the foreign language learning in 

China after his trip to this country. 

The craze for foreign languages, and especially 
English, which swept the country in the wake of 
the diplomatic breakthrough with the United States 
i n 1971, has risen to unheard-of heights, with 
science students and hotel attendants mumbling 
ove r textbooks in their free moments and many 
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people simply coming up to foreigners in the 
streets to test what they have learned, falling 
into a bashful silence when their vocabulary 
runs out. English periodicals brought into the 
country are eagerly snapped up, where previously 
they would have been ostentatiously returned if 
left lying around. Newspapers and magazines are 
running long feature articles describing foreign 
countries, and more people are travelling abroad 
than ever before - though still only a tiny 

· percentage of the population. Crowds ~luster 
around television sets showing foreign places 
and people, and Western TV news companies supply 
regular cli ps on matters of topical interest. 
(p. 28) 

Behind such enthusiasm lie .certain motivational 

causes. As the country is badly in need of English 

professionals, competence in this area often means more 

O?portunities of getting a good job. This is important for 

young people, especially middle school students. In the 

first two decades after 1949, most foreign language majors 

were expected to become translators working in certain 

areas after graduation. That largely explains why the 

Grammar-Translation Method dominated foreign language 

teaching at that time. In recent years, however, with more 

people going overseas to study or work and with more 

foreigners going to China to visit, study or work, 

students' needs in learning foreign languages are changing. 

More and more English learners are learning the language 

for the purpose of communicating with native English 

speakers either at home or abroad. The motivation of 

foreign l anguage learners seems to be moving from 

instrumental towards integrative . This tendency is shown 
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in the results of the first part of Questionnaire 2, 

presented in Table 4a and Table 4b together with the 

questionnaire items. (See pages 74-75) 

The results of the study have revealed some 

interesting issues under the heading of MOTIVATION. 

Item 1 (b) was selected by 68% of all the 

subjects. Students' interest seems to weigh a lot in the 

formation of their motivation for choosing what subjects 

they are going to take in college. The higher the 

students' interest, the more likely they will concentrate 

and work hard. This often promoted successful learning. 

Item 1 (c) scores 52%, and item 3 (a) 57% of all 

the subjects. This may remind us that social factors can 

very well influence the learners' motivation in learning. 

When English is valued by the society, we tend to be 

motivated to obtain it, so as to be looked upon favourably 

by others. This is the situation in China. In other 

words, the Chinese students' need for social recognition i,s 

quite strong now. 

'While i terns 2 (a} , (b} , (f} , (g) can be easily 

grouped into the instrumental category, items 2 (c), (d), 

(e) and 3 (b) are likely to be regarded as integrative. 

Surprisingly the integrative items scored significantly 

higher than the instrumental items. The questionnaire 

indicates that integrative purposes constitute a 

motivational factor for no less than 65 percent of the 
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Table 4a: Motivation 

Instruc tion: Tick as many of the follow i ng choices as you think apply to you. If what 
you have is not in the list, please write it in the space given beneath. 

Contents Number Percentag e 
of Ticks 

1. I'm now studying English because 
a. my parents want me to. 
b. I'm interested in th~ language. 
c. English is so popular now. 
d. 1 1m good at learning languages. 
e. I was not able to be a student of science. 
f. I can get a good job after graduation. 
g. 

2. My purpose(s) of learning English is (are) to be able to 

7 
61 
47 
27 
16 
19 
10* 

a. translate documents in a certain area. 25 
b. read English literature. 32 
c. appreciate the cultures of English speaking people. 55 
d. communicate with English speaking people. 69 
e. 
f. 

study (or live) in an English speaking country if possible. 52 
work as an interpreter with foreign experts in a particular 
area. 40 

g. work as a tourist guide. 7 h. __________ ________________ ___ 10* 

3. If I learn English well, it is likely that 
a. I will get a good job. 
b. I will have a chance to study abroad. 
c. I will be sent to work abroad. 
d. My relatives and friends will admire me. 
e. 

* Details of these items· are shown in Table 4b. 

51 
57 
31 
14 
21* 

8% 
68% 
52% 
30% 
18% 
21% 

28% 
36% 
61% 
77% 
58% 

44% 
8% 

57% 
63% 
34% 
16% 
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Table 4b: Added Options {See Table 4a) 

1. (g) (I'm now studying English because) 

(1) English is a tool in learning other subiects. 

(2) Engl ish is easier to learn. 

(3) of the desire · to know foreign culture and people. 

(4) of the importance of English . 

(5) of the need for future work. 

(6) of the requirement of being a translator or an interpreter. 

(7) of the need to read English originals. 

2. (h) (My purpose of learning English is to be able to) 

(1) learn more languages. 

(2) be a good teacher. 

· (3) work better in future. 

(4) let English speaking people know our cduntry bette~. 

{5) work as an interpreter for VIPs. 

{6) learn philosophy in the original. 

3. (e) (If I learn English well, it is likely that) 
(1) I can work better in the future. 
(2) I will be able to communicate with English speaking people. 

(3) I will know more about the outside world. ' 
~ 

(4) I can learn other subjects bettei •. 
( 5) I will get another way of .livin~~ 
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2 
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subjects. 

On the whole, the results of the questionnaire 

indicate that the Chinese students of English at ERWAI are 

quite highly motivated, for one reason or another. 

Moreover, proponents of. a strong correlation between 

integrative motivation and successful language learning 

would be encouraged by the apparent tendency towards 

integrative motivation in the questionnaire. 

