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摘要 
 

  以英語為母語以及非英語為母語之教師，兩者間之協同教學國家級計劃，從

1990 年代開始在日本、韓國及香港各地執行。過去十年，台灣地區共有兩個相

關計劃：一個位於中部某縣轄市；另一個則在北部地區，由該地方教育局與某知

名學術基金會合作執行。關於這類的計畫，目前已有文獻探討執行上的困難，主

要包括文化歧見、老師教學效能、與行政單位之運作問題，但其實卻並無整體評

析之深入研究可供參考。 

  本研究遵循質化與量化的方法，針對北部之計畫為對象，深入評析中外師協同

教學執行一年後之師生學習成效。研究首先以量化方式以成就測驗與態度問卷了

解計畫中 80 名四年級與六年級小學生的英文學習成果、他們對英文的態度以及

學習動機。另外又以訪談、課室觀察以及教學日記蒐集資料，分三組追蹤調查六

位中外師之專業成長，藉衛考斯基的社會文化理論做分析，而文化體認方面，則

以第三向度觀點，了解不同文化背景的老師之發展。 

  研究結果顯示此項中外師協同教學計劃對學生學習有正面作用，但程度則多有

不同。學生之閱讀與聽力有成長，四年級學生受益又比六年級學生更多，但成果

則因時間較短而稍顯淺薄。另一方面，中外教師在專業知識與文化體認上有顯著

成長，可以說是本計畫最大受益者。 

  整體而言，計畫單位對中外師雙方合作關係之培養具備完善的機制，而在文化

體認方面又有一群能夠以持平立場看待文化差距的諮詢專家，為中外師創造第三

向度合作空間，使雙方能夠大方擁抱兩種文化且無需掩飾彼此之不同。這些設計

使計劃更有效能，整體執行方式具參考價值。 

 

 

 

關鍵字：跨文化溝通、文化中的第三向度、中外師協同教學、教師專業成長 
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Abstract 

 

National co-teacher programs involving native English speaker teachers (NESTs) and 

non-native English speaker teachers (NNESTs) have been in operation since the 

1990’s in Japan, Korea and Hong Kong. Two major programs have been established 

in Taiwan in the last ten years, one by a city government in the central part of Taiwan, 

the other by the education bureau of a rural county in the north, in collaboration with 

a well known academic exchange foundation. The cultural, pedagogical and 

administrative challenges such schemes face are well documented but there has been 

little evaluation of the benefits for stakeholders  

 

This study focused on the program in northern Taiwan and followed a mixed methods 

approach in order to trace learning gains from co-teaching for teachers and students 

over the course of one year. Students’ gains in English proficiency and changes in 

attitude and motivation were measured in a quantitative study involving over 80 4th 

and 6th grade students who were tested and surveyed. A triple case study investigated 

growth in professional knowledge and cultural awareness in three teaching pairs 

through interviews, class observation and teacher journals. Teacher learning was 

studied through the prism of socio-cultural theory and growth in cultural awareness 

from the perspective of thirdness. 

  

The program was found to have a positive effect on students, but in varying degrees. 

Student scores in both reading and listening proficiency improved while their attitudes 

and motivation were positive. Proficiency gains were greater among 4th graders than 

6th graders, but the results also showed that for students, the impact of a one year 

program is relatively shallow. Teachers grew considerably in both professional 

knowledge and cultural awareness and were the greatest beneficiaries of the program. 

 

This study also found that the effectiveness of the program was facilitated by certain 

enabling mechanisms which nurtured the relationship between NESTs and NNESTs. 

Cultural awareness was facilitated by a culturally fair panel which helped create third 

spaces where teachers could embrace both cultures without hiding the differences 

between them. 

 

Keywords: intercultural communication, thirdness, NEST and NNEST co-teaching, 

teacher professional development. 
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Chapter 1 

Introduction 

 

Background 

 The economic development of East Asian societies in the past thirty years has 

coincided with the rise of English as a world language and its expansion from private 

language schools into national education systems. Lacking a strong tradition of 

English language teaching and learning, countries and regions in East Asia such as 

Japan, Korea and Hong Kong have sought to import solutions by setting up programs 

whereby thousands of native speaker teachers of English, both certified and 

uncertified, with experience or lacking it, are invited to teach in public schools. The 

scheme in Hong Kong is known as the Native English Teacher scheme (NET); in 

Korea as English Program in Korea (EPIK); and in Japan as Japan English Teacher 

scheme (JET). 

 Large numbers of native English speaker teachers (NESTs) have thus been 

brought into East Asian schools to work alongside local non-native English speaker 

teachers (NNESTs). This represents a considerable investment of social resources by 

governments in these countries, although surprisingly little research evidence was 

offered to justify the policy. As Professor Peter Storey, one of the official evaluators of 

the NET scheme in Hong Kong commented: “In my experience, theoretical 

underpinnings are noticeably lacking in justifications for such schemes.” (personal 

communication, August 12, 2008). Thus empirical based studies, such as this one 

investigating the effectiveness of co-teaching schemes are to be welcomed and may 

provide research based support. 

 Importing NESTs, often at great expense, on such a large scale into national 

English education systems may appear to be a good solution to a perceived problem 
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of students’ low English proficiency but it brings in its wake a number of challenges. 

In practice, it involves introducing foreign teachers into schools to work alongside 

local teachers when they neither speak the local language nor understand the local 

culture. Their introduction into the school system under such conditions may also give 

the impression that NNESTs are unable to meet the English language needs of local 

students, and it is worthwhile importing even inexperienced and uncertified NESTs to 

compensate for what the authorities believe to be the shortcomings of local NNESTs. 

 Taiwan does not have a national NEST program on the scale of NET, EPIK or 

JET. In 2003, the Taiwanese Ministry of Education tried setting up a scheme to send 

NESTs to work in remote rural schools but it was delayed by the SARS epidemic. It 

finally started on a small scale in 2004 with 5 teachers and has had difficulty 

attracting qualified teachers; far fewer have been recruited than planned (Tsai, 2007). 

However, two forward-looking education bureaus have set up their own programs, the 

first in a city in central Taiwan and the second in a rural county in the north. The city 

program was set up in 2001 with the help of a partner organization, the Jenny English 

Language School to recruit NESTs, mainly from South Africa. All 28 public 

elementary schools in the city take part except for two elite schools that are 

independent of the city education bureau (Chen, 2008). Various co-teaching formats 

are used in the city scheme, with teachers either planning jointly or delivering content 

together in class. Such research literature as there is on the city scheme indicates that 

it has faced many challenges, including tense working relationships between NESTs 

and NNESTs, accusations of lack of professionalism, cultural tensions and loss of 

staff (Chen, 2008; Tsai, 2007). 

 The object of this research is the program operating in a rural county of northern 

Taiwan where 16 college graduates from the United States, some with teaching 

qualifications, others without, come each year to act as NESTs and co-teach with local 
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NNESTs in elementary schools. The program has been running since 2002. Despite 

the rural nature of the location, the county government is ambitious and independent, 

and, according to local education bureau officals, hoped to emulate Taipei City in 

raising English standards in its elementary schools. One of the academic consultants 

to the county education bureau was at the time also director for Taiwan of an 

American academic exchange foundation, which for the purposes of this study will be 

given the name American Exchange Foundation (AEF). He proposed a joint 

cooperation between the county and the AEF which resulted in the establishment of 

the American Exchange Program (AEP) with 75% of the funding coming from the 

county government and 25% from the AEF. The recruiting and selection of the NESTs 

is done on campuses across the U.S. by the parent body of the AEF. The AEP is 

supervised in Taiwan by the Elementary English Advisory Group of the county 

education bureau, and managed on a day to day basis by an Advisory Panel (AP), 

consisting of a visiting professor of TESOL who acts as academic advisor and three 

local education officials who are also qualified elementary school English teachers. 

Since 2002, over 100 American college graduates and five academic advisors have 

taken part in this one-year program. Many of the graduates have had teaching 

experience in programs such as summer camps, volunteer work teaching inner city 

students or recent immigrants, after-school programs or private tutoring but few have 

formal qualifications. However, all of them are interested in teaching English and 

want to get to know Taiwan and learn Chinese. The relatively small number of NESTs 

involved helps the AP generate solidarity between them as isolation has been found to 

be a debilitating factor in similar schemes (Storey, Luk, Gray, Wag-Kho & Lin, 2001; 

Griffin, Woods, Storey, Wong & Fung, 2007). On arrival in Taiwan, the NESTs are 

taken to their accommodation in adjoining apartments located in the two main towns 

of the county. They work in 35 local elementary schools all over the county, where 
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they co-teach over 8,000 students (Albanese, 2008; Trites & Tseng, 2009; Tsai & 

Tseng, 2006). 

 The day after their arrival, the NESTs begin a one-month orientation and training 

course. The first week is devoted to Taiwanese culture and the following three weeks 

are spent on English language teacher training, visiting local schools and learning 

about the local education system. In the final week they are joined by local NNESTs 

to model co-teaching. Allocation to schools is partly by personal choice at the end of 

the joint training. Having a voice in the choice of co-teacher is a feature that is unique 

to this program, not found in any of the other schemes mentioned above. NEST and 

NNEST co-training continues throughout the year in the form of regular workshops 

and the AEP also organizes two hours of Chinese class weekly for the NESTs. This 

facilitates communication with local people: knowledge of the local language is 

associated with successful co-teaching experiences according to Carless (2006a). 

Ongoing professional training and support, which tend to be lacking in national 

programs in East Asia (Crooks, 2001) are key characteristics of the AEP. The 

relatively small scale and limited geographical location of the program make this 

possible. The work of administration and supervision is simplified, workshop 

attendance, travel to schools, class observation and access to teachers are convenient.  

 By training American and Taiwanese teachers together, AEP tries to create a 

collaborative environment and facilitate equitable co-teaching partnerships. In terms 

of roles, it is made clear to each NEST that their local partner has expert knowledge of 

students, student background, the language spoken in the school, curriculum and the 

culture of learning. The NEST brings oral fluency, knowledge of the target culture and 

can help generate an English speaking environment in class. The AEP considers that 

co-teaching is the best method of instruction believing that it balances the strengths 

and weaknesses of NESTs and NNEST. The pedagogical expertise of the NNEST is 
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combined with the cultural expertise and oral fluency of the NEST, setting the stage 

for a balanced relationship. 

 Preliminary evidence from the county suggests that the program has dealt well 

with the kind of challenges faced by other programs in Taiwan and elsewhere. In 2005, 

a joint report by the county education bureau and the AEF stated that 90% of teachers 

and principals and 85% of students were satisfied with the program. 

 In May 2008, this researcher conducted interviews with many of the participants 

of the AEP as part of a National Science Council funded investigation (NSC 95 2411 

004 030) led by Professor Wu Hsin-feng into teacher expertise among NESTs and 

NNESTs in Taiwan. Interview protocols showed that both sides felt admiration for the 

professionalism and dedication they observed in their co-teachers. Respondents’ 

comments also indicated that the AEP seemed to be coping well with challenges such 

as NEST isolation, devaluation of NNESTs, incompatible teaching philosophies or 

professional standards and cultural tensions. 

 This study therefore proposes to investigate the American Exchange Program in 

greater depth in order to try to measure its effectiveness in the light of these 

indications of apparent success. 

 

Statement of the research problem 

As stated above, there has until now been very little research into the outcomes 

and the effectiveness of co-teaching programs in East Asia despite the high cost of 

such schemes. This may be in part due to the large scale of these programs which 

involve hundreds, sometimes thousands of teachers. Even so, the failure to investigate 

outcomes is surprising. The notable exception is Hong Kong where the Education 

Bureau (HKEDB) commissions annual reports. The evaluations were initially carried 

out by the Hong Kong Institute of Education (HKIED) but since 2002 they have been 
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done by a team from the Assessment Research Unit of the University of Melbourne. 

The reports of both bodies have mixed or even inconclusive findings: in 2001, 

HKIED found no measurable difference in oral ability between children taught by 

NESTs and those taught by NNESTs alone or co-taught by NESTs (Storey et al., 

2001). In 2007 the team from the University of Melbourne concluded that it was not 

possible to tell if the Hong Kong NET scheme was worth the HK$600 million 

invested (Griffin et al., 2007, p.197). 

 Research into the outcomes and effectiveness of the Taiwanese programs is also 

limited: studies of the city project have been limited to describing the roles adopted by 

teachers, the mechanics of co-teaching or attitudes of stakeholders (Chou, 2005; Lin, 

2002; Liou, 2002; Luo, 2005; Pan, 2004). J. M. Tsai (2007) and W.Y. Chen (2008) 

both investigated growth of teacher learning of three teacher pairs but they focused on 

teachers’ internal processes; no attention was paid to outcomes for other stakeholders. 

The work of L.T. Tsai (2004), L.T. Tsai and Tseng (2005) and Albanesi, Burr and 

Collins (2009) on the AEP is mostly descriptive. None of the studies measure student 

learning outcomes, or investigate growth in cultural learning, cultural awareness or 

inter-cultural communication, despite the fact that in the research literature, many 

studies report that cultural tensions play a major role in the breakdown of co-teaching 

partnerships in such programs.  

 The present study is therefore an opportune and necessary investigation into 

outcomes for two groups of stakeholders, teachers: growth in their professional 

knowledge and cultural awareness and students: gains in English proficiency, attitudes 

and motivation. In this way it may be possible to determine whether the sponsors’ 

claims for the program’s success are justifiable on the basis of empirical evidence. 
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Statement of purpose 

 This study was a year long, two-part, mixed method (quantitative and qualitative) 

investigation of a medium scale NEST and NNEST co-teaching program. It examined 

learning outcomes for teachers and students in order to determine whether the 

program was an effective model which might be used elsewhere in Taiwan or in the 

region. 

 The purpose of the research was to provide an in-depth understanding of the AEP 

by describing its features, analyzing its workings, and most importantly, gauging its 

effectiveness, by measuring gains in language proficiency and motivation among 

students as well as growth in professional knowledge and cultural awareness among 

teachers. To this end the researcher immersed himself in the program: observing 

classes and workshops, interviewing and surveying students, teachers and program 

administrators. An in-depth investigation of the co-teaching relationship was 

conducted by three case studies of co-teaching pairs. 

  Analysis of the process of growth in teacher knowledge through the co-teaching 

relationship and peer interaction used insights gained from socio-cultural learning 

theory. Derived from the work of Vygotsky (1978), socio-cultural learning theory uses 

concepts such as situated learning, distributed expertise, communities of practice, 

learning tools and scaffolded learning which provide a robust theoretical foundation 

from which to understand the processes of teacher learning (Puttnam & Borko, 2000). 

 The differences in professionalism and personality clashes that hamper 

co-teaching schemes often have their roots in cultural frictions and are exacerbated by 

lack of cultural awareness. This research used the concepts of thirdness (Bahktin, 

1981), third spaces (Bhabha, 1994) and thirdness in organizations (Fougere, 2004) as 

theoretical tools to analyze the growth of cultural awareness in co-teaching pairs and 

to identify mechanisms which might foster third space perspectives within the AEP 
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and thus help defuse cultural tensions and misunderstandings. 

 Learning outcomes for students were measured using a test of English reading 

and listening proficiency given as a pre-test at the beginning of the school year and as 

a post-test nine months later. A sample population of over 80 students from a rural 

school which was participating in the AEP was tested. When the post-test was done in 

May, students also completed a survey questionnaire on their attitudes and motivation.  

 

The research questions 

The research questions were derived from the AEP mission statement, 

specifically goals one and six as transcribed below. The full mission statement can be 

found in Appendix A along with other information about the AEP. Goals one and six 

read as follows: 

1. To improve children’s English ability as the American teachers work with local 

English teachers in a co-teaching capacity. 

6. To foster cross-cultural communication, interaction and cooperation as 

American and local teachers work closely together 

 Thus goal one: improvement in children’s English ability though exposure to 

co-teaching by a NEST and a NNEST and goal six: cross-cultural communication, 

interaction and cooperation between NESTs and NNESTs, formed the basis of the 

research questions. Since the partnership between co-teachers was the core of a 

co-teaching program, it was felt that the first goal, student outcomes, would be 

influenced by the extent to which the sixth goal, communication and cooperation 

between co-teachers, was achieved. For this reason, the study focused firstly on 

teachers and secondly on students. 

 This research combined quantitative and qualitative methods in order to do 

justice to the topic and provide greater insight into the workings and effectiveness of 
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the AEP than would be obtained using a single method of inquiry. The investigation 

was guided by the following research questions: 

 

1. How is co-teaching manifested in elementary school English classrooms in 

the AEP? Are there improved learning outcomes for students? How are 

motivation and attitude affected by co-teaching from a NEST and a NNEST? 

2. How do NESTs and NNESTs interact, what is the nature of the relationship 

they develop and how does it evolve? 

3. What skills and knowledge do NESTs and NNESTs develop as they interact 

and how do they contribute to each other’s learning? 

4. To what extent is there intercultural communication between NESTs and 

NNESTs and growth in cultural awareness? 

 

Significance of the study 

This study is significant and timely for the following reasons: 

It is of interest to researchers in the fields of co-teaching and of NESTs and 

NNESTs. It shows ways in which the complementary strengths of NESTs and 

NNESTs can be effectively harnessed.  

It is of interest to teacher trainers outlining as it does the challenges which await 

novice language teachers when they are asked to work in co-teaching schemes with 

teachers with another language and culture. 

It is of interest to school administrators and local teachers as it shows ways in 

which to manage co-teaching and integrate NESTs effectively into the daily workings 

of school life and the classroom. 

 It is of interest to education officials and administrators who are considering 

embarking on a NEST scheme since it illustrates the challenges such programs face, 
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provides data on outcomes and points to successful models of organization. 

  

Definition of terms 

The following are terms that appear frequently in the text. Some of them are specific 

to this investigation while others are commonly used in different ways by different 

authors; the sense with which they are used in this study is therefore defined below. 

 

Acculturation: means integration into a culture which is not one’s native culture. 

American Exchange Foundation (AEF): is the name given to the American 

quasi-governmental foundation that co-organizes the AEP in Taiwan. The true name 

has not been used by request of the foundation. 

American Exchange Program (AEP): a one-year program which brings 16 young 

NESTs annually to co-teach in over 30 elementary schools in a Taiwanese county. 

Advisory Panel (AP): a committee consisting of one visiting professor of TESOL and 

three local education officials responsible for managing the AEP. 

Co-school: an elementary school that is a partial participant in the AEP, hosting a 

NEST for four weeks per semester. 

Co-teaching: a form of teaching in which two teachers take responsibility for planning, 

instructing, managing and assessing the same group of students at the same time and 

in the same classroom; it is used in this sense in this study, unless it is specified that 

another form of co-teaching is being used, such as parallel teaching (see below).  

County: County refers to the county in Taiwan where this study took place. The 

county education bureau is the partner in organizing the AEP. At the request of the 

bureau, the name of the county has been withheld. 

Cross-cultural awareness: understanding of similarities and differences in cultural 

patterns of other than native culture; in this study, sometimes shortened to cultural 
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awareness. 

Homeroom teacher: teachers in Taiwanese elementary schools who are responsible for 

teaching and pastoral care of a class. They normally teach them most subjects, but in 

this study, not English. 

Main school: an elementary school that is a full participant in the American exchange 

program hosting an American English teacher for one school year. 

NEST: Native English speaker teacher. In this study, recent college graduates of 

American nationality, recruited in the U.S. who come to Taiwan to teach on the AEP. 

NNEST: Non-native English speaker teacher. In this study, Taiwanese nationals 

locally qualified to teach English in elementary schools where they are known as 

specialist English teachers. 

Parallel teaching: a model of co-teaching where one teacher takes a small group of 

students away from the main class for a time and gives them separate instruction. 

Team teaching: when used in this study, it is to emphasize that the teachers are using a 

model of co-teaching whereby both of them are in the classroom at the same time. 

Thirdness: refers to new perspective on oneself or one’s culture achieved by reaching 

out to understand another person or culture. 

Overview of the dissertation 

Chapter 1 introduces the background to the study, issues related to research in 

this field and the research questions. It also presents the theoretical framework and 

explains the significance of the research. It also explains the way terms are used in the 

study. Chapter 2 is the literature review covering native and non-native teachers, 

co-teaching, co-teaching schemes in East Asia and teacher knowledge. The theoretical 

framework of the study including concepts such as socio-cultural theory, situated 

learning, community of practice, distributed knowledge and thirdness are introduced 

and reviewed. Chapter 3 is divided in two parts, quantitative and qualitative, and 
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describes the research design, participants, data collection instruments, methods and 

procedures and data analysis. Chapter 4, 5 and 6 are case studies of the three teaching 

pairs together with discussion of the findings. Chapter 7 is the quantitative analysis 

and discussion of results of the experimental study with students. Chapter 8 presents 

the quantitative and qualitative findings in the light of the research questions, draws 

the conclusions, discusses their implications and makes recommendations for further 

research. 
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Chapter 2 

Literature review 

 

 This chapter begins with a description of socio-cultural learning theory and 

reviews some key concepts such as situated learning, multiple and distributed 

expertise, community of practice as well as terms used by Vygotsky such as ZPD, 

mediation, self-regulation and symbolic tools. Next the concepts of firstness, 

secondness and thirdness are introduced as well as their connection to human 

relationships in the work of Bakhtin and to cultural awareness, for which the work of 

Bhabha will be reviewed; mention is also made of the need for third spaces within 

bi-cultural organizations and the work of Fougere (2004). A discussion of research on 

situated teacher learning, teacher knowledge and teacher expertise then follows. 

 The topic of NESTs and NNESTs is next discussed and an account given of the 

specific strengths of both; reference is also made to some of the controversies 

surrounding their roles. Co-teaching as a method which combines the strengths and 

compensates for the weaknesses of NESTs and NNESTs is then described and some 

of the main critiques of co-teaching are mentioned. 

