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國立政治大學英國語文學系碩士班 

碩士論文提要 

 

論文名稱：探究小留學生經驗：個案檢視小留學生橫跨各階段定位現象 

指導教授：招靜琪博士 

研究生：陳德愷 

論文提要內容： 

 本文旨在以學習者定位的角度切入，探討小留學生在求學各階段會遭遇到

的優勢與挑戰。研究對象為兩位曾經於童年時期在加拿大求學的台灣小留學生，

研究方法主要包含研究對象所撰寫之英語學習歷程、口述英語學習歷程與半結構

式訪談，目的在於了解研究對象在人生各階段的經歷、自我定位與他者定位，透

過「整體 — 內容」分析法，研究結果顯示小留學生在回到母國之後，經常受到

他者的正向定位，因而獲得許多優勢，如獲得許多師長、同儕的讚揚、較多參與

英語相關活動機會、英語課上獲得老師特別給予的自由、以及在面對大學與研究

所課業上相對較少的負擔。而這些小留學生享有的特權也與台灣「英語瘋」的現

象息息相關。不過這些小留學生也面臨許多挑戰，如在出國初期遭遇許多語言障

礙產生的挫折、回台灣後相當不適應以考試為導向的教學、人際關係上遭遇挫折

與國文科目的挑戰。同時交叉分析個案後，顯示出家長在確保小留學生未來學習

順利與否，扮演相當關鍵的角色。最後於文末提出給予老師、家長與小留學生的

建議，以及未來研究建議方向。 

關鍵字：小留學生、英語學習經驗、定位理論  
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Abstract 

This study aims to reveal the advantages and challenges that early study abroad 

students face through exploring the positioning of two Taiwanese students who 

studied abroad at a young age at different stages of their lives. The study adopts a 

qualitative research method with written narratives, oral narratives and 

semi-structured interviews as data and the data collected is analyzed using a 

holistic-content approach. The research findings indicate that the two early study 

abroad students positioned themselves and were positioned positively after they 

returned to their own country and enjoyed various privileges, such as peers’ 

admiration and teacher’s encouragement for their superior English skills, ample 

opportunities to participate in many English-related activities in school, freedom 

granted by teachers in English classes, and less schoolwork burden in university or 

graduate school. Nevertheless, the participants also face unique challenges. Both of 

the participants suffer from great frustration at the beginning of their study abroad 

experiences and were not used to the test-oriented English education after returning to 

Taiwan. In Jessica’s case, difficulties in learning the Chinese subject and troubled 

interpersonal relationships also existed. The findings also reveal the importance of 

parents’ role in facilitating these early study abroad students’ sustained English 

development. Suggestions for teachers, parents, early study abroad students and 

implications for future research are provided at the end of the thesis.  

Keywords: early study abroad, English learning experiences, positioning
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CHAPTER 1 

Introduction 

 

 Getting an early start in learning a second language has become a global trend 

over the past few decades, especially in Asian countries. Some countries have already 

had compulsory English courses as early as elementary schools (Pufahl, Rhodes & 

Christian, 2001). In Taiwan, according to the current Grade 1-9 Curriculum 

Guidelines from the Ministry of Education, English classes are introduced into the 

curriculum of formal education in grade 3, but many schools start teaching English in 

grade 1. However, even before formal English education starts in the elementary 

school curriculum, many parents in Taiwan have been sending their children to 

bilingual kindergartens or language schools for fear that their children will lose 

competitiveness if they do not start learning English as early as possible (Kung, 2009). 

For affluent parents, sending children to receive education in English-speaking 

countries has been popular as an option for their children to acquire native-like accent 

and proficiency.  

 Although previous studies (Carlson, Burn, Useem, & Yachimowicz, 1990; 

Freed, 1995; Lafford, 1995; Segalowitz & Freed, 2004) have generated significant 

insights into issues of study abroad students, the scope is often limited to adults (most 

often undergraduate students), and mainly focuses on one point of time, be it the time 

when the students were studying abroad or when they have returned to their original 

countries. Little research has been done on these early study abroad learners with a 

focus on the shifts of their lives before, during and after the studying abroad 
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experience based on their own narratives. Also, conceptual frameworks such as 

positioning were rarely adopted in previous studies to analyze the data collected from 

Taiwanese learners. In this study, I employ Positioning Theory (Davis and Harré, 

1999) as a lens to explore the experience of two of these early study abroad students. 

Positioning Theory is “the study of the nature, formation, influence and ways of 

change of local systems of rights and duties as shared assumptions about them 

influence social interactions” (Harré, 2015). In other words, positioning theory 

focuses on the process of locating selves in story lines. It serves as a lens for us to 

examine story lines to find ways of understanding how different identities are 

produced and performed in interactions. Individuals take constructed positions from 

interactions, and the positioning may implicitly allow or limit certain social actions. 

 With this notion in mind, in this qualitative case study, I explored the 

advantages and challenges these students might face through investigating two 

Taiwanese learners’ positioning in different stages of their lives with an intention of 

making contributions to a more in-depth understanding of these early abroad students’ 

experiences. Suggestions are also provided for teachers, parents, and early study 

abroad students at the end of the thesis. 
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CHAPTER 2 

Literature Review 

 

 The literature reviewed in the present study includes two main sections. In this 

chapter, the conceptual framework applied in the study, namely the notion of 

positioning, will first be discussed, followed by studies on the topic of study abroad 

context. 

 

Positioning 

 Moghaddam and Harré (2010) have noted that positioning theory is about “how 

people use words (and discourse of all types) to locate themselves and others” (p. 6). 

Harré (2012) defined positioning theory as: 

…based on the principle that not everyone involved in a 

social episode has equal access to rights and duties to perform 

particular kinds of meaningful actions at that moment and with 

those people. In many interesting cases, the rights and duties 

determine who can use a certain discourse mode…A cluster of 

short-term disputable rights, obligations and duties is called a 

“position”. (2012, p. 193) 

 The action of assigning positions to oneself or others is called positioning, 

which is “a discursive process whereby people are located in conversations as 

observably and subjectively coherent participants in jointly produced storylines” 
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(Davies & Harré , 1999, p. 37). As interlocutors actively and agentively position 

themselves in discourse (Korobov & Bamberg, 2004), they are able to (co)construct 

and (re)shape their self. Through the positioning process, individuals locate 

themselves and others with duties, rights and obligations in and through talk. (Rex & 

Schiller, 2009) Several scholars have also pointed out the characteristics of positions 

such as situation-specific, changing, shifting and therefore dynamic (Harré & Slocum, 

2003; van Langenhove & Harré, 1999). 

 Davies and Harré (1999), who introduced the theoretical basis for the positioning 

theory, stated that with story lines “there can be interactive positioning in which one 

person positions another. And there can be reflexive positioning in which one 

positions oneself” (p. 37). They argued that neither interactive nor reflexive 

positioning may be intentional. Furthermore, interactive positioning may be 

constantly contested through reflexive positioning by others (Davies & Harré, 1990, 

1999; Harré & van Lagenhove, 1999; Wagner & Herbel-Eisenmann, 2009). 

Interactive positioning may take place by one individual toward another, or it can also 

be a collectively constructed action by a group of individuals. The positioning within 

one story line can also be ported to another story line in other settings or across 

different periods (Evans, 2000; Gee, 1999; Holland & Lave, 2001; Wortham, 2004).  

 With its strong connection to identity, positioning is seen as a powerful tool to 

analyze identity in discourse. Using positioning as the lens of the study, several 

researchers have explored how language learners construct their positionings in 

different contexts. Menard-Warwick (2008), for instance, analyzed Fabiana, an 
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immigrant woman who was positioned in powerless manners during a unit on the 

topic of work in her ESL class, since her teacher had contrary perceptions about her 

students' identities, such as regarding them only as homemakers. Such positioning 

behavior stopped Fabiana from voicing her ideas and constructing her identity as a 

businesswoman in her home country. Kayi-Aydar (2014) conducted another similar 

study, exploring the process of ESL students’ construction on conflicting positionings 

in an ESL classroom and how those positionings influence their social status and 

access to learning opportunities in the ESL class. 

 In this study, I mainly use Davies & Harré’s concept of positioning (1999), 

particularly the idea of interactive positioning and reflexive positioning to examine 

how the participants positioned themselves and were positioned in different stages of 

their lives. By eliciting particular incidents of their interactions with their teachers, 

peers and their parents and focusing on how they narrate their personal stories, I am 

able to observe their positionings from the qualitative data gathered. 

Study Abroad 

 Numerous studies have focused on the topic of study abroad (SA) experiences in 

the field of second language acquisition since SA has been considered one of the best 

ways to learn a language. Indeed, the immersion into the L2 community is regarded as 

an ideal opportunity for language learners to acquire the target language from both 

formal and informal learning situations (Allen, 2010; Davidson, 2007). During the 

last two decades, many researchers have investigated the effects of SA experience 

from primarily three perspectives: the participants’ development of the target 
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language (Freed, 1995; Lafford, 1995; Segalowitz & Freed, 2004), the participants’ 

attitudes and their perceptions of the experience (Allen, 2010; Miller & Ginsberg, 

1995; Polanyi, 1995; Siegal, 1995), and the participants’ intercultural development 

(Carlson, Burn, Useem, & Yachimowicz, 1990; Martinsen, 2011; Laubscher, 1994). 

Scholars have also discussed the linguistic gains from the SA experience by 

conducting studies focusing on different language skills. Among all language skills, 

oral fluency is the most popular focus since it is widely believed that SA experiences 

are most beneficial to oral fluency (Freed, 1995; Lafford, 1995; Segalowitz & Freed, 

2004). Research has also examined enhancements in different perspectives 

considering culture and the findings suggest that SA experiences are claimed to be 

beneficial to those perspectives, such as cross-cultural skills (Laubscher, 1994), 

cultural knowledge (Carlson, Burn, Useem, & Yachimowicz, 1990), and cultural 

sensitivity. Martinsen (2011) suggested that SA experience may enhance cultural 

sensitivity and the crucial factor lies in the participants’ interaction with native 

speakers. Allen, Dristvas, and Mills (2006) pointed out that SA participants faced 

sociocultural challenges during the experience. Resulting from these challenges, the 

participants re-evaluated their cultural identities and changed their minds towards a 

more hybrid understanding of identity.  

 Most of the studies mentioned above are conducted using quantitative methods 

including tests (Allen & Herron, 2003; Lord, 2006; Martinsen, 2008) and 

questionnaires (Berg et al., 2009; Martinsen, 2011). Although many studies claimed 

SA experiences to be effective in various aspects, some researchers have also 

criticized previous studies mainly adopted the product-oriented approach, stating that 
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such approach causes insufficient understanding of such experience since it neglects 

the process of the language-learning journey (Wilkinson, 1998; Yager, 1998). Polanyi 

(1995) made a conclusion after carefully examining students’ SA experience: using 

standard tests to measure the effectiveness of the SA experiences has detrimental 

damaging results since it neglects the stories of the participants. With this notion in 

mind, several researchers have shifted their focus on the process of SA experience by 

adopting qualitative methods, such as autobiographies, field notes and interviews as 

instruments to collect data (Allen, 2010; Miller &Ginsberg, 1995; Polanyi, 1995; 

Siegal, 1995).  

 What must be pointed out now is that the participants of most studies on SA 

experience focus exclusively on adults (undergraduate students), and only in very few 

cases, children and adolescents. More studies are needed to focus on early study 

abroad students since these students have their own unique characteristics and 

challenges compared to adults’. According to sociology and children psychology, 

when children step into the phase of puberty, their body function, cognitive function, 

and interpersonal relationship will undergo a large scale of transformation. It is also 

the critical moment of the formation their self-concept, self-esteem and self-identity 

(Marcia, 1980; Harter, 1990). Based on such difference, early study abroad students 

may face particular advantages and challenges different from adults, which is worth 

exploring in depth. 

 Among Asian countries, Korean researchers have been focusing on the so-called 

“Jogi Yuhak” phenomenon in Korea. Jogi Yuhak refers to pre-university Korean 
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students who are sent to study in English speaking countries. Kim and Okazaki (2014) 

adopted grounded theory to construct a model of cultural adjustments based on the 

narratives of 10 Korean early study abroad students who were unaccompanied by 

parents. It is found that the participants' cultural adjustment gradually improved, from 

having ambivalence attitudes on the outset to cultivating a sense of reengagement in 

the end. Other studies on Jogi Yuhak focus on various aspects of these young learners’ 

lives during studying abroad. Lee (2015) focused on different perceptions of ethnic 

identity between parents and children. It is found that while the early study abroad 

students embrace their new identity and the American culture, the parents considered 

their children’s ethnic identity to be static and unchangeable. Kim (2014) have also 

conducted a study with 31 unaccompanied early study abroad student from South 

Korea. The results showed that these students were isolated both socially and 

psychologically from local communities. Lee (2016) analyzed these students’ 

self-perceptions and found out that they considered themselves “in-between” two 

cultures and after the trial-and-error phase, they can become cosmopolitans who are 

able to make use of such “between-ness”. 