4.4 Personality 

At a general and superficial level, personality 

refers to the unique and distinctive characteristics which 

set one person apart from another. However, the fonnation 

of personal characteristics is a complex one, involving all 

environmental factors in the process. It is true that just 

as all national societies differ from each other, no 

individual within any one nation is precisely like his 

fellows. But while the variations are many, the majority 

of Chinese or the majority· of Americans share a· large body ~ 

of basic coromon ideas and personal traits respectively. 

Quite a few studies have been done comparing 

Chinese-Americans with Americans. Though considerable 

differences within the Chinese-American group are found, 

ethnic differences are distinguishable. For example, Sue 

and Kirk (1972; 1973) systematically compared Chinese

American students with the general population of students 

at the University of California, Berkeley, using such 
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assessment measures as Omnibus Personality Inventory, 

Strong Vocational Interest Blank, and the School and 

College Ability Test. "The Chinese, compared to the 

general student body (mainly Caucasians), were (a} higher 

on quantitative and lower·on verbal performances on the 

Ability Test, (b) more interested in physical sciences and 

applied-technical fields and less interested in social 

sciences, aesthetic-cultural fields, and verbal-linguistic 

vocations, and (c) more conforming and less socially 

extroverted, preferring concrete-tangible approaches to 

life and reporting greater emotional distress." (Quoted 

from Arthur Kleinman & Tsung-Yi Lin, 1981: 295) Similar 

findings have been shown in other studies. Abbott (1976) 

found that "The overall Chinese profile .included .high 

scores on self-control, good impression ·and femininity in 

both sexes ... Scofield and Sun (1960) found a group of 

Chinese immigrant students to be more withdrawn, shy, 

emotionally insecure, sensitive, suspicious, ·and aloof ·than 

Caucasian-American college students. Klein, Miller and 

Alexander (1974) gave a list of adjectives to some Chinese

American students and asked them to indicate the extent to 

which each adjective was true or false of themselves, 

people their own age in their home country, and Americans. 

The result shows that adjectives rated by all to be 

significantly more true of Chinese peers than Americans 

were: calm, respectful, cautious, gentle, obedient, serious, 
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reserved, spiritual, stable, intellectual, considerate, 

shy, formal, tolerant of differences, egalitarian, 

emotionally distant, suspicious and aloof. Meanwhile, 

adjectives rated significantly more true of Americans than 

of Chinese were: active, optimistic, frank, self-confident, 

practical, cheerful, responsible, materialistic, 

cooperative, spontaneous, forceful, helpful, outgoing, 

eager for change, bold, aggressive, boastful, changeable, 

noisy, irritable, rebellious, demanding and bitter. 

In the ERWAI questionnaire, students were asked 

to rate several statements on a continuum from S - exactly 

describing him/her, to 1 - not at all describing him/her. The 

result concerning personality is given in Table 5 (Page 79). 

The study is unfortunately within an inescapable 

limitation. A control group of Western students of foreign 

languages would make the result more distinctive. 

Nevertheless, the results do show some consistency with the 

results of studies mentioned above and give some indication 

of the personality of ERWAI students. 

Items 1, 3, 7 and 8 have shown quite remarkably 

that most of the subjects are shy and withdrawn, rather 

than aggressive. Personal experience also confirms that 

most of the Chinese students tend to distract others' 

attention from the self. Few of them enjoy being the 

center of attention. For these students, talking in front 

of the whole class is a challenge, and if they fail to 

------ - - --------- --·--··---·--·-
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Table 5: Classroom Personality 

Instruction: Read the following statements and decide how well each describes you. 
Rate each statement as follows: 

5 describes me exactly 

4 describes me rather well 

3 is a bit like me 

2 is not very like me 

1 is not at all like me 

1. Talking in front of the whole class is really fun for me . 

5 

6 

2. I do whatever the teacher asks me to. 22 

3. On the whole I am very quiet in class. 13 

4. I feel it is showing off to talk in class without being asked. 15 

5. I am afraid to be asked first in class. 9 

6. I like to let my friends know what I think. 13 

7. I tend to talk more thar, others in conversation. 2 

8. I like to be noticed by people. 2 

9. Mostly I follow those advanced students' way of studying English. 3 

10. I obtain most of what I have learnt from books and recordings. 15 

11. Mostly I check my answ~~s . with my dlassmates if I can. 2 

12. Normally I change my original answers a lot in doing exams. 2 
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8 

19 

24 

10 

15 

28 

9 

4 

15 

32 

14 

2 
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18 

32 

21 
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perform successfully, they feel they have lost face and 

can become upset. 
$:"' 

Item 2 is a typical example of the.obedient 

nature of Chinese students. Ever since primary school, the 

teacher has been an authority figure for the students. For 

most school childre~, whatever the teacher says must be 

done, even against the will of the parents. The issue of 

teacher-student relationship will be ·discussed later. 

Items 4, 5, 6 and 7 have revealed some 

controversial points, as controversial as the topic itself -

extroversion/introversion. While Sue and Kirk 1 s study has 

shown that the Chinese-Americans are less socially 

extroverted, these ERWAI subjects are not less extroverted 

in classroom. Item 4 does not discriminate, while item 6 

seems to score a bit high on the extrover.t. side.. It is 

quite natural that both traits exist within an ethnic 

group, but the nature of these traits is such a cultural 

specific one that quite often two extroverts from two 

different cultural groups behave differently. Francis L.K. 