The final section covers the main co-teaching schemes involving NESTs and 

NNESTs in East Asia together with the challenges they face. The chapter ends with a 

review of two programs at present operating in Taiwan. 

 

Theories of learning 

A theory which will be used to describe teachers’ development and growth in 

knowledge through interaction with significant others is the socio-cultural theory of 

Vygotsky (1978). Socio-cultural theory posits that the deep determinants of human 

activity, consciousness and personality lie in the historically developing culture which 
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is embodied in various sign and symbol systems. Based on his observations, Vygotsky 

argued that knowledge is not developed independently of the social context; instead 

children develop consciousness and higher order thinking skills through social 

interactions with peers and adults in specific contexts. Human learning presupposes a 

specific social nature and a process by which persons grow into the intellectual life of 

those around them (Vygotsky, 1978; Vygotsky & Kozulin, 1986).  

Cognitive development is a process, not of the learner acting on the environment 

as Piaget (1952) claimed, but of internalizing, especially through language, what we 

are taught by others. Individual consciousness is determined by the activity of the 

collective subject. Consciousness and perception can only be understood considering 

our inclusion in various systems of collective, practical and cognitive activity 

(Lektorsky, 1984). Progress to higher stages of learning depends not so much on 

physical development, as Piaget taught (1952); instead when guided by social others, 

the child is able go a stage beyond its present capacity (Vygotsky, 1978). 

The process of determining human consciousness by collective activity is 

mediated by culture, especially through the use of signs such as language. Thus every 

inner psychological function was originally external because it was social; it was 

formerly a social relationship between two people. Vygotsky studied the development 

of cognition in children; however, socio-cultural learning theory is also applicable to 

adults by analogy. 

Johnson & Gombolek (2003) maintain that the socio-cultural framework 

provides a coherent theory of great explanatory power on which to base an 

understanding of the internal cognitive processes of teacher learning. Shin & Kellogg 

(2007) argue that there is no reason why a classroom cannot function as a social 

environment of learning where teaching expertise may be learnt from others. Indeed, 

they say, ‘it is hard to imagine such expertise developing in any other place’ (p.15). 
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 The principal constructs of socio-cultural theory provide a theoretical basis from 

which to describe the development of teacher knowledge. These constructs include 

learning from others by internalization and transformation; zone of proximal 

development (ZPD), which is the difference between what the learner can do alone 

and what she can do when aided by another, using instruments to learn. For Piaget, a 

child who is at one stage of cognitive development is unable to undertake operations 

proper to the following stage; for Vygotsky children can be led beyond their present 

level by having their learning scaffolded by others.  

Learning can also be mediated by cultural objects. Learning is initially mediated 

by other people and artifacts but learners gradually appropriate these resources by 

internalization to regulate their own activities. For example, a novice teacher may 

initially depend on a mentor, peer or lesson plan to get through a class, but eventually 

the novice develops the internal resources to move successfully through the lesson 

making their own choices. In this way the novice does not merely acquire skills but is 

cognitively transformed. Learning mediated by others occurs when teachers discuss 

their work, plan together, or reflect on how well an activity or lesson has gone and 

why.  

 Keeping a journal in which one reflects on one’s teaching is another example of a 

learning tool (Johnson & Golombek, 2003) and in this study, teachers participating in 

the AEP were asked to keep a reflective journal on their teaching experiences. This 

research will examine their journals to trace possible growth of learning. 

 Also derived from socio-cultural theory are the constructs of situated learning 

and distributed expertise (Puttnam & Borko, 2000). The traditional cognitive account 

treats knowledge as the manipulation of symbols inside the mind of the individual 

independent of context. Situative theory emphasizes the role that the physical and 

social context play in learning (Brown, Collins & Duguid, 1989; Sawyer, 2002). 
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Cognition does not reside independently in individuals: it is shared among interacting 

communities whose social conditions and culture shape learning (Greeno, Collins & 

Resnick, 1996). For teachers, such communities include the students in their classes, 

the subject matter they teach, interactions with colleagues and administrator and the 

local educational culture (Puttnam and Borko, 2000; Sawyer, 2002; Tsui, 2003). Lave 

(1988) introduced the term community of practice, which novice teachers enter as 

legitimate peripheral participants (Lave & Wenger, 1991). However, teacher 

knowledge also includes teachers’ personal beliefs, values and reflections: teacher 

learning cannot be separated from the person of the teacher (Freeman & Johnson, 

1998) who reconciles, constructs, understands, confirms and affirms (Johnson, 2003; 

Scanlon, Care & Udod, 2002).  

Teachers gain skills and knowledge grounded in these socially mediated 

experiences and thus construct their own subjective theory of education, often at odds 

with theories of education they have learnt earlier (Sawyer, 2002). The community of 

practice is also a discourse community that as well as sharing distributed knowledge, 

generates its own common language, a symbolic tool, as members use it they create 

cultural symbols that give them greater control over themselves and their practice 

(Holland, Lachicotte, Skinner & Cain, 1998). Thus teacher learning means coming to 

know how to participate in the discourse and practices of a particular teaching 

community (Lave & Wenger, 1991). Vygotsky suggested that this common, 

empirically-based language supports learning, new perspectives and reflection at first 

between individuals and then leads to learning in the individual as teachers internalize 

new meanings and symbolic cultural tools and gain control over their own practices 

(Vygotsky & Kozulin, 1986). Such tools include teachers’ questions, reflections, 

lesson plans and teaching innovations (Borasi, Fonzi, Smith & Rose, 1999). The 

community of practice may offer different levels of support ranging from informal 
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conversations to explicit team work, as seen below (Little, 1992). Making use of 

distributed knowledge gained from the community of practice, teachers can 

accomplish cognitive tasks beyond the capability of an individual.  

 Finally, situative learning perspectives identify classroom practice as the 

primordial location of teacher learning. Teachers often complain that learning 

experiences outside the classroom, such as workshops and conferences, are too far 

removed from the day to day work of teaching to have any meaningful impact. The 

present research gives an opportunity to evaluate to what extent the workshops 

organized by the AEP administrators were relevant to teacher learning.  

 

Theories of intercultural communication 

The other aspect of the co-teaching relationship to be examined is that of growth 

in cultural awareness through cross-cultural communication. As will be discussed 

below, cultural frictions are one of the main challenges co-teaching schemes face. 

 Tracing the development of cross-cultural communication means discussing the 

nature of culture. Traditional definitions often portray culture as static and monolithic; 

Hofstede (1980) describes culture as collective programming of the mind which 

distinguishes one human group from another. Yet it is obvious that culture also shapes 

individual thinking and behavior. How to balance the fact that members of a social 

group share certain common cultural features while recognizing that culture is also 

specific to each individual? Furthermore, if an individuals’ thinking is shaped by their 

culture, how can they avoid being prisoners of their culture and thus unable to 

understand other cultures? Traditional approaches to culture fail to address these two 

questions and create a triple illusion (Fougere, 2004, p. 3) 

 

1. by fixing culture as an independent variable, they present it as more static 
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than it is. 

2. by failing to show how culture varies among individuals, they present them 

as more homogenous than they are. 

3. by comparing cultures by so-called universal terms of comparison, they 

present cultures as more symmetrical than they are. 

 

Seeing cultures as symmetrical creates the illusion that communicative 

competence is sufficient for cross-cultural communication. In the western positivist 

view, as long as there is an open exchange of information, cultural differences will be 

overcome (Kramsch, 1999). Yet for the anthropologist, Dell Hymes, who introduced 

the term, communication always had a cultural connotation beside the linguistic, since 

the patterns of speech, that is to say who can speak, when to speak, vary across 

cultures (Hymes, 1966). Two people from different cultural backgrounds may be 

exchanging information through speech, but the act of speaking may have different 

value in the culture of each one. In the light of this, the post-structualist perspective 

sees cross-cultural communication not as about reaching a consensus through rational 

talk between adults, nor understanding each one on their own terms. Cross-cultural 

communication involves acknowledging that there may not in fact be common ground 

between the two sides. Cross-cultural communication may require two opposing or 

even contradictory standpoints to be held in view, this is the perspective of thirdness, 

to be discussed below.  

Seeing cultures as more homogenous than they are, results in grouping people 

together, often categorizing them in national terms. Keesing (1974) maintains that 

culture is a system of competence, common in its overall design and principles, what 

Hofstede (1991) calls software of the mind, but which varies between individuals in 

certain aspects. More subjectivist definitions emphasize the individuality of culture. 

Each person has an individualized system of competence and forms their own theory 

of what the others in their social group know, believe and think about the world, thus 
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each person has a theory of the code that the others follow, of the game that is being 

played. In summary, it can be said that culture is not less homogenous than often 

portrayed, on the following grounds (Fougere, 2004, p. 4) 

 

1. Culture is individual: each individual of a social group has a different theory of 

the culture of the group. In fact they do not share exactly the same culture although 

they may strongly perceive that they do. 

2. A person may be unconscious of the beliefs and assumptions that are at the core 

of his identity, however, certain situations may create opportunities to become aware 

of one’s cultural values and make sense of a personal cultural identity. 

3. Each person’s cultural identity can thus be constructed and reconstructed over 

time, especially through interactions with others. 

 

 A co-teaching partnership with an individual from another culture is precisely the 

kind of bicultural interaction that creates an opportunity for individuals to become 

conscious of their unspoken beliefs and assumptions, and begin to make sense of their 

cultural identity (Holden, 2002). Individuals in such situations are actors of their 

cultural identity (Kramsch, 1998, 1999) following a cultural script that shapes their 

behavior, however, these identities are reconstructed through interaction, though 

playing a role in response to the roles played by others, enabling them to go beyond 

the roles assigned to them (Isihara & Maeda, 2005). Encountering the cultural Other 

allows for questioning one’s own cultural beliefs and assumptions. Bicultural 

interaction creates opportunities for learning about the Self from the Otherness of the 

Other and learning about the Other thanks to an enhanced understanding of the Self 

(Bakhtin, 1981). This concept of dialectical movement between two individuals leads 

on to the topic of thirdness. 

 

Thirdness: Peirce, Bakhtin and Bhabha 

 Thirdness originates in the work of American linguist Charles Peirce. According 
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to Peirce (1966), there are three modes of being: firstness, secondness and thirdness. 

Firstness is the way an object is in itself. Peirce used the Bible story of Adam and Eve 

to say the firstness was the way the world was when Adam first opened his eyes, 

before Adam classified it or knew it. Secondness is the human encounter with 

firstness, a seeing, an experience; it does not include any thoughts about the first or 

the encounter with the first. Thirdness is the domain of the mental phenomena, ideas 

and perceptions that relate second to first. In semiotic terms, Peirce claims that a sign 

stands for something, to someone in some respect. It addresses someone, creating in 

the mind of that person an equivalent sign, the “interpretant” of the original sign. The 

interpretant is not the sign, nor is it the receiver, it is a third reality, a new sign jointly 

produced by the sign and by the receiver’s experience of the object the sign refers to. 

Thus, the interpretant offers a location, a perspective from which to comprehend, to 

grasp (Hanly, 2004). The meaning is not in the first sign, it is created in the encounter 

of the reader with the first sign; the reader is thus the producer of meaning (Lakoff & 

Johnson, 1980). Traditional personal communication theory follows the engineering 

transmission theory which says, assuming there is no interference, a sender, A, can 

encode a message and send it to a receiver, B, who decodes it and gives feedback. 

Peirce’s theory of thirdness implies that, unlike engineering transmission, personal 

communication is not about sending messages; it is a mutual act of sharing, 

negotiating meaning. The sender is not so important, it’s the text and how it is read. 

The meaning is created when the receiver interprets the message in reference to his or 

her own context and experience (Dahl, 1999). If sender A and receiver B are from 

different cultural communities, they will have different reference frames; this is not 

necessarily negative, it can be enriching. It is possible for intercultural communication 

to take place as long as people make the effort to learn each other’s codes (Dahl, 

1999). 
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 Bakhtin (1981) discusses thirdness in the following way: for Bakhtin all meaning 

is relational, i.e. meaning arises in one reality when that reality encounters another 

reality: in other words things are defined by their differences, difference creates 

identity. Bakhtin’s theory is both linguistic and ontological. According to Bakhtin, 

traditional western personalist humanism saw the Self as the owner of meaning, for 

deconstructionists no one owns meaning, for Bakhtin, we own meaning, meaning is 

rooted in the social (Clark & Lampert, 1986; Holquist & Clark, 1984). The semantic 

space where meaning is created is called inner space for the traditional personalist, for 

the deconstructionist it is a place that can only be described as elsewhere, for Bakhtin 

the semantic space is a place he called in-between. Bakhtin blamed linguists for 

treating words as if no one ever spoke them and claimed that words can only be 

accounted for in the context in which they are spoken in the presence of the addressee 

(Holquist & Clark, 1984).  

The Self cannot be defined without the Other: this is the essence of Bakhtin’s 

theory of Dialogism. Otherness determines who one is not and therefore who one is 

(Fougere, 2004; Holquist, 1990). The encounter with the Other creates occasions for 

‘sensemaking’ (Weick, 1995). We are relational beings; our personal and cultural 

identity are constructed and reconstructed through our relations with others (Kramsch, 

1999). For Bakhtin, the Self is not completely internal: to be is always to be on the 

boundary of our world, where we encounter the Other. Thus the interpersonal, the 

social, help create the individual: the parallels with Vygotsky’s theory of cognitive 

development through socialization are apparent here. Bakhtin’s boundary is the third 

space between the two individuals where opposite views can meet and be made sense 

of. Learning a foreign language, living in a foreign country, entering a bicultural 

relationship, these are border experiences where one can see oneself from an outside 

vantage point and realize that one is no longer the person one imagined oneself to be 
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(Holquist, 1990; Kramsch, 1999). 

 Bhabha (1990) also has recourse to thirdness when he maintains that cultures are 

not self-contained and complete, they are constantly in a process of making signs and 

symbols of themselves, myths and metaphors. A culture that seeks to be dominant, 

such as modern western culture, may claim itself to be fixed. In an interview with 

Mitchell (1995) Bhabha criticized western multiculturalism because it treats other 

cultures as museum items to be classified on the western multicultural grid (p. 80). He 

argued that understanding someone from another culture requires an effort of what he 

calls ‘translation’ from the Self perspective to the Other, while at the same time 

keeping both perspectives in view. This is the third space, the point of identification 

with and through another object – e.g. a person or a culture, - an object of Otherness, 

where the agent of identification, the subject, itself becomes ambivalent because of 

the intervention of the Other. Personal and cultural identity are thus always in flux, 

always becoming, never self-contained in their being. 

 Thirdness is thus the nexus of three theoretical strands: the semiotic theory of 

Peirce, the dialogism of Bakhtin and the third space of Bhabha. Communication is not 

the coming together of predetermined identities and meanings, thirdness views 

communication as the relational making of signs, the responsive construction of 

identity and the interdependence of difference (Kramsch, 1999). This investigation 

hopes to determine whether intercultural communication takes place to the extent that 

participants reach perspectives of thirdness with regard to the culture of their partner 

and their own. Are co-teachers in the AEP able to meet on the boundary between their 

two cultures where they forge a new new cultural identity which enables them to 

reassess their culture of origin, making them a different kind of Taiwanese, a different 

kind of American? 
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Third spaces in organizations. Fougere (2004) objected that Bakhtin’s theory 

of Dialogism was over-optimistic about the benevolence of individuals in intercultural 

relationships and was less applicable to individuals in organizations. Studies of 

intercultural relationships in organizations show that individuals tend to identify with 

their own group and misunderstand outsiders (Fougere, 2004; Janssens & Steyaert, 

1999). Bi-cultural working relationships are undermined by the issue of ‘addressivity’ 

(Bakhtin, 1981; Fougere, 2004). Addressivity means sending an appropriate message 

for the Other to understand; however, in intercultural communication the message is 

often distorted by two tendencies: projected similarity and stereotyping. Projected 

similarity is when one assumes that people are more similar to oneself than they really 

are. Stereotyping occurs as a result of a natural cognitive tendency to categorize. 

Stereotypes easily degenerate into personal opinions with emotional content and lead 

to misunderstanding and conflict. 

 When people work together in bi-cultural organizations cultural frictions arising 

from projected similarity or stereotyping are exacerbated by three dynamics (Fougere, 

2004). One is the organization’s need for order and consensus since bicultural 

situations bring about uncertainty and dissensus; another is that within such 

organizations, one culture may be more powerful or prestigious than the other; thirdly, 

bicultural situations exacerbate the time pressure and work stress that exist in every 

organization. The combination of cultural and organizational factors may hinder the 

development of third spaces where participants can understand themselves and their 

partner through interaction. Therefore Fougere and others claim that thirdness needs 

to be fostered in organizations, coordinated through institutional interfaces, by third 

parties who are not culturally neutral but culturally fair (Craig & Mallory, 1998; 

Fougere, 2004). 

  These theoretical insights from the work of Fougere and others above may help 
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recognize opportunities for sensemaking for co-teachers in the AEP, identify deficit of 

thirdness and analyze the role of the AP as a potential mechanism for fostering 

intercultural communication. 

 Miscommunication and cultural tensions are mentioned as inhibiting factors in 

many of the investigations into East Asian co-teaching programs reviewed in this 

chapter. Such programs bring together NESTs from what Hall (1977) describes as low 

context and NNESTs from high context cultures. Copeland and Griggs (1985) 

classified Arabic, Chinese, Japanese and Korean as high context cultures whereas 

American, British Canadian and Australian were low context. Communication tends 

to be direct in low context cultures, where communicators tend to ‘tell it like it is’ 

(Storti, 1999), whereas in high context cultures, speakers may not express their 

thinking so directly and rely more on hints and inference. In a low context culture 

‘yes’ means agreement, approval and understanding, whereas in a high context culture 

‘yes’ signifies politeness, respect and acknowledgement of having heard (Moran, 

2001). 

 

Teachers’ professional development 

 Research interest into teacher knowledge, its nature and development has grown 

in the last thirty years as educational administrators sought to raise educational 

standards (McNamara, 1991). Research findings show that expert teachers’ behaviors, 

cognition and decisions are different from those of novices. Expert teachers perceive 

students differently, judge classroom situations differently, act more efficiently, have 

different routines and strategies think, encode and elaborate data differently (Bereiter 

& Scardamalia, 1993; Berliner 1992; Carter, Sabers, Cushing, Pinnegar & Berliner, 

1987; Laverick, 2007; Livingstone & Borko, 1989; Palmer & Slough, 2005; Reynolds, 

1992; Richards, Li & Tang, 1995; Westerman, 1991). The conditions for teacher 
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acquisition of expertise are said to be: years of experience; purposeful engagement, 

deliberate practice and the desire for mastery (Palmer & Slough, 2005).  

 Tsui (2003) lists seven stages which occur in the course of a teacher’s career, 

although teachers need not pass through all of them: 

 

1. Exploration: a survival phase where novice teachers feel unprepared and 

inadequate, but also excited by their new role. 

2. Stabilization: successful novices draw from the fruit of their initial experiences, 

gain confidence, and improved teaching skills; their focus shifts from survival to their 

impact on students. 

3. Experimentation: teachers are motivated to seek new challenges; they may try 

to tackle school, student, and curriculum problems. 

4. Reassessment: unsuccessful teachers may get sidetracked into this phase, 

marked by self-doubt and diminished commitment. 

5. Serenity: teachers accept themselves as they are professionally and worry less 

what other think; less enthusiastic, more confident, tolerant and spontaneous, they 

may distance themselves from students. 

6. Conservatism: resistant to change and innovation. 

7. Disengagement: teachers withdraw from professional life and invest more in 

their own interests.  

 

 Tsui’s description of teacher development, moving from survival concern to task 

management, impact on students and teaching innovations is a common model in the 

literature of teacher growth (Burden, 1990; Calderhead & Shorrock, 1997; de Jong, 

2000; Furlong & Maynard, 1995). Huberman (1993) also identified teaching 

innovation as a factor that characterizes successful teachers, as well as diversity in 

classroom teaching roles and being pushed beyond their regular level. Huberman’s 

findings are particularly relevant since much of the research literature concurs that 

co-teaching is a method which facilitates innovation and stretches teachers beyond 

their regular level (Buckley, 2000; Cook & Friend, 2004; Shannon & Meath-Lang, 

1992; Villa, Thousand & Nevin, 2008).  
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The idea of stages is also used in studies of teacher expertise (Berliner, 1986, 

Kagan, 1992). Berliner (1986) lists five stages that relate teachers’ performance in 

class to growth in expertise. Early stages are marked by deliberation in teaching and 

in thinking, but also by unwillingness to take responsibility for their actions. However 

at stage three, competence level, teachers were much more conscious and deliberate in 

their teaching and rational in their goals. Stages four and five: proficient and expert 

showed high levels of intuition, flexibility and knowing in action. The role of 

reflection in teacher development is recognized as key in other studies of growth in 

expertise as passing through three stages, technical descriptive to practical interactive 

and finally critical reflection (Ghaye & Ghaye, 1998; Scanlon, Care & Udod, 2002; 

Van Manen, 1997; Zeichner & Liston, 1996). 

 

Teacher knowledge. Teacher development as a continual process of intellectual, 

attitudinal and experiential growth (Lange, 1990), it is ongoing and multi-dimensional 

(Chen, 2008). The novice teacher feels inadequate in the following dimensions: 

reconciling educational ideas and reality, classroom management and discipline, 

establishing appropriate relationships with students, adapting to the role of teacher 

and having sufficient mastery of subject knowledge and teaching methods (Berliner, 

1986; Livingston & Borko, 1989; Reynolds, 1992). These areas provide a starting 

point for a review of the components of teacher knowledge. 