 In the context of Taiwan, few studies have brought early study abroad students 

under the spotlight. In fact, there is a lack of a unified definition of the term “early 

study abroad students” (or 小留學生 in Chinese) in previous studies since scholars 

tend to define the term according to their own research interests. In general, scholars 

use this term to refer to students who have study abroad experiences before 18 years 

old (Kang and Abelmann, 2011; Shin, 2014; Wang, 2009). Wang (2009) has 
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conducted a qualitative study on 16 Taiwanese early study abroad students around the 

age of 30, but the study only focused on the difficulties these participants encountered 

after they came back to Taiwan, especially in workplace and family. The difficulties 

included not being able to adapt to long working hours and working atmosphere in 

Taiwan, having poor interpersonal relationships with colleagues and friends, and 

having constant disagreements with their parents because of conflicting values. Wu 

(2013) has also conducted a study examining a Taiwanese junior high school 

student’s identity change after a 12-day SA experience. It is found that the 

participant’s identity and identification with her imagined American community had 

been constantly challenged and the SA experience strengthened her own identity as a 

Taiwanese.  

Still, so far relatively little attention in research has been paid to the early study

abroad students in Taiwan, especially on how they are positioned and how they

position themselves. Also, current research on the early study abroad students mainly

focuses on the point of time when the participants are studying abroad or after they

come back to their original country. The dynamic and ever-changing nature of 

positioning cannot be revealed if the researchers only focus on one point of time. 

Valuable insights may be derived if the researchers broaden the focus on the shifts of

lives before, during and after the studying abroad experience based on the early study

abroad students’ own narratives. 

In this study, I aim to investigate the advantages and challenges of the early 

study abroad students from the exploring positioning of two Taiwanese students who 
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had the experience of studying abroad at a young age. Positioning theory is adopted as 

the conceptual framework to examine how the participants position themselves and 

are positioned in different stages of their lives. The research questions are as follows: 

1. What advantages and challenges may the early study abroad students from

Taiwan face?

2. How did the participants position themselves and were positioned by others in

relation to the contexts based on their narrations of different stages of their lives?
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CHAPTER 3 

Methodology 

 

 The purpose of this study is to investigate the advantages and challenges 

experienced by early study abroad students through examining the positioning of two 

Taiwanese students who studied abroad at a young age. For this purpose, a qualitative 

case study method is adopted to gather data and conduct analysis. Thomas (2011) has 

offered a definition of the qualitative case study method this way:  

Case studies are analyses of persons, events, decisions, periods, 

projects, policies, institutions, or other systems that are studied 

holistically by one or more method. The case that is the subject 

of the inquiry will be an instance of a class of phenomena that 

provides an analytical frame — an object — within which the 

study is conducted and which the case illuminates and 

explicates. (p. 512) 

 With the case study method, it is possible to attend to the depth of analysis and 

achieve a better understanding of the nature of language learning (Duff, 2008). Since 

this study is intended in the experience of Taiwanese early study abroad students and 

how positioning come into play, case study is considered appropriate. The data that 

was collected in the study include written and oral narrations of the participants’ 

English learning experiences and semi-structured interviews. Further information on 

the participants, context, data collection and data analysis are provided as follows. 
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Participants 

 Following Wang (2009), I use the term “early study abroad student” broadly to 

refer to students that have a pre-college study abroad experience, whether they are 

accompanied by their parents or not. Since this study aims to broaden the focus on the 

shifts of these students’ lives before, during and after the studying abroad experience 

based on their own narratives, participants who have already returned to their original 

country are invited to share their stories. 

 The two participants of this study are Jessica and Lisa (pseudonyms). The 

reason why the participants were invited is that both of them had the experience of 

being an early study abroad student, and they received education in Canada at 

different ages. Jessica, who went to Canada at the age of 3, had received no prior 

formal education in Taiwan before she studied abroad, while Lisa, who became an 

early study abroad student at the age of 11, had 4 years of formal education 

experience in Taiwan. Both of the participants are the researcher’s friends, which 

ensures strong rapport between the researcher and the participants. 

 Jessica, a 24-year-old Taiwanese young woman, is currently a graduate student 

in Taiwan majoring in neuroscience. Jessica has a Taiwanese family background and 

had study abroad experiences at a relatively young age — She received education in 

Canada for about 8 years, from 3 to 11 years old. After the experience, she returned to 

Taiwan to continue her education. She attended an English-talented class in high 

school due to her outstanding performance in the English subject. In terms of English 

proficiency, she achieved a score of 108 on the TOEFL iBT test in 2012. 
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 Lisa is a 26-year-old Taiwanese graduate student who is currently majoring in 

translation in a prestigious university in northern Taiwan. She received education in 

Canada for three years, from 11 to 13 years old, and she came back to Taiwan at the 

age of 14. She is an advanced learner of English, passing the high-intermediate level 

of the GEPT exam at the age of 15. Since both of the participants have the experience 

of studying abroad at a young age, they were invited to be the participants of the study. 

Table 1 is a summary of the participants’ backgrounds. 

 

Table 1 

Background of the participants 

Participants Current Status of Study The Early Study Abroad Experience 

Jessica Third-year in a 

Neuroscience MA program 

8 Years in Vancouver, Canada 

(Age 3 – 11) 

Lisa Second-year in a Translation 

MA program 

3 Years in Vancouver, Canada 

(Age 11 – 13) 

 

Data Collection 

 In order to investigate into the advantages and challenges of the early study 

abroad students through examining the positioning of two Taiwanese students who 

had studied abroad at a young age in different stages of their lives, narratives of the 

participants’ language learning and their early study abroad experiences were 

collected, and two semi-structured interviews for each of them were conducted. While 

Jessica’s data was collected in May 2016 as a part of a term paper for a course, Lisa’s 
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data was collected in December 2016 and January 2017. Additional information from 

follow-up interviews was also collected in April and May 2017. (Please see Appendix 

C for the data collection timeline.) 

 Written/Oral Narrative data. Narrative data can serve to be powerful 

materials since it allows the learners to voice themselves (Lieblich, Tuval-Mashiach, 

& Zilber, 1998). Two kinds of narrative data were collected, including a written 

version and an oral version of the participants’ English learning and study abroad 

experiences. In this way, the researcher could have a basic understanding of the 

participants’ life experiences. It also provides an opportunity to triangulate data 

collected and compare the differences in two types of narratives. The participants 

were asked to give an account of their own English learning experiences in written 

form, without any restriction on the format. The only prompt that the researcher gave 

is “Please share with me your English learning experience in all stages of your life.” 

The participants chose to write the narratives in English. After collecting the written 

narratives, the researcher invited the participants to provide an oral narrative version 

on their own English learning experiences to further complete their own life stories. 

The prompt was the same as in the written version, and the language used in oral 

narratives was Mandarin Chinese (Jessica and Lisa’s native language) according to 

the participants’ own preferences. During the oral narration process, the researcher 

did not interrupt with the participants’ narration and ask questions. The researcher 

only provided necessary responses to maintain the flow of the narration. The oral 

narratives were about 1 hour long and were both audio-recorded and carefully 

transcribed for further analysis. 
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 Semi-Structured Interviews. In order to investigate the participants’ learning 

trajectory and to form a more comprehensive picture of their experiences, a 

one-on-one semi-structured interview was also conducted with the participants 

respectively. Semi-structured interviews can be described as “a schedule for 

interviews which has a partially planned framework,” allowing the researcher to use 

pre-designed questions in a more flexible manner to investigate the issues in depth 

(Swetnam, 2007). The interviews were about 1 hour long and were both 

audio-recorded and transcribed verbatim. The language used in the interviews was 

also mainly Mandarin Chinese, but the participants often switch between English and 

Chinese in expressing themselves. The questions of the interview were based on the 

participants’ written and oral narratives to gather more information missing in their 

narratives. The interview protocol was designed according to Carspecken’s (1996) 

suggestion to elicit more information of their positioning process. (Please see 

Appendix A for sample interview questions for Jessica.) A 30-minute follow-up 

interview was also conducted respectively with the two participants in April 2017 to 

collect more information, and the two interviews were also audio-recorded and 

transcribed. 

 

Data Analysis 

  The narrative data and interviews were transcribed and further analyzed with the 

adoption of the positioning as its conceptual framework. The transcription of the raw 

data was examined by the participants to eliminate the possibility of misunderstanding, 

potential oversight or misinterpretation. The researcher subsequently identified the 
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emerging themes and provided possible interpretations after constantly comparing and 

contrasting the data collected. The “Holistic-Content” approach was used to process 

the data as a whole and not be confined by the categories coded. According to 

Lieblich, Tuval-Mashiach, and Zilber (1998), the steps for analyzing data from a 

holistic perspective can be summarized as follows:  

 1. Read the material several times until a pattern emerges;  

 2. Put the initial and global impression of the case into writing;  

 3. Decide on special foci of content or themes in the story;  

 4. Read the themes separately and repeatedly;  

 5. Follow each theme throughout the story and note the researcher’s conclusions. 

   (p. 62) 

 By following such analysis approach, the researcher found the emerging themes 

from the data collected and further provided proper interpretations interacting with the 

literature reviewed. Several strategies were also adopted to establish the credibility of 

this qualitative study, including a consent form to help ensure trustworthiness (see 

Appendix B for the sample of the consent form), member checks (the participants 

examining the transcriptions of the data collected), and also thick descriptions of the 

learner’s life stories. 
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CHAPTER 4 

Findings 

     This study aimed to investigate the positioning of two Taiwanese students who 

studied abroad at a young age from their learning trajectories across different stages 

of their lives. The participants’ language learning experiences are presented 

chronologically in this chapter to provide readers with a full picture of their life 

stories. After each story, positioning process during their English learning journey is 

discussed drawing on Davis and Harré (1999). Their own perceptions of interactive 

positioning (i.e., how other people positioned the participants) and reflexive 

positioning (i.e., their self-positioning) in each stage of their lives are identified in 

order to reveal how positioning changed along with their English learning trajectory. 

 

The case profile: Jessica 

Canadian Experience in Childhood 

     Jessica was sent to Canada to receive education by her parents when she was 

about three years old. She was born in a double-income family, with her father 

working as an editor of a popular business magazine and her mother working as a 

court clerk. According to Jessica, they only had a basic level of English and did not 

have the opportunity to study abroad in their youths. They tended to give their dreams 

to Jessica, hoping that she can have a chance to study abroad and speak English 

fluently. Both of Jessica’s parents did not have enough time to take care of Jessica, so 

they thought sending her to live with her grandparents in Canada would be the perfect 

way for her to acquire English naturally. Her grandfather can speak some basic 
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English, while her grandmother cannot speak English at all. The language they used at 

home was their mother tongue Mandarin Chinese rather than English. Outside of her 

home in Canada, Jessica had to face an English-only environment. Before going to 

Canada, the only English learning experience she had was learning alphabets in 

Sesame Street Kindergarten. When she was in the Canadian preschool, she could not 

understand the teacher and her classmates at all. 

In the preschool… I couldn’t understand what other people 

were saying at all. English was a strange language to me … you 

can say that. The only words that I understood were … at that 

time the teacher would tell a story before we go home. I could 

not understand the story and the only thing I knew was that 

when the teacher said “bye bye,” that meant I could go home. 

Hearing “bye bye” would be such a relief to me. (Interview, 

2016/04/25) 

After preschool, Jessica’s parents decided to take her to a private kindergarten 

which demanded that only the children with brilliant performance could be admitted. 

In order to be accepted by the kindergarten, all children seeking admission had to be 

interviewed. However, Jessica could barely understand what the questions were 

during the interview, and she could not answer the questions in full sentences. 

Fortunately, she still managed to show her knowledge of basic vocabulary in the 

interview and was accepted by the kindergarten. In the new kindergarten, Jessica was 

still unable to express herself in English. 
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At that time, we needed to wash our hands before having meals. I 

remembered that one time, I was cut in line by one of my 

classmates and he grabbed the soap from my hands. […] I was 

very surprised and did not know how to react. I wanted to say 

something but the words just would not come out. The only thing I 

did was yell, and I was so embarrassed.  (Interview, 2016/04/25) 

     She compared herself to a wolf girl who was raised by wolfs in the jungle and 

could not speak a human language. When it came to playing with peers, Jessica was 

always left out because she could not communicate with others. 

One time when I saw other girls doing a pretend play, I wanted to 

join them so much but I did not know how I could join them. Since 

I did not speak English, I did not know what roles they had and I 

could just watch them having so much fun playing there. For 

playing time, I would often play slide or swing by myself and 

watch my classmates having fun playing with one another. 