Hsu (1953} discussed the difference of American 

extroversion and Chinese extroversion. If we were to set 

up a scale of extroversion from zero to ten, we would quite 

likely find that the Chinese regard five as extroversion 

whereas Americans might choose seven. In other words, 

there is no objective measurement of such things as 

extroversion: it varies from culture to culture. 
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One point shown in this study which is 

completely inconsistent with Klein, Miller and Alexander's 

study is that of self-confidence, or self-esteem. Their 

study shows that Americ~ns are more self-confident than 

Chinese, but items 5, 9, 11 and 12 in Table 5 seem to 

indicate that the Chinese students are quite self-confident. 

The ratings are remarkably in favour of high self-esteem. 

The reason could possibly lie in the different environments. 

The Chinese-Americans are out of their own country, and 

they are in a new culture, a new system and with new people 

around who behave differently from those they are familiar 

with. Thus they are facing the task of adapting themselves 

to a new situation. The ERWAI students, on the other hand, 

are in a familiar native environment. What is more, they 

have been regarded as constituting the best 5.3 percent of 

their peer group from the moment they entered college. The 

success can increase their self-esteem, hence their 

confidence is enhanced. 

No study has been undertaken on the subject of 

Chinese students• empathy. According to Brown (1980) a 

high degree of empathy, the desire to understand and 

empathize with native speakers, will lead to-high 

integrative motivation. Naiman et al (1978) used Hogan's 

Empathy Scale and found that field dependence has been 

shown to correlate highly with empathy. The Chinese 

students' empathy as a characteristics of their personality 
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may be reflected in their motivation and their tendency 

towards a field-dependent learning style, which will be 

mentioned later. 

4.5 Affect 

Earlier in section 4.3 where motivation was under 

discussion, we noticed that 68 percent of the subjects 

claim that they are interested in the language. Later, 

consistent result is found when the subjects• emotional 

attributes are investigated. Mouly (1973) once said, 

"Emotions are such dynamic aspects of human life that they 

underlie all aspects of hum.an behavior . .••.•• Emotions 

are an integral part of the total personality and, 

therefore, of vital concern to the school" (p. 184). 

In Chapter 2, mention was made of the emotional 

climate of the classroom as a factor in the success of 

second language learning. Studies (Thelen, 1967) have 

shown that students in different emotional states result 

in different degrees of achievement in their study, and 

efforts have been made by psychologists and methodologists 

to create suitable emotional environments for the learner. 

Our concern here is to determine in what kind of 

emotional state the Chinese learners of English work best. 

The result of the study is shown in the second part of 

Questionnaire 2, presented in Table 6a and Table 6b, which 

may not be regarded as ethnically unique (See pages 83-84). 
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Table 6a: Affect 

Instruction: Tick as many of the following items as you think apply -to you. If what 
you have is not in the list, please write it in the space given beneath. 

Contents Number 
of Ticks Percentage 

4. I tend to remember what is being taught easily 

a. if I am really interested in it. 

b. when I get excited. 

c. if I love it. 

d. if I hate it. 

e. if I am worried about it. 

f. if I know I have to remember it. 

g. when I feel lighthearted. 

h. 

5. I get worried/nervous 

a, when I fail to answer the teacher 1 s questions. 

b. if I do not understand the first point the teacher mentions. 

c. when my classmates say something I don't understand. 

d. if I get low marks for my tests and homework. 

e. if the teacher praises others but not me. 

f. when I can't speak as well as my classmates. 
g. 

* Details of these items are shown in Table 6b. 
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86 96% 

15 17% 

59 66% 

9 10% 
(XI 

17 19% w 

52 58% 

21 23% 

3* 

58 64% 

50 56% 

26 29% 

51 57% 

9 10% 

37 41% 
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~able 6b: Added Options (See Table 6a) 

4. (h) (I tend to remember what is being taught easily) 

(1) if I fully understand. 

(2) if it is useful for future work. 

5. (g) (I get worried/nervous) 

(1) if I fail the first item in an exam. 

( 2) if I can't do things perfectly. 
( 3) if my view is different from the teacher 1 s. 

(4) if I fail to apply a proper method. 

( 5) when I find that I am not making any progress. 

( 6) when I find I know too little. 
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Number of Subj ects 
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The scores of items opposite in meaning are 

stri kingly different. We can see that interest and effect 

are very helpful in the learning: 96 percent of the 

subjects ticked 4 (b) and 66 percent ticked 4 (c). 

Items 4 {f) and 4 (g} reveal a very interesting 

i?sue. 58 percent of the subjects chose 4 (f), which 

implies that when they are under certain pressure, they 

work more efficiently. 23 percent of them chose 4 (g), 

which suggests that when the rest 07 percent of them)are in 

an untroubled mood, they do· not work effectively. While 

quite a few specialists are searching for teaching methods 

to reduce the learner's pressure, this result may be 

discouraging. 

However, item 4 {e) did give a definite idea that 

for the majority, worry can only hinder the progress in 

their study. This is scarcely surprising. A further item 

shows that 64 percent of the subjects get worried when they 

fail to answer the teacher's questions; 56 percent get 

worried when they do not understand the first point the 

teacher mentions; and 57 percent get worried for getting 

low marks for- their tests and homework. The point is 

learners may get worried for different reasons, and this is 

what teachers should know so as to avoid causing 

unnecessary worries in teaching. 

Th e result also shows that the Chinese students 

take the comparison with their peers quite seriously, as 
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shown by items 5 (c} and 5 (£}. 