 In 1985, Shulman, President of the American Educational Research Association, 

introduced the term pedagogical content knowledge which was used in a new wave of 

research into teachers’ knowledge of their subject matter and its relevance for 

successful teaching in a new era of educational reform (McNamara, 1991; Shulman, 

1986, 1987). Previous paradigms had defined the teacher’s role as that of keeping 

students engaged with content; if kept on task, students would learn by themselves. 
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Subsequent research showed that a teacher with good pedagogical content knowledge 

is better able to formulate knowledge, represent it to students using a repertoire of 

examples, analogies, explanations, illustrations and demonstrations, deal with 

questions and challenges and evaluate text books. Good knowledge of subject content 

enables teachers to plan lessons, deploy varying styles and methods to teach, diagnose 

and assess student learning, assess text books, foster students’ spirit of inquiry and to 

reflect on their teaching. Pedagogical content knowledge thus combines knowledge of 

the academic discipline with knowledge of students and learning (Glatthorn, 1990; 

McEwan, 1989; McNamara, 1991; Ornstein, Thomas & Lasley, 2000). 

Many NNESTs have explicit subject knowledge of English (Arva & Medgyes, 

2000; Cook, 1999; Davies, 2003; Medgyes, 1994) while many NESTs have only tacit 

knowledge: the first time they encounter grammar is when they start to teach it 

(Lasagabaster & Serra, 2005). This study hopes to observe NESTs and NNESTs as 

they combine their explicit and implicit knowledge and then measure the effect of 

their joint teaching on student learning. 

 Effective teachers also need knowledge of curricula, of programs and materials. 

They need knowledge of teaching and of educational aims and objectives (Tsui, 2009). 

Clearly, this type of knowledge is the domain of the local NNESTs in this study.  

Apart from content knowledge, Elbaz classifies five other kinds of teacher 

knowledge: (1) knowledge of theories of learning; (2) knowledge of the curriculum 

content and how to structure of the students’ learning experience; (3) knowledge of 

instruction: including classroom routines, classroom management and student needs; 

(4) knowledge of schools: the school environment, the social structure of the school 

and the community; (5) knowledge of self, personality, attitudes, values, beliefs and 

personal goals (Elbaz, 1991, 1983). 

  These kinds of knowledge contribute to the rich mental schemata which 
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experienced teachers use to interpret classroom complexities. Such teachers have a 

clear mental representation of the lesson they are teaching, they also have wider 

instructional goals and more strategies than novices (Bereiter. & Scardamalia, 1993; 

Richards, Li & Tang, 1995; Westerman, 1991). Novice teachers have less elaborate 

schemata and lack meta-cognitive and monitoring skills (Carter, 1987; Livingstone 

& Borko, 1989). When teaching, novices fail to adapt instruction to student cues, 

whereas expert teachers foresee problems and solve them, linking their actions to 

student cues (Laverick, 2007; Tsui, 2003; Westerman, 1991). On the practical level, 

the good teacher knows how to multitask: to take attendance, get homework, 

establish class participation routines, question and answer, giving clear signals for 

each stage of the class, blending goals, content and time constraints into one lesson 

(Berliner, 1986). 

 This review of teacher knowledge and skills establishes a foundation on which to 

critically examine the learning growth of novice and experienced teachers in this 

study. It also identifies good teaching behaviors and provides a basis on which to 

judge teaching development in the case study participants. 

 Finally, with regards to teachers of TESOL, Brown’s (2001) taxonomy lists the 

types of knowledge they require: 

 

 1. Subject content knowledge: technical knowledge of the linguistic system, 

fluent competence in English, experience of learning an L2 

2. Knowledge of teaching: principles of language learning and teaching, well 

informed approach to language teaching, using a variety of techniques, designing and 

planning lessons effectively, good classroom management, clear presentation skills, 

innovative use of materials 

3. Knowledge of students: perceives students needs and able to give appropriate 

feedback 

4. Interpersonal skills: good with people, patient and challenging with students, 

harmonious with colleagues. 
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5. Cultural knowledge: aware of cross-cultural differences  

6. Personal qualities: well organized but flexible, open to new ways of teaching, 

seeks professional growth, high moral and ethical standards. 

 

 For  NESTs working in cultures other than their own, cultural knowledge is also 

said to be essential (Barrat & Kontra, 2000). This includes knowledge of educational 

culture, the roles of adults and children in general and teachers and students in 

particular in the local culture; parental expectations; the importance attached to 

examinations and assessment; local concepts of good teaching, methodology and 

learning (Cortazzi & Jin, 1999; Scollon, 1999; Tang & Absalom, 1998). 

 

Teacher learning.  The teacher knowledge described above is not a 

de-contextualized body of knowledge, it is socially constructed through experience 

with students, colleagues, parents and administrators. The teaching context is central 

in shaping teacher knowledge (Anderson, Reder & Simon, 1996; Cobb & Bowers, 

1999; Greeno, 1997; Kleinsasser & Sauvignon, 1992; Palmer & Slough, 2005). Lave 

and Wenger (1991, 1988) used the term ‘situated knowledge’ which differs from 

conventional views of knowledge where context is seen merely a container in which 

learning takes place. Lave’s experiments comparing the solution of mathematical 

problems in different contexts showed that people responded differently according to 

the setting; both question and answer were defined differently depending whether the 

context was a supermarket or a classroom. Lave concluded that cognition could not be 

viewed as a constant with context as a variable, rather the mind, the activity and the 

setting are connected and coalesce in the activity. Teacher learning takes place in the 

swampy lowlands of school classrooms (Schon, 1983, p. 7) and not in some arcane 

theroretical stratosphere (Scanlon, Dean & Udod, 2002). Expert teachers are those 

who integrate their knowledge in relation to the teaching act, respond to the work 
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context and then engage in reflection afterwards (Tsui, 2009). 

 

Teacher knowledge as constructed. Teacher knowledge does not mean the 

theories taught by teacher educators, nor is it based on the presentation of best 

practice during teacher training. Teacher knowledge is constructed on the basis of 

teachers’ classroom experiences (Brown, Collins & Duguid, 1989; Johnson & 

Gombolek, 2003; Puttnam & Borko, 2000) their experiences as learners and their 

values and beliefs (Freeman & Johnson, 1998). It is not true that good teachers are 

born not made, many can become good teachers, but they need to self reflect in order 

to develop and construct their own teacher knowledge (Kreber, 2002). The research 

method used in this study involved analyzing teachers’ reflective journals; these may 

provide clues to construction of teacher knowledge, including knowledge of 

themselves, during the course of the AEP. 

 

Teacher learning from collaboration. Teacher learning accompanies 

socialization into the community of teaching practice (Freeman & Johnson, 1998). 

Collegiality is considered essential for teacher development (Clement & 

Vandenberghe, 2000). Putnam and Borko (2000) speak of teachers’ discourse 

communities where teachers pool their experience and new members of the 

community acquire knowledge about methods and materials, about students and 

families, about classrooms and schools and so forth. Tsai (2007) maintains that 

collaboration with peers in the work environment can stimulate teacher learning and 

development more directly than training from experts outside the school context. Of 

all the workplace conditions conducive to teachers’ development, collegiality is the 

most effective (Hargreaves, 1993; Lieberman & Miller, 1991; Little, 1992). 

Collegiality is also compatible with autonomy, since in order to collaborate effectively 
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teachers sometimes need to work alone to facilitate creativity and reflection (Clement 

& Vandenberghe, 2000; Hargreaves, 1990). Little (1992) identifies four levels of 

teacher collegiality: 

 

1. Scanning for ideas: sporadic informal requests for an idea, suggestion or 

solution. 

2. Aid and assistance: asking or giving help. 

3. Sharing: exchange of materials, methods or new ideas. 

4. Joint work: shared responsibility for teaching. 

  

Co-teaching differs from the other types of working collaboration since it takes 

place, not only in the staff room, but also in the classroom. The co-teaching 

partnerships in this study represent a high level of collegiality with good potential for 

teacher learning. They also had the added dimension of being a partnership between 

native and non-native speakers. It is therefore appropriate, at this point, to examine 

the issue of the different skills and knowledge which NESTs and NNESTs can bring 

to co-teaching. 

 

Native and non-native speaker English teachers  

 What can NESTs contribute to the English language classroom? The claim for 

linguistic and methodological superiority of NESTs stems from the longstanding 

TESOL paradigm which emphasizes NEST dominance in the linguistic, literary, 

attitudinal and pedagogical domain (Braine, 1999; Cook, 1999; Quirk, 1990; 

Phillipson, 1992). Chomskyan linguistic theory canonizes native speaker English as 

normative, the native speaker is the ideal informant and model for grammar (Davies, 

2003; Llurda, 2005). English is seen as the symbolic possession of one particular 

group through which it expresses its identity, conventions and values. Grammar marks 

social identity, with those unable to master the system denied membership 
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(Widdowson, 1993). NESTs claim the copyright on valid teaching methods, teacher 

training and testing. However, Widdowson (1993) argued that once the pedagogic 

focus moves from contexts of authenticity to contexts of learning, then the local 

NNEST becomes the expert. 

 Medgyes (1992; 1994), claims that differences in teaching style he observed 

between NESTs and NNESTs reflected the differences in their knowledge of English 

and how they acquired it. He summarized the strengths of NEST and NNEST as 

follows: the NEST has superior linguistic competence, offers a perfect language 

model, creates an English speaking environment and symbolizes the native culture; 

the NNEST can never match the competence of the NEST, particularly in 

pronunciation, vocabulary, grammar and idiomatic English.  

However, NNESTs’ weaknesses are the source of their strength. NNESTs can be 

successful role models of language learning, their teaching of English is based on 

their experience of learning it, with their knowledge of students’ mother tongue they 

can better anticipate learner difficulties, they can use students’ mother tongue to 

clarify and elaborate and they can better understand the needs of students (Arva & 

Medgyes, 2000). Though his original intention in defining their separate skills was to 

bring closure to the ‘Which is the better teacher?’ debate, Medgyes may also have 

exacerbated it by his emphasis on NEST linguistic superiority (Cook, 2002; Davies, 

2003). 

 In a recent intercontinental study in China and Hungary (Barrat & Kontra, 2000), 

300 respondents volunteered assessments of native speakers. Each respondent had 

experience of more than two NESTs. The findings are shown in Table 2.1 below: 
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Table 2.1 

Good and Bad Qualities of NESTs 

____________________________________________________________________ 

Positive      %  Negative      % 

____________________________________________________________________ 

       China 

____________________________________________________________________ 

Get students involved   35  Poor teachers     20 

Students learn culture   33  Ignorant of local culture   15 

Positive personality    26  Students needs not met   13 

Authentic language    25  Talk too much     12 

Good teachers     22  Unprepared, irresponsible  12 

____________________________________________________________________ 

       Hungary 

____________________________________________________________________ 

Authentic language    63  Not real teachers    29 

Students learn culture   18  Ignorant of learning difficulties 28 

Enthusiasm     16  Little teaching ability   28 

Use new methodologies   15  Ignorant of local education  23 

Positive personality    15  Ignorant of local culture   20 

____________________________________________________________________ 

 

These findings reflect Medgyes’ taxonomy, valuing NESTs for their authentic 

language, classroom manner and innovative methodology but faulting them for their 

inability to understand student needs and ignorance of the local culture. 

 Current methodologies based on the communicative approach (CA) emphasize 
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the oral fluency skills of the NEST. This emphasis on native-like oral fluency 

devalues the status and skills of NNESTs (Inbar-Lourie, 2005; Kamhi-Stein, 1999; 

Seidhofer, 1999; Takada, 2000). CA based methodologies have been disseminated 

from the Anglo-American core to the rest of the world, without reference to local 

teaching conditions or educational culture (Canagarajah, 1999; Kachru 1986). The 

high value attributed to oral fluency, the forte of the native speaker, is challenged by 

some; Pennycook (1993) speaks of the babble of voices from the CA classroom where 

students do not get a chance to engage with text, engaging instead in what Holliday 

(2005) calls ‘MacCommunication.’ 

 The term ‘native speaker’ has also been criticized for its racial connotations as it 

is often applied only to Anglo-Americans and not to say, Singaporeans, Africans, 

Indians, Filipinos or others who happen to speak English as their first language (Amin, 

1999; Braine, 1999). According to Davies (2003) the term ‘native speaker’ resists 

precise definition and means little more than ‘not a non-native speaker’, thus giving 

confidence and identity to one group while disenfranchising another: “a myth, but a 

useful myth” (p.214). The term non-native speaker tends to imply failed native 

speaker, downgrading the multi-competence of successful L2 speakers (Cook, 1999) 

and creating an unobtainable goal for L2 learners (Cook, 2002; Takada, 2000). 

 Research into the attributes of good teachers according to L2 learners indicates 

that NNESTs can satisfy learner requirements (Banno, 2003). Three hundred 

American, Japanese and Chinese students chose the following five qualities as most 

desirable in a good language teacher shown in Table 2.2 below: 
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Table 2.2 

Qualities of a Good English Teacher 

____________________________________________________________________ 

Americans    Chinese     Japanese 

____________________________________________________________________ 

Explains clearly   Motivates students   Explains clearly 

Good teaching methods  Explains clearly   Approachable 

Patient     Good teaching methods  Entertaining 

Approachable    Good pronunciation  Motivates students 

Enthusiastic    Approachable    Knows subject well 

____________________________________________________________________ 

 

Most of these qualities are found, and other are found wanting, in both NESTs 

and NNESTs; native speaker pronunciation may be more authentic, but NNESTs can 

also have good pronunciation (Liu, 1999, 2001). 

 The consensus in the literature is that NESTs are more fluent and therefore better 

at pronunciation, vocabulary and speaking, whereas NNESTs are strong in the 

attention they give to grammatical accuracy – as stated above, many NESTs do not 

encounter English grammar until they start teaching it (Lasagabaster & Serra, 2005). 

However, because NESTs speak better English, people believe that they must 

therefore be better English teachers (Bolitho & Medgyes, 2000). This section of the 

literature review hopes to have shown that this is not necessarily the case. 

 Furthermore, the debate between the merits of NESTs and NNESTs has moved 

on; the concept of native-ness is outdated and needs to be replaced by ‘expertise’ 

(Rampton, 1990). A deeper understanding of teaching expertise and teacher 

knowledge over the last twenty years has reframed the terms of the debate. A good 
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teacher of English should have a cognitive, rather than intuitive, knowledge of 

grammar and syntax and should also be a specialist in pedagogy, psychology and 

methodology (Lasagabaster & Serra, 2005). This new teaching paradigm mentioned 

above identifies pedagogical content knowledge as the essential element in competent 

teaching. As Liu Jun, the first non-native speaker president of TESOL argued, being a 

native speaker is not important; what counts is a teacher’s professionalism (Liu, 1999). 

This view is increasingly representative of mainstream informed opinion (Arva & 

Medgyes, 2000; Barratt & Kontra, 2000; Lasagabaster & Serra, 2005; Samimy & 

Brutt-Griffler, 1999; Tang, 1997). 

 

Co-teaching 

 Given that NESTs and NNESTs have different skills, knowledge and expertise, 

how can they work together to maximize benefit to learners? The programs in this 

literature review use various forms of co-teaching to combine teachers’ strengths. 

 

History of Co-Teaching. First introduced in the United States in the 1960’s 

(Beggs, 1964), co-teaching has become increasingly accepted as a teaching model 

over the last few decades (Buckley, 2000). It received a major impetus in the field of 

special education thanks to Clinton administration legislation in the 1990’s mandating 

that children with learning disabilities should be taught in regular classrooms 

alongside normal children whenever possible (Individuals With Disabilities Act, 1990, 

1997, 2004 ). Instead of pulling children out of the regular class for remedial work, a 

special needs teacher would go into the classroom of a regular teacher to accompany 

disabled children placed there. This co-teaching model was soon extended to 

immigrant children in regular classrooms who needed English language support. It 

was given additional impetus by the No Child Left Behind Act (2001) under the Bush 
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administration. 

 

Models of co-teaching. In basic terms, co-teaching can be defined as two 

teachers sharing responsibility for planning, instructing and assessing a group of 

students over a period of time but these actions may take various forms (Buckley, 

2000). Co-teaching is said to have a cacophony of voices defining it but a harmony of 

voices praising its virtues, according to Anderson and Speck (1998). Some of the 

definitions are discussed below, for example Bauwens, Hourcade & Friend (1989) 

propose three approaches to co-teaching: 

 

1. Complementary instruction: the main teacher delivers content, a special-needs 

teacher provides ‘how to’ strategies. 

2. Team teaching model: one teacher delivers content, the other clarifies, 

paraphrases or adds information 

3. Supportive approach: the main teacher delivers content while a special-needs 

teacher oversees group or pair work activities 

 These definitions reflect the special needs environment in which co-teaching 

expanded from being an experimental method to becoming mainstream. However, the 

special needs orientation makes Bauwen’s taxonomy slightly less relevant to the 

setting where AEP co-teaching takes place. Eisen (2000) proposes four models of 

co-teaching partnership: 

 

 1. Co-habitation: no strong commitment to remain together. Each co-teacher does 

their own thing with their own class which come together for some joint activities. 

2. Joint custody: two teachers share one class but they teach in alternation. 

3. Committed marriage: two teachers choose each other voluntarily and commit 

to working closely together over time. 

4. Blind date: teachers who strangers are matched by a third party; this may lead 

to a committed marriage – or a one-night stand. 

 

 NEST co-teaching schemes in Hong Kong and Korea tend to follow the joint 
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custody model; the co-teachers teach the class separately, the NEST may just be asked 

to teach conversation classes. In Japan it is more a case of the blind date. The AEP 

seems to follow the committed marriage model. Under a committed marriage model, 

four teaching approaches can be used (Villa, Thousand & Nevin, 2008), co-teachers 

are recommended to begin with the first approach and the progress to the fourth as 

trust and coordination grow between them: 

 

 1. Supportive: one teacher leads the class, the other drifts and monitors 

individuals 

2. Parallel: both teachers have a work station in the classroom and small groups 

of students rotate through. 

3. Complementary: one teacher comments, expands and enhances what the other 

is saying 

4. Team: one teacher may pre-teach, paraphrase or translate what the other is 

saying, demonstrate the skills needed, e.g. note taking; two teachers do what one used 

to do alone. 

 

 Friend and Cook (2000) propose five co-teaching models which are comparable 

to those of Villa, Thousand and Nevin. They are ranked below according to three 

variables: planning time, content knowledge and teaching philosophy. Moving down 

the list from one to five, the need for planning time, shared content knowledge and 

teaching philosophy increase as does the need for trust and respect: 

 

 1. Lead and support: one teacher leads and another offers support and assistance 

to individuals. Planning is done jointly, but one teacher focuses on lesson content, 

while the other focuses on students’ individual needs. 

2. Station teaching: students are divided into two groups and each works around 

one teacher on different content. In mid-period, the children switch stations. 

3. Parallel teaching: teachers jointly plan the content but they divide the class. 

4. Alternative teaching: one teacher works with a small group to supplement or 

enrich while the other instructs the larger group. 

5. Team teaching: both teachers share in the planning and instruction of students 

in a coordinated fashion. Joint planning time, equal content knowledge of content, a 
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shared philosophy and commitment are essential. Teachers do not usually begin with 

this model but over time they can move towards to it. 

 

 Team teaching as described above by Villa, Thousand and Nevin or Friend and 

Cook is the model which best matches the format used in the AEP. It is defined as the 

most demanding model, requiring planning, equality of knowledge, sharing of 

educational philosophy and commitment over time. 

 

Conditions for co-teaching success. Effective collaboration requires more than 

two educators with good intentions (Reeve & Hallahan, 1996), in-service training is 

essential since co-teaching calls for changes in teacher behavior (Beggs, 1964; Crooks, 

2001). Most research also indicates that in order to work well, co-teaching has to be 

voluntary. When new methods or training workshops are imposed on teachers by 

administrators, they tend to react negatively (Hargreaves, 1994; Lawton, 1999; 

Murata, 2002; Shannon & Meath-Lang, 1992; Welch, 1998). For Villa, Thousand and 

Nevin (2008) successful co-teaching requires the following behaviors: 

 

 1. Sharing a belief system, including a commitment to a common goal 

2. Co-ordinating their work, which is done by joint planning 

3. Distributing the functions of leadership which means task distribution 

4. Demonstrating parity and respect despite differences in training, experience 

and culture, cooperating, using interpersonal skills to manage conflict, accept being 

interdependent on the other’s strengths, monitoring outcomes and sharing full 

accountability: each one has to feel responsible for the class. 

 

 For Murata (2002) co-teaching could only be successful under the following 

conditions: 

 

 1. A common teaching philosophy 

2. Respect for mutual differences 
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3. Planning (which is more important than being in the classroom together) 

4. Control over choice of partner and curriculum content 

5. Good scheduling 

 

 The research offers rich descriptions of the conditions required for co-teaching to 

succeed. However, as Reeve and Hallahan (1996) point out, co-teaching outcomes 

also need to be investigated: the co-teaching model can also be judged on its 

outcomes. This involves focusing on how students learn as well as analyzing 

collaboration between teachers (Lawton, 1999). The present study thus offers a timely 

examination of both how co-teaching works in the AEP and of student learning 

outcomes. 

 

Advantages of co-teaching.  Teachers complement and learn from each other in 

action: strengths are combined and weaknesses remedied; the self awareness that 

come from articulating one’s plans and ideas to a partner helps teachers look at their 

teaching through a new lens (Buckley, 2000; Chu, 2006; Shannon & Meath-Lang, 

1992). Teachers reported enhanced self-respect, realism, appreciation for colleagues’ 

abilities, reduced tension, urge to control and aggression. Teamwork can reduce 

pressure, lower the teaching burden and counteract burnt-out (Buckley, 2000). 