(Interview, 2017/04/23) 

     Jessica was still eager to be accepted by her peers and be a part of the class. One 

time she saw everyone else raising their hands in class and she raised her hand too 

even though she could not understand the question. The teacher called on her, but she 

could only repeat the teacher’s words. She could hear classmates laughing at her in 

this awkward moment. 

     Jessica actually knew some English words, but she just could not form a full 

sentence to communicate with people around her in kindergarten. When she was in 
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grade 1, the situation was getting better: basically she could understand what the 

teacher was saying and was able to answer the teacher’s questions. She still could not 

express herself fully in English and could not understand the details of the teacher’s 

instruction. The situation eventually improved after she attended grade 2. 

Miraculously, everything seemed to go really well when I got into 

the second grade. Suddenly, not only could I understand what my 

classmates were saying, I could also talk to them quite fluently 

without any obstacles. Some new words were still needed to be 

memorized, yet besides that, other things seemed to just come 

quite naturally. (Written story, 2016/03/15) 

     After the silent period (Krashen, 1985) , Jessica’s English finally came to a 

sudden burst. She could understand what was going on around her and she started to 

make some friends in class. 

Most of my good friends were from Hong Kong or China. I didn’t 

have any barriers interacting with white or black people in my 

class.” (Interview, 2016/04/25) 

     The school Jessica attended encouraged students to read, giving empty booklists 

for students to fill in the books that they finished reading. Jessica was fond of reading 

activities and gradually cultivated a passion for reading. She chose books with many 

pictures at first. Little by little, she could understand books with more difficult words. 

In grade 2, she finished reading 50 books. 
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Fifth Grade: the Turning point and Returning to Taiwan 

     Looking back at her English learning experience, Jessica sees grade 5 as her 

turning point because her parents decided to end her study in Canada and had her 

continue education in Taiwan. She remembered her mother once told her “Spending 8 

years in Canada should be enough for you to acquire native-like English proficiency. 

After this, I would not have to worry about your English skills like other parents do.” 

In the new grade 5 class back in Taiwan, every classmate knew that Lisa had studied 

abroad in Canada and that she had a good command of English. Indeed, She excelled 

in all English tests, and her classmates were very surprised that she could read the 

original version of novels like Harry Potter and The Lord of the Rings. 

They would think that I was such a show-off. They said to me, ‘Oh! 

Reading English novels! Your English is sooooo good!’ I had a 

mixed feeling about their response -- feeling a little bit 

embarrassed and proud at the same time. When I was reading The 

Lord of the Rings, actually I thought it was so boring, but I just 

pretended that I enjoyed reading it to impress others. (Interview, 

2016/04/25) 

     Jessica initially enjoyed volunteering to answer the questions posed by 

the teacher since she knew the answers. However, she started to realize such a 

behavior was not welcomed in Taiwan’s classroom. 

I liked to raise my hand to answer the questions because I thought 

the questions were easy. But I gradually noticed that I was the only 

one who liked to volunteer answers in class. My fellow classmates 
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always looked down on their textbooks whenever the teacher asked 

a question. One time when I raised my hand I heard one of my 

classmates whispered, “There she goes again.” I realized that my 

behavior might make me unpopular here, so I stopped volunteering 

to answer the questions and started reading novels in class, but the 

teacher still liked to call on me because she knew that I knew the 

answer. (Interview, 2016/04/25) 

     Jessica faced much difficulty making friends in class not only because she 

did not share the same conversation topics with her classmates but also because 

she was considered having an arrogant attitude by some of her peers. 

I had no idea what my classmates were talking about. They talked a 

lot about Japanese cartoons or manga, but superhero series like the 

Spiderman and the American Captain were the only comic books I 

had read. Some girls were really into pop idols like Jay Chou or 

singing groups like 5566, but I had no idea who they were. It was 

very difficult for me to make friends under this condition. At the 

beginning they would ask me about my experience in Canada, but 

after they realized we did not have many common topics to talk 

about, they just gradually stopped socializing with me. (Interview, 

2017/05/01) 

 

I think one of the reasons that I did not make many friends before 

high school was that my confidence was often interpreted as 
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arrogance in Taiwan. One of my friends in elementary school told 

me that some of my classmates thought I was such a show-off and a 

know-it-all, but I was just sharing what I know! I learned some 

knowledge from books and I shared it with my classmates. I don’t 

know … maybe my tone of voice was too assertive? …I think 

people in Taiwan are sometimes too self-effacing. If you are 

capable of something, why don’t you show your ability to 

others?  (Interview, 2017/05/01) 

     Later, Jessica attended a public junior high school in Taipei, where the students’ 

English proficiency level were a lot lower than hers. She was astonished that at the 

first English class in junior high school the teacher started teaching English alphabets 

all over again. 

I was so shocked. Why did the teacher started English teaching 

from the very beginning? I was completely stunned and confused, 

thinking that “Is there anyone who was not familiar with the 

alphabets?” I could not understand! To my surprise, actually 

there were students who were not so familiar with the alphabets. I 

was wondering, “What did you learn in elementary school? How 

could you pass the English tests in elementary school if you did 

not know the alphabets?” I could not believe what I saw and I 

could not make sense of what was going on. (Interview, 

2016/04/25) 
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     Jessica decided not to pay any attention to the teacher in English class since both 

she and the teacher knew that her English proficiency was far beyond the level of the 

learning materials at that time. 

My teacher did not care much about what I did in class since she 

knew that I could do well on the exams. She just let me do 

whatever I wanted to do as long as I did not disturb other 

classmates. (Interview, 2016/04/25) 

     As someone who had the experience of studying abroad, Jessica became a “king” 

in class. Having a homeroom teacher who was also her English teacher, Jessica was 

assigned to serve as both the English assistant teacher and discipline leader of the 

class. She was beloved by the homeroom teacher, who gave her a higher status than 

everyone else in the class. 

I was so happy in that class because I was the king. The homeroom 

teacher teaches English. As both the English assistant teacher and 

the discipline leader, I was beloved by the teacher and I was proud 

of that. When my mother wanted me to transfer to another 

prestigious school, I was kind of reluctant. I did not want to lose 

this comfortable life. (Interview, 2016/04/25) 

     At that time, there was another transfer student who came from overseas and 

could not speak Chinese fluently. Jessica, being the only one in the class who was 

capable of communicating in English, decided to help him with his schoolwork and 

became almost like his personal interpreter. 
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His Chinese was so bad that he could barely speak Chinese. We 

became friends since we were the only two students in the class 

who were good at English. I could speak Chinese fluently while he 

could not, which made him somewhat in a disadvantaged position 

in our class. I tried to be a translator of Chinese to English if he did 

not understand what other people were saying. I had a lot of 

sympathy for him — he always remained silent in the class. 

(Interview, 2016/04/25) 

     In grade 8, Jessica’s parents transferred her to another school — a very famous 

school in Taipei for students from privileged backgrounds. Jessica found that her new 

classmates were quite different from those in the previous public school she attended. 

Most of her peers had a decent level of English; some of them also had the experience 

of studying abroad and had a native-like accent like herself. Jessica was not the only 

one in class who had outstanding English proficiency, but she had spent the longest 

time living abroad. She was still included in many activities involving English. 

     Jessica had the experience of entering a speech contest and being the playwright 

of the English drama contest in school. For the speech contest, she was chosen as one 

of the two contestants for her class. 

There was an English speech contest. I did not want to enter the 

contest at all, but all of my classmates voted me to be the class 

representative. The teacher was very happy with the decision. There 

were two parts to the contest: one was the assigned topic and the 

other was the impromptu speech. I suck at impromptu speech! It 
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was not about my English speaking skills …… but I just couldn’t 

do that! I did not get a good score on that part … only the fifth 

place. The other representative in my class got the second place. I 

felt so embarrassed that I would rather not get any place at all. 

(Oral Narrative, 2016/04/25) 

     For the English drama contest, under the pressure given by her teacher, 

Jessica had to adapt a true story from the English teaching magazine Let’s Talk 

in English, which she found moderately dull. She managed to rewrite the story 

in a funnier manner and received high praise from her classmates, which 

sparked her interests in writing scripts. 

     From grade 7 to grade 8, despite her brilliant performance in the English 

subject, Jessica was confronted with problems in the Chinese subject. She had 

no problem communicating in Chinese in daily life, whereas the classical 

Chinese texts and the long annotations from the Chinese textbooks distressed 

her greatly. 

I had received Chinese education for only 3 to 4 years at that time. 

The duration was far shorter than my classmates. I found myself 

not knowing many Chinese idioms, and I also could not understand 

the classical Chinese texts at all although I knew most of the 

Chinese characters. Memorizing the annotation was another torture 

for me. I did not have the slightest notion why I should memorize 

all the annotations without dropping one word! My performance in 
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the Chinese course was my weakest in school. (Interview, 

2017/05/01) 

     Knowing that she had a hard time keeping up with her classmates in the Chinese 

subject, Jessica made efforts in cultivating her Chinese skills through her avid 

interest — reading. She borrowed various Chinese books and novels from the library, 

including the abridged versions of Chinese classical literary works such as Dream of 

the Red Chamber (紅樓夢) and the Journey to the West (西遊記). With incessant 

extensive reading, she made progress in the Chinese subject. As Chinese was no 

longer her weakest subject, she secured her position as the top student in class. 

Nevertheless, due to the pressure of getting into a good high school, Jessica 

considered grade 9 to be her “dark ages” 

Grade 9 was my dark ages. Everyone thought that I was one of the 

best students but I could not perform well in mock tests. I was not 

being proud or something; everyone at that time thought that I was 

not myself on the day of the entrance exam. The teacher thought so. 

Everyone thought so. The whole world thought so. (Interview, 

2016/04/25) 

 This extract is an example showing that she was positioned by her 

teachers, peers and parents as the top student in class, but her actual 

performance on the high school entrance exam failed to be in accord to such 

positioning, thus creating a threat to her positive positioning and it may 

explain why she use the emotional phrase “dark ages” to describe this incident. 
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High School: The Grammar Challenge 

     Jessica was in an English talented class in a prestigious high school during her 

high school years. Originally, she did not consider entering an English talented class, 

but she was under-performed in the entrance exam. She decided to apply for the class, 

considering it to be a perfect way to enter the school which usually admits students 

with very high entry scores.
1
 In this special class, Jessica started to realize that she 

could no longer be positioned as the top student in terms of English. 

High school was the first time of my life that I realized I was not 

very good at English. A lot of my classmates had the similar 

experience of studying abroad. Not to say that they had a 

native-like accent, they even had a larger vocabulary! They knew 

so many words that I did not know. A lot of them were also good 

at grammar. Before high school, I did not pay any attention to 

grammar when learning English. (Interview, 2016/04/25) 

     In high school, Jessica began to face unprecedented challenges in the English 

subject since she could no longer answer the multiple-choice questions by the 

intuition of what “sounds right.” She had to memorize and analyze the grammatical 

structures, which was a torture for her. 

                                                 
1
 From 2001 to 2013, ninth-graders in Taiwan had to take the Basic Competence Test for Junior High 

School Students (國民中學學生基本學力測驗) in May. After the examinees received their scores in 

June, they could choose to submit a list of their high school choices in the order of preference to the 

Examination Committee or to apply for special classes (including a variety of talented classes) by taking 

additional exams. 
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I knew that my grammar knowledge could not be improved 

quickly, so I gave up halfway. When facing midterms and finals I 

always bet with my classmates to see who would get scores lower 

than the class average. That was so sad. I think the average score 

of our class was too high! I got a score like 86 or 87 and it was still 

below the average. If I did not score over 90 I would feel that I 

was a horrible person. I was very frustrated by tests. (Interview, 

2016/04/25) 

 

I did not want to improve my English at that time. I tried to 

memorize some words and sentence patterns just to tackle the 

exams. I thought that everyone else was so good at English, and 

my poor grammar knowledge could not be improved in a short 

time. So I just gave up. I gave up after careful assessment of my 

situation. (Interview, 2016/04/25) 

     While Jessica considered her grades far from satisfactory, her parents did not 

hold the same opinion. Jessica once complained to her mother about the frustration of 

tackling English tests, but her mother did not regard it as a big deal, saying that it was 

acceptable as long as she passed the tests. In spite of the undesirable results of English 

tests, Jessica truly enjoyed the time in the English talented class. She was introduced 

into the world of literature by her homeroom teacher. The discussion activities 

aroused her interests in the classical literature. 
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     Aside from her growing interests in classical literature, Jessica sustained her 

interests in writing scripts. She volunteered to be the playwright for the English drama 

contest, adapting a story from Greek mythology and received favorable comments 

from the teacher and classmates. The homeroom teacher was completely amazed by 

Jessica’s script, which was far beyond the teacher’s expectations. For the final 

presentation of the English talented class, Jessica also became the leader of the project 

“The Blue Days,” a musical presenting their daily lives as high school students. She 

was not only the stage director and the playwright, but she also played one of the 

leading roles in the musical. She had so much fun and gained a sense of 

accomplishment from these experiences. 