4.6 Learning Style 

0242 0 

In 1973, Mouly mentioned one cause of different 

learning styles in his book Psychology for Effective 

Teaching, saying "These perceptual frames of reference 

appear related to early chD.d-rearing practice. Field

dependent children tend to have mothers who are more 

restrictive, more dominative, more inclined to encourage 

conformity. By contrast, the mothers of field-independent 

children tend to encourage individuality, responsibility, 

exploratory behavior, and independence 11 {Shaffer et al, 

1957). A child's learning style is not innate, his early 

experience and learning environment may well affect his way 

of learning. As mentioned in Chapter. ~, Brown confirmed 

this point, "A person's cognitive style is determined by 

the way he internalises his total environment ... For the. 

Chinese tertiary school students, their learning environment 

and learning experience are a ·very· important contiiti'On . in 

forming their learning style , though there must be 

differences within the group. Andrew Watson (1975), who 

lived and taught English in China, described the old Chinese 

way of teaching . Within the classroom, traditional methods 

were very authoritarian, and teachers demanded great respect 

and discipline. Much of school life consisted of rote 

l earning and the repetition of orthodoxy. David Bonavia 

Cl 
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(1982) analysed the teaching in present day China after his 

visit: 

The emphasis on rote learning has carried over 
into modern China, partly because it is still 
essential for learning the Chinese script and 
partly because modern education means absorbing 
much foreign originated knowledge, especially 
languages and natural sciences. A typical modern 
Chinese student regards education as a process of 
'gongdu', or •assault by reading', similar to our 
concept of cramming. (pp. 174-175) 

Colin Mackerras (1967) talked about the method 

used for teaching a three-year course in English: 

No Chinese whatever was spoken in the classroom, 
even for the beginners, and much use was made of 
teaching aids. No grammar was taught, instead, 
the course was based_ on pattern drills. The aim 
was, by concentrating only on essentials, to 
turn out competent interpreters and teachers 
within three years. The students were taught 
basic vocabulary and language structure, but 
very few synonyms or unusual idioms. (p. 65) 

It is believed that such methodologies are quite 

different from those used in most Western countries in the 

1960's. And their characteristics will be reflected on the 

Chinese students·L learning styles. 

Half of Questionnaire l deals with learning style. 

The results are shown in several tables according to 

different issues. (See pages 88-90) 

Table 7 indicates that the Chinese students are 

used to a deductive method and systematic teaching. The 

rating shows quite significantly that most of the students 

are in favour of being given the rules directly, rather 

than working out rules from given data. 

·i 
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Instructions f or Tables 7-12 are as per Table 5. ( See page 79) 

Table 7: Inductive/Deductive Learning 

5 4 

1. I feel I learn a lot when the teacher puts the main points on 
the blackboard. 23 25 

2. I like the teacher to point out one, two, three, four in a 
l ecture. 30 29 

3. I feel worried if I fail to take down the notes I s~ould. 26 23 

4. I feel at ease when the teacher tells us the rules in English 
straight away. 16 37 

Table 8: Formal/Informal Teaching 

5 4 

1. I like the teacher to make jokes in class . 23 25 
2. I like to play games in class and I learn a lot from it. 12 12 

3. I like the kind of teacher who is fond of talking about his 
personal matters. 2 7 

4. I like the whole class to sit in a ~ircle so that everybody 
can see everybody else Jn the cl~ss. 13 17 

5. I am glad if the students can stand up and leave class when 
they want to. 17 12 
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RATING 

3 2 1 

19 15 6 

21 4 4 
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RATING 

3 2 1 
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21 19 24 
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Instructions for Tables 7-12 are as per Table 5. (See page 79) 

Table 9: Rote/Meaningful Learning 

RATING 

5 4 
.. 

3 2 1 

1. I have to repeat a word again and again before I remember it. 10 14 25 21 18 

2. Reciting what I have remembered is no difficulty to me. 16 18 25 21 8 

3. I can remember what the teacher has taught in class even 
though I don't really understand. 3 8 15 33 29 

4. I learn quite a lot by doing pattern drills. 11 19 22 24 12 

5. I can only remember what is meaningful to me. 30 · 23 20 12 3 
(XI 

\0 

Table 10! Field-Dependence/Field Independence 

RATING 

5 4 3 2 1 

1. I can only remember what is meaning·ful to me. 30 23 20 12 3 . 
2. When I learn a new pattern, I must know how to use it in a i real situation. 45 30 6 6 1 

' 3. I gain a lot by talking to people. 
<, 

31 31 15 9 2 
,. 
t 
( 

4 • I usually do very well in classroom. exercises. 8 27 30 18 5 

· i •I,' 
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Instructions for Tables 7-12 are as per Table 5. (See page 79) 

Table 11: Reflectivity/Impulsivity 

1. I must fully understand the first step before I start the next. 

2. I prefer to be accurate even though I am a bit slow. 

Table 12: Tolerance/Intolerance of Ambiguity 

1. I feel annoyed with exc~ptions. 

2. I feel it is hard to understand what is different from Chinese. 

ii~):-:· 
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Table 8 has items concerning formal and informal 

teaching. These items reveal an interesting issue. The 

Chinese students appreciate informal teaching, but only to 

a certain extent, as shown by items 1, 2, and 3. They 

would prefer a less rigid seating arrangement in class, but 

still want to maintain the discipline, as shown by items 4 

and 5. 

From Table 9, we can see that rote learning is 

not favoured by most of the subjects, though it has a long 

history in Chinese teaching. Items 3 and 5 clearly show 

this opinion, while other items do not show any preference. 