Furthermore, research indicates that co-teaching is particularly suitable for bilingual 

classes (Shannon & Meath-Lang, 1999) and there are some indications that 

co-teaching, especially by a native and non-native speaker pair, may be particularly 

appropriate for language teaching (Benke & Medgyes, 2005). Such co-teaching is the 

object of this study and it is claimed to have particular advantages for students: the 

NEST – NNEST interaction in class exposes students to input that is frequent, often 

more comprehensible and more “here and now” than text book dialogs. Because the 

local teacher can translate, the NEST may use language that is semantically and 
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grammatically more elaborate; two teachers offer voice variation; the use of the 

mother tongue can help reduce anxiety and create a comfortable classroom 

atmosphere; having two teachers can double opportunities for student output; with 

two teachers to monitor and support, tasks can be cognitively more demanding 

(Carless & Walker, 2006). 

 Co-teaching aids class management as students gain the attention of a second 

teacher; one teacher may be able to have a good relationship with a student whom the 

other teacher cannot reach; alternating teachers can stimulate student interest; 

monitoring of group, pair or individual work is enhanced (Cook & Friend, 2004). 

 

Problems associated with co-teaching. Davison (2006) pointed out that 

co-teaching is promoted as a solution to a host of teaching problems from professional 

burn-out to teacher isolation but that there is a lack of research into the processes of 

co-teaching and co-planning. She noted that many researchers criticized co-teaching 

as lacking empirical justification (Corrie, 1995; Hargreaves, 1994; Hargreaves & 

McMillan, 1994; Little, 1990). In terms of outcomes, Reinhiller (1996) stated that the 

jury is still out and few of the studies undertaken have been able to identify gains in 

student English proficiency. Boudah, Schumacher and Desler (1997) found that 

learning outcomes varied among students, in some areas they gained but in others 

they declined. Research is also lacking on the relationship between co-teachers, such 

research as there is shows that effective collaboration is rare and difficult to sustain 

(Davison, 2006; Little, 1990). Three quarters of the teachers in Lortie’s (1975) study 

reported lacking time to meet with partners to plan classes; Lawton (1999) says 

finding time to co-plan is a persistent problem for co-teachers.  

Co-teaching requires strong administrative support, allocation of resources and 

time (Little, 1990). Competent teachers may also have incompatible personalities 
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(Buckley, 2000). Fuchs and Fuchs (2000) speak of the danger of a fragmented 

learning environment where instructors undermine each other; students may be 

confused by two fundamentally different approaches or try to play off one teacher 

against another.  

 Issues of control are often common (Hargreaves, 1994); one teacher may be 

wedded to a single method, or possessive of their class or teaching ideas (Buckley, 

2000). The partnership is often unstable, it is difficult to achieve a balance between 

dominance: conflict arises as both sides want to be in control, and deference: lesson 

planning becomes indecisive and insipid as both teachers are too deferential and polite 

to each other (Cranmer, 1999). 

Autonomy is reduced and teachers may feel embarrassed at the presence of 

another in the classroom (Shannon & Meath-Lang, 1992). Evidently, co-teaching is a 

challenge, it requires more than having two teachers in the classroom sharing the 

work, it also demands profound changes in the way they work (Roth & Tobin, 2004).  

 Davison (2006) distinguished five levels of collaboration between teaching pairs 

together with the attitudes and expectations which distinguish each level; they are 

listed in Table 2.3 on the following page 
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Table 2.3 

Levels of Teacher Collaboration 

_____________________________________________________________________ 

Level     Distinguishing characteristics 

_____________________________________________________________________ 

Passive resistance   Rejection of collaboration; preference for status quo 

Compliance    Accept challenge unhappily; need external motivation 

Accommodation   Try to accept co-teacher; some internal motivation 

Convergence    Respect for co-teacher; plan together; avoid conflict 

Creative co-construction  Trust co-teacher; able to disagree; interchangeable roles 

_____________________________________________________________________ 

 

Davison also noted that as collaboration improved, the relationship grew more 

productive and outcomes were greater, for example, at the level of compliance, the 

co-teaching outcome might be a worksheet, while at the level of convergence, the 

outcome could be a lesson plan, whereas the highest level of collaboration affected 

the whole curriculum. Davison’s levels of collaboration are a useful scale on which to 

measure the co-teaching partnerships in this investigation. Signs of creative 

convergence rather than unwilling co-option into an experiment imposed by 

authorities or experts from above should be indicative of a true collaboration that is 

poised to reap the benefits of co-teaching (Davison, 2006; Hargreaves, 1994). 

 Finally, there is no strong empirical database on the overall effectiveness of the 

co-teaching model. Research has been limited to observations, teacher reports, 

surveys and case studies (Fuchs & Fuchs, 2000). One review of eleven studies found 

only two which offered evidence of the effectiveness of co-teaching (Reinhiller, 1996); 

Murawski and Swanson (2001) reviewed 89 articles and found that only six provided 
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sufficient quantitative information for outcomes to be calculated. Boudah, Raskind, 

King-Sears, Swanson and Godwin (2003) reported minor gains only while Zigmond 

and Baker (1997) found improved engagement but slightly lower scores. While 

acknowledging both the claims for co-teaching and the criticisms leveled against it, 

this study of stakeholder outcomes hopes to contribute to the literature. 

 

East Asian native speaker schemes 

 This review now turns to the major NEST schemes operating in East Asia today, 

to see how they work in practice. Considering the large amounts of government 

money invested in the programs, it is surprising that little research has been carried 

out into their effectiveness in terms of improved language proficiency and motivation 

in students and professional development and cultural learning in teachers. In fact, 

many studies have focused on the challenges and difficulties which such schemes can 

encounter. 

Japan. The largest and longest established program in East Asia is the JET 

scheme which started in 1977. By 2001 there were 60,000 expatriates teaching in 

Japanese schools as Assistant English Teachers (AET) according to the home page of 

the JET scheme. The function and role of the AETs are fourfold: (1) to enrich English 

teaching in Japan by team teaching with Japanese teachers of English (JTE); (2) to 

help prepare teaching materials; (3) to provide on-the-job training of JTEs; (4) to take 

the lead in English extracurricular activities (Browne & Wada, 1998; Crooks, 2001; 

Gorsuch, 2002). However, since JET is a Foreign Ministry sponsored scheme, its 

educational goals coexist with a hidden diplomatic agenda which is to recruit young 

westerners and give them a favorable image of Japan, while exposing young Japanese 

to western culture as a way of helping them affirm their Japanese identity (Lai, 1999; 

Wada, 2007).  
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 There is a dearth of research into the effectiveness of JET in terms of stakeholder 

outcomes. Gorsuch (2002) found that the presence of an AET in the classroom 

stretched the English communication skills of the JTE. Tajino & Tajino (2000) 

suggested that JET should provide learning opportunities for both AETs and JTEs but 

they acknowledged that this does not happen. Crooks (2001) claimed that the scheme 

was launched with a minimum of preparation and argued that JET was hampered by 

lack of in-service training for both AETs and JTEs.  The challenges which 

participants encounter are well known (Carless & Walker, 2006; Mahoney, 2004; 

Scholefield, 1996; Sturman, 1992; Tajino & Tajino, 2000). One is confusion about the 

role of the AET. JTEs see AETs as cultural models whereas the majority of the AETs 

see their role as interacting with students through oral conversations (Mahoney, 2004). 

Another is methodology: the traditional method of teaching oral English in Japanese 

schools is through reading out loud and repetition. When asked to do this, AETs 

complain they are being used as human tape recorders (Egginton, 1997; Wada, 2007). 

 JTEs complain that despite their experience, knowledge of modern teaching 

methods and second language acquisition, as well as their willingness to help students, 

they are devalued due the current emphasis on authentic oral communication which 

posits the NEST as ideal, an ideal which JTEs feel their students will never be able to 

reach (Cook, 1999; Takada, 2000). The presence of AETs has thus caused many JTEs 

to be concerned about their role and competence and produced tensions and pressures 

between them (Crooks, 2001; Mahoney, 2004; Tajino & Walker, 1998; Wada, 2007) 

Some JTEs feel that because they are not fully proficient in English, they are 

inadequate as teachers (Suarez, 2000).  

 This part of the literature review on the JET program, has identified some of the 

features required for co-teaching schemes to be effective, which appear to be lacking 

in JET. It has also highlighted some of the pitfalls JET faces and in this way, has 
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helped to create a context in which to evaluate the AEP. 

 

Korea. According to its web-site, Korea’s EPIK scheme started in 1995 and by 

1997 there were nearly one thousand EPIK teachers in schools. The program was 

intended to improve students’ oral English and train Korean teachers in English 

teaching methodology (Kwon, 2000). Studies of the scheme have found clear 

instances of cultural misunderstandings which have undermined its effectiveness 

(Ahn, Park & Ono, 1998; H.J. Shin, 2007). Choi’s respondents (2002) listed cultural 

conflict, poor communication and NESTs’ lack of professionalism as the main 

problems they faced. Respondents were school administrators from 40 schools in 

Pusan and Kyongsangnamdo. Kwon & Kellogg (2005) made a case study of a Korean 

NNEST and found she was more successful teaching general subjects to her home 

room class because she knew the students, than teaching classes as a specialist 

English teacher to students she did not know so well. Kwon and Kellogg went on to 

question whether NESTs can be effective teaching students whose names they do not 

even know and cannot pronounce. J.E. Shin and Kellogg (2007) found that Korean 

NNESTs in the EPIK program made linguistic errors while the NESTs made cultural 

gaffes. Nevertheless, the Koreans were better able than NESTs to scaffold learning for 

their students and make things meaningful for them. Korean NNESTs in Carless 

(2006a) study complained that NESTs could not control the class, did not know how 

to adapt their teaching to the students’ level, failed to prepare for their classes, relying 

more on instinct and intuition and were dependant on the local teacher to 

communicate with students. Carless and Walker (2006) noted that for these and other 

reasons, many of the NESTs in EPIK had to be redeployed from schools to teacher 

training institutes where they acted as as language assistants. 

 In his joint study of NEST schemes in Korea, Japan and Hong Kong, Carless 
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(2006a) concluded that co-teaching programs require certain enabling features before 

they can function properly. These are (1) pedagogical, such as joint training and 

co-teaching modeling; (2) logistical, giving time for preparation and planning, 

integration into the curriculum and school system; (3) interpersonal, ability to 

cooperate and sensitivity to other viewpoints and cultures. In its investigation of the 

AEP, this study looked for signs of such enabling features. 

 

Hong Kong. In the case of Hong Kong, the NEST program is known as the 

Native English Teacher (NET) Scheme. It was introduced in 1998 after the return of 

Hong Kong to China, as a way of allaying parental fears about the new, 

Beijing-appointed, Hong Kong government’s policy of imposing Chinese as the 

medium of instruction in schools in place of English according to Bunton and Tsui 

(2002). It was also a response to media and business criticism of the allegedly poor 

English proficiency of what the scheme calls LETs (local English teachers). The 

stated goals of the NET scheme were to (1) remedy LETs’ low standard of English, (2) 

raise the quality of teaching in schools and (3) improve students’ proficiency (Storey 

et al., 2001). However, according to Lung (1999), the government’s unstated goal was 

to create a bilingual and bicultural socio-linguistic climate in schools as opposed to 

monolingual Cantonese.  

 Hong Kong schools were left free to implement the scheme as they wanted; 

either by co-teaching or asking the NET to teach English conversation classes. Most 

schools declined to use a co-teaching format and instead asked the NET to teach 

English conversation to the entire student body. The large numbers involved made it 

impossible for NETs to interact meaningfully with students or get to know them and 

this, coupled with NETs’ ignorance of Cantonese, led to the isolation of the NET from 
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both students and LETs (Walker, 2001). As Walker remarks, ‘it makes sense to import 

NETs only if they are able to contribute differently from local teachers. However, 

contributing differently has often tended to mean contributing separately’ (2001, p. 

69). 

 Storey et al. (2001) claimed to have found evidence that some of the goals of the 

NET scheme were being met, such as creating an environment in which students felt 

freer to speak English. However, other goals, such as using NETs to upgrade the 

language and pedagogical skills of LETs, were not (Carless, 2006b; Griffin et al., 

2004, 2005, 2007). As Johnson and Tang (1993) commented in their study of the pilot 

scheme, fully trained NETs often see themselves as agents of change within Hong 

Kong schools. This echoed the British Council Final Evaluation Report (1989) of an 

earlier NET scheme which found that many NETs believed that part of their work was 

to influence and perhaps change the English language curriculum and methodology of 

Hong Kong schools and were disappointed by their failure to do so. Lo’s (1999) long 

term case study of two NETs recorded their disappointment with the local educational 

culture, with its text book driven work schemes and the exam mentality of local 

teachers.  

 Some NETs failed to adapt to the local Hong Kong educational culture, and often 

saw LETs’ reliance on vocabulary and grammar memoration and frequent tests as the 

main obstacles preventing the achievement of the NET scheme goal of students’ oral 

fluency (Carless & Walker, 2006; Storey, 2001). Scollon (1999) found that NESTs in 

Chinese settings often fail to embrace the local educational culture, with its emphasis 

on text book, choral repetition, memorization and examinations. Instead they 

emphasize communication skills, group work and discussion. As a result, Chinese 

students usually consider them less knowledgeable or helpful than LETs (Cortazzi & 

Jin, 1999; Liu & Zhang, 2007). Cortazzi and Jin (1999) concluded that NETs need to 
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adapt to the local Chinese educational culture and learn what constitutes good 

teaching and learning among stakeholders. As will be seen, the present study 

investigated the extent to which NESTs in the AEP were able to immerse themselves 

into local Taiwanese educational culture and if this contributed in any way to 

achieving goals one and six of the program. 

 In their study of the relationship between LETs and NETs in Hong Kong, Storey 

et al. (2001) found that many were disappointed with their level of collaboration, 

partly due to time pressures, leading LETs to describe the scheme as a waste of money. 

Green (2003) found LETs were often apathetic towards NETs and there were cultural 

tensions between them. Negative assumptions on the part of NETs about the abilities 

and methods of LETs caused tension and misunderstanding (Boyle, 1997; Lai, 1999; 

Lee, 2000; Tang, 1997). In the extensive, in-depth report by Storey et al. (2001) LETs 

complained about the personalities and abilities of NETs, whereas NETs saw the 

Hong Kong educational culture as the cause of the problem. As those who have 

investigated the NET scheme acknowledge, it is the LETs who understand the local 

system, the background and needs of Hong Kong students (Lung, 1999; Storey et al., 

2001). As one school principal said told Griffin et al. (2007): 

  
Of course the native speaker can bring some new ideas to us. We can collaborate 
and learn from each other, but it can’t be the case that the native speaker arrives 
and becomes the leader. It is impossible. After all, local teachers know 
what our curriculum is, they also know what the students have to learn in 
different learning stages. They know it better.  (p. 19) 

  

The findings of Storey et al., (2001) and Griffin et al. (2004; 2005; 2007) are 

very relevant to the present study. Storey et al. conducted a three-year (1998-2000) 

large-scale investigation of the NET scheme in 49 secondary and 20 elementary 

schools and concluded that students taught by both NET and LET performed better 

than those taught by NET or LET alone. Griffin et al. undertook several one-year and 
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one three-year study (2004-2006) involving 37 native speaker teachers and 4,600 

students in 78 Hong Kong elementary schools. They concluded that the NET effect 

was always moderated through the LET and hence the effectiveness of the NET 

scheme was linked to the NET-LET relationship. 

 In summary, the literature on the NET scheme so far reviewed indicates that the 

relationship between NET and LET is an important factor in learning by students and 

teacher. The experience of the NET scheme shows the need to have clear and 

sensitively defined roles for NETs and LETs and that emphasing NET expertise at the 

expense of LETs provokes resistance. Furthermore, Hong Kong schools need better 

guidance on how to implement the scheme, perhaps from a supervisory body which 

could monitor NET integration into the school. Finally, procedures are needed which 

will enable NETs to integrate into the local educational culture. This review of the 

findings of the literature on the Hong Kong NET scheme has provided perspectives 

from which to analyze the working of the AEP. 

  

Taiwan.  As stated in chapter 1, in the last ten year a few pioneering localities in 

Taiwan, including one central city and one rural, northern county have established 

co-teaching programs with local and international partners. However, the research 

literature on these programs is sparse. 

 The city program. Until now, such research as there is on co-teaching in Taiwan 

has focused almost entirely on the city program (Lin, 2002; Luo, 2004; Pan, 2004; 

Chou, 2005; Yu, 2006). It consisted of mainly descriptive studies which reported on 

how co-teaching was carried out. Both Lin (2002) and Chou (2005) found that instead 

of co-teaching, local NNESTs played the role of teaching assistant (TA) while NESTs 

took the main teaching role. However, NESTs had many problems with class 

management (Chen, 2008; Lin, 2002; Tsai, 2007). Both Lin and Chou noted 
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communication difficulties between NESTs and NNESTs, while Chou added that the 

effectiveness of the relationship was conditioned by the cultural differences between 

them. Luo (2004) found that NESTs and NNESTs had different concepts of what 

co-teaching was and that the NESTs were allowed to dominate teaching. Lin (2002) 

also surveyed the level of satisfaction with the program among education officials, 

teachers, parents and students. She reported that NNESTs felt they gave a lot of 

support to NESTs but received little in return. 

 Tsai (2007) found that the program gave co-teachers a chance to improve their 

language ability and to learn about different cultures. However, various factors, 

including personality conflicts, lack of teacher training and heavy workload meant 

that they derived less benefit from the scheme than they should. Tsai believes this was 

partly because teachers failed to grasp the opportunity for growth.  

 Chen (2008) investigated growth in teacher knowledge among co-teaching pairs 

over the course of a year. She found that NNESTs and NESTs reacted differently as 

NNESTs came to realize that they did not like the program and complained that they 

had learnt much less than they had expected or indeed nothing at all. The experience 

of co-teaching often left NNESTs feeling exhausted and led them to confirm their 

original teaching ideas rather than change them. There were clear differences in 

professional expertise between NNESTs and NESTs. There were constant problems of 

communication and cultural tensions between co-teaching partners and with other 

colleagues, administrators and students. The scheme academic advisor made valiant 

efforts to resolve such conflicts but these were so frequent that only continuous 

monitoring and negotiation could have reduced them. 

 Apart from describing the external manifestations of how co-teaching is carried 

out, both Tsai (2007) and Chen (2008) also analyzed teachers’ internal learning 

processes under the impact of the co-teaching experience. Their accounts showed that 
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some partnerships provided more occasion than others for growth in teacher 

knowledge, which were associated with harmonious co-teaching relationships. In 

some cases, despite the safety features which should ensure the smooth functioning of 

the city program such as 60 hours pre-orientation and twice monthly in-service 

training for NESTs and regular site visits by the Foreign Teachers’ Center and 

Education Bureau officials, monthly reports by school administrators and NNESTs, it 

was still not possible to prevent personality factors, communication problems, cultural 

friction and differing professional standards from undermining working relationships 

and hindering teacher learning.  

This review of the research into the city program shows that investigation of 

teacher learning based on the socio-cultural perspective, must attend to the setting and 

try to identify the contextual features which facilitate or debilitate learning. Therefore, 

comments by TESOL academic advisors on the program taking place in a northern 

county as well as the findings of the NSC research project led by Dr. Wu Hsin-feng, 

which indicated that the program was coping successfully with the challenges, 

provided the motivation for the present study of the AEP. 

 

The American Exchange Program. Until now, no independent, empirical studies 

have been carried out on the AEP. L.T. Tsai (2005), L.T. Tsai (2006) and J.M. Tsai and 

Tseng (2006) were AEP participants and offer mainly descriptive accounts. Trites and 

Tseng (2009) looked at teacher autonomy in the AEP. Albanesi, Burr and Collins 

(2009) offer a rich description of the AEP based on their experiences as participants, 

with Collins as 2006-08 academic advisor. They claim that the AEP is successful 

thanks to structural factors which they call the three C’s: (1) the co-teaching 

relationship following the committed marriage format; (2) the cohort model which 

creates solidarity among the NESTs by housing them together, and bonding them with 
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NNESTs through joint training workshops; (3) community support, having local 

families host participants and help them learn about Taiwan. The authors affirm the 

benefits of the program but they offer no empirical evidence to justify their claim. The 

present study hopes to investigate such claims. 

 

Summary 

 This chapter has examined the research literature related to the object of the 

study. It has discussed the characteristics of both NESTs and NNESTs, as well as the 

theories and ideologies that are associated with these terms. It has also reviewed 

co-teaching, and the benefits such schemes bring to learners. The discussion of the 

advantages and disadvantages of NESTs and NNESTs helped justify co-teaching as a 

method for capitalizing on the pedagogical strengths and weaknesses of both. 

 The theoretical foundations and justifications of co-teaching and the formats it 

employs have been extensively described. The arguments in favor of co-teaching have 

been examined while consideration has been given its perceived shortcomings. 

 Co-teaching programs in countries near Taiwan have been described in detail as 

well as their shortcomings and the challenges they face. The two main Taiwanese 

programs have also been introduced.  

An explanation was also given of the theoretical foundations: socio-cultural 

theory and the theory of thirdness which underpin the analysis of the data collected in 

this inquiry. The next chapter deals with the research methodology, design, context 

and participants, it also describes and justifies the procedures used in the analysis of 

data. 
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Chapter 3 

Methodology 

Mixed methods inquiry 

 This study used a mixed methods design. It was a two-stage investigation 

conducted over 12 months and sought to explore the effects of the AEP on teachers 

and students. Developments in teachers’ professional knowledge and cultural 

awareness were investigated using qualitative methods. Growth in English proficiency 

and motivation among students were measured using quantitative methods. 

Combining qualitative and quantitative approaches in mixed method research is said 

to facilitate a better understanding of the phenomena under study than when using a 

single approach (Cresswell & Plano-Clark, 2007). 