 

University: Embarking on the Reading Journey 

     Jessica managed to enter a top university in Taiwan, majoring in politics. Finally 

released from the torture of grammar and vocabulary, Jessica found that in the 

university she was able to learn English without restrictions. She started to regain her 

confidence in her English proficiency when taking an English course in the top 

university in Taiwan. Compared to her classmates, she found that her English 

proficiency level was still above average in the class. 

I was in a class where my peers are excellent English speakers for 

too long. When I was in the English class as a university freshman, 

I found myself back to the junior high school years. Oh! It turned 

out that not everyone speaks English fluently even though we are 

university students. The instructor was a native speaker, and some 
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of my classmates were afraid of speaking English with him. I was 

thinking, “You’re now in college and you are still afraid of 

speaking English to a foreign teacher? Give me a break, OK?” 

Anyway, some of my classmates did not speak English well. It had 

nothing to do with their accents. I mean, even though it was an 

easy presentation they would still stutter a lot. (Interview, 

2016/04/25) 

 

At the end of the semester, the teacher had a peer review session 

for us to write down some comments on everyone’s performance 

of the final presentation. When I received the comments from my 

classmates, the comments were overwhelmingly positive, saying 

that I speak English very fluently and confidently, and I have a 

native-like accent. The teacher also gave me positive feedback, 

saying that I had an outstanding performance. (Interview, 

2017/05/01) 

     Jessica started reading classics of English literature such as the works of Jane 

Austen and F. Scott Fitzgerald through the recommendation from her friend. At the 

outset, she thought that her reading skills might not be enough for her to read those 

novels, but she came to realize that the literary works were not as difficult as she had 

imagined. Her vocabulary was enlarged from reading the literary works and English 

textbooks as well. 
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     Although Jessica does not regard herself as an English expert, her parents always 

believe that Jessica has superior English skills from her early study abroad experience. 

Jessica admitted that her parents did not play an active role in her English learning 

trajectory after the study abroad experience, saying that they hold a somewhat lax 

attitude on parenting. Considering their child to be an extraordinary English speaker, 

they often ask her to translate English documents and emails at work or to be an 

interpreter when they have to communicate with English native-speakers. 

     Now as a graduate student, Jessica is aware that her English learning has 

stagnated because of her major in science. The papers and journal articles in biology 

and science could not give her ample opportunities to improve her English ability 

except for knowing more terms and jargons. In terms of learning English, she prefers 

learning it in a more informal manner, such as reading novels, watching dramas and 

watching movies. At this stage, she considers English to be a medium for her to 

receive information and find pleasure in all types of entertainment in English. 

Mastering English is not her first priority so long as she can understand the English 

materials without much difficulty. 

 

Jessica’s positioning 

     Preschool/Kindergarten. In preschool and kindergarten, Jessica positioned 

herself as the frustrated “wolf girl” who did not have the adequate language skills to 

interact with her outside world. Having language barriers, Jessica could not join other 

people’s activities or speak up for herself since she could not make sense of what was 

going on around her. Her fellow classmates positioned her as an outsider. They were 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

 33 

not willing to play with her because they did not understand her and she could not 

make herself understood. 

     Grade 2 - 5 in Canada. After immersing in an authentic English environment for 

three years, Jessica finally felt that her English improved and she could communicate 

with others without many obstacles. She positioned herself as someone accepted by 

the local community as she started to make friends with local people. Her classmates 

did not position her as an outsider anymore. She was not the frustrated “wolf girl” 

anymore and could interact with other native speakers confidently. 

     Back in Taiwan (grades 5-9). At this stage, Jessica’s interactive positioning was 

“the top student from Canada who can speak perfect English.” Having the identity of 

an early study abroad students, Jessica was considered by her classmates and teachers 

to have superior English skills. Her classmates voting her as the contestant for English 

speech contest and her teacher’s indulgent attitude toward her in English class were 

evidence that she was positioned as the top student. Jessica’s reflexive positioning 

was “the top student in class and the ‘king’ in class” from her narratives. She was also 

the teacher’s favorite student, who could have privileges such as joining 

English-related activities and enjoying her higher status in class serving as the English 

class assistant and discipline leader at school. She positioned herself as the top student 

in class, knowing that she was the most capable one when it came to English and 

actively helped another transfer student from America who barely knows Chinese as a 

result. 

     High school. In the English talented class, Jessica suddenly lost the title of being 

the top student in English. Being aware that her classmates had better English skills 
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than her, Jessica positioned herself as “an inferior student” initially because she could 

not get satisfactory scores compared to her classmates. She actively wanted to be 

positioned more positively, being the playwright of the English drama contest for this 

reason and received positive comments from her teacher and classmates. In so doing, 

she successfully changed her positioning from “an inferior student” to “a talented 

playwright”. 

     University. In a top college in Taiwan, Jessica regained her confidence in her 

English ability and positioned herself as “a student with decent English proficiency” in 

the wake of realizing some students in the same college did not perform very well in 

English classes. She was positioned as someone who has very good command of 

English by her classmates and teachers from the positive feedback she received at the 

end of the semester. Table 2 summarizes Jessica’s learning experience with the events 

and the positioning process in each stage of her life. 
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Table 2 

Summary of Jessica’s story and positioning 

Stage  Events Positioning 

Preschool/Kin

dergarten 

Going to Canada at age 3 

Unable to communicate with the teacher and her peers 

Interactive positioning: a frustrated wolf-girl 

Reflexive positioning: an outsider 

Elementary 

School 

Grade 2 - 5 Improvements in English through reading A Taiwanese student accepted by the local community 

Grade 5 - 6 Returning to Taiwan in grade 5 

Reading English novels in English class 

Interactive positioning: the top student from Canada 

who can speak perfect English 

Reflexive positioning: the top student in class; the king 

in class 

Junior High 

School 

Grade 7 - 9 Being the teacher’s favorite student 

Participating in English-related activities 

Providing language assistance to a classmate from the 

USA 
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Stage  Events Positioning 

Senior High 

School 

Grade 10 - 

12 

Entering the English talented class 

 

Frustration from getting unsatisfactory scores on 

English tests 

 

Winning admiration for being the playwright for the 

English drama contest 

An inferior student → a talented playwright 

University / 

Graduate 

School 

 Restoring confidence through comparing with her 

peers 

Interactive positioning: a student who has very good 

command of English 

 

Reflexive positioning: a student with decent English 

proficiency 
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The case profile: Lisa 

 

Childhood: Getting Familiar with English in Cram Schools 

 Lisa was exposed to English for the first time when she was six years old. Her 

mother had been awarded master’s degree in the U.S. and became a full-time 

stay-at-home mom after Lisa was born. Her grandfather was also fond of learning 

English. He went to the library every day to study English by reading such 

newspapers as the China Post or the Reader’s Digest. Therefore, Lisa’s mother 

assumed that Lisa must have inherited the talent of English from her grandfather and 

mother. Lisa’s mother started labeling some common household items in English 

around the house, hoping that Lisa would pick up English words naturally. Such 

attempts turned out to be a failure. 

Not surprisingly, that did not work too well with 6-year-old me. I 

had no idea why I needed to know all those English words. I did 

not know anything about the English language and I did not know 

why I should learn it. It was useless to me. The labels were just 

there and I did not pay attention to the words. It was a failed 

experiment. (Oral Narrative, 2017/01/05) 

 Lisa’s mother eventually gave up on the idea of teaching Lisa English by herself. 

In grade 2, she sent Lisa to an after school program. The class was originally an 

all-English class with a foreigner teacher, who was Lisa’s first contact with an 

English native-speaker. One year later, the foreign teacher was replaced with a 

Taiwanese teacher who taught English by using then-common Let’s Go textbooks by 
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the publisher Longman-Pearson. The Taiwanese teacher emphasized the importance 

of having good pronunciation. 

I think she is an American-born Taiwanese who has perfect 

pronunciation. At that time, we had a kind of homework 

assignment — we are required to recite a passage and record it into 

a tape. The teacher would give us suggestions and corrections on 

our pronunciation one by one. I think she was the one who helped 

me acquire good pronunciation. She praised me for having 

excellent pronunciation. I scored 100 every time. I was very proud 

of my pronunciation and did not understand why my classmates 

could not get full marks on their assignments. (Oral Narrative, 

2017/01/15) 

 Apart from the Let’s Go textbooks and pronunciation practices, the teacher also 

made her students read additional books such as Junie B. Jones’ novel series. Lisa 

was a book lover, and she really enjoyed the reading activities. This English course 

sparked her interests in English in that she could get satisfying grades. As the top 

student in this class, she was proud of her English ability. However, the situation 

changed when she met the teacher’s daughter, who was two years younger than she is. 

Sometimes the teacher brought her daughter to the class. She talked 

to her mother in English all the time and she understood everything 

her mother said. I thought, “What? She is younger than I am and 

she can speak English more fluently!” At that time, I could really 

feel that my English was not actually as good as I thought, and 
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there was a huge level gap between us. From that moment on, she 

became my imaginary enemy. Every time when she came to the 

class I would try to perform very well, in order to show that she 

was not the only one who had good English proficiency in the class. 

(Oral Narrative, 2017/01/15) 

 When Lisa was in grade 4, her parents decided to send her and her younger 

brother to Vancouver, Canada to receive an education since Lisa’s parents wanted 

their children to be fluent English speakers. Her father would stay in Taiwan to 

continue his job as a doctor, while her mother would move to Canada with them. Lisa 

was unhappy that she would need to be apart from her friends, but she accepted the 

decision, knowing that her parents would not listen to her opinion. In order to prepare 

Lisa to the life in Canada, Lisa’s mother sent her to an “American style” English cram 

school that touted an all-English environment and learning-through-playing pedagogy. 

There were no textbooks and the teacher would lead them to do role-play and make 

arts and crafts. The fact that her classmates were all at least two years younger than 

she was made her really self-conscious. Relying on her previously-learned English 

and her better intellectual development, she quickly learned to guess what the teacher 

meant from visual cues and tone of voice, and she eventually felt comfortable being in 

a “non-Chinese” environment. 

At that time, there was a growing trend of making very young 

children receive an English education among Taiwanese parents. I 

think most of my classmates were in kindergarten or first grade. I 

felt very embarrassed, thinking that I should have started learning 
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English earlier, but it was too late! I really did not want to lose to 

kindergarten students! One time a kindergarten classmate walked 

towards to me and asked: “We are in the same class but why are 

you so old?” I knew that he asked the question out of curiosity, but 

I was kind of hurt by that question. After that, I tried my best not to 

be left behind. (Oral Narrative, 2017/01/15) 

 

Living in Canada: from Frustration to Confidence 

 Before going to Canada, Lisa thought that her English ability was enough for 

her to survive. She started her study in Canada in grade 5, enrolling in the summer 

school for ESL students. The first day was a disaster for her as she could not 

understand anything that her teacher said. 

I thought I was used to an all-English environment because in the 

cram school I could understand about 70-80%, and by guessing I 

could understand up to 90% of teacher’s talk. But on the first day at 

the summer school, I suddenly realized that the speech rate of a 

normal native-speaker is three times faster! I could not understand 

anything. The teacher walked to me and asked a question, and I 

could not understand the question, so I just stared at her blankly. I 

tried not to let my tears roll down my cheek in class. (Oral 

Narrative, 2017/01/15) 

 After the first day of school, Lisa could not help but cry bitterly to her mother, 

blaming her mother for her decisions to take Lisa to Canada. Lisa asked her mother 
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why she had to study in Canada instead of staying in Taiwan, and she was the one 

who had to take the consequences and start learning from zero. She even demanded 

that her mother should take her back to Taiwan. Lisa’s mother comforted her and 

expressed her great sympathy for Lisa. Lisa’s mother subsequently asked a fellow 

parent who has been through the similar experience for advice, and the friend 

suggested that she should buy second-hand novels for Lisa to enhance her English 

skills. Lisa started reading the teen novel Sweet Valley High series, which was about 

twin sisters’ lives in school. She found the novels riveting and was absorbed in the 

series, devouring novels avidly. Lisa’s mother would also ask her about the 

vocabulary she learned from the novels and offered to help if she did not understand 

the sentences. 

At first, I could not understand the plot because of my limited 

vocabulary. I needed to keep looking up words in my electronic 

dictionary. My reading speed was very slow, like ten minutes per 

page, but the story was so interesting that I kept reading. Gradually 

I learned more words. On every page there might only be one or 

two words that I did not know. (Oral Narrative, 2017/01/15) 

 Apart from reading English novels, Lisa’s mother would also take her to the 

library where Chinese novels could be found with the intention of maintaining Lisa’s 

Chinese ability. When Lisa’s family was in Taiwan, Lisa’s mother would try to 

communicate with Lisa in English, but after they moved to Canada, Lisa’s mother 

insisted that they should use Chinese at home, hoping that Lisa could be fluent 

expressing herself in both languages. 
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In class, Lisa needed to rely on her Taiwanese classmates for assistance. In her 

class almost one-third of the students were from Taiwan, and they could communicate 

with her by using her mother tongue, Mandarin Chinese. Fortunately, when the 

semester started she made friends with some of the Taiwanese students, which meant 

she could ask her friend to be her interpreter if she did not understand the lecture. On 

the other hand, she did not make any foreign friends in that she could not 

communicate with them. At the beginning of the semester, she was asked a question 

by a Caucasian classmate, who was willing to make friends with her. She could not 

understand the question and said sorry in reply. She consequently decided that she 

could not rely on her Taiwanese classmates all the time and she had to be more 

hard-working in order not to be regarded as an incapable person. 