This attribute, however, is consistent with the other 

issues raised in the Affect section. No doubt, the 

learner's emotional state has a lot to do with the 

effectiveness of learning. Rote learning is widely agreed 

to be boring and tedious. Instead of arousing the 

students' interest in learning, it often makes students 

feel that learning is· a burden· for them. 

Of the four items in Table 10, the ratings of the 

first three seem to indicate that most subjects are field

dependent. The fourth, with the highest score falling in 

the middle, does not show much difference. 

Only two statements examine the issue of 

Reflectivity/Irnpulsivity in Table 11. Yet the ratings of 

the two items indicate a definite tendency towards 

reflectivity . This goes together with the preference for 
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systernatic learning and the Chinese students' personality· 

of being cautious. 

In Table 12, Tolerance and Intolerance of 

Ambiguity is covered by two items. Again, the ratings fall 

quite remarkably to the tolerance side. This is not 

unexpected, as previous data have already shown a tendency 

towards integrative motivation and a field-dependent 

learning style, and tolerance of ambiguity often 

accompanies such traits. 

4.7 Teacher-Student Relationship 

In addition to the intra-personal characteristics 

of the Chinese tertiary students of English mentioned in 

this chapter, there is an inter-personal relationship 

between teacher and student in the Chinese context which i~ 

worth discussing before we investigate the question of 

methodological appropriateness. 

The Chinese teacher-student relationship, 

characterized by many Westerners as rigid, distant and 

formal, has a long history of over 2,000 years. It is 

undeniably under the influence of Confucius, who was a 

famous ancient Chinese philosopher and is regarded as the 

greatest of all China's teachers (Kuo, 1970). He 

emphasized the virtues of filial submission and loyalty of 

the young people, and glorified the ideal nobleman as being 

always correct, reserved, placid and self-controlled 

(Fitzgerald,1976). According to Confucius, teachers are 
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educators, and they are moral guides. Hence, teachers 

should possess a nobleman's quality before they step onto 

the platform and start teaching the young people. Because 

of this, teachers are socially respected, and students are 

expected to obey teachers without question. Today, the 

relationship has become less rigid and less formal, as will 

be seen later, but the influence is still there. Western 

people who have been taught in a much more democratic 

educational environment find it very hard to understand. 

Beverley Hooper, (1979) who studied Chinese in Peking 

Language Institute, claimed that the school life was just 

like that in the old-fashioned Western primary school, 

where teachers treated them like children and asked them to 

obey the rules. Boaz {1981), who, together with her son 

Paddy, taught English at Yunnan University, described the 

typical Chinese classroom and students' attitude towards 

teachers in her letter, saying: 

The formality of the students and their respectful 
distance from the teachers were hard on Paddy, 
their contemporary (p. 803}. 

They tried very hard to rearrange the classroom furniture, 

make their lessons informal and enjoyable and, even played 

sports with their students to break through the barriers. 

David Bonavia (1982), having visited Chinese schools, wrote: 

Rules of classroom discipline are simple - 'Respect 
teachers', 1 Be polite', and 'Do not spit'. Chinese 
schoolchildren appear, on the whole, to be more 
docile than their counterparts in Western countries -
as long as there is no political movement in progress 
to stir them up (p. 179). 
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A few items in Questionnaire 1 were designed to 

see what the Chinese students' attitude is towards their 

teachers. The result is quite encouraging, as shown in 

Table 13. (See page 95) 

Items land 3 seem contradictory, but they are 

not. It is true that very rarely the Chinese students 

argue with their teachers, which would often be regarded as 

conceited and arrogant. Yet, unlike former times, students 

now seem to have the ability and courage to tell whether 

the teacher is right or not. 

Items 4 and 5 tell us the students' attitude 

towards error correction. As shown by the ratings, their 

attitude is positive. Most students do not mind talking 

about their mistakes in class. And it also shows that they 

seldom resent teachers' correction, instead, they feel it 

is helpful. This does not imply that the Chinese students 

are modest, but rather seems to be a sign of their respect 

for the teacher. 

4.8 Summary 

In summary, the questionnaires yielded the 

following tentative conclusions . The majority of students 

at ERWAI tend to: 

{l ) be inte gratively motivated; 

{2 ) be shy a nd withdrawn; 

(3) be more extroverted than they expecte d: 



r 
Table 13 

Teach~~udent Relationship 

RATING 
5 4 3 2 1 

1. I often argue with my teacher. 
2 l ,8 29 48 2 • I like to be taught by older teachers. 

10 16 22 29 11 3. I believe that whatever the teacher says is right. 
3 7 16 31 31 4. 

I don't like talking abo~t my mistakes in exercises and exams. 
6 8 19 33 20 5. When the teacher correct~ me in class, I tend to remember the 

\.0 point firmlv later. 
42 26 12 5 3 :11 
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(4} have high self-esteem; 

(5) work efficiently when they are interested in the 

subject; 

(6) prefer a moderate amount of pressure; 

(7) favour deductive and systematic teaching; 

(8) like informal teaching, but still wish to 

retain discipline; 

(9) be field-dependent and reflective; 

(10) have a fairly high tolerarice of ambiguity; 

(11} respect teachers highly; and 

(12) accept error correction readily. 
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~apter 5 