 

The epistemological bases of qualitative and quantitative inquiry. Qualitative 

and quantitative approaches are based on different epistemologies and theories of 

reality. The traditional, positivistic paradigm assumes the existence of a reality which 

is separate from us, and which we can come to know using quantitative methods of 

inquiry. According to this paradigm, reality is divisible into variables which can be 

tested by experiment by a researcher who remains detached from subjects in a 

scientific process which is entirely value-free (Cresswell, 1988). As long as 

methodological errors are avoided, a suitably designed experiment using a valid data 

collection method should be able to show cause and effect and produce findings 

which can be generalized independently of time and context (Guba & Lincoln, 1988). 

 The naturalistic paradigm differs from the positivistic paradigm described above. 

The epistemology of the naturalistic paradigm, assumes a relativist theory of reality: 

reality is multiple, constructed by the human actors involved and located, not 

‘somewhere out there,’ but in human minds (Cresswell, 2005; Guba & Lincoln, 1988; 
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Lynch, 2003). Reality cannot be broken into parts; its investigation must therefore be 

holistic. Instead of producing generalizations that allow for predictions, the outcomes 

of qualitative research are working hypotheses, rooted in their context. Rather than 

establishing cause and effect relationships, qualitative methods show how phenomena 

shape each other mutually. This includes the relationship between researcher and 

respondents which, according to the naturalistic paradigm, is always interactive 

(Ceglowski, 2002). As Werner Heisenberg, who pioneered the uncertainty principle 

observed in 1927: “The observer changes the thing observed, the act of observation 

determines what is and what is not observed” (quoted in Lindley, 2004, p. 7).  

 These two paradigms favor contrasting research approaches; Guba and Lincoln 

(1988) take the strong view the two paradigms are mutually exclusive and require 

distinct and incompatible methods. They claim that to be consistent, proponents of the 

positivist paradigm should reject qualitative methods as subjective and unreliable, 

with the case study considered the weakest sibling amongst them (Yin, 2003). 

However, other researchers argue that such distinctions are overstated, artificial and 

unhelpful, that strictly limiting the use of quantitative methods to the positivist 

paradigm and qualitative methods to the naturalist paradigm is not conducive to good 

research and that there is no logical reason why qualitative and quantitative methods 

cannot be used together (Patton, 1988; Reichart & Cook, 1979). 

Qualitative data is attractive say Miles and Huberman (1988) a source of well 

grounded, rich description that explains processes in local contexts: “There is a 

certain undeniability about qualitative findings that is often more convincing than 

pages of numbers” (Miles & Huberman, 1988, p. 225). Many researchers find 

distinctive strengths in quantitative and qualitative methods and argue that they can be 

used in conjunction in a mixed methods approach. Miles and Huberman (1988, 1994) 

point out that no positivist denies the value of subjective data, while all naturalists 
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form rules and believe in common sense. Therefore, they argue that although the 

positivistic / naturalistic paradigm distinction is useful, it is possible to mix qualitative 

and quantitative research methods to gain an enriched understanding of complex 

realities, without being limited by a rigid allegiance to one paradigm or the other 

(Patton, 1980). 

 This researcher followed the pragmatic approach of Miles and Huberman (1994), 

Patton (1988) and Reichrdt and Cook (1979) and worked within what Patton (1980) 

called a ‘paradigm of choices.’ A qualitiative case study approach was taken because 

it seemed the most appropriate method to describe the process of growth in teachers’ 

cultural awareness and professional knowledge. A quantitative, experimental approach 

was used to investigate a product, students’ learning gains and attitudes.  

One possible approach in mixed methods research is to carry out qualitative and 

quantitative investigations of a phenomenon and then merge the data. However, in this 

study the data is not merged; the findings of qualitative investigation apply only to 

teachers and the findings of the quantitative investigation apply only to students, 

although both outcomes derive from the same program.  

The two parts of this study were therefore methodologically independent of each 

other. They were also independent in the sense that most of the students taught by the 

teachers in the case studies were not included in the quantitative study. In the case of 

school B, the co-taught students were all in 3rd-grade and so too young for the test, in 

schools C1 and C2, the school population was too small to provide meaningful 

samples. Thus it was not possible to correlate teacher outcomes and student outcomes. 

Nevertheless, it was hoped that even when considered independently, the findings of 

the quantitative and qualitative studies could offer rich perspectives into AEP 

stakeholder outcomes and provide answers to the research questions. 

 In this chapter, the research design, the data collection methods, procedures, 
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instruments, and the data analysis of each approach will be described, but firstly, in 

order to help situate the reader, the timeline of the research process will be briefly 

summarized. Contact was made with the AEP in May 2008, as part of a NSC research 

project into professionalism among NESTs and NNESTs. The researcher then 

discussed the possibility of this investigation with AP and was invited to attend the 

orientation of new NESTs in August where he met the new Academic Advisor, Dr 

Gates. The quantitative study began in October with the pilot test and pre-test. In 

December, the researcher started to attend the AEP teacher workshops to get to know 

participants. The case studies began in February 2009 and continued until the end of 

the second semester in July. The quantitative study finished in May with the 

post-testing and surveying of student respondents.  

 

The qualitative study 

 Following the discussion of the validity and viability of mixed methods research, 

this section of Chapter 3 continues with a description of the method used in the first 

part of the study: the qualtitative investigation. 

 

Research design. As explained above, this research adopted a case study 

approach in order to examine the co-teaching relationship between NESTs and 

NNESTs and look for evidence of growth in teacher knowledge, cultural awareness 

and cross-cultural communication. This method seemed appropriate given that 

phenomena under investigation were complex internal processes. The case study 

approach offers an opportunity to see how a phenomenon exists in a particular case 

and understand it better. Cresswell (2005) defines case study as an opportunity for 

in-depth inquiry into a bounded issue using extensive data. Tsui (2003) described case 

study as not so much a method of data collection but more a unit of analysis; the unit 
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of analysis being what Lave (1988) called the person-acting within a certain setting (p. 

17). As Tsui’s definition was considered convincing, this study was carried out on that 

basis, attempting to elicit data by focusing on persons in actions as co-teachers. It 

investigated how respondents related to their work context, how they made sense of 

their work and how their knowledge and understanding of their work developed 

during the course of the AEP. 

 Experimental designs try to control respondent behavior to generate findings, 

they thus often decontextualize the phenomenon under study in order to focus on a 

single variable. Case studies focus on phenomena in a real life context where the 

researcher has no control over events or behavior and the phenomena under 

investigation merge with the context (Yin, 2003). 

 In terms of applicability of findings, Lincoln and Guba (1985) maintain that case 

studies are not intended to be explanatory, they are descriptive; their purpose is to 

portray the case, not explain the world. Experiments show how respondents may 

behave under certain conditions but case studies show how respondents do behave 

under normal conditions. 

 As mentioned above, the qualitative part of this research used a multiple case 

study approach. Multiple case studies are said to offer more compelling evidence and 

be more robust than individual case studies (Yin, 2003). In using a multiple case study 

format, the intention was not to make comparisons between cases. Such comparisons 

would involve focusing only on a small number of variables (Stake, 2000). In this 

research, the goal was to describe the target phenomena in three distinct settings. To 

achieve rich, thick description and provide trustworthy knowledge, a variety of data 

collection methods were used which will be described later in the chapter. 

 

Participants and sites 
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 In case study research, respondents do not necessarily need to be selected at 

random since the findings are not generalizable to other populations. The participants 

in these case studies were selected in diverse ways. Two pairs of co-teachers said they 

were willing to take part and were chosen for reasons of convenience. The AP 

considered them typical cases. The third pair was recommended by the Academic 

Advisor, who said that their partnership was different from that of the other two pairs. 

 To get to know the teachers, I joined the AEP orientation camp at the county 

teacher training center in August 2008. I had previously visited these offices in May 

2008 and met the local AEP administrators, Yi-ting and Pei-hua. At that time I was 

piloting interview questions on co-teaching relationships with NESTs and NNESTs of 

the 2007-08 program. Yi-ting and Pei-hua were the AEP gatekeepers who granted 

access to the program, its members and activities. They liaised with the local 

elementary schools when the time came for the students to take the pre-test and 

post-test.  

During the August orientation sessions, I was introduced to Dr Gates, Academic 

Advisor to the program for the year 2008-09. As a specialist in assessment who had 

previously worked with ETS, Dr Gates was very supportive of any study which might 

contribute to evaluating the AEP. However, she made it clear that for ethical and 

political reasons, the study should not use the names of respondents, nor mention the 

name of the county or the organization that co-sponsors the AEP. 

 My aim in attending the orientation was to immerse myself in the culture of the 

AEP and to enable teachers to familiarize themselves with me. This was to establish 

trust in myself as a non-participant observer. In the first semester, once I had finished 

the piloting and pre-testing phase of the quantitative investigation, I started to attend 

the two-weekly teacher workshops. In the second semester I attended all the teacher 

workshops (see Table 3.1) the complete workshop schedule is listed in Appendix B. 
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Table 3.1 

AEP Teacher Workshops Attended 

____________________________________________________________________ 

Date       Topic 

_____________________________________________________________________

       2008 

_____________________________________________________________________ 

December 31     Integrated skills 

January 7      Cross-cultural seminar 

_____________________________________________________________________ 

       2009 

_____________________________________________________________________ 

February 25     Effective co-planning 

March 11      Designing and using Wikis 

March 25      Phonetics, phonology and phonics 

April 8      Designing integrated skills lessons 

April 22      Teams model effective lessons 

May 6      Teams model effective lessons 

May 20      Teams model effective lessons 

June 10      Presentation of teaching portfolios 

_____________________________________________________________________ 

 

In the workshops I explained my role was a PhD student rather than a university 

teacher. According to the naturalist paradigm, researchers have to remain aware of 

power relations between the researcher and the researched, the interviewer and the 

interviewee. Researchers and interviewers should avoid adopting remote, impersonal 
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stances to enhance objectivity, or limiting themselves to asking questions rather than 

give answers (Fontana & Frey, 2000). I offered information and answered questions 

about myself, shared about my life and my research, tried to be discreetly present at 

workshops and took any roles I was asked to in workshop activities. Toma (2000) 

suggests that having a close relationship with respondents improves qualitative data: I 

therefore worked to build up trust. 

  Towards the end of the first semester I approached some of the teachers to ask if 

they would be willing to take part in this study. The first pair I approached consisted 

of Xiao-ling, a local teacher and Jo an American from Colorado. The second pair 

consisted of local teacher Yao-wen and native speaker Debbie from New York. After 

the workshop I explained my choice to Dr Gates who suggested I also study a third 

pair, made up of local teacher Jun-kai and Meg who is from Arizona. They taught at 

two remote aboriginal schools and according to Dr Gates their working relationship 

was difficult. All six teachers agreed to take part in the study, to share documents, to 

be observed and interviewed, for their classes to be filmed and our interviews 

recorded. I told them as much as I could about what the study would involve, listened 

to their questions and conditions and reminded that I was working under the 

supervision of Dr Gates and that they would be free to leave the research project at 

any time with no need for explanations. 

 Table 3.2 below gives the basic data of the teachers in the study: 
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Table 3.2 

Basic data of participant teachers 

____________________________________________________________________ 

Name  Age  Qualified  School Yrs. Teaching Yrs. Co-teaching 

   ________________________________________________________ 

NNESTs 

____________________________________________________________________ 

Xiao-ling  30+  Yes   A   7   4 

Yao-wen  30  Yes   B   5   0 

Jun-kai  30+  Yes   C1, C2  8   .5 

_____________________________________________________________________ 

        NESTs  

_____________________________________________________________________ 

Jo   20+  Yes   A   1   0 

Debbie  20+  No   B   .5   0 

Meg   20+  Yes   C1, C2  1   0 

_____________________________________________________________________ 

 

Before collecting data, it was necessary to complete some administrative 

procedures. AEP officials spoke to the authorities at the schools where the six teachers 

were working to obtain permission for me to be able to enter their schools. I also had 

an official letter from my department (Appendix C) explaining my study. When 

negotiating entry, I also needed to confirm that school policy was for the NEST and 

the local NNEST to work together long term since at least one school in the program 

was rotating the NEST with a different NNEST every month. 
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The researcher’s relationship with the participants. This study was not done 

in a spirit of detached independence to preserve a façade of objectivity. Detachment 

and author objectivity are barriers to quality not guarantees of achieving it (Lincoln, 

2002). In case studies especially, because of the intensive interaction, the respondent 

influences both the researcher and the research data (Guba & Lincoln, 1988). 

Researchers cannot limit themselves to asking questions and reporting replies, they 

must acknowledge that they are entering into a relationship with respondents (Lincoln, 

2002). I will therefore attempt to briefly describe my relationship with all six 

participants.  

 Xiao-ling, though kind and cooperative, was the most difficult teacher for me to 

study. She often alluded to the pressure she was under which meant that participating 

in this study was a sacrifice for her. Although her school, school A, supported the AEP, 

Xiao-ling found it hard to meet all the program requirements and sent only sporadic 

feedback in the form of journal reports, to Dr Gates. She shared with me that she was 

under great pressure from parents and principal to improve students’ grades. In these 

days of falling school populations, teaching jobs are scarce, especially in rural areas, 

and many teachers are retained on one year contracts. Xiao-ling had a full time job, 

which she combined with running a home and rearing a new baby. She said the child 

minder complained about her long working hours. Whether Xiao-ling was objective 

or not, the fact is she felt stressed, so I tried to keep our interviews short and limit the 

inconvenience the research might cause. I tried hard to understand the professional 

and personal responsibilities which constrained Xiao-ling. Sometimes I found it 

difficult to reach her; it was not easy to get an appointment to visit her school or she 

might delay answering emails but this was entirely understandable. 

Yao-wen was a single woman and a teacher I admired a lot, she reminded me 

very much of expert teacher, Marina in Tsui’s (2003) study of teacher expertise. She 
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coped well with the pressures of her job, yet I was aware that our interviews were 

time consuming for her. She was hardworking and very professional; because of her 

competence and her confident personality, my impression was she did not feel 

threatened about what the research might reveal about her work. 

 Jun-kai was the only man in my study and gender may have influenced our 

relationship. Our meetings were relaxed and friendly, and often took place in a noisy 

roadside café. Jun-kai is responsible, but quite laid back and informal; he did not seem 

to be under the same kind of pressure as Xiao-ling and Yao-wen. He would often ask 

me to have dinner with him or to go out with him to visit tourist attractions in the 

county but I did not accept because I was not doing that with Xiao-ling or Yao-wen. I 

tried to avoid any kind of unspoken gender solidarity in my relationship with Jun-kai 

especially when discussing his relationship with Meg, his co-teacher. I also reassured 

him that although I am a NEST, I was acting as a student and my findings were not 

intended for the AEF nor for Dr Gates. 

 I spoke in Chinese with the NNEST respondents as a way of identifying with 

them, to put them at their ease and in the hope that they would share more things with 

me. However as Dr Gates wisely pointed out, I should be aware that using Chinese 

would enable them to say things more easily but not necessarily reveal more, NNESTs 

might be less cautious or inhibited when using English. During interviews Xiao-ling 

and Yao-wen used both Chinese and English, but Jun-kai preferred to conduct our 

conversations entirely in Chinese. Communication with the NEST respondents may 

have been more fluid since my mother tongue is British English and theirs was 

American English; also our cultures share some common features. For example, when 

asking for volunteers to join my study during the last workshop of the first semester, I 

approached the NESTs first and these then convinced their NNEST partners for me. 

This was hard for me to accept since I felt more closely identified with the NNESTs, 
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but as a NEST myself, I felt more confident about asking the NESTs for their 

cooperation and then through them obtaining the consent of the NNESTs. I got on 

well with all three NESTs and our conversations were very relaxed.  

 One major difference between researcher and respondents was age: I was 35 

years older than the NESTs. Another was gender: five of the six teachers were female. 

Ethnically there were some differences also: Debbie was Scots-American, Meg was 

Irish-American and Jo was African-American which inevitably added a racial 

dimension to our relationship. The Chinese-American NESTs on the AEP had 

mentioned that they had experienced less favorable treatment than the white NESTs 

(most local people did not consider the American-born Chinese to be real Americans). 

I therefore wondered how Jo, as an African American, was faring in a rural Taiwanese 

setting. I was grateful when she brought up this sensitive topic on her own initiative. 

She is a joyous and bubbly person, so talking was easy and she did not seem 

inconvenienced. Also she was good at expressing support for my work and the 

observations I shared with her. 

 Debbie was much quieter than Jo or Meg, with a more muted personality. Our 

conversations were friendly and unhurried. She was the least qualified teacher in the 

group, in that she had not studied education, nor been accepted for teacher training 

like Jo and Meg. However, she had spent one summer teaching English in Beijing; 

listening to her recount her experience it seemed a pity that she had come so far to do 

a job she gradually realized she found boring. However, her overall experience in 

Taiwan was positive. 

 Meg was a very easy person to work with; she was independent with a lot of 

determination and well formed opinions. I had less sense of the vulnerability I felt in 

Jo and Debbie’s situations, although Meg spoke less Chinese than the other two. In a 

sense all three were outsiders in Taiwan society, but as Americans they occupied a 
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privileged space and AEP also takes good care of the teachers. Meg was very frank 

about everything so it was easy to talk to her. She shared with me that she was dating 

with a Taiwanese boy. 

 Although I knew some things about respondents’ families, that Jo’s father was 

military personnel who had been stationed in Taiwan, that Yao-wen’s father had been 

a teacher and that both Jun-kai and Xiao-ling were married and had children, the 

emotional lives of respondents and their relationships were realities we seldom 

discussed. To try to reduce distance and reveal more about myself, I shared about my 

family, referring to my siblings and parents although I did not ask respondents 

questions about theirs. 

 This section has given a brief summary of relationship of the researcher with 

respondents in order to provide an enriched understanding of the context of the study. 

 

The schools in the study. The schools where the co-teachers taught are referred 

to as A, B, C1 and C2. Pair A, Xiao-ling and Jo taught in school A, pair B, Yao-wen 

and Debbie taught in school B and pair C, Jun-kai and Meg taught in schools C1 and 

C2. The C1 and C2 notation is used to show that the third teaching pair, Jun-kai and 

Meg, taught in two small rural schools, which were similar in many ways. School B 

was urban, located in a large township; schools A, C1 and C2 were rural, located in 

the south of the county. 

 School A was classified by county education authorities as a small rural school. It 

was located on the outskirts of a farming village, two miles away from a small 

township, quite near the coast. The school was surrounded by rice fields and the 

children came mostly from local farming families. The school was founded 90 years 

ago and had a student population of 280. The upper school classrooms were 30-40 

years old but were in the process of being replaced by new buildings being 
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constructed; the main block was new, completed in 2000. Teachers said that the 

school was well ranked among rural schools but that it could not compete with urban 

schools. In the quantitative phase of this inquiry, 4th and 6th-graders from this school, 

students of Xiao-ling and Jo, were tested and surveyed. 

 School B was a large, urban elementary school; it was situated in the second 

largest town in the county. It was 80 years old and considered an average school in the 

town although countywide it ranked in the top third. The school had 1,700 students, 

housed in mostly new buildings; about half the students came from the township 

while the rest were from surrounding villages. Yao-wen and Debbie co-taught 

3rd-grade in school B.  

 School C1 was located at the foot of high mountains facing the sea in a small 

aboriginal village in the south of the county. There were fewer than 100 students in 

the school, all of whom were aboriginals; many classes had fewer than ten students. 

The school buildings were all new and the facilities good. The nearest town was 15 

kilometers away but the road was mountainous and it was a 30 minute journey to get 

there.  

 School C2 was located in a similar village, also facing the sea, at the foot of the 

mountains but it was even further away than school C1, in the extreme south of the 

county. It was 40 kilometers from the nearest town. School C2 was small and neat, the 

buildings were new; the school population was less than 100 and the children were all 

aboriginals, from the same tribe as the children in school C1. Most of the teachers in 

schools C1 and C2 were aboriginals also. I did not ask the county ranking of either 

school, but given the small size and remoteness, it was probably not very high. These 

two schools could not be included in the quantitative study because of their small 

student population. 
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Data collection and procedures 

Guba and Lincoln (1988) claim that the best instruments of data collection are 

human beings. They collect data by extending their senses, talking to people, 

observing them, reading their documents and signs. Such were the methods of data 

collection employed in the three case studies. The variety of methods facilitated 

triangulation and enhanced trustworthiness (Lynch, 1996). Data collection began in 

February 2009 and ended in July 2009. Over the course of one semester the three 

teaching pairs were observed and filmed in class. They were also interviewed several 

times both inside and outside of school. Observation and interviews have limitations 

as methods of data collection but considered together, they can compensate for each 

other. Observation cannot reveal teachers’ internal worlds, their thoughts, intentions 

or reactions; interviews require teachers to reflect and be explicit, but their recall may 

be subjective, error-prone or influenced by other factors, such as a desire for 

self-justification, or to cooperate with the researcher (Calderhead, 1996).  

Participants were also asked to keep a journal on their experiences over the 

course of the program, which they submitted twice per month together with sample 

lesson plans. The teachers also gave me access to other documents such as lesson 

plans or copies of emails. Finally, I kept a field journal with notes of all observations, 

interviews, workshops and meetings in the field which I wrote up after each activity, it 

also included my reflections on the research process. 

 

Observation. In my classroom observations I took the role of non-participant 

observer. Unlike participant observers in some ethnographic studies (Brice-Heath, 

1983; Yin, 2003), the non-participant observer is not fully immersed in the situation 

doing what the respondents do, but rather stays on the periphery without interfering. I 

observed each pair teaching several times in both morning and afternoon classes. In 
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order to facilitate structured observation, I designed an observation sheet based on 

Cresswell (2005) and Lynch (2003), a checklist that noted class activities, student 

actions, teacher actions, interaction between co-teachers, co-teacher roles, role 

switching, co-teacher communication and turn taking; what McDonough & 

McDonough (1996) describe as a tailor-made checklist for investigating a particular 

problem. The class observation checklist can be found in (Appendix D). 