Lisa did not suffer from serious discrimination since there were plenty of 

Taiwanese students in class. She was considered “another transfer student who does 

not speak English” by her fellow classmates. Nevertheless, she was still the target of 

playing tricks due to her insufficient English ability. 

Before I could understand what my classmates were talking about, I

had a coping strategy — always say no when other asked you 

questions that you did not understand. I had heard a story about a 

Taiwanese girl who was bullied in class. The boys would ask her 

questions like “Do you want to have sex?” She could not 

understand the question and just said yes. That was why I knew I 

should say no. But one time a boy asked me “Do you have a 

bladder?” I thought that the word bladder must be male’s genital or 
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something so I said no. They asked me questions like that in order 

to see me embarrassed. (Interview, 2017/01/15) 

 Lisa still attended the additional ESL course for a year until the teacher decided 

that she no longer had to take the course. In comparison, other students who had 

attended the class two years before she did still required language assistance. Lisa 

thought, “Why didn’t they work harder? Didn’t they think attending the same class 

for three years was embarrassing?” She also realized that having the authentic 

environment to learn English was not the crucial factor that determined her success in 

English. 

I always thought that the reason why I have better English 

proficiency than others is that I am luckier than others — that I had 

the opportunity to study in an English-speaking country. But now I 

realize that my classmates who shared the same resources did not 

perform as well as I did. So I think the main reason is that I was 

trying to strengthen my English skills by reading novels. I had the 

motivation to survive because I knew that having good English 

skills was crucial to my academic success. You know, I did not 

want to be seen weak. (Oral Narrative, 2017/01/15) 

 Lisa realized that her English improved not only from quitting the ESL classes 

but also from the homeroom teacher’s encouragement in a parents-teacher meeting. 

Lisa’s mother was fairly worried about Lisa’s academic performance and decided to 

have a discussion with her homeroom teacher on Lisa’s performance in school. The 

homeroom teacher made positive comments on Lisa’s English, saying that she did not 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

 44 

have an accent at all. Lisa considered the teacher’s comments to be great 

encouragement. In sixth grade, Lisa gradually realized that she no longer required 

language assistance from her Taiwanese classmates and could answer the teacher’s 

questions without fear. She started getting straight As except for the PE classes. 

 

Returning to Taiwan: As Easy As 1, 2, 3 

 Lisa ended her study in Canada and returned to Taiwan in grade 8. When Lisa 

attended the English class at school in Taiwan, she felt that the English subject was 

highly undemanding for her. Although she was not familiar with the grammar and 

sentence patterns on textbooks, she could always get full marks on test relying on her 

intuition. With her outstanding performance on tests, she was granted permission to 

do whatever she wanted in English class by her English teacher. From the following 

extract of the narratives, it is observable that she did not position herself as “one of 

the Taiwanese people.” She made a distinction between herself and others (Taiwanese 

people) after the early study abroad experience, showing a slight sense of contempt 

for Taiwanese people’s English proficiency and pronunciation. 

The English class was so boring. I always thought to myself, “how 

come Taiwanese people’s English level is so low?” I knew that 

Taiwanese people have good grammar knowledge, but I thought it 

was just rote memorization. Learning a language should not be like 

this. Taiwanese people also had a very poor pronunciation. The 

teacher herself had a very bad pronunciation. She even could not 

pronounce the word “cat” correctly. She made at least five 
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pronunciation mistakes every class. She was nice to me, so I did not 

try to correct her. (Oral Narrative, 2017/01/15) 

 Although Lisa could easily get full marks on tests, she regretted getting back to 

Taiwan from the outset, considering the traditional test-oriented education in Taiwan 

to be extremely dull compared to the education in Canada. 

In Canada we had a lot of interesting projects and activities. You 

have to cooperate with your teammates to solves problems, which 

involves plenty of discussion and interaction. But in Taiwan, the 

class was all about lecturing. The teacher just read the textbook out 

loud and as a student you should memorize all the grammatical 

details in order to get good grades. I did not know why I should 

memorize all that. That was SO BORING! (Interview, 2017/01/05) 

 Lisa enjoyed other students’ admiration for her outstanding English proficiency 

and her peers would ask her for help immediately when they encountered English 

problems. In addition, the English teacher would seek confirmation on English 

questions she was not certain of by asking Lisa, who was positioned as the “English 

expert” in class. The teacher liked her so much that she even gave her clothing from 

her daughter as gifts. In ninth grade, she was forced by her mother to take the GEPT 

high-intermediate level test and she passed it with flying colors. Lisa’s mother also 

forced her to enter the vocabulary contest held by a famous cram school in Taiwan. 

She did not prepare for the contest at all, but it turned out that she got the first place. 

Her repetitive use of the word “force” is worth highlighting and will be discussed in 

the following chapter. 
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 Lisa did not have a close relationship with her classmates because she did not 

have the intention to fit in, thinking that the boys acted like gangsters and girls often 

ostracize other students. Nevertheless, her classmates and teacher treated her with 

respect for she was the top student in class. One time she even used such identity to 

speak up against the teacher’s gender discrimination, which is an example illustrating 

her positioning at that time. 

It was a rehearsal day for the school festival. There was no class, 

and the teacher told us to stay in the classroom. When the boys said 

they wanted to play basketball, the teacher agreed. When the girls 

say that they wanted to watch the rehearsal, the teacher rejected the 

proposal. I expressed my objection to him furiously, “Why boys 

can and girls can’t? Isn’t that double standard?” The teacher replied, 

“Lisa, I always respect you because you always get good grades. 

But you can not say things like that.” I gave up communicating 

with these people who have no logic. (Interview, 2017/01/15) 

 At this time, Lisa longed for the positive comments from her mother. She was 

an outstanding student who always earned high scores on English tests, but her 

mother rarely delivered positive remarks for her excellent performance. Even though 

she received excellent grades on tests, her mother would still be dissatisfied, saying 

that “Why can’t you get 100?” She was upset by her mother’s response and even cried 

out loud once, complaining about not receiving the praise she wanted. By contrast, in 

front of other people, Lisa’s mother enjoyed showing off her daughter’s impressive 

English skills. She often brought up the topic about Lisa’s brilliant academic 
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achievement and prizes she won, which made Lisa feel a little embarrassed and proud 

at the same time. It is at this time that Lisa would know that her mother was actually 

proud of her. Lisa’s mother’s role and their interaction are analyzed in the discussion 

section. 

 

High School: Meeting the Mentor of my Life 

 Lisa did not perform very well on the entrance exam for high school. She was 

advised by her mother to apply for the English talented class of a prestigious high 

school, hoping that she could have the admission to a better school with her excellent 

English skills. For the entrance exam, she forgot to wear a watch and she tried to 

finish the test as soon as she could. To her surprise, she was accepted by the English 

talented class. The homeroom English teacher endeavored to cultivate the students’ 

critical thinking skills by having discussions about books on a wide array of topics. 

Lisa regarded the teacher as her important mentor in life. 

I remembered on the first day of school she stated to us, “You have 

to know that you are not gifted. You are just luckier to have all 

kinds of resources in childhood.” I thought the teacher was nice 

because she did not treat us like we are geniuses, she treated us just 

like normal students but gave us the chance to probe deeper into 

English literary works. I think in the class we were treated as 

college students majoring in English. We had to read scripts, 

children literature and all kinds of books and novels. She was 

always very energetic and full of passion when it came to 
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discussing literary works and her energy was contagious. (Oral 

Narrative, 2017/01/15) 

 At first, Lisa was a little anxious that her English skills might be inferior to her 

fellow classmates since she expected that only the students with the best English skills 

could be admitted to the English talented class, but on the first day of school the 

teacher asked if there was anyone who passed the GEPT high-intermediate level test 

and Lisa was the only one who raised her hand in class. She felt a little bit relieved 

and even proud of herself. According to her test scores, she was considered one of the 

top students in class. She even thought that some of the English teachers in school did 

not have a very good command of English. From the following extract, it is evident 

that she positioned herself as a student who had better English proficiency than some 

of the English teachers. 

I seldom got one hundred on English tests because I did not pay 

attention to all the grammatical details on textbooks. One time I 

only got like 90 on the midterm because I forgot that you can only 

choose one answer in a multiple-choice test. But the test itself had 

mistakes so there were actually test items with multiple possible 

answers. So I thought some of the English teachers in school did 

not have a good level of English. I immediately asked the teacher 

about the errors and eventually got my points back. (Oral Narrative, 

2017/01/15) 

 Lisa, who was confident about her English proficiency, became very active in 

participating in English-related activities in the English talented class from her 
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mother’s encouragements. She volunteered to be the leading actress in the English 

drama contest and also entered the English debate contest and the national vocabulary 

contest for high school students. She was given a wordlist of 7000 fundamental 

vocabulary but she did not feel like memorizing vocabulary in such a monotonous 

manner. Eventually, she got the second place without any preparation. Losing to a 

student who put in much effort to memorize the wordlist, Lisa verbalized that “the 

biggest obstacle to my English learning is that I cannot accept learning English in a 

dull and monotonous manner.” 

 For the final presentation of the class, the entire class decided that in lieu of 

academic presentations, they would like to create a musical depicting their high 

school life. Lisa volunteered to be one of the two playwrights. She enjoyed the whole 

process immensely, considering it a chance for her to use her creativity in English 

since in Taiwan’s English education students seldom have the chance to do something 

creative by using English. 

 

University: English Gives Me My Voice to the World 

 In college, Lisa majored in law. In the Anglo-American law course, the students 

are required to read the court’s verdicts in English. Having superior English skills, she 

could manage to read the verdicts without many obstacles, but other students, who 

admired Lisa for her English skills, were struggling from their inadequate English 

proficiency. 

 Lisa’s biggest sense of accomplishment in college came from being the leader 

of an international law club. In the club, there were regular study trips and annual 
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forums. Every year a country hosts the 7-day forum, and student members all over the 

world fly to the host country to attend the forum as representatives of their own 

countries, discussing laws and regulations in different countries. Through such an 

activity, Lisa seized the opportunity to interact with students from different countries 

in English. She also observed the fluency of delegates from various countries. From 

her account, it is observable that she positioned herself as the representative who 

performed worse than the delegates from Indonesia and Malaysia, but much better 

than those from Japan and South Korea. 

For countries like Indonesia, Malaysia, and Brunei, which have 

huge wealth gap issue, students who attend the assembly mainly 

came from very wealthy families and had study abroad experiences. 

They spoke English very fluently and even eloquently. It was a 

shock for me because that was the first time I see Asian students 

being so confident and charismatic. When it came to students from 

Japan and South Korea, a lot of them could not even speak fluently 

in daily conversations, let alone discussing serious matters. For 

countries like Singapore and Hong Kong, the delegates are much 

better because they receive education in English. (Oral Narrative, 

2017/01/15) 

 After such experience, Lisa realized that speaking English fluently in daily 

conversations was not enough — she wished to speak eloquently and have the ability 

to discuss serious matters in English. Consequently, for graduate school, she applied 
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for MA programs in interpretation, hoping that the training in the MA programs can 

help her master the English language and cultivate her public speaking skills. 

 

Graduate School: The Test of Mastering the Language 

 After getting into the graduate school, she found that all of her classmates have 

better experiences in interpretation — most of them majored in English in college and 

had taken courses related to translation, and one of them was a bilingual student from 

Canada. 

Everyone else in my class is so excellent. They are very 

knowledgeable. I think that is the biggest difference between our 

interpretation program and other programs. They have 

knowledge in almost every field and I know nothing. They are 

using English on the next level. (Oral Narrative, 2017/01/15) 

 In the interpreting class, the teacher records and analyzes the students’ 

performance. Through this process, Lisa was forced to face all the basic grammar 

errors and awkward collocations that she used so thoughtlessly. The severe stress and 

her inability to keep up with her peers aroused her growing desire to drop out of the 

program. 

I was very frustrated at first. In the class, we need to reflect on our 

performances and the teacher gives us feedback one by one. It was 

a very stressful class; I really thought about quitting school every 

day. I get stage fright easily and most of the time I needed to 

translate topics like economics and finance — fields that have 
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plenty of terms that I was not familiar with. The teacher always 

says that if you do not really understand what the speaker says, it is 

impossible for you to interpret successfully. All you say will be 

nonsense. (Oral Narrative, 2017/01/15) 

 Fortunately, she regarded all of her classmates as people who can take criticism. 