APPROPRIATENESS OF METHODOLOGIES TO ERWAI STUDENTS 

S~l Introduction 

This chapter will concentrate on the 

appropriateness of those methodologies mentioned in Chapter 

3 to the psychological characteristics of Chinese tertiary 

English majors, namely ERWAI students, based on the study 

presented in Chapter 4. Although the conclusions are drawn 

from an empirical base, they must nevertheless be 

recognised as being tentative in nature. They should be 

seen to constitute a beginning to the search for the most 

psychologically appropriate -method, not a fi·nal produ.ct~ 

5.1.1 The Grammar-Translation Method 

The Grammar-Translation Method is, in theory, 

consistent with the commonest teaching method used in 

primary and secondary education in China. This method, 

reflecting one of the early theories of learning

Apperception*, is still influential in education. The 

* Apperception, a term introduced by Leibniz to denote the 
process by which the mind gets hold of the "perceptions" 
of sense and turns them into conscious knowledge. Herbart 
used this concept in his theory of knowledge, apperception 
being the process which creates systematic- order out of 
what is presented to the mind. It is on this that all 
learning activity is based, and he develops his 
educational psychology accordingly. (New Age 
Encyclopedia Vol. 2, p. 95) 
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The formal, rigid approach of apperceptionists emphasises 

rote learning, with the teacher remaining central and 

dominant in the whole process. According to Bigge {1982) 

"Apperceptive education is conceived as a process similar 

to filling a storage container. Since students depend 

completely upon the teacher, who provides all of the 

leadership in learning~ critical thinking is discouraged 

and students tend to be docile" {p. 45). This has been, 

for a long time, the educational situation in China. 

The Grammar-Translation Method seems more 

suitable for learners with an instrumental motivation, 

since it requires largely reading and writing skills to 

meet the needs of literature reading. As the method aims 

at enabling students to read classics, high intelligence, 

or aptitude, is needed. Though rote learning is not 

favoured by most ERWAI students, it may not nece·ssarily be 

a waste of time with proper requirements if pressure is 

believed to be helpful. The- systematic way of teaching ' 

grammar certainly suits most of the Chinese students, 

especially at the beginning stage, since they are used to 

this way of teaching and learning in middle school where 

little creative work is required. In addition, the 

systematic way of teaching enables the students to observe 

their progress in learning, which is encouraging and will 

often keep their motivation high. 

Howeve~, with the learning of vocabulary, 
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students need to have some tolerance of ambiguity, because 

new words are usually presented in isolation in a list, 

with emphasis on their e quivalents in the native language 

rather than context, though they eventually do appear in 

context. 

5.1.2 The Direct Method 

The Direct Method, aiming at developing students' 

ability to think in the target language while talking, 

reading and writing, favours integrative rather than 

instrumental motivation. Thinking in the target language 

does not occur until a certain degree of mastery of the 

language has been reached, usually at a fairly advanced 

level. If a learner thinks in the target langua_ge without 

translating the given signals into his mother tongue, then, 

he must be quite competent at the receptive language skills . 

With this aim of the Direct Method, the students are 

actually required to develop all the four language skills. 

Although neither Gouin nor Nietor stressed the listening 

ability in their proposal, later studies show that 

receptive skills often go before productive skills, thus, 

listening cannot be ignored if speaking is to be achieved. 

Since students are exposed to the target language 

only, the re is t he ris k o f causing tension and anxiety, 

especially at the beginning stage . As shown in Chapter 4, 

most of the students fee l that they gain little when they 

are worried. 
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Learning in such conditions also needs an 

extremely high tolerance of ambiguity at the beginning 

stage because it is not easy for adults to link the new 

symbols to correct concepts without the help of their 

native language. In this, they differ from infants, whose 

task in learning languages is establishing new concepts 

together with the languages. Adults learning a foreign 

language often have to abandon their old established 

concept-symbol links when they are using the foreign 

language. 

Another requirement of the Direct Method is that 

students are encouraged to speak in class, that is to 

perform in front of their peers. Inhibition will be a 

barrier, and an extroverted personality is preferable. 

Generally speaking, encouragement is needed if this meth~d 

is used with the Chinese students. 

In this method, the culture of the target 

language is emphasised. Students are supposed to learn:"the 

culture when learning the language. A positive attitude 

towards the target culture is favourable, and it is 

probably better if the learners are empathic and field

dependent. This seems to be in accord with the Chinese 

students. 

5.1.3 Reading Method 

Reading Method, as the title indicates, 

emphasises the reading skill only: the requirements of this 
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method are less comprehensive than the Direct Method. At 

the end of these relatively short courses students are 

expected to be able to read in the .target language, mostly 

for special purposes. In this case, an instrumental 

motivation is favoured. In addition, introversion is 

required since the students need to do quite a lot of 

mental work while reading, so as to understand better. 

When fast reading is stressed, impulsivity.tends to be more 

helpful than reflectivity; and since most reading reflect 

the culture of the target language, a field-dependent 

learning style may be favourable. 

This method seems to be irrelevant to the ERWAI 

situation, because it does not serve the aims and 

objectives of the curriculum. However, when students' 

reading skills need to be -trained for the sake of future 

career, the technique may be suitable for meeting such 

needs, and on the whole, this method may be appropriate to 

Chinese students, since they seem to be more visually 
; ' ·. :..:,;, 

oriented than aurally oriented in learning. 

5.1.4 The Audio-Lingual Method 

The Audio-Lingual Method is closely linked with 

two schools: structural linguistics and behavioral 

psychology. The defining characteristics of this method 

are mechanical drilling and overlearning, which are based 

largely on the behavorists' theory that "all kinds of 
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learning are habit formation." 