After class, I was usually able to speak to teachers for a short while to clarify 

points and also to observe their informal interactions. Each class was video and sound 

recorded because the camera can catch data that the human eye does not notice. I 

observed ethical guidelines by standing at the back of the class, filming teachers’ 

faces but being careful to film children only from behind. On returning home I would 

write up my class observation notes and check the film to look for behaviors I had 

missed when note-taking or which might give new directions for subsequent data 

collection. I also wrote up my field notes journal including my reflections on what I 

had observed. Table 3.3 below shows the timetable of the class observations. 

 

Table 3.3 

Class Observation Times and Dates 

____________________________________________________________________ 

Teachers    School  Class  Date   Time 

     ________________________________________________ 

Jun-kai and Meg  C1   601   April 1  10.20-11.00 

Jun-kai and Meg  C1   501   April 1  11.00-11.40 

Yao-wen and Debbie B   301   April 13  13.30-14.15 

Yao-wen and Debbie B   302   April 13  14.15-15.00 

Yao-wen and Debbie B   301   April 20  13.30-14.15 
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Table 3.3 (Continued) 

____________________________________________________________________ 

Yao-wen and Debbie B   302   April 20  14.15-15.00 

Xiao-ling and Jo  A   3A   April 21   9.30-10.10 

Yao-wen and Debbie B   301   April 27  13.30-14.15 

Yao-wen and Debbie B   302   April 27  14.15-15.00 

Jun-kai and Meg  C1   601   April 28  10.20-11.00 

Jun-kai and Meg  C1   501   April 28  11.00-11.40 

Xiao-ling and Jo  A   3A   May 5   9.30-10.10 

Xiao-ling and Jo  A   3A   May 12   9.30-10.10 

Xiao-ling and Jo  A   3A   May 19   9.30-10.10 

Jun-kai and Meg  C2   401   June 11  11.20-12.00 

_____________________________________________________________________  

  

The researcher’s tacit knowledge about schools, English teaching and learning 

played a role in these observations; it cannot always be detected but it was always 

present. As Guba and Lincoln (1988) point out, on walking into any school, an 

experienced educator will immediately pick out salient details and unconsciously start 

making judgments about the setting. I was aware that my observations might 

condition the data following Heisenberg’s uncertainty principle (Lindley, 2007) or 

Labov’s observer effect paradox (1966); nevertheless while I acknowledge that my 

observation was influenced by my tacit knowledge and my presence in the class might 

have affected respondents’ behavior, this did not change the data fundamentally. 

 My presence was less noticeable in the teacher workshops I attended; these were 

also occasions for observing teacher interactions. Workshops can be contexts of 

situated learning and places of consultation for teachers (Freeman & Johnson, 1998; 
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Puttnam & Borko, 2000) and I was able to observe how individual teachers used the 

workshops to draw the distributed expertise of the AEP teaching community of 

practice. As explained above, when I attended workshops I took part in any activities I 

was asked to join. I took the role of participant observer as I wanted all the teachers to 

be familiar with me in order to facilitate my relationship with them. I tried to take 

brief notes discreetly which I wrote up later at home. I often met with Dr Gates in her 

office at the end of each workshop in order to get feedback or to discuss the progress 

of my research or ask questions. 

 

Interviews. Fontana and Frey (2000) comment that that although the words 

people say are often ambiguous, we nevertheless rely on interviews to get information 

from them, information which is co-constructed by both interviewer and interviewee. 

Four semi-structured interviews were conducted over a five month-period with the 

respondents of this study. The questions of these four interviews were intended to 

shed light on the research questions about teachers’ experience of co-teaching, the 

patterns of their interaction, the nature of their relationship and their growth in 

professional knowledge and cultural awareness. The interview questions were drawn 

up after reading the research literature relating to co-teaching, teacher knowledge and 

cross-cultural communication; also, interviews used in previous studies of co-teaching 

in Taiwan were consulted (Chen, 2008; Chou, 2005; Lin, 2002; Luo, 2004; L.T. Tsai, 

2007; Yu, 2006). The questions were then checked by a professor of TESOL at 

National Cheng-chi University. The interview questions can be seen in Appendix E 

together with comments which indicate how they relate to the research questions. 

 The interview questionnaires were composed in English but I interviewed the 

respondents in Chinese or English and recorded the answers both on mp3 recorder 

and in writing. After each interview I transcribed an account of the dialog. My 
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translations from Chinese into English were checked and edited by a member of the 

Department of Foreign Languages and Literatures from National Taiwan University 

and then member checked by respondents themselves. During interviews I tried to 

avoid positivistic approaches such as not explaining the rationale behind the questions, 

refusing to deviate from the questions or express any opinion (Fontana & Frey, 2000). 

At the same time, I was alert to the possibility of non-sampling errors caused by faulty 

memory, interview process errors and respondents’ giving socially desirable responses 

(Fontana & Frey, 2000). I reassured respondents that their responses were anonymous 

and would not be shared with other participants in the study. The timeline of 

interviews can be seen below in Table 3.4 

 

Table 3.4 

Teacher Interview Timetable 

____________________________________________________________________ 

        Interview 

____________________________________________________________________ 

Name   1   2   3   4 

    ____________________________________________________ 

Xiao-ling   March 20  April 7  April 27  June 16 

Jo    March 13  March 25  May 4  May 12 

Yao-wen   March 18  March 25  May 18  June 15 

Debbie   April 1  April 21  May 11  June 8 

Jun-kai   March 23  April 22  June 8  June 11 

Meg    April 13  April 22  June 6  June 11 

____________________________________________________________________ 
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 The first interview took place early in the semester to investigate background, 

expectations and beliefs about co-teaching. The second was on reactions to the 

co-teaching experience, development of the co-teaching relationship, the challenges 

they faced and how they overcame them, cultural and other learning that was taking 

place. The third looked at how co-teachers were adjusting, what conflicts had arisen, 

their nature, if and how they had been resolved or not, changes in expectations. I also 

asked about significant events in the course of the semester and for respondents’ 

metaphors for co-teaching. It has often been claimed that teacher knowledge can be 

better understood through the metaphors teachers use. These are often grounded in 

teachers’ experiences and frame their understanding (Bullough, Knowles & Crow, 

1992; Grant, 1992; Shannon & Meath-Lang, 1992; Lakoff & Johnson, 1980; Schon, 

1979) The fourth interview investigated what teachers had learned, their assessment 

of the co-teaching scheme and how they thought they had developed. The interview 

schedule and content is shown below in Table 3.5. 

 

Table 3.5 

Interview Schedule and Content 

____________________________________________________________________ 

Interview   Content 

____________________________________________________________________ 

1. Background information and teaching experience, metaphor 

2. Experiences and opinion of co-teaching, planning, relationship 

3. Difficulties in the relationship, solutions, significant incidents 

4. Learning from co-teacher, cultural learning 

____________________________________________________________________ 
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The data obtained from interviews helped illustrate, explain and clarify what I 

had noted during class observations. Having a second source of data consolidated and 

substantiated the research findings and helped established trustworthiness. 

 

Teachers’ journals. According to Holly (1984), a journal is a combination of a 

log and a diary. A log is used to record factual information whereas a diary is a 

subjective text, often for the writer’s eyes only. Journals combine both genres, 

containing both objective and subjective data (Hopkins, 1993). The main purpose of 

journals is to create a private space in which the writer can reflect on experiences 

(Holly, 1984; McDonough & McDonough, 1996). Journals provide rich data, giving 

the teacher’s viewpoint (McDonough & McDonough, 1996). The journals used in this 

study were commissioned by the AEP, they were then made available to me by Dr 

Gates with the consent of the respondents. According to Holly (1984) teachers’ 

journals focus on four main areas: (1) teaching, what was taught and why; (2) students, 

what they do; (3) circumstances, description of behaviors; (4) collegial interactions. 

 From the socio-cultural perspective, journals create a temporary ‘Other’ which 

can support a transformative process, wherein the teacher moves from external social 

activity to internal control of emotional and cognitive states. The journal plays a role 

of mediation; by externalizing thoughts and feelings in the journal, teachers can 

re-conceptualize and re-contextualize their knowledge, gain professional expertise 

and self-regulate themselves in their new circumstances (Johnson & Gombolek, 

2003). 

AEP participants wrote their journals under certain headings, such as thoughts 

about their work, what went well and what did not, what had helped student learning 

and what did not, what they learnt about teaching and their goals. They had to turn in 

this journal every week, though not all did. Nevertheless, over the course of the 
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semester each teacher submitted around twenty journal entries (see Appendix F for a 

journal sample). Teachers were not asked to comment on personal feelings nor about 

their co-teacher but sometimes they did. The risk of bias and errors must be taken into 

account when analyzing journals, but those used in this study contain a rich and 

authentic account of teachers’ regular actions, reactions and reflections. 

 

Document inspection. Documentary information is a relevant part of every case 

study, documents offer the advantage that they are stable, unobtrusive and exact (Yin, 

2003). Thus collecting documents was a way of widening the scope of data collection 

without creating extra work for the respondents. Over the course of the study I 

collected documents from teachers, schools and AEP administrators, they included the 

AEP mission statement mentioned above, together with other material about the 

program, including the orientation handbook for new teachers, a CD of English 

learning activities created by AEP participants of the previous year and access to the 

web-site with activities for local students created by this year’s AEP teachers. I was 

also allowed to see official forms such as the application form for schools to join the 

program (see Appendix A). Teachers gave me copies of their working timetables, 

lesson plans, quizzes and exams. I also had access to student worksheets, homework, 

class projects and text books.  

Chen (2008) observes that documents add a further dimension to case study 

research. They can corroborate information from other sources, but Yin (2003) warns 

that when interpreting them it should be borne in mind that they were not originally 

written for research purposes. 

 

Establishing trustworthiness 

 Naturalistic inquiry requires methods that are as systematic, thorough and 
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conscientious as those of positivistic inquiry (Lincoln, 2002, p. 329). The findings of 

qualitative research need to be rigorously validated in order to determine their 

accuracy and credibility (Cresswell, 2005). In this study, several conditions for 

validity were met in order to establish trustworthiness: that what was seen and heard 

did not get distorted; that the account presented what the phenomena meant to the 

participants, a key principle of grounded theory (Glaser & Strauss, 1965, 1967); that 

the account provided an explanation of the phenomenon; that the value judgments 

assigned to the phenomena were accurate (Lynch, 1996). Credibility in naturalistic 

research requires a match between the realities of the respondents and the realities 

attributed to them by the research (Guba & Lincoln, 1988); this enhances the 

dependability of the data over time (Lynch, 1996). 

 The major strategy for establishing credibility or trustworthiness is triangulation 

by reconciling multiple sources of data gathered using different data collection 

techniques (Lynch, 1996). Triangulation helps give richer and clearer information 

(Greene & McClintock, 1985). In this study, the researcher used a variety of methods 

of data collection including direct observation and recording, interviews, journals and 

document inspection. Furthermore, a variety of individuals were interviewed 

including teachers and program administrators. The evidence that came from 

combining the protocols of diverse individuals, different types of data and various 

methods of data collection made triangulation possible by providing multiple sources 

of evidence and multiple perspectives from which to derive the themes which would 

answer the research questions. 

Trustworthiness is further enhanced by prolonged engagement in the field, 

enabling rapport and trust to be built up with respondents (Lynch, 1996). I spent more 

than one year immersed in the AEP and to deepen my understanding of the situation, I 

had numerous meetings and four one-hour semi-structured interviews between 
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September 2008 and July 2009 with the Academic Advisor, Dr Gates and AEP 

administrators, Yi-ting and Pei-hua, all members of the Advisory Panel (see Appendix 

G). This helped me understand both the AEP and the context in which the teachers 

were operating. AP respondents were asked about the background and administration 

of the AEP as well as the role and functions of the AP, such as training, orientation, 

supervision of teachers as well as AP’s mediating role between teachers and between 

teachers and schools.  

 Persistent observation is a condition for credibility in qualitative inquiry (Guba 

& Lincoln, 1988). I also kept a chronological record of what was observed in my site 

visits (Appendix H). My interactions and other site experiences were recorded in my 

field notes written up after each visit (see Appendix I). 

 Peer debriefing from informed fellow students or colleagues can also contribute 

to credibility. Colleagues of mine at the university with whom I discussed the research, 

noticed patterns and asked questions I had failed to consider, such as the significance 

of the age factor, all the NESTs in the study were in the early twenties and the 

NNESTs in their early thirties or asked whether the NNESTs had ever studied in an 

English speaking country. 

 Other techniques for establishing credibility include member checking by 

respondents, since knowledge is co-constructed in the interactions between researcher 

and respondents (Cresswell & Piano-Clark, 2007; Guba & Lincoln, 1988; Lynch, 

2003). Member checking involves showing data to respondents to ensure that the 

transcription and interpretation correlate with what they intended to say. After 

transcription, all the interview protocols with their translations were emailed to 

teachers for member checking. One teacher, Xiao-ling, corrected some of the data 

from our first interview, all the other teachers agreed with the protocols. 

 Trustworthiness is further enhanced by providing rich, thick description of the 
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time, the place, the context and the culture of research settings (Geertz, 1973, p. 241). 

In this study that is provided in this study by extensive field notes, documentation and 

the researcher’s personal journal, completed after each field trip. 

Finally, establishing credibility requires the inclusion of data which does not 

match the research hypotheses. In this study non-confirming data was also analyzed in 

the awareness that it might cause the research hypothesis to be modified.  

 

Researcher bias in the data collection process. It is important for researchers 

to position themselves within their research and identify their point of view (Denzin, 

1997). There are potential areas of bias arising out of my relationships with 

participants which should be addressed. As explained above, it was easier for me to 

communicate with NESTs and the Academic Administrator as our mother tongue was 

either British or American English. The openness, youthfulness and informality of the 

NESTs made for easy relationships. My relationships with the NNESTs and the local 

AEP program administrators were more formal, for several reasons: the local culture 

is polite and respectful but less informal; another was professional: the NNESTs were 

teachers with several years experience doing their regular job, while the NESTs were 

novice teachers on a one-year program, they had relatively few responsibilities while 

the local NNESTs were busy with teaching work and administrative duties; a third 

reason was language, I spoke Chinese during my interactions with local teachers and 

officials, this created intimacy but at the same time put me in a weaker position, as I 

was at a linguistic and communicative disadvantage. As a long term resident of 

Taiwan I believe I empathized with the local teachers, their culture and their outlook 

and was disposed to see the NESTs as friendly but outsiders. These contrasting 

patterns of solidarity may have enabled me to look with understanding on both sides 

but with a tendency to empathize more with the local NNESTs. In any case, I kept a 
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detailed record of all my meetings and interaction with respondents and the feelings 

and atmosphere that characterized them. I used this record as an instrument to remain 

on guard against potential bias in my interpretations. In this way, my interpretation, 

while not identical with their perspective, nevertheless corresponds to participants’ 

view of their work. 

 

Data Analysis 

Miles & Huberman (1988) comment that qualitative reports often provide 

detailed descriptions of people, events and data collection methods, yet say little about 

final conclusions were drawn from thousands of pages of field notes. The data to be 

analyzed in this study included interview protocols, class observation notes, field 

notes and and journal entries. These were read and re-read in order to better 

understand the content. In accordance with the principles of grounded theory, the 

process of data analysis was not guided by a priori considerations; themes emerged 

from the data and were modified by subsequent re-readings of the data or by 

disconfirming evidence. Nevertheless, as Yin (2003) recommends, the theoretical 

propositions that led to the study being done in the first place were kept in mind when 

examining the data, as were rival explanations. Before giving a detailed account of the 

data analysis process, the data analysis framework will be described. 

 

Data analysis framework. Answering the research questions of this study meant 

understanding the relationships between co-teachers and tracing their growth in 

professional knowledge and cultural awareness. The epistemological assumption 

underlying the analysis was that qualitative approaches are able to explain and 

interpret phenomena but not predict them (Guba & Lincoln, 1988). According to 

Miles and Huberman (1988) qualitative inquiry may not reach definitive, full closure 
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but powerful explanations nevertheless emerge. To answer the research questions on 

co-teaching outcomes for teachers, the analytical framework was derived from the 

literature on co-teaching practices, co-teaching relationships and co-teaching 

programs. This gave rise to a number of themes related to team teaching, pedagogical 

actions, teaching roles, teacher knowledge and partnership practices. This framework 

provided a backdrop against which the data was coded.  

In the case of the third research question, the framework for analyzing data 

relating to teacher learning was derived from socio-cultural perspectives of learning 

according to which social interaction and social settings contribute to cognitive 

development and learning. Thus data relating to the settings and interactions involved 

in co-teaching was considered alongside data relating to different kinds of teacher 

learning. For the fourth research question on growth in cultural awareness and 

cross-cultural communication, concepts related to thirdness and thirdness in 

organizations were borne in mind during the analysis process (Fougere, 2004; 

Kramsch, 1999). Teacher interactions, their experiences and reflections were 

considered in conjunction with signs of their cultural growth and awareness. These 

analytical frameworks did not constitute exclusive viewpoints through which to 

interpret the data, but did create conceptual sensitivity to certain points during the 

reading of the data. 

 This section has discussed the context in which the data analysis was conducted, 

including the research questions, the research literature in the field and the 

perspectives arising from concepts derived from the socio-cultural theory of learning 

and thirdness theory which formed the theoretical environment in which the data 

analysis took place. 

 

Data analysis method and procedures. This section begins with a short 
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discussion on the data analysis process followed by a detailed description of how it 

was carried out. 

Data analysis has three phases: data reduction, data display and conclusion 

drawing (Miles & Huberman, 1988). Data reduction means focusing, simplifying, 

selecting and discarding from the case notes; this produces a selection of phenomena 

that falls into patterns; data display involves arranging the data in lists, ranks, 

networks in order to facilitate further analysis; conclusion drawing means drawing 

meaning from this reduced, displayed data; finding patterns, relations and 

explanations which can be tested for robustness. 

 In this study, all interview and observation data from class recordings were 

transcribed, Chinese interview protocols were translated maintaining the original 

sense of the words. Following a methodology based on Cresswell (2005) and Miles 

and Huberman (1988) I followed an iterative process of reading and re-reading the 

data to get the general sense. I marked or took note of any significant event or 

statement, which formed the basis for coding. My analytic strategy was based to some 

extent on grounded theory (Glaser & Strauss, 1967) where categories emerge from the 

data itself rather than from a priori assumptions. However, I was anticipating that 

certain themes would emerge, given my reading of the literature, the data collection 

method and the research questions. In these aspects, data analysis in this study 

diverged from the principles of grounded theory, since grounded theory states that 

related research literature should only be consulted after data collection and analysis 

have been done.  

Following the constant comparative method of data analysis, significant events 

were compared with subsequent events to see if there was any pattern. Some of the 

patterns that emerged were anticipated by the researcher but others, such as ‘learning 

about oneself’ were not. Some categories turned out to have very little data and were 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 82

abandoned, for example: knowledge of local educational environments. Eventually 

some categories emerged which attracted entries and were closely related to the 

themes of this study and provided the body of the data. Examples of such categories 

were: experience of co-teaching, opinion of co-teaching; pedagogical knowledge, 

knowledge of schools; understanding of students; knowledge of self as teacher, 

learning about oneself, insertion in the school community; learning from workshops, 

culture, significant incidents and crises. The coding scheme, including all the 

categories and examples can be found in Appendix J. In accordance with grounded 

theory, the categories are linked according the relationship between them. That this 

whole process was inductive rather than a priori as is evidenced by the emergence of 

categories which had not been initially anticipated. 

 Analysis was done in two stages, first within each case, then across cases, 

although it was not intended to make comparisons between the six teachers. Patterns 

and events which emerged from reading the data from one teacher were checked 

against those of another teacher, the categories arising from the data of one teacher 

were compared for applicability to the data of another teacher; some categories were 

found relevant to one case only. Categories were modified by subsequent re-readings 

of the data. The coding process was iterative: data analysis influenced subsequent data 

collection, giving rise to new questions or requests for clarification which were asked 

in later interviews or emails. After all the data had been re-read thoroughly, the 

codified data was clustered around five or six major themes which would enable the 

research questions to be answered by describing co-teaching relationships, charting 

the development of teacher learning and tracing growth cultural awareness and the 

taking of thirdness positions by respondents. 

 This section has explained the epistemological basis behind the research method, 

with theoretical justifications for the eclectic, mixed methods approach that was taken. 
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The research design of the qualitative investigation has been made explicit; the data 

collection instruments and resources have been described as well as the procedures. 

The research literature has been cited to indicate the researcher’s awareness of the 

need for rigor in data analysis within the naturalistic research paradigm. Data analysis 

procedures in accordance with grounded theory, where coding is led by the data, have 

been described as have the areas where data analysis diverged from grounded theory.  

The next section describes the research method used in the quantitative study, 

following which the findings of the case studies are presented in Chapters 4, 5 and 6. 

One chapter is dedicated to each of the co-teaching pairs, following Yin’s suggestion 

that in multiple case studies, each case should be the focus of a summary report (2003, 

p. 50). Each of the three chapters, 4, 5 and 6 is arranged thematically in accordance 

with the research questions. 

 

The quantitative study 

This section will explain the research design, the data collection methods and 

instruments, the processes of data collection and data analysis. The epistemology of 

quantitative inquiry and the positivist paradigm that underlie experimental methods of 

inquiry have been explained above and in any case the positivist paradigm is well 

known enough to require no further discussion. 

 

Research design. This part of the investigation sought to measure the effects of 

co-teaching by a pair consisting of a NEST and a NNEST on the English proficiency 

of students and on their motivation and learning attitude. To investigate gains in 

English proficiency, students’ reading and listening comprehension were tested at the 

beginning and the end of the academic year. This was part of a large scale 

quasi-experiment which involved a sample of over 80 students in the rural elementary 
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school where Xiao-ling and Jo taught. Student motivation and attitude to English 

learning were also measured by means of a survey questionnaire conducted at the end 

of the academic year. 