There was no unhealthy competition among peers, and they learn from each other 

since each one in class has their own strength and weakness. When the topic for 

discussion is law, Lisa, who majored in law in college, will be more confident and try 

to help others if they do not understand the talk. Gradually, she became used to the 

classes and her attitude about herself has changed. 

If you are thin-skinned, then this job is certainly not for you. Last 

year when I was a freshman I felt devastated every day. I felt that I 

did not have enough knowledge and my English was pretty limited. 

What should I do? But now I have learned to throw caution to the 

winds and just try my best. Interpreting is just like dancing on stage. 

When you are not confident about the moves the audience will 

notice that. When you are in the interpretation booth you have to be 

confident all the time so the audience will not question your ability. 

(Oral Narrative, 2017/01/15) 

 As for her English proficiency level, Lisa believes that her English is relatively 

better than average college students, but when it comes to comparing herself to a 

native speaker or an America-born Chinese, she still has a long way to go. Now she is 

dedicated to making her English more succinct and eloquent. 
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I think if I compare myself to other Taiwanese students I can be in 

the top 1% group. But if I compare myself to a native speaker or an 

America-born Chinese, there is a huge level gap. Last night I went 

to a gathering with my classmates from graduate school. There 

were about five Americans, and when I listened to their 

conversation, I could understand but I could not speak as fluently 

as they do. I think that I can never achieve such fluency. Three 

years in Canada was just the beginning; it was far from enough. I 

have to force myself to stop relying on English skills acquired at 

that time and try to master the language. (Interview, 2017/01/15) 

 

Lisa’s positioning. 

 Age 6. Although Lisa’s mother positioned Lisa as “the child who must 

have inherited English ability” from Lisa’s mother and grandfather, Lisa did 

not position herself in this way. Instead, she positioned herself as “a child who 

does not understand anything about English.” The difference in the reflexive 

and interactive positioning led to the failure of her mother’s attempt.  

 Grade 2 – 3. In the after school English class, Lisa was positioned by her 

teacher and fellow classmates as “the outstanding student with perfect 

pronunciation.” She was the top student in class and often received full marks 

on tests and homework assignments, thus positioning herself as “the best 

student in class.” After the teacher’s daughter came to the class, her reflexive 

positioning was challenged because she knew that her daughter had better 
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skills communicating in English. Hence, her self-positioning shifted to “not the 

best student in class” after the incident. 

 Grade 4. When Lisa was sent to the American-style cram school in grade 

4, her interactive and reflexive positioning was “the oldest student in class.” 

Since all other classmates were in kindergarten or grade 1, she was fairly 

self-conscious with her relatively old age. The positioning of “the oldest 

student in class,” however, became the motivation for her to work harder in 

class as she did not want to lose to students younger than her. 

 ESL summer school. When Lisa attended the ESL summer school in 

grade 5, she positioned herself negatively as “the frustrated outsider” in that 

she could not understand what other people were saying and she could not 

express herself in English. Her interactive positioning by the teacher and other 

classmates was “the newcomer who does not speak English,” and consequently 

needed the language assistance of additional ESL classes. Lisa’s mother 

positioned her as the “poor daughter who needs help,” turning to a mother 

whose child had gone through similar experiences for advice. 

 Grade 6-7. Through extensive reading, Lisa’s English improved gradually. 

Her self-positioning was “a hard-working student” in this stage because she 

could tell that other classmates who lived in Canada for a longer period still 

struggled with their English ability, which suggested her success in getting out 

of the additional ESL class could be credited to her hard work. She was 

positioned by her classmates as “an academic student” who could get straight 
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As and was positioned by her teacher as the “Taiwanese student who speaks 

good English.”  

 Back in Taiwan (from grade 8-9). In this stage, Lisa was positioned by 

her peers and teachers positively as “the English expert” and “the top student in 

class”. She was often asked a variety of questions related to English by her 

classmates and the teacher often consulted her for uncertain word usage or 

colloquial expressions. She positioned herself as the top student in class. Her 

mother also positioned her as “her excellent daughter who is proficient in 

English.” Although Lisa’s mother would not express her recognition of Lisa’s 

performance in front of her, such positioning was noticeable when she showed 

off her daughter’s English ability in front of her friends and relatives. In 

addition, Lisa’s mother’s enthusiasm to force Lisa into many English-related 

contests and proficiency tests also illustrates such a positioning. 

 High school. In the English-talented class, Lisa was positioned by her 

peers and the teacher to be one of the top students in class with her excellent 

grades on English tests and her outstanding performance in English-related 

activities. On the first day in the class, Lisa positioned herself to be the top 

student in class since she was the only one who had passed the GEPT 

high-intermediate level test. She even positioned herself as a student who had 

better English proficiency than some English teachers for the errors she spotted 

on one midterm exam.  

 University. In college, Lisa was positioned by her classmates as a student 

who had superior English skills. Her superior English skills enabled her to read 
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English textbooks and verdicts without much difficulty, for which other 

classmates expressed admiration. Lisa’s reflexive positioning at this stage was 

“a student with insufficient English proficiency” from her experience in the 

assembly of the international law club. Compared to the representatives from 

other countries, she realized that there was room for improvement when it 

came to expressing ideas eloquently, thus making the decision to apply for MA 

programs in interpretation. 

 Graduate School. The peers in the MA programs in interpretation made 

Lisa lose her confidence in her English ability. Her reflexive positioning in this 

stage is “an inadequate student inferior to peers” from her peers’ better 

performance in interpretation practices, but as for law-related topics, she is 

positioned by her peers as “a student with a law background” and she is willing 

to help her peers on law terms. The main events and the positioning process in 

each stage of Lisa’s life are organized into table 3.  
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Table 3 

Summary of Lisa’s story and positioning 

Stage  Events Positioning 

Kindergarten Age 6 Lisa’s mother labeling household items in 

English 

Interactive positioning: the child who must have 

inherited English ability 

 

Reflexive positioning: a child who does not 

understand anything about English 

Elementary 

School 

Grade 2 - 3 Performing well in the after school English 

program 

 

Rivalry between her and the teacher’s daughter 

Interactive positioning: the outstanding student with 

perfect pronunciation 

 

Reflexive positioning: the best student in class → 

not the best student in class 

 Grade 4 Lisa’s mother’s decision to take Lisa to Canada 

 

Being self-conscious as the oldest student in the 

American-style cram school 

Interactive/Reflexive positioning: the oldest student 

in class 

 Grade 5 Going to Canada at age 11 

 

Encountering difficulties understanding the 

teacher’s talk 

 

Cultivating the habit of reading English novels 

Interactive positioning: the newcomer who does not 

speak English / poor daughter who needs help 

 

Reflexive positioning: the frustrated outsider 

 Grade 6 - 7 No longer needing the assistance of ESL classes 

 

Brilliant academic performance 

Interactive positioning: an academic student / the 

Taiwanese student who speaks good English 

 

Reflexive positioning: a hard-working student 
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Stage  Events Positioning 

Junior High 

School 

Grade 8 - 9 Returning to Taiwan 

 

Entering English contests and passing the GEPT 

high-intermediate level 

 

Longing for encouragements from her mother 

 

 

Interactive positioning: the English expert / the 

excellent daughter who is proficient in English 

 

Reflexive positioning: the top student in class 

Senior High 

School 

Grade 10 - 12 Entering the English talented class 

 

Participating in many English-related activities 

 

Spotting errors from midterm exams 

 

Interactive positioning: the top student in class 

 

Reflexive positioning: the top student in class who 

has better English proficiency that English teachers 

University  Majoring in law 

 

Becoming the leader of an international law club 

Interactive positioning: a student who has superior 

English skills 

 

Reflexive positioning: a student with insufficient 

English proficiency 

Graduate 

School 
 Majoring in interpretation 

 

Struggling to keep up with her peers 

Interactive positioning: a student with a law 

background 

 

Reflexive positioning: an inadequate student inferior 

to peers 
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CHAPTER 5 

Cross-Case Analysis and Discussion 

 Having examined the two learners’ background and learning experiences in 

different stages of their lives, this chapter will first address the issues on the advantages 

and challenges of the early study abroad students. The second question, regarding the 

positioning process in their experience, will also be addressed according to their 

narratives and interviews. In this chapter, the issues are discussed according to the 

research questions and topics, and therefore the events in the participants’ experience are 

not arranged in chronological order as the previous chapter. 

 

Research Question 1: What advantages and challenges may the early study abroad 

students from Taiwan face? 

 The data gathered from our two participants revealed that early study abroad 

students tend to be positioned positively and enjoy various privileges especially after they 

return to their own country; however, these students also need to face particular 

challenges brought by such identity.  

 Both cases showed that being an early study abroad student could enjoy a certain 

glory — it is easy for them to win the peers’ admiration and the teacher’s encouragement 

for having superior English skills. In Jessica’s case, she was the teacher’s favorite student 

in junior high school and was assigned the role of the English assistant teacher and 

discipline leader of the class from her teacher’s positioning of her as “the top student in 

class”, which enabled her to enjoy a higher status than her peers. She even used the word 
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“king” to describe her status in the class. In Lisa’s case, positioned as “the English expert” 

in junior high school, she won her teacher’s and peers respect. The English teacher even 

gave her clothing as gifts, which may indicate that she might be the most cherished 

student in class. 

 The glory of “the English expert” provide these students who have early study 

abroad experiences with ample opportunities to participate in many English-related 

activities in school. Jessica was voted as the class representative for the English speech 

contest and assigned by the teacher as the playwright of the English drama contest. As in 

Lisa’s case, she entered many contests in high school, including English drama contest, 

English debate contest, and national vocabulary contest for high school students. Having 

the chance to enter the contests was an indication of their interactive positioning of “the 

English expert.” If an award was won, their positioning as “the English expert” would be 

strengthened once again and thus elevated their status in class.  

 In addition to taking part in English-related activities, the two participants, whose 

English proficiency was far beyond junior high school level in Taiwan, enjoyed the 

privilege of not paying attention to the teacher in English classes. Both the participants’ 

English teachers in junior high school granted them the freedom of doing whatever they 

wanted to do in class as long as they did not disturb their peers. This freedom only 

belongs to our two participants since they could rely on their intuition to get full marks on 

English tests. Moreover, the two participants’ excellent academic performance on the 

English subject also allowed them to enter the prestigious high schools that they would 

like to attend but was not able to using the scores that they received from the entrance 

examination.  
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 Another advantage stated by both of the participants was that having superior 

English proficiency eases their burden when they face schoolwork in university or 

graduate school. Reading English textbooks and papers are viewed as arduous tasks for 

many students in Taiwan, but Jessica and Lisa expressed in their narratives that they had 

no obstacles reading the texts thanks to their English proficiency, thus performing better 

than their peers academically.  

 The underlying reason why Jessica and Lisa had such privileges may lie in the 

“English Mania” phenomenon in Taiwan, which is pointed out by Liao (2005) and Wu 

(2008). The “English Mania” phenomenon stems from globalization trend. In order to 

keep up with the international society and not to lose competitiveness in the global 

market, Taiwanese government started to emphasize the importance of learning English 

and it has become a mania in Taiwanese society. In Taiwan, the myth that “speaking 

good English” equals “having international perspective and competitiveness” is 

emphasized constantly by media and educational institutions, creating a common anxiety 

about learning English and the blind admiration for the English language. 

 Both the participants’ expressed that the reason why they became early study 

abroad students was that “my parents wanted me to learn English well in an authentic 

environment,” which is a common practice for wealthy parents with the intention of not 

letting their children fall behind their peers. This can be another example illustrating the 

“English Mania” phenomenon in Taiwan. For the two cases, it seems that such strategy 

proved to be effective. Having their children study abroad at a relatively young age 

indeed create many advantages for their children after they returned to Taiwan, where 

English is considered holding the highest status among all languages. (Shi, 2002). 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

 62 

 The research finding is also consistent with the idea of “linguistic capital” proposed 

by philosopher Pierre Bourdieu (1986), who stated that “linguistic capital is a form of 

cultural capital defined at the level of the human individual; that one possesses power if 

his or her language is being seen as legitimate” (p. 114). With this in mind, it is 

understandable why so many parents in Taiwan strive to let their children receive the best 

English education since a fluent English speaker, who possesses the linguistic capital, 

equals having more power which can help him or her obtain a high social status in 

Taiwan’s society.  