As the discussion in Chapter 3 has shown, this 

method sets a high demand on both the teacher and the 

students. Pattern drills require quick responses, so that 

impulsivity is necessary, whereas this does not appear to 

be one of the strong points of the Chinese students. If 

the students fail to give quick and correct answers, 

anxiety and tension can easily result. In the short term, 

field-independence might be more -useful than field

dependence, since students must focus on the specific. 

Rote learning does not demand full understanding of the 

meaning, hence, for most adult students, tolerance of 

ambiguity will be a prerequisite to memorization. 

The Audio-Lingual technique depends heav.ily on 

mimicry, memorization and overlearning so as to form a 

habit. This involves a lot of oral exercise and students 

must constantly perform in front of the class. Such a 

learning situation k-eeps challenging· the studentsf self

esteem, which seems to be quite high among ERWAI students, 

and students .who are confident tend to be less inhibited 

and perform better. Students' personality also counts. 

Extroverted and aggressive students usually seize more 

opportunities in doing exercise, which in turn cuts down 

the chances for introverted and submissive students. As 

shown in Chapter 4, the ERWAI students appeared to be less 

introverted than stereotypes would suggest, which is 

I 
:, 

,, 
·' 

J 
i 
~ 

i 
i 
i,:,• 



. ' ... -~ '·-- - . . .... __ ...... _ . .. . . 

,. 

~ .. , ... •.......= ... ~ .. 

10 3. 

encouraging to people who are in favour of Audio-Lingual 

Method. Nevertheless, perhaps they lack the aggressiveness 

so suited to this method. 

Personal experience in using this method in class

room teaching confinns this tendency. Almost in every 

class there are some students who are talkative and who 

always take the chance to speak in class. Gradually, some 

students who seldom have the chance to speak in class 

become more and more subdued. The teacher in such a 

situation finds it very difficult to equalise the time and 

opportunities allotted to each student. Yet, this is 

extremely important in applying the method successfully. 

5.1.5 Silent Way 

Methods based on theories of cognitive psychology, 

are quite new to the Chinese language teachers. 

Theoretically they are very different from familiar 

teaching methods; practically, there are several problems 

in trying them out, such as training teachers, providing 

teaching materials and changing teaching environments. 

However, these methods are likely to be introduced to China 

in the near future, if not for all EFL teaching, then for 

certain language teaching programs and for supplementing 

present teaching methods. An analysis of the suitability 

of these methods to the Chinese students is therefore 

necessary. 
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From the psychological point of view, the 

outstanding features of Silent Way are the pressure caused 

by non-repetitive presentation and the unorthodox nature 

of the learning styles required. There are various factors 

that cause the students to concentr~te intensely on what 

they are learning: interest, affect, obligation, anxiety, 

and perhaps even hatred. This method enforces 

concentration by letting the students know that the new 

information they need to learn is presented once only, and 

will not be repeated. This seems reasonably appropriate 

for Chinese students who tend to react favourably to a 

certain degr ee of pressure in learning, but if this 

pressure exceeds a certain point, the results may in fact 

be totally counterproductive. 

Since the target language is taught once only 

with no explanation either in the native language or in the 

target language, students have to induce the rules 

themselves,. which can hard-ly be , reached- without certain "· 

knowledge of the language. As established in Chapter 4, 

ERWAI English majors overwhelmingly favour deductive 

teaching method; therefore, a heavy induction load in · 

learning may create difficulties for these students . Here 

high tolerance of ambiguity is very helpful, especially at 

beginn ing level. Besides, students are not asked to give 

quick responses, but rather accurate ones. Reflectivity 

may be more suitable for such learning. 
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5.1.6 Total Physical Response 

Of all the new methods, Total Physical Response 

is perhaps the most novel, not only with regard to the 

techniques used, but also the extent to which the teacher 

manipulates student behavior. This method makes the 

students perform not orally, but physically, doing what the 

teacher tells them to do. In applying this method, 

cultural attitudes towards learning and teaching seem 

particularly relevant. In the Chinese culture, the teacher 

is a respected figure of authority, and touching between 

people of opposite sex is not supposed to be seen in public. 

While watching a video of Asher demonstrating how to use 

this method in language teaching, the Chinese teachers of 

English studying in Canberra were stunned when they saw 

Asher kiss his students now and then, tear a sleeve off his 

shirt and crash a fresh egg on a student's head. The 

Chinese students will definitely not accept such teaching. 

For one. thing, they are simply·not that outgoing in class: 

very few students would not feel embarrassed. Secondly, 

the traditAonal teacher-student relationship is still 

intact. As shown in Table 8, most of the ERWAI students do 

not even like the idea that a teacher should be so informal 

as to talk about his personal matters in class. With the 

teacher acting in front of all the students, most students, 

not to mention the teachers themselves, would feel 

extremely uneasy. In addition1 this method requires a very 
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high degree of extroversion, as the students are 

constantly performing in class. However, if the teacher 

handles the teaching properly, bearing in mind the 

students' individual differences, he can apply certain 

aspects of Total Physical Response in the class, making it 

less rigid and formal, thereby, reducing inhibition and 

arousing the students' interest in learning. 

5.1.7 Counselling Learning Method 

Counselling Learning, among all the new methods, 

goes the farthest in breaking the traditional teacher-as

dominant/student-as-submissive relationship in language 

teaching. In this method, students control what they are 

learning with the help of the teache_r. As described in 

Chapter 3, such a way of learning requires inductive 

thinking, since nobody is there ready to point out the 

rules in the target language. At early stages, when 

students are only told how certain sentences are said in 

the target language, it is almost impossible for them to 

fully understand the mearning. Thus an extremely high 

tolerance of ambiguity would be essential. 