 It was not possible to make a comparative study, where students in AEP schools 

could form an experimental group to be compared with students from 

non-participating schools acting as a control group. Since all the students were at 

different schools, with different teachers, the number of variables would be too great. 

As mentioned above, the county has schools located in rural, urban and mountainous 

areas. There is considerable ethnic diversity as the county has a relatively large 

aboriginal population. The majority of schools taking part in the AEP were small rural 

schools; the few, large, urban, AEP schools were using the NEST in ways which did 

not match the data collection methods of this study. In one, the NEST changed partner 

every month, which made a long term study impossible. In the other, Yao-wen and 

Debbie taught only in 3rd-grade but this study investigated 4th-grade and 6th-grade. 

Due to the small student population in each rural school, the NEST and NNEST 

co-teachers were able to teach all the classes in the school. Therefore, it was not 

possible to establish experimental and control groups within the same school.  

 The effects of co-teaching may vary according to the age of the students. 

Therefore it was decided to test children of two age groups: 4th and 6th-grade. 

4th-grade was selected because children younger than 4th-grade might have an English 

level so low that it would be difficult to measure. However, 4th-graders were 

considered cognitively mature enough to take the test. 6th-grade was selected because 

there is a two-year age gap between them and 4th-graders, 5th-grade students are too 

close in age to 6th-grade, and differences in learning outcomes might not show up so 

clearly. The two year difference between 4th and 6th-grade meant that there would be 

a clear difference in terms of cognitive and social maturation which could affect their 
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interaction with a NEST. 

 This section has introduced the design plan of the quantitative study and 

explained the reasons which justify studying students from one school. The following 

section completes the description of school A and gives some information about the 

students. 

 

Participants and sites. As explained above, AEP officials at the teachers’ center, 

Pei-hua and Yi-ting, negotiated access to the students at school A in September 2008. 

Each year in school A had two classes, A and B. In the 4th-grade there were under than 

20 students per class, while 6th-grade classes had just over 20 per class. School A was 

located in a farming area in the plains and the student body was ethnically 

homogeneous, with virtually no aboriginal students. The parents of most students 

were Taiwanese, but approximately 10% -15% in each class were born to 

non-Taiwanese mothers. However, although having a “foreign bride” mother is 

considered in Taiwan to be an obstacle to learning spoken and written Chinese well, it 

was considered that this factor would not directly affect students learning a foreign 

language. Most students lived with their parents, although a small number were living 

with grandparents while their parents worked in other parts of Taiwan. Given the rural 

location, it was assumed that few of the students had been previously taught by 

NESTs in private language schools and this was confirmed by the survey 

questionnaire taken at the time of the post-test in May 2009.  

This section thus completes the description of school A begun above in the 

section dealing with the qualitative study. It has presented information about the 

school environment and the students themselves. The next section describes the data 

collection instruments used in the quantitative study.. 
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Data collection instruments and procedures. Two instruments were used for data 

collection: a proficiency test of reading and listening and a questionnaire survey. The 

sections below explain how each one was selected, designed and tested. 

 

Test of student proficiency. Choosing a suitable test instrument involved learning 

about levels of English in this county which does not follow the national Ministry of 

Education guidelines on the implememntation of the English curriculum. In principle, 

students begin to study English in Taiwanese elementary schools when they are in 

3rd-grade. However, some counties and cities, such as Taipei City, Taipei County or 

Tainan City do not follow government policy. According to local education officials, 

the county in this study begins English instruction in 1st-grade, the same as in Taipei 

City. In 1st-grade and 2nd-grade, students have one 40-minute English lesson per week. 

From 3rd-grade onwards, there are two 40-minute lessons per week. According to Dr 

Gates, the syllabus is cyclical; there is a lot of re-cycling of words and structures 

between 1st-grade and 4th-grade. The syllabus issued by the local education bureau 

states that 4th-grade students should know 105 words and 11 sentence structures while 

6th-graders should have a vocabulary of 300 words and know 25 sentences structures.  

 A number of possible tests including the Cambridge University Young Learners 

Starters Test and the McGraw Hill Language Assessment Scales were examined in 

consultation with local NNESTs, AEP officials Pei-hua and Yi-ting and Academic 

Advisor, Dr Gates. The consensus between them was that these two tests were not 

suitable as they were beyond the level of the students. They suggested using a test 

devised by the County Education Bureau English Curriculum Committee which was 

used annually all over the county to measure student proficiency. The test had two 

versions, one for 4th-grade and the other for 6th-grade. It was based on vocabulary 

and sentence structures taken from the six different English textbooks used by local 
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schools. Each year local teachers submitted suitable questions for this test and gave 

feedback. The 4th-grade test had 27 listening items and 13 reading and vocabulary 

questions. Sample listening items included phonics, single words like juice, school, 

ruler, matching sentences like ‘It’s 4 o’clock’; reading items include vocabulary like 

‘tall’ etc. The 6th-grade test had 20 listening items and 30 reading and vocabulary 

items. Sample listening items included phonics, listen and spell the first two letters of 

a word like ‘glasses’, single words such as ‘sing’, sentences like ‘The girl is small’; 

reading items included upper and lower case letters and sentences like ‘Sandy is 

having eggs, bread and milk in the morning.’  

 According to Pei-hua and Yi-ting who helped devise the test, it was relatively 

easy for 4th-graders, 85% of whom passed. The 6th-grade version was more difficult 

as local NNESTs had requested a more demanding test to forewarn students of the 

jump in level from elementary school to junior high school English. As was explained 

above, according to the observations of the Academic Advisor, the material studied in 

the elementary school English syllabus was recycled over 1st-grade and 4th-grade. This 

means that although the county proficiency test is administered at the end of 4th-grade, 

students have already covered much of the vocabulary and structures in previous 

years. This meant that students had already seen a lot of the test material by the 

beginning of 4th-grade which would help avoid a “floor effect” in the pre-test where 

all the students scored badly. It remained to be seen whether there would be a “ceiling 

effect”, with many students scoring full marks in the pre-test. However, that 

possibility was considered unlikely by local NNESTs and AEP officials.  

 Thus, it was decided to use the County Education Bureau English Curriculum 

Committee English test. The 4th-grade test together with the test syllabus and test 

format can be seen in Appendix K and the 6th-grade test, test syllabus and test format 

are in Appendix L. The decision to use this test was taken on the advice of Dr. Gates, 
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who, as an expert in assessment and consultant to ETS, was considered a qualified 

expert. Furthermore, the careful manner in which the test items were generated and 

selected by the English Curriculum Committee and evidence of successful use in the 

past all indicated that the test would be valid and reliable. Another important feature 

of this test was that the instructions and rubrics were all in Chinese, this turned out to 

be very important when the test was administered. 

 The test papers which were used in this study had been used two years earlier, 

the test was then withdrawn; technically this is called a ‘retired test’. 6th-graders had 

taken the 4th-grade test two years earlier, but none of the students had ever seen the 

test they took in this experiment. 

 This section has recounted the process of selecting a suitable test for data 

collection. It has been explained in some detail as the reasons for choosing and 

discarding certain tests provide additional information about the local syllabus and the 

English level of students in this county. The next section describes the process of 

piloting of the tests. 

 

Piloting the test. The test was piloted twice, on October 8 and October 13, 2008 

at a large elementary school which did not take part in the AEP. The school was 

located on the outskirts of the county capital and was considered an average school in 

the city. The pilot test was arranged by the AEP and a teacher from the school helped 

administer the test. Two stratified samples were chosen, five 4th-graders and five 

6th-graders identified as good by their English and home room teachers. They were 

tested on October 8. Later four 4th-graders and four 6th-graders, described as regular 

by teachers were tested on October 13. The pilot test had to be conducted twice 

because although the researcher asked for a sample with a range of abilities, the 

teachers initially sent good students only, so the pilot had to be repeated with regular 
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students. On both occasions, the researcher stayed in the background while an English 

major research assistant from National Taiwan University, who was able to interact 

with students in Chinese, conducted the test. 

 The test was easy to administer, the instructions and rubrics in Chinese made it 

easy to follow and it was conducted without incident. The 4th-grade test took 20 

minutes to complete and the 6th-grade test 30 minutes.  

 After it was over, students were asked if it had been too easy or too difficult for 

them; they were also asked if they thought it was too easy or too difficult for their 

classmates. The good 4th-graders said the test was easy; good 6th-graders said it was 

OK (還好). None of them felt the test would be too easy or too difficult for classmates. 

The regular 4th-graders found their version of the test was not too difficult, but the 

regular 6th-graders said theirs was not easy. However, no student thought it would be 

too easy or too difficult for their peers.  

 The tests were then graded and checked to see if there were any questions that 

every student got wrong; there were not. The scores were then arranged as in Table 

3.6 below 
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Table 3.6 

Pilot Test Average Scores 

____________________________________________________________________ 

     Good students    Regular students 

     ________________________________________________ 

4th –grade 

____________________________________________________________________ 

Listening    91      72 

Reading    84      61 

____________________________________________________________________ 

6th-grade 

____________________________________________________________________ 

Listening    70      66 

Reading    76      44 

____________________________________________________________________ 

 

 The high average score for good 4th-graders, 91% for listening and 84% for 

reading show the test could be considered easy. However, it was felt there was still 

room for good students to improve their score and that a “ceiling effect” had been 

avoided. The regular 4th-graders scores were much lower at 72% for listening and 

61% for reading. As predicted, 6th-grade scores for reading and listening were 

relatively lower but there was no “floor effect’ and students had time to improve their 

score over the year. Thus after the pilot, it was concluded that these locally devised 

tests were suitable for use with local students, they were convenient to administer, 

neither too easy nor too difficult and seemed capable of measuring gains in English 

proficiency over a nine-month period. 
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Test administration procedures. According to the AEP guidelines, the NEST arrives 

in the main school at the beginning of September but spends the first month observing 

classes. So it was decided to wait until October to begin the pre-test to avoid 

interfering with this acclimatization period. Students’ exposure to the native speaker 

teacher was still very recent in October. The pre-tests began in October and continued 

into early November; the post-tests were conducted in May. The goal was to post-test 

as late as possible before the final exams to avoid disrupting the school timetable. A 

further time constraint was that some of the NESTs planned to return to the U.S. in the 

second week of June. Table 3.7 below shows the timing and student numbers involved 

in the pre- and post-test. Inevitably there were small differences in student numbers 

between the pre-test and post-test caused by absences, however, these were not 

considered significant and the overall total number was constant.  

 

Table 3.7 

Pre- and Post-test Times and Student Numbers 

_____________________________________________________________________ 

     Pre-test 

_____________________________________________________________________ 

Class    Number  Test time 

     _________________________________________________ 

4A     19   10.00 a.m. 

4B     18    9.30 a.m. 

6A     23   11.00 a.m. 

6B     21   11.30 
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Table 3.7 (Continued) 

_____________________________________________________________________ 

     Post-test 

_____________________________________________________________________ 

4A     18   10.30 a.m. 

4B     18    8.50 a.m. 

6A     23    9.30 a.m. 

6B     22   11.20 a.m. 

_____________________________________________________________________ 

 

The tests were administered either in the home room or in the English classroom, 

but not all of them were conducted during the English class. All the tests were held in 

the morning when the students were fresher; none took place near the end of the 

school day.  

 The researcher administered the test personally using his own sound equipment 

in each case, aided either by the home room teacher or English teacher. The test 

consisted of a question book and a multiple choice answer sheet. Testing was stressful 

for all involved in this study; it disrupted normal school business and made students 

and some teachers nervous. To reassure students that the test was not an official 

evaluation it had to be kept anonymous; students wrote the class number but not their 

own name or student number on the answer sheet. It would have been desirable to 

know students’ names, even their English name, in order to match the pre- and post 

test scores of individuals, but the researcher was constrained by the desire of the 

school, the teachers and the AP to keep the test from overburdening the students. 

 This section completes the description of the selection, piloting and 

administration of the English proficiency test, which was used to measure and 
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compare student listening and reading gain between October 2008 and May 2009. 

These tests were carried out in order to provide answers to the first research question 

on student outcomes from co-teaching by NESTs and NNESTs. The rationale behind 

each of the research decisions taken has also been explained at length. The next 

section discusses the survey questionnaire on learning attitudes and motivation which 

was given in May 2009 alongside the post-test. 

 

Survey questionnaire. In order to measure student attitudes to learning English 

and their motivation, a survey questionnaire was administered at the end of the 

program. Conducting the survey at the end of the program and not at the beginning is 

appropriate according to Lynch (1996) as it avoids sensitizing participants. This is 

particularly important when attitudes are being assessed since “clues to what the 

evaluators are looking for can be given to students” (1996, p. 73). Survey questions 

were drawn up in relation to the first research question on changes in motivation and 

attitude to English as a result of exposure to co-teaching by NESTs and NNESTs. As 

part of this process, surveys used in previous investigations of student attitudes to 

co-teaching in Taiwan were consulted, including those used in studies of the city 

co-teaching program (Lin, 2002).  

 The main section of the questionnaire consisted of 10 questions. A preliminary 

section also asked students about their gender, years of studying English, past 

attendance at English private language school and exposure to NESTs. The term 

“foreign teachers” was used in Chinese as this is the term which students in Taiwan 

are familiar with to describe NESTs.  

 The whole questionnaire was in Chinese. Students were asked about their 

attitude to NESTs, to co-teaching and to having a local NNEST in the classroom 

alongside the NEST. The questionnaire looked at different forms of motivation: 
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instrumental motivation: English is useful to know; mastery motivation: English is 

challenging and hard work but the respondent feels that success is achievable. Apart 

from motivation, items also refered to attitude and effort, student confidence and 

anxieties. Responses were given on a 5-part Likert Scale. The survey questions in 

Chinese with their English translation, with comments illustrating their relationship to 

the first research question can be found in Appendix M. 

 

Piloting the survey. The survey was piloted in October 2008 by nine 4th-grade 

and nine 6th-grade students in the school where the proficiency tests were piloted. 

Students were able to complete it in a few minutes and reported no special difficulties. 

The questionnaire is shown below with a short gloss on the rationale behind each 

question: 

 

1. I think being able to speak English well will be useful for me in the future. 

(Instrumental motivation) 

 

2. In English class I like the local teacher to be there so she can explain in Chinese the 

English words I can’t understand. 

(Positive attitude to English co-teaching with the local teacher) 

 

3. I’d like to learn English well 

(Positive responses may indicate good motivation) 

 

4. I think that as long as I work hard, my English will get better and better. 

(Self-efficacy motivation) 

 

5. I hope a foreign teacher can teach us English next semester. 

(Attitude to native speaker teachers) 

 

6. I work hard in the English class. 

(Positive answers may indicate good motivation) 
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7. After this semester’s English class, I won’t be frightened to talk to a foreigner. 

(Confidence in using English, enhanced communicative competence) 

 

8. I am very interested in English 

(Attitude and motivation) 

 

9. I would like all my English classes to be taught by a foreign teacher 

(Attitudes to the native speaker teacher) 

 

10. If a foreign teacher asks a question and I don’t know the answer, I won’t get 

nervous. 

(Confidence in talking with native speakers) 

 

Conducting the survey.  In order to minimize disruption in schools, the survey 

was given on the same day as the post-test. Once students had completed the post-test, 

they took a short break and then answered the questionnaire. All questions and rubrics 

were in Chinese and the answers were ticked. Students were able to complete the 

survey in a few minutes. The sample size of the survey was the same as that of the 

pre- and post- proficiency tests. 

 This section has explained the origin and content of the survey questionnaire 

together with its piloting and administration. The following section explains how the 

quantitative data was analyzed. 

 

Data analysis 

 After grading, the listening and reading tests were analyzed to determine the 

significance of the findings using MiniTab, a well-known statistics software. The 

process is explained in more detail below. 

 

Proficiency test. The test results were analyzed using a dependent sample t-test 

in order to compute a confidence interval between the differences in gains in English 
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proficiency. For reasons already explained, the test was anonymous. Therefore it was 

not possible to measure improvement in individual students; the analysis was 

calculated on the basis of all individual scores. It was assumed that variability, or 

dispersion of scores in all cases would be normal. That made it possible to make 

comparisons between different sets of data, e.g. reading scores or listening scores, 

4th-grade or 6th-grade, on the same basis.  

The test measured the reading and listening proficiency of 4th and 6th-graders 

co-taught by NEST and NNEST in a rural school. The pre-test took place in October 

2008 and the post test in May 2009. The sample size of co-taught students in school A 

was 81 on both occasions and as such, large enough for statistical analysis. 

 The statistical analysis was done to answer the following questions: 

1. Did student proficiency, measured by gains in reading and listening scores 

improve significantly over the year?  

2. Did gains in listening differ from gains in reading? Studies have found that 

one of the effects of the NET scheme in Hong Kong and the JET scheme in Japan is to 

stretch NNESTs into speaking more English (Carless & Walker, 2006; Lamie, 2000). 

It could be assumed that students the AEP might be exposed to more spoken English, 

which should affect influence their listening ability more than their reading skills. 

3. Did the age of students have any bearing on their response to co-teaching by 

NEST and NNEST, as measured by gains in learning outcome? 

 

Survey questionnaire. The survey questionnaire responses were analyzed using 

MiniTAB to perform paired t-test to see if there were any differences in motivation 

and attitude between 4th-graders and 6th-graders.  
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Correlation between survey results and test scores. Survey results and test 

scores were not correlated, as it was considered that the findings of the t-tests on test 

scores and survey responses would each be sufficient in themselves to show the 

outcomes of bilingual co-teaching in answer to the first research question. 

 

Summary 

This chapter has presented and commented on some of the arguments concerning 

the principles of qualitative and quantitative research design. It has then described the 

research design of both the quantitative and qualitative phases of this study, selection 

of sites and participants, qualitative and quantitative data collection instruments, and 

the data collection method. An account of the data collection process has been given 

including piloting and testing, interviews and class observation together with the 

collection of teacher journals and other AEP documents including the researcher’s 

own field notes and reflections. Modifications to the original research design and the 

practical difficulties encountered have been openly acknowledged and explained. 

Justification and explanation of the process of qualitative data analysis have been 

given together with a description of quantitative data analysis. 

 As explained above the following three chapters, 4, 5, and 6 will introduce the 

findings of the case studies. The quantitative study results are presented and discussed 

in Chapter 7, after which the conclusions to be drawn from the qualitative and 

quantitative phases of the research are presented in Chapter 8 along with the 

implications of the findings and suggestions for further research. 
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Chapter 4 

Teaching pair A: Xiao-ling and Jo 

A process of learning and acceptance 

 

 This chapter introduces the first teaching pair A, Xiao-ling and Jo. The format of 

Chapters 4, 5, and 6 is identical and the serialization also. Each chapter looks first at 

the local NNEST and then the NEST. There is a brief biography by way of 

introduction, followed by two sub-sections giving each teacher’s opinion about the 

AEP and co-teaching for which the sources were mostly interviews and journals. The 

next section looks at the mechanics of co-teaching: how planning and instruction were 

done, the roles teachers played and how they organized their work and distributed 

tasks and responsibilities. There is a sub-section on co-teaching activities describing 

what went on in the classroom, derived mainly from classroom observation. 

Communication between teachers is an important part of co-teaching, how teachers 

communicated, the channels they used and the communication roles they played are 

shown and discussed. The next section gives a detailed account of the relationship 

between the co-teachers taken mostly from the interview protocols but also from 

observation and teacher journals. The account of the co-teaching relationship is given 

twice, from the perspective of both teachers; the description of teaching roles and 

activities is repeated for the same reason. The last two sections of each account look 

at each teacher’s professional learning and growth in cultural awareness often divided 

into sub-sections such as learning about self or culture and gender. Each account ends 

with a short final summary. 

 

Xiao-ling: Adjusting to a new partner 

Xiao-ling was in her early thirties and recently married with a baby. She majored 
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in English at a university in Taipei and then studied education at graduate school in 

Normal University. After graduating, she taught in a private language school for one 

year before coming to school A, where she had worked for six years. Xiao-ling was 

busy; she was a full time teacher with a husband and young child and her school 

principal placed special emphasis on English. Xiao-ling complained of the pressure 

she was under from parents, school and county authorities. There was also pressure to 

get good results in order to keep her job; at home, there were the expectations of her 

husband’s family. Whether her situation was worse than that of other teachers or 

whether she magnified the problem was not the point. The fact is that Xiao-ling felt 

the pressure and suffered accordingly. In her teachers’ journal she noted: 

 
I am busy in an administration job (Journal: Sept 27). 

 
I need to calm down and take it easy, although I have a lot of jobs to do, I must 
try not to put too much pressure on myself (Journal: Oct 17).  
 

After writing this entry, Xiao-ling stopped writing the journal. A journal can be a 

temporary ‘Other’ through which teachers can self regulate by externalizing their 

thoughts and experiences (Johnson & Gombolek, 2003). By giving up the journal, 

Xiao-ling was depriving herself of this tool. Nevertheless as we shall see, Jo was able 

to mediate rich learning experiences which facilitated Xiao-ling’s professional 

development. 

Xiao-ling said she hoped the AEP would help her improve her teaching. Since 

her co-teacher was younger than her, she hoped she would bring fresh teaching ideas. 

She also hoped that interaction with the NEST would improve her pronunciation and 

vocabulary. Culturally she hoped to learn more about the differences and similarities 

between Taiwanese and American culture and how and why Americans celebrated 

their major holidays. These goals match the profile of NEST strengths mentioned in 

Chapter 2: NESTs have a better knowledge of vocabulary, use of idioms, an intuitive 
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grasp of grammar and familiarity with the target culture. Like many of the teachers in 

this study, when talking about culture, Xiao-ling tended to think in terms of what 

Moran (2001) calls ‘big C culture’, meaning festivals such as Christmas, 

Thanksgiving and Halloween. This is the traditional view of culture according to the 

positivist paradigm, newer paradigms view culture more as individual experiences. By 

celebrating these festivals with a NEST, Xiao-ling was able to experience them in a 

new way which helped her grow in cultural awareness: a process which will be 

described later in the chapter. 