 On the other hand, it is worth highlighting that notwithstanding being blessed with 

the linguistic capital, the two participants still faced particular challenges as early study 

abroad students, notably at the point of time when they arrived at the English-speaking 

country and when they returned to Taiwan. Both of the participants stated they suffer 

from great frustration in the beginning of their study abroad experiences. Their 

insufficient English ability hindered their understanding of the teacher’s talk. In Lisa’s 

case, even though she had attended the American-style English cram school for six 

months, such preparation might be inadequate for Lisa to survive well in a Canadian 

school. For Jessica, the time in school became so difficult that hearing the teacher saying 

goodbye was a great relief for her. Lacking English ability as a tool to communicate with 

peers also resulted in poor interpersonal relationships for Jessica. Without the English 

language as a medium, she could not speak up for herself or socialize with her classmates. 

For Lisa, asking for assistance was not a difficult task since she shared the same mother 

tongue as some of her peers and she was able to make friends using her mother tongue, 

Mandarin Chinese. Nevertheless, the situation was much more challenging for Jessica as 
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none of her peers understand Mandarin Chinese. Fortunately, she gradually acquired the 

language through reading and was accepted by the local community in grade 2, when she 

found that her English showed substantial improvements.  

 While studies on the topic of early study abroad students put an emphasis on their 

success in the target language, few studies have focused the specific challenges these 

learners need to face after they returned to the home country, especially on the aspect of 

education and classroom norms. Wang (2008) has pointed out several challenges these 

early study abroad students face, but as her participants were around the age of 30, the 

researcher mainly focused on the challenges in the workplace, which was very different 

from our two participants, who had to face relentless academic pressure in the 

test-oriented educational system in Taiwan. The two participants were not accustomed to 

the test-oriented English education in Taiwan, stating that the classes were extremely dull 

compared to those in Canada. Despite their aversion to the educational approach, they 

were, in fact, the beneficiary of the approach in junior high school. The high scores they 

acquired on tests strengthened their positioning as the top student in class. While Lisa 

continued to hold the position in high school, Jessica lost such positioning since she 

could no longer perform well on English tests, which was a major frustration on her 

English learning journey. Jessica was a fluent English speaker from her study abroad 

experience; however, the test-oriented English education in Taiwan, which emphasized 

more on grammatical knowledge and neglected the aspect of the communicative function 

of the language, was incompatible with her previous learning experience and was unable 

to properly assess her actual English ability.  
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 In terms of classroom norms, behavioral readjustments were the process Jessica 

underwent. She gradually realized raising hands eagerly waiting for the teacher’s call was 

not a popular behavior in Taiwan from her classmates’ reactions. To be accepted by her 

peers in her home country, she deployed an agentive behavior to stop raising her hand in 

class. Such incident is an example that in ESL/EFL literature, Asian (especially East 

Asian) learners of English as a foreign/second language have been reported as reticent 

and passive learners, who are reluctant to participate in classroom discourse. Flowerdew 

and Miller (1995) have provided an interpretation of this phenomenon: 

One possible reason for this rather negative attitude to participation 

may be related to the Confucian teaching on the need to maintain 

face. In answering a question, students run the risk of being wrong 

or of revealing their weak English. Another possible reason, as 

offered to the researchers by students, relates to the Confucian 

precept of group solidarity and the inappropriacy of shining in front 

of one’s peers. An ethnic Chinese lecturer commented that if 

students ask or answer a question, they will be seen by their peers 

as “showing off’ and will become “an outcast.” (Flowerdew and 

Miller, 1995) 

 As for Jessica’s case, problems in learning the Chinese subject and interpersonal 

relationship were also the challenges especially for a student who had studied abroad at a 

young age. Although Jessica was one of the top students in class in junior high school, 

she struggled with the Chinese subject. Jessica expressed that having received only three 

to four years of formal Chinese education was not enough for her to comprehend classical 
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Chinese texts in Chinese exams. After Jessica realized such a level gap, she managed to 

bridge the gap successfully by reading various literary works in Chinese. Jessica also 

pointed out having interpersonal issues before high school for she did not share common 

conversation topics with her peers, some of whom also interpreted her confidence as 

arrogance. Wang (2009) has also stated similar challenges these early study abroad 

students face on the aspect of poor interpersonal relationships. 

  

Research Question 2: How did the participants position themselves and were 

positioned by others in relation to the contexts based on their narrations of different 

stages of their lives? 

 Jessica’s and Lisa’s positioning at different stages are demonstrated respectively in 

the previous chapter. In the following discussion, the analysis of positionings from the 

participants’ narratives and interviews are organized into three significant others affecting 

her positioning: parents, teacher and peers, and the participants themselves.  

 Parents. The most significant difference in the two participants’ narratives might be 

the role of their parents. Jessica’s parents did not play a major role in Jessica’s English 

learning trajectory except for sending her to Canada to study abroad. Jessica’s parents, 

who were busy working, did not move to Canada to live with her. After Jessica returned 

to Taiwan, their role in Jessica’s English education was somewhat absent since they 

positioned Jessica as their excellent daughter who can speak perfect English thanks to the 

study abroad experience in Canada. Such positioning might stem from Jessica’s parents’ 

lack of study abroad experiences and excellent English proficiency. They lacked the 

adequate ability to assess and monitor Jessica’s English ability, making Jessica struggle 
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desperately in the English talented class. In her parents’ mind, providing Jessica with the 

opportunity to study abroad in an English-speaking country guarantees her future English 

success. It is neglected that as time goes by, the English ability acquired from such an 

experience might be lost or could not suffice anymore.  

 As for Lisa, her parents, especially her mother, played a major role in her English 

learning trajectory. Her mother was like a strong coach, pushing Lisa on her way to 

English success. When Lisa was at age 6, Lisa’s mother positioned Lisa as the child who 

must have inherited the talent of English from her grandfather and mother. She started to 

put English labels to household items, hoping Lisa would pick up the English words 

naturally. As a stay-at-home mom, she was able to spend more time and efforts on 

cultivating her children's English proficiency. It is observable that Lisa’s mother was a 

crucial role that rendered assistance to Lisa when necessary in her pre-study abroad, 

during-study abroad, and post-study abroad experience. Before going to Canada, Lisa’s 

mother sent Lisa to after-school programs and an American-style cram school to equip 

her with necessary English skills to survive in Canada. Being aware that Lisa was beset 

with serious comprehension problems in the summer school, she immediately asked 

fellow parents for advice and monitored Lisa’s progress of learning vocabulary. After 

Lisa finished her study abroad and returned to Taiwan, it is her mother that forced her to 

participate in English-related activities and enter English-related contests. By the 

repetitive use of the word “force” in Lisa’s narratives, it appeared that her mother is a 

more dominant role in their relationship. In the mother-daughter relationship, Lisa longed 

for her mother’s encouragement and recognition but her mother set very high standards 

and rarely praised her for her exceptional performance. As a daughter who really cared 
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about her mother’s positioning of her, Lisa was eager to prove herself in front of her 

mother, thus working hard to enhance her English skills. It is through the action of 

showing off her daughter’s brilliant performance in English-related contests in front of 

relatives that Lisa realized her mother was actually proud of her. By winning all the 

trophies and prizes, Lisa’s confidence was also boosted, which created a virtuous cycle of 

her success in English. 

 The findings of the study suggest that parents may play an important role in 

deciding the future success of these early study abroad students’ English learning journey. 

While Jessica encountered problems dealing with English tests in high school, Lisa’s 

English learning seems to go more smoothly on account of her mother’s assistance. It is 

certain that other factors may also come into play, such as Lisa’s more competitive 

personality and her education in Canada at an older age. However, Lisa’s mother’s active 

role in cultivating her daughter’s English proficiency may suggest that sending children 

to study overseas does not guarantee the children’s future success in English; it is 

necessary for parents to keep playing a more active role to facilitate children’s 

subsequent English learning process. The finding is in line with previous studies on the 

topic of parent involvement (PI), which suggests parent involvement is associated with 

positive academic outcomes. (Gutman & Midgley, 2000; Senechal & LeFevre, 2002; 

Epstein, Simon, & Salinas, 1997), although no previous study pointed out the importance 

of continuous support from parents to be the key to the future English success of these 

young students who had studied abroad in English-speaking countries. 

 Teachers/Peers. In both of the participants’ narratives, the teachers and peers in 

Taiwan often positioned the participants positively as a result of their study abroad 
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experiences and their superb English ability, giving them the crown of being an English 

expert. This positioning might have positive influences on these early study abroad 

students such as boosting their confidence, but the possible negative outcome arise from 

such a positioning is also worth highlighting. Positioned as the English expert, both 

Jessica and Lisa were granted the right of not paying attention to the English teachers in 

junior high school as the teachers believed it is not necessary for them to do so. Both of 

our participants received special care and attention from the English teachers, but 

regrettably regarding the aspect of English, the teachers failed to guide them to the next 

level. In Jessica’s story, such negligence resulted in her considerable frustration and 

struggle in her high school period since she could no longer answer all the daunting 

grammatical questions by her intuition. This frustration might have been alleviated if her 

teacher in junior high school had carefully assessed her English proficiency and had 

facilitated her English learning based on her level. In contrast, their high school teacher 

serves to be a good example illustrating this view — both of them mentioned their 

appreciation for their high school teacher in the narratives. Lisa especially indicated that 

the high school teacher did not position the students in the English talented class highly 

as “the gifted children.” She positioned them as “normal students who were lucky to 

enjoy better resources in childhood” and stated the positioning to the students directly on 

the first day of school. The positioning deeply influenced her teaching style; instead of 

offering empty encouragements like their previous teachers, she strived to equip her 

students with critical thinking skills that could support her students’ lifelong learning 

journey. Such a teaching approach was more similar to Jessica and Lisa’ educational 
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approach in Canada as well, which might also be a factor that they considered their 

learning experiences in high school to be very helpful to both of them. 

 Self-positioning. Jessica and Lisa, as early study abroad students, have gone 

through similar transitions in terms of self-positioning. In the beginning of their study 

abroad experiences, they positioned themselves negatively as “the frustrated outsider” 

without sufficient English ability to interact with the outside world. This self-positioning 

underwent changes when they gradually acquire the language to communicate with the 

local community. After Jessica and Lisa returned to Taiwan, their self-positioning shifted 

to “the top student in class” and “the English expert.” Their self-positionings were 

confirmed from various aspects, including high scores on tests, their teachers and peers’ 

admiration, and their extraordinary performance in English-related activities. Such a 

positive self-positioning could be observed in many parts of Lisa’s narratives with her 

constant emphasis on her winning the contests or being accepted by the English talented 

class without any preparation. The positive self-positioning also gave rise to some of their 

agentive behaviors, such as Jessica’s assistance to her classmate who did not speak fluent 

Chinese and Lisa’s direct challenge to the teacher’s English proficiency. It was not until 

they encountered peers who had better English proficiency that their self-positioning as 

the top student collapsed. They suddenly lost confidence as most of their confidence was 

built on their remarkable English skills. For Jessica, such critical change of 

self-positioning occurred on the first day in the English talented class; for Lisa, it was in 

the graduate school that she realized she was not the “top student in English” anymore. 

Without the glory of the best student in English, both of them showed a certain sign of 

resistant behavior. Jessica gave up on learning grammatical knowledge to tackle the 
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exams, and Lisa planned to quit the master program. While Jessica reconstructed her 

self-positioning as “the talented playwright” in high school and restored her confidence

of English in the university by comparing herself to her peers, now Lisa still positions 

herself as an inadequate student inferior to her classmates. From investigating the 

self-positioning process in different stages of the participants’ lives, we could observe the 

dynamic aspect and continuous changes in positioning, which echoes previous literature

on the topic of dynamic nature of the positioning process (Harré & Slocum, 2003; van 

Langenhove & Harré, 1999). From our two participants’ story, it is through the process of 

comparing themselves to their peers constantly that they positioned themselves, and the 

strong emotions emerged from the making such comparisons. For the two participants, 

they enjoyed the glory and happiness of outperforming their peers, but they also wanted 

to be accepted by their peers as “one of the students in class.” Their positioning also 

plays a role in exerting their agency, which also illustrates how positioning can be a

powerful factor that will affect learners’ agency and thus influencing their future learning

(Kayi-Aydar, 2014). For early study abroad students, it is necessary to be aware that 

being a “top” student in English is only a relative concept and the confidence built from 

such a positioning might be constantly challenged and even shattered. It is suggested that 

instead of building up confidence from exceptional English ability, these students are

advised to spend more time seeking their own value and interests, just like how Jessica

revived her confidence finding her talent in writing scripts.
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CHAPTER 6 

Conclusion 

 

 The present study investigated the English learning trajectory of two Taiwanese 

students who have study abroad experience at a relatively young age. In the final chapter, 

a summary of the study is first presented. Pedagogical implications, suggestions for 

teachers, parents, and early study abroad students, and also the limitations of the study 

are put forward subsequently. 