Classes can be conducted in a way quite similar 

to real life communication, with people talking to each 

other in a free chat. The social function of language 

figures prominently in this method, therefore an 

extroverted personality is naturally ideal. Again, a 

a 

ij 
\ . 
' f 
fi .I 

~ 
~ t.,. 
! 
~ , 
l 

i 
! 
i 



• 

107. 

talkative student usually has more opportunities to talk, 

and learns more about what he wants to know than quiet 

students, who might have different interests, but cannot 

seize the chance to ask for the information they need. 

High self-esteem is another desirable personal trait to go 

with this method. When students have started their 

conversation, trying out what they know of the target 

language is a very important practice. Students who are 

confident are likely to use what they al~eady know, and 

learn from their mistakes; while cautious and reflective 

students tend to avoid using the knowledge they are not 

sure about, and have fewer chances to check themselves. 

5.1.8 Suggestopedia & Situational Reinforcement 

Suggestopedia, a therapy for unsuccessful 

language learners, is not relevant to the present language 

teaching and learning situation in China. However, if 

English is to be further popularized in the future, this 

method may be useful for students who are not highly 

motivated and not very successful in learning. By reducing 

their anxiety and fear of failure, they may achieve more. 

The technique suggested in Situational 

Reinforcement is ideal in making students perceive by usinga 

range of senses, but it is fairly difficult to be applied 

in a foreign language learning situation such as China. In 

a second language learning situation, this may be much 

~-
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easier, as the learner is totally surrounded by the target 

language and culture._ But in the case of China, the 

situations that can be adopted in teaching English are 

severely limited. Nevertheless, teaching by providing 

situations seems psychologically suitable for the Chinese 

learners. For one thing, most of them have shown a 

preference for learning in context. Another, if most of 

them hope to have a chance to study or live in an English 

speaking country, they can benefit from such teaching. 

5.2 Conclusions 

To claim that foreign language learning is a 

complex process which involves many kinds of factors seems 

somewhat of a cliche at this stage. The whole paper is an 

attempt to explain why there is no single rnetho? that can 

be regarded as perfect in any learning situation. The 

foreign language learning process is so complicated by many 

separate but interrelated factors that it is almost 

impossible to sequence the whole process to the 

satisfaction of everybody involved. The essential 

criterion of a good method, however, is that it works in a 

real teaching/learning situation. One important 

consideration, perhaps the most important, is to avoid any 

psychological interferences distracting the learner from 

learning. Since the interest of this thesis lies in its 

potential application in foreign language teaching, it 
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seems fair to risk some tentative conclusions either as 

reference for the improvement of present EFL teaching in 

ERWAI or for the adoption of other methods in the future. 

l. According to the study, the ERWAI students possess 

certain psychological traits which are widely 

regarded as positive to language learning, such as 

high self-esteem and tolerance of ambiguity. It 

is almost definite that these traits are helpful 

no matter what kind of teaching method is used. 

However, the advantages are even greater when 

methods such as Direct Method, Audio-Lingual 

Method, Silent Way and Counselling Learning are 

applied. 

2. Systematic teaching suits most of the· ERWAI 

students I learning · style, especially i ·n teaching 

grammar. This is mainly due to the students' 

previous learning experience, and the fact that 

such teaching enabl.es the students -- to see their. 

own progress, thus maintaining high motivation. 

Given this, the Grammar-Translation Method 

certainly has its appropriateness to the Chinese 

students. 

3. Interest and affect play a very important part in 

the students• emotional mood for proficient 

language learning, which is also shown by their 

preference to meaningful learning . If the teaching 
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is made interesting by adopting techniques 

suggested in Situational Reinforcement, Total 
!"' . 
Physical Response and Counselling Learning, 

students' interest and concentration are likely to 

be stimulated •. 

4. Since the Chinese students are still basically shy, 

withdrawn and obedient, methods like Total Physical 

Response and Audio-Lingual Method should be used 

with care. These characteristics of the Chinese 

students, though unfavourable to language learning 

in the eyes of Western specialists, are a matter of 

cultural influence. By using informal teaching, 

but not to an extent which would embarrass the 

students, and by introducing the culture associated 

with the target language, students may .. be · 

encouraged to move towards the other end of the 

continuum. However, this is not likely to happen 

in a short period. of time. 

5. One favourable characteristic of the Chinese 

students is that they prefer to have some pressure 

in- learning. In other words, if the learning is 

challenging to them, they may work more efficiently. 

With this advantage, some principles of The Direct 

Method, Audio-Lingual Method and Silent Way can be 

applied with modification. 

Above all, the whole teaching should aim at 

~-
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meeting the students' needs. As the motivation of the 

majority is moving towards integrative, which is also in 

line with the aims of the curriculum, emphasis should be 

laid on improving all language skills of the students so 

that they will be able to communicate with native speakers 

in real life situation without language barriers. 

The present popular method in China is an 

eclectic one, synthesized from Grammar-Translation and 

Audio-Lingual Method. These methods have, however, been 

adopted from overseas without scrutinizing their 

appropriateness to the Ch~nese learners. This paper, 

though based on a limited study with tentative, and 

sometimes subjective conclusions, is an attempt at drawing 

attention to this need for scrutiny of psychological 

appropriateness. Further research and_ investigation are 

needed to establish the·essential criteria for the 

introduction of new methodologies effective and suitable to 

the teaching of EFL in China. 
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