 

Summary of the Study 

 This study aims to reveal the advantages and challenges that early study abroad 

students face through exploring the positioning of two Taiwanese students who studied 

abroad at a young age at different stages of their lives. The study adopts a qualitative 

research method with written narratives, oral narratives and semi-structured interviews as 

data and the data collected is analyzed using a holistic-content approach. The research 

findings indicate that the two early study abroad students positioned themselves and were 

positioned positively after they returned to their own country and enjoyed various 

privileges, such as peers’ admiration and teacher’s encouragement for their superior 

English skills, ample opportunities to participate in many English-related activities in 

school, freedom granted by teachers in English classes, and less schoolwork burden in 

university or graduate school. Nevertheless, the participants also face unique challenges. 

Both of the participants suffer from great frustration at the beginning of their study 

abroad experiences and were not used to the test-oriented English education after 
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returning to Taiwan. In Jessica’s case, difficulties in learning the Chinese subject and 

troubled interpersonal relationships also existed. The findings also reveal the importance 

of parents’ role in facilitating these early study abroad students’ sustained English 

development. 

 

Pedagogical Implications 

 The present study contributes to the understanding of the experiences of the early 

study abroad students from Taiwan. Several implications can be drawn from the findings 

of the study. From the two participants’ story, there is a tendency to use extensive reading 

to strengthen English skills and overcome the language barrier. Jessica was devoted to the 

reading activities held by the school, and Lisa read English novels bought by her mother 

avidly since her mother asked another study abroad student’s mother for advice. For 

teachers, it may be better to add extensive reading into the curriculum or suggest these 

students on how to cultivate their reading skills to help these early study abroad students 

bridge the language gap faster. According to the input hypothesis proposed by Krashen 

(1985), comprehensible input may be a crucial factor in developing language skills; 

therefore, providing students with reading materials that are suitable for their English 

proficiency may be an effective way to accelerate the learning process. When it comes to 

strengthening the communicative skills, integrative language teaching needs to be 

emphasized in that in real-life situations these skills are often integrated. Content-based 

instruction and task-based instruction can be adopted to expose students to authentic 

language and challenges them to interact with others naturally by using the target 

language. 
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 It is worth noting that the role of grammar should not be neglected in English 

teaching. For these early study abroad students, since they acquired the target language in 

an authentic environment, they might not have adequate grammatical knowledge to use 

the target language in an accurate and precise manner. Both of the participants have 

expressed they faced challenges for having poor grammatical knowledge. Jessica could 

not perform well on English tests in senior high school, and Lisa had much difficulty in 

producing error-free translations in the interpretation master program. A judicious 

attention to the form of the target language in the curriculum may be helpful for these 

early study abroad students, especially when they are already advanced English learners. 

 For the government and authorities in Taiwan, language immersion programs can 

be taken into consideration to make students experience naturalistic language 

environment in their local culture. For instance, the authorities can learn from the 

example of the English village, a language learning institute that creates a language 

immersion environment. In South Korea, the English village was established as a 

quasi-governmental institution in 2004 to promote English learning and develop students’ 

cultural awareness. In the institute, the students might not suffer severe culture shock, but 

they can still master the language to a certain extent. For students who plan to study 

abroad, the English village can be helpful for them to be familiar with an authentic 

English environment. For low-income families that cannot afford to send their children 

abroad, the existence of such an institution can also make the immersion experience 

accessible to their children. Since the “English Mania” phenomenon may still continue to 

exist in Taiwan, it may be better for the authorities to provide best educational resources 

that can facilitate the students’ English learning. 
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Suggestions 

 Several suggestions can be drawn from this study. For teachers, catering to the 

needs of these students who have studied abroad is of pivotal importance. It is easy to 

neglect the needs of these students as their English level is already beyond that in the 

textbook. Careful assessment of their English ability and additional guidance to facilitate 

their English learning can be helpful for these learners. If the instructors do not have 

much time on developing a tailor-made curriculum for these learners, giving tips on 

self-learning and recommending English novels and learning materials can be a simple 

way to facilitate their English learning. Instructors should also be aware of the reverse 

culture shock these students might face. Classroom activities that develop intercultural 

awareness can be taken into consideration for these students to help them better adapt to 

the new classroom culture. While giving special attention to these students’ needs and 

desires is necessary, one suggestion could be that teachers need to be careful not to throw 

too much of the spotlight on these students. Based on the two cases reported here in this 

study, these students could easily get the glory of being a top student and having a higher 

status than their peers because of their previous study abroad experience, and such a 

glory brought them more opportunities to participate in many English-related activities. It 

is better for teachers to give equal opportunities to every student instead of only 

preferring the early study abroad students. 

 For parents, it is essential to understand that sending children to study abroad in 

English-speaking countries does not guarantee success in their future English learning. 

Continuous attention and support from parents are required to take their children’s 

English to the next level. Parents are suggested not to consider that they have already 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

 75 

fulfilled their responsibilities for sending their children abroad to receive education and 

thus downplaying their roles after the study abroad experience. It is advised for these 

parents to prepare their children the survival English skills and make sure that their 

children are mentally prepared for the forthcoming challenges.  

 For the early study abroad students, psychological and behavioral adjustments are 

necessary to adapt to a new environment successfully. Based on the result of this study, 

interpersonal relationships may be a challenge that requires these students to deal with. In 

addition, it is better for these students to be conscious of the classroom norms of different 

cultures. Seeking help from the teachers, peers, or the parents when necessary is highly 

recommendable. What’s more, it is better for these early study abroad students not to 

hold a complacent attitude towards learning English since their glory of being students 

with superior English ability might vanish one day without constant efforts on improving 

English skills.  

 

Limitations 

 The study has several limitations. The first is that the positionings discussed in this 

study are from the participants’ own perceptions. Due to the limited time, budget, and 

human power, the researcher was not able to observe the participants in a plethora of 

contexts across different stages of their lives. The data collection of the participants’ 

learning experiences primarily depended on the written and oral narratives and interviews 

with the two participants. Some of the information the participants provided was likely 

affected by their subjective memories. For future research, a longitudinal study which 

adopts observation as one of the data collection methods and keeps track of the 
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participants’ development can better capture the intricacies of the positioning process on 

these learners. Interviewing the participants’ significant others, including their parents, 

teachers, and peers can also help to triangulate the data collected. 

The second limitation lies in the selection of the participants. Only two participants 

were invited to the study, and these two participants shared similar backgrounds, both 

being female students who had studied abroad in the country Canada. They also went 

through the same experience of attending an English talented class and have relatively 

high academic performance. If the data from students with more diverse backgrounds 

could be collected, more valuable insights might be revealed on the topic of early study 

abroad students.  

Conclusion 

This study reveals the advantages and challenges the early study abroad students 

face through exploring the positioning process of two early study abroad students from 

Taiwan at different stages. From the data gathered, it is suggested that while early study

abroad students in Taiwan enjoy various privileges, they are also faced with certain 

challenges brought by such an identity. We tend to put different labels on these students 

based on our preconceived notions, positioning them as “the privileged ones” and 

forgetting to spend time listening to them. However, it is only through listening to the

stories of these early study abroad students can we put ourselves in their shoes and reflect 

on Taiwanese educational system and social phenomenon through their experience. This 

is the contribution the researcher wishes to make — giving these learners the

opportunities and the voice to speak for themselves. From their experience, teachers and 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 

 77 

parents are suggested to put more efforts in supporting these students so that the study 

abroad experience would really help them thrive well in different life contexts. 
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Appendix A: Interview Protocol 

 

Topic Domain: English learning experiences 

 

Lead-off question: 

 

 Let’s talk about (kindergarten/elementary school/junior high school/senior high 

school/university/graduate school). Could you try to describe to me how you learn 

English at that time? 

 

Follow-up questions: 

 

1. How did the teacher teach English in class? What was the classroom scenario? 

2. Do you have any memorable English learning experience before you go abroad?  

3. Did you have an outstanding performance on English or other subjects? 

4. Did you encounter any difficulties when using English? 

5. How did you resolves the difficulties you encountered when learning English? 

6. Did you use any methods to enhance your English proficiency? 

7. Did you participate in any extracurricular activities about English? Why did you 

participate in these activities? What was the influence of these activities? 

8. Did you make any friends in class? How did you interact with your classmates? 

9. Did you have any experience on resisting learning English? 

10. Did you have experiences of resisting paying attention to the class or interacting with 

others? 

11. What kind of influence did these interaction experiences have on you? 

12. What is your family members’ roles about your English learning? 

13. How did you position yourself in this phase? How did other people position you at 

that time? 

14. Did you think that having good English ability bring you any kind of advantage or 

disadvantage? 

15. How does the label “early study abroad student” influence you? 
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16. Did you have any positive experience as an early study abroad experience?

17. Did you have any experience of discrimination?

18. Did you have any experience of culture shock/reverse culture shock?

Covert categories: 

By doing or not doing something, how did the learner’s agency work in this phase? 

How did the participants position themselves and others and how were they being 

positioned?  
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Appendix B 

「探究小留學生經驗」研究計畫 

研究參與者同意書 

  您好，非常感謝您願意參與「探究小留學生經驗」研究(以下簡稱本研究)，這

份研究參與者同意書(以下簡稱本同意書)主要是要向您充分的說明有關本研究的相

關資訊，以便於您決定是否要參加本研究。若您在閱讀本同意書或參與本研究的過

程中，對於本研究仍有任何的疑問，歡迎您隨時向計畫主持人或相關研究人員提出

來，我們將為您做詳細的說明和回答。如果您決定參與本研究，請在這一份研究參

與者同意書上簽名以代表您同意參與本研究。 

若您在這份研究參與者同意書上簽名同意參與研究後，想法有所改變，您仍然

可以隨時退出本研究而不需要任何的理由。 

有關本研究的計畫內容，在此向您簡要說明如下： 

本研究是由陳德愷，目前是國立政治大學英語教學所的學生，負責本計畫的規

劃與執行，本研究之目的是希望透過探究台灣小留學生的經驗來檢視學習者自主動

能與定位之間的交互作用，所使用的研究方法是質性的個案研究方式，透過敘事與

訪談收集資料，研究者將會收集一份關於研究參與者英語學習歷程的書面敘事資料

以及口語敘事資料，（長度與格式方面並無限制），並進行兩次約二至三小時的訪

談以收集更多資料並釐清敘事細節。本研究之執行期間自 105年 02月 10日至 106

年 09月 01日止。預估招收研究參與者 2人。在研究進行過程中，若您有感覺到不

舒服或想法有所改變，您可以隨時退出本研究。您不會因為簽署本同意書，而喪失

在法律上的任何權利。在研究進行期間，若研究者有發現有關本研究之最新資訊與

您的權益有關，會隨時通知您。本研究預定要招收具備在大學以前有在國外求學經

驗的小留學生；相對的，如無此條件的人不適合參與本研究。

本研究將依法把任何可辨識您身分之紀錄與您的個人隱私資料視為機密來處理，

在研究中將使用化名，隱私資料不會公開，也不會向與本研究無關的人員透露。所

有研究的原始資料（如寫作故事、錄音檔、逐字稿等）在經由統計或分析之後，將

保留在研究者硬碟資料中儲存，並在研究結束、研究成果撰寫成結案報告，以及撰

寫成論文在學術研討會或學術期刊上發表後，加以銷毀，原則上為研究結束後三年，

若因結案報告或論文尚未撰寫完成，或其他法規或命令的要求，而有延長的必要時，

最長也不會超過十年。 

您也瞭解若簽署本同意書即表示您了解並同意研究倫理審查委員會的成員及研

究倫理主管機關，為保障您作為研究參與者的權利，以確保研究過程與數據符合相

關法規要求，並確定研究者所進行的研究是否恰當，可基於法定的權利要求監測、

稽核與查核您所提供的原始資料，上述人員均承諾不會洩露任何與您身份有關之資

料，以確保您的身份之機密性。 
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 若在參與研究過程中所討論的某些問題可能會使您在心理上感到不舒服或困擾，

您可以隨時向研究者表示，並當場拒絕回答問題、隨時退出當次的討論或退出整個

研究。您的退出不會因此引起任何不愉快、產生任何不良後果，或影響到您任何其

他方面的權益（例如：學校成績）。而當研究者發現您有上述的心理不舒服或困擾

之現象，繼續參與研究可能對您造成傷害時，會建議您退出研究。 

參與本計畫將不會為您帶來直接的利益。然而，您的參與將有助於教育相關領

域對小留學生以及學習者之自主動能與自我定位之了解。若您有關於本計畫的緊急

事項要聯絡，請與陳德愷聯繫(電話是 0922-195632；E-mail是

chocodigesta@gmail.com)。 

(一) 研究說明者已詳細解釋有關本研究計畫中上述研究方法的性質與目的，及可能

產生的風險與利益。 

研究說明者正楷姓名：

簽名：

簽署日期：西元   年 月 日 

(二) 研究參與者已詳細瞭解上述研究方法及其所可能產生的危險與利益，有關本研

究計畫的疑問，業經計畫主持人或指定研究說明者詳細予以解釋。本人同意接受為

此研究計畫的自願研究參與者。 

研究參與者正楷姓名：

簽名：