 In her interviews Xiao-ling defined herself as a teacher who was good at 

helping the students learn happily. She had many ideas for activities and knew how to 

keep students’ attention; she was good at class management also. Where she was 

dissatisfied with herself was in her ability to make time for remedial students. Like 

many of the NNESTs in the program, she was willing to improve her skills by taking 

courses and the AEP was one way of achieving that. 

 Being the only English teacher in school A, teaching two classes at every level 

from 1st-grade to 6th-grade for two 40-minute lessons per week, Xiao-ling had to plan 

twelve lessons per week and teach each lesson twice. As a busy teacher, operating 

under numerous pressures, Xiao-ling welcomed input from Jo, but she said she 

needed Jo to be able to learn how to do the job quickly. 

 

Attitude to the program. The principal of school A was a keen promoter of 

English learning, thus participation in AEP was not Xiao-ling’s choice alone. 

Voluntary participation is crucial for successful co-teaching (Hargreaves, 1994; 

Murata, 2002; Shannon & Meath-Lang, 1992). Some NNESTs confided to this 

researcher that principals sought AEP membership as a way of promoting their school, 

despite the burden for teachers. However, Xiao-ling was willing to participate because 
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of the benefits and learning gains the AEP brought to her and her students. This was 

school A’s fourth year in the AEP. Xiao-ling had previously co-taught with teachers 

Lindsay, Zen and Sally and as will be seen in her protocols, she learnt a lot from them, 

especially Lindsay. In fact when co-teaching with Xiao-ling, Jo was operating under 

the shadow of Lindsay, who was often in Xiao-ling’s mind when she compared that 

year with previous years.  

 Xiao-ling has a positive attitude to co-teaching, the advantage was that she was 

never alone, ‘two means double the power’ she said; two people could generate more 

teaching ideas and being with a NEST gave her opportunities to learn about American 

culture. The disadvantage was that planning took a ‘huge amount of time,’ ‘you have 

to tell the NEST every little thing’ she complained, which robbed her of time for other 

tasks and remedial teaching. Also it meant depending on a partner who might not be 

able to perform as required. According to Xiao-ling, the situation she most dreaded 

was having a co-teacher who did not know what to do, could not think clearly and 

was unable to help her in class. She needed a partner who could adapt quickly and 

take initiatives but Jo was not always able to meet Xiao-ling’s expectations.  

 In her first interview Xiao-ling was ambivalent about the workshops given by Dr 

Gates at the Teachers Center on Wednesdays. She attended them quite regularly. She 

described them as giving a little help in co-teaching but a lot of help in self learning. 

Workshops often seem far removed from the reality of teachers working lives 

(Puttnam & Borko, 2000). However, teachers are more willing to attend if they are 

voluntary, or they can have some input into the workshop agenda. Hargreaves (1995) 

claims that workshops are necessary because classrooms are often isolated and 

conservative places. In the AEP, co-teaching helps mitigate teacher isolation and the 

AEP workshops provided opportunities for real learning for Xiao-ling and the other 

teachers in this study, since a workshop can also be a place for situated learning 
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(Freeman & Johnson, 1998; Puttnam & Borko, 2000). When I asked Xiao-ling to 

member check the protocol of our interviews, she modified her initial view on 

workshops and acknowledged that she had learnt a lot of new teaching ideas from Dr 

Gates. Undoubtedly, she also learnt from consulting with the community of practice 

of NNESTs and NESTs present at the workshop.  

After member checking, Xiao-ling added that she approached Pei-hua and 

Yi-ting when consulting the Advisory Panel (AP) because it was easier to 

communicate with them. In the same way, NESTs often approached Dr Gates first; 

however, Xiao-ling wanted to stress that she was not implying that Dr Gates did not 

help the NNESTs. She emphasized that having a joint team of Taiwanese and 

American educators on AP was especially helpful for resolving problems between 

co-teachers. This comment of Xiao-ling’s highlights one of what Carless (2006) calls 

the enabling features required by co-teaching schemes. The AEP possessed an 

institutionalized mechanism capable of negotiating between the distinct cultures of 

participants and creating third spaces where both teachers could grow in inter-cultural 

communication in spite of the systemic pressures in organizations described by 

Fougere (2004) which tend to foment cultural friction and prevent intercultural 

communication and the taking of third space perspectives.  

 

Attitude to co-teaching. Prompted by her immediate needs, Xiao-ling defined 

the ideal co-teaching relationship as one where co-teachers could really help each 

other. For this, the partner had to be observant, learn the new situation quickly and see 

what needed to be done without having to be guided by the local NNEST because 

there was little time for that. This required the NEST to be pro-active and feel 

responsible for the class, not abandoning responsibility to her. Abandonment of 

responsibility is one of the risks associated with co-teaching where one partner is 
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dominant (Cranmer, 1992); since the AEP emphasizes the expertise of local teachers, 

the NNESTs need to keep a careful balance in the distribution of power within their 

relationship with the NEST.  

As mentioned above, Xiao-ling needed teaching ideas for activities from Jo and 

input into the planning process. She also felt that a persistent and patient partner 

should help with class management because the students had to be reminded to do 

their homework. Outside the classroom, Xiao-ling believed co-teachers should be 

friends; they should go out to eat together and share about their lives. In the literature, 

friendship is not often mentioned as a condition for successful co-teaching apart from 

Shannon & Meath-Lang (1992) who report the comment of one teacher as saying ‘I 

can’t imagine co-teaching with someone I could not be friends with’ (p. 134). 

 Xiao-ling’s desire that the co-teacher know what to do without being told may 

have been dictated by her professional situation but it may also be related to culture. 

She was reluctant to tell Jo what to do, she expected her to know. This may have been 

because of Xiao-ling’s location in a high context culture (Copeland & Griggs, 1985; 

Hall, 1977; Moran, 2001), where communication is marked by shared assumptions 

and many things do not need to be explicitly said. It may also have been refinement 

on Xiao-ling’s part, an unwillingness to give instruction to a colleague who, although 

a novice, had been nominated a legitimate peripheral observer (Lave & Wenger, 1991) 

in the community of practice. The problem was that Jo came from a low context 

culture where things are often made explicit and no one feels hurt by that. In the 

workshops, Dr Gates often reminded both NNESTs and NESTs to be very open, to 

ask their partner to give them jobs to do and to resolve conflicts by talking frankly 

about them. However, in Taiwanese society, people do not behave like that, therefore 

since Xiao-ling did not spell out her needs, Jo did not react and so Xiao-ling was 

disappointed.  
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 Another expectation of Xiao-ling’s was that she would like to eat out with Jo, go 

out together and to share more about their lives. Eating out together is normal practice 

among professional colleagues in Taiwan. However, while Jo seemed content to enjoy 

a cordial working relationship with Xiao-ling she socialized mostly with her fellow 

American teachers and with her local host family and failed to detect Xiao-ling’s 

expectation. 

 

The co-teaching process: planning, teaching, roles and responsibilities 

 Xiao-ling and Jo had classes all morning, in the afternoon they usually had time 

to plan together, they did this twice per week according to Xiao-ling. When they met 

to plan, each one had a notebook and they kept a joint copy of what they were going 

to do. Xiao-ling said she was happy to accept suggestions from Jo if they were good, 

but complained that Jo did not have many ideas. In the classes I observed, activities 

and games played a significant role in every class, except at exam time. Xiao-ling 

therefore needed inspiration for new activities and felt let down by Jo’s lack of input. 

As she said “I need a co-teacher who can give me ideas, Jo’s not that type of person; 

she does the same thing for every grade.” 

When I suggested that it might be because she was a novice teacher, Xiao-ling 

was adamant: “No, other native teachers were untrained but they had ideas, ‘Boom’ 

like fire, but not this one, but she is good at making stories. Xiao-ling noted other 

good points of Jo: “She’s helpful and patient; sometimes I can see she’s tired but she 

does not complain; she’s good at making stories for school festivals, Halloween or 

Christmas.” 

 

Though it caused her some disappointment at the beginning, Xiao-ling learnt to 

accept Jo as she was: “OK I can deal with it. So I lead planning and discussion and 
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tell her what we’re going to do. I can accept her ideas, if they are good.” Thus lesson 

plans were mainly made by Xiao-ling with limited input from Jo: “I lead the planning 

sessions because I can think quickly, if there’s no time (to meet together), then I make 

the plan and tell her before the lesson.” 

 

Patterns of communication. In order to facilitate understanding of the 

mechanics of their relationship, following Tsai (2007), the interactions between each 

co-teaching pair have been categorized and tabulated (see Table 4.1 below). Data 

display is part of the data analysis process as was mentioned in Chapter 3 (Miles & 

Huberman, 1988) and Table 4.1 is directed to the second research question: How do 

the American and Taiwanese teachers interact, what is the nature of their relationship 

and how does it evolve? The table shows the channel of communication; a good 

co-teaching relationship should be marked by regular face to face discussions, these 

may be in formal meetings or in corridor conversations but regular face-to-face 

encounters to plan classes are essential since planning together is more important that 

appearing in class together (Murata, 2002). Also, interaction outside of class times or 

school premises may indicate that co-teachers are communicating by choice rather 

than just out of necessity. When interactions outside class are limited to emails or 

post-it notes, it may be a sign that communication is breaking down (Tsai, 2007). 
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Table 4.1 

Patterns of Communication 

____________________________________________________________________ 

 

Mode   Frequency Times  Location  Content 

    _____________________________________________________ 

Oral dialog  Weekly  Afternoon Staff room Planning, assessment 

Oral dialog  Regular  Break times Staff room Grammar, culture 

Oral dialog  Regular  After class Corridors  Comment on class 

Oral dialog  Regular  Break times Staff room School issues 

Oral dialog  Regular  Break times Staff room Personal issues 

Oral dialog  Fortnightly Weds. p.m. Workshop Workshop topic 

Internet   Sporadic  Anytime  Home/School Consult data, email 

Cell-phone  Sporadic  Anytime  Anywhere Check arrangements 

Body language Regular  In class  Classroom Coordinate teaching 

Paper   Regular  In meetings Staff room Draw vocabulary 

____________________________________________________________________ 

 

 From the table of interactions it can be seen that Xiao-ling and Jo met formally 

and regularly to plan lessons. Thanks to her local expertise, Xiao-ling took the leading 

role but welcomed input from Jo on cultural topics or new ideas for teaching activities. 

Jo took the lead on cultural, vocabulary and pronunciation issues. Some of their 

communication: double-checking, giving feedback, or reflecting on how lessons had 

gone, was done while walking to the staff room after class. The relationship between 

them was good enough for them to communicate directly rather than leave messages 

with third parties or notes on the desk as happened in similar studies in Taiwan (Chen, 
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2008; Tsai, 2007). Communication while teaching in class was often more limited 

though body language was used. Xiao-ling and Jo also attended workshops together 

and sat together, as they were sometimes called upon to share about their co-teaching 

and partner each other in workshop activities. They saw each other so frequently that 

email was seldom used, except for reminders or passing on information about school 

events. However, they did not socialize outside school which Xiao-ling regretted. 

 

Co-teaching activities.  In class Xiao-ling and Jo team taught all the time, 

sometimes both leading from the front, other times taking turns, with one leading the 

class, while the other drifted, monitoring what students were doing. They rarely used 

separated co-teaching models such as parallel teaching or station teaching. When one 

of them was teaching, the other sometimes used the time to prepare the next stage of 

the lesson. Each one specialized in teaching certain topics: Xiao-ling led in phonics 

whereas Jo led in pronunciation, spelling and vocabulary.  

The classes I observed in the second semester were extremely active and flowed 

well. The children were engaged from the first moment; class often began with 

chanting as a way of reviewing. The students seemed to enjoy every class from start 

to finish. Discipline was good and Xiao-ling maintained it with a few calls to order, 

despite having one hyperactive student in the class. Class management was smooth, 

activities were well prepared, quite often with handouts, and each time it was clear to 

the children what they had to do. Xiao-ling and Jo seemed to have good mutual 

comprehension and Jo knew what the lesson plan was and could step into her role 

without difficulty. They had some well practiced routines and Jo could often 

anticipate what Xiao-ling was going to say, even if she did not understand Xiao-ling’s 

words. 

 Xiao-ling saw class management as one of her roles: “I control the class, I tell 
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the students to listen to Jo.” Xiao-ling expected students to: “Sit and look at what we 

tell them, at what we teach them, at the materials we show them.” Xiao-ling informed 

Jo about the background of the children they teach, especially the cases that affected 

class management. Xiao-ling was an English subject teacher and taught all over the 

school; the person who knew the children best was the home room teacher. However, 

as an insider with six years experience in the school, Xiao-ling was in a position to 

ask about students’ background, information she then shared with Jo, a sign that she 

saw Jo as a legitimate peripheral observer (Lave & Wenger, 1991) who could be 

trusted with such information.  

 Xiao-ling believed class management was one of the weak points of NESTs: 

“They are tolerant if students make noise; they don’t know what to do, they are more 

open, and they can accept that situation.” In another interview she told me: “The 

native speakers don’t care too much about classroom management.” 

Despite this I never observed any neglect of classroom management or discipline 

issues on Jo’s part. In fact when Jo was drifting, I often saw her doing what she could 

to encourage students to pay attention. It was natural that Xiao-ling should take care 

of whole class management issues because of the language barrier between Jo and the 

students. 

 Xiao-ling said the students liked Jo, perhaps even more than they liked her. 

When I asked why she said it was because Jo did not scold the children and went easy 

on homework. However, Xiao-ling knew the children also liked her, she joked that it 

was because she gave out stamps that the children collected and then exchanged for 

prizes. Also, she was aware that the students needed her in the classroom. As she said, 

they liked the NEST but they needed the NNEST to translate for them. This 

observation is corroborated in Chapter 7 when the survey findings are analyzed. In a 

small rural school like school A, Xiao-ling was a reassuring local figure, a familiar 
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face to the students. 

 After class I would walk back to the staff room with Xiao-ling and Jo to chat a 

little. Jo was usually free but Xiao-ling often had to deal with a stream of students 

who would come to see her to claim prizes, be orally tested or for any number of 

reasons. In fact Xiao-ling never got any rest at break time. 

 After I had been observing their classes and filming for a few weeks, the children 

became more confident with me and asked me questions. I then asked them if Jo was 

a teacher like Xiao-ling, with equal status in their eyes, to which they said yes. When 

asked if they liked their teachers they said yes, when further asked which they 

preferred, most of them said Jo because she did not punish them. 

 

The co-teaching relationship: The process of acceptance of a partner 

 By the end of the second semester, Xiao-ling had come to see Jo’s main role as 

giving culture, cultural songs, cultural difference and American background. This was 

different from the role played by Lindsay last year. However, the AEP seemed able to 

create a context in which roles can be adjusted without stress. Lindsay did far more in 

class than Jo and she contributed more to the planning process and got involved in 

assessment. Lindsay knew what it is to be an elementary school teacher so she was 

able to take on some of Xiao-ling’s tasks without being asked. This year Xiao-ling 

missed Lindsay at first. Many of the qualities that Xiao-ling included in her definition 

of the ideal co-teacher refer to Lindsay. Describing her relationship with Lindsay she 

wrote: “We always helped each other, no matter in the classroom or outside; Lindsay 

was also able to learn quickly; she was good at learning to teach from what she saw; 

she knows what a teacher is in an English class in Taiwan. 

 Significantly, Lindsey and Xiao-ling socialized outside work and Lindsay 

showed interest in sharing Xiao-ling’s life: “We became good friends, we had dinner 
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together sometimes, she liked my baby, we shared our lives. It was an amazing year.” 

The data shows they shared a very good relationship, something Lindsay confirmed 

when I interviewed her in May 2008. Most Taiwanese studies of co-teaching found 

that it was rare for co-teachers to form personal friendships or socialize together 

outside of school hours (Chen, 2008; Luo, 2005; Tsai, 2007), however, in the 

concluding AEP workshop in June 2009, several NESTs reported they had formed 

very good friendships with their co-teaching partner. 

 Despite her shortcomings, Jo had many good points which enabled the 

co-teaching relationship to work well. It was Xiao-ling who went through a process of 

adjustment in October 2008, when her dissatisfaction with Jo reached a crisis point. 

As she told me, at the beginning of the semester she felt bad because Jo was not 

contributing: 

 
I’m too busy, I have no time to tell her what to do, I have a lot of work 
Books on my desk and I have to go out and deal with some other situation 
or problem and when I come back the work books are still there, she didn’t 
try to bring them to her desk, but I think that’s because I didn’t tell her to 
correct them. 
 

Xiao-ling and Jo’s work stations faced each other in the staff room but Xiao-ling 

could never bring herself to tell Jo what she was unhappy about: 

 
No one helps me to correct work sheets, but then I thought, maybe I didn’t 
tell her, so I wanted to write it on a list of paper or tell her in person, face to 
face, “Could you share? Could you help me correct some work books?” 
 

Having mentioned busy she was, Xiao-ling hoped that Jo would take the hint and 

start marking homework and work sheets without needing to be asked. For two 

months Xiao-ling waited and said nothing: 

 
A lot of exchange teachers just take it away and try to correct it on their 
own, but I didn’t know if I should tell her. I heard from other local 
teachers that they also had this problem. 

 

I asked Xiao-ling if she thought Jo realized how busy a Taiwanese elementary 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 111

teacher is, Xiao-ling felt Jo ought to know: “I tell her my situation; I stay here until 

late in the evening. I tell her we have to do things because of the government, or the 

principal or the school.” 

 Jo did not take the initiatives which Xiao-ling was expecting; perhaps Jo felt she 

lacked ownership. By October, Xiao-ling reached a crisis which she resolved when 

she reflected that she had been expecting Jo to behave like Lindsay. She realized she 

had to accept that Jo was not Lindsay and she decided she had to accept Jo for the 

person she was. In fact, by late October, Jo spontaneously picked up some work books 

off their common desk. Xiao-ling recorded it in her journal: “I noticed Jo started to 

help me correct some homework lately. I feel happy and appreciated” (Journal: Oct 

17). 

 

 However in the first semester, such initiatives from Jo were sporadic. It was only 

after Jo came back from the co-school that she changed and started to help Xiao-ling 

correct students’ work without being asked: 

 
I saw her change in the second semester, when she came back from 
the co-school. She told me something about in the co-school she had 
problems. When she came back here she started to correct homework 
and ask me, ‘Do you need any help?’ 

 

 The story of Jo’s co-school experience and how it changed her will be told in the 

section second of this chapter. This section has tried to describe how Xiao-ling 

overcame her disappointment with Jo and learnt to work around Jo’s weak points as a 

novice. Xiao-ling finally decided to exploit Jo’s strengths and ask her to do the things 

she was good at, as she said: “I can see her strengths and try to use them.” 

 

In the planning process Xiao-ling adopted a new strategy: to take an emic view 

and try to put herself Jo’s position: “I try to think in her way and lead the discussion, 

telling her how to plan the lessons.” Thus, after two months, Xiao-ling learnt to adapt 
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to Jo and accept her for what she was, different from Lindsay, with her own strengths 

and weaknesses. Xiao-ling implemented new working methods to compensate for 

weaknesses which Jo was unaware of and therefore unable to correct because 

Xiao-ling did not mention them. Xiao-ling also adjusted her expectations and these 

were some of the factors which made their relationship work. 

 In her final remarks in June, when I asked her if she was satisfied with Jo, 

Xiao-ling said: 

  
My answer is yes, we became friends. It’s not easy to do co-teaching even 
with someone who speaks the same language and even harder between people 
of two different countries and backgrounds. At the beginning I felt a little 
tired, because I had to tell Jo every detail, it’s twice as much work as teaching 
alone. After my partner was familiar with the job, teaching will become  
powerful and useful to the kids. We knew each other more and talked a lot 
and she taught me some American culture and words I am interested in. But, 
if we had time to go out and play together at the weekend it would have 
been perfect. 

 

Metaphor for co-teaching. When I asked Xiao-ling for a metaphor to describe 

co-teaching, she had one ready. As an experienced teacher who had attended a number 

of talks on co-teaching she was used to hearing co-teaching described metaphorically. 

She told me it was a marriage; she had heard it in a workshop. Thus, in a sense, she 

used a definition she was given by someone else, one she had not worked out for 

herself. However, she applied it to herself in a situated way: she had recently married 

and the process of learning to live with a new husband and accept behaviors she had 

not known about before, were experiences she had used in her working relationship 

with Jo. 

 

Roles played in the co-teaching relationship. Xiao-ling and Jo’s relationship 

involved a number of roles. Understanding these can help frame the response to the 

first and second research questions on how co-teaching is carried out in schools. 

These roles are laid out in Table 4.2 below. 
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Table 4.2 

Roles Played by Xiao-ling and Jo 

____________________________________________________________________ 

 

Roles  Teacher  Frequency Comment  

   ________________________________________________________ 

Co-teacher Both   Regular  Jointly plan, teach and assess 

Mentor  Xiao-ling  Regular  Jo accepts her apprentice role 

Consultant Jo   Frequent  Jo explains grammar, idioms, lexis 

Partner  Both   Occasional Organize in-school English activities 

Friend  Both   Regular  Stay together freely in school hours 

Host   Xiao-ling  Occasional Xiao-ling explains about Taiwan life 

_____________________________________________________________________ 

 

Professional learning and growth 

 At the beginning of the year Xiao-ling hoped to learn new teaching ideas and 

improve her pronunciation and vocabulary. However, when she started working with 

Jo, she decided she could not learn much; she modified this opinion in June when she 

acknowledged that she had indeed learnt new teaching ideas, pronunciation and 

vocabulary and a lot about American culture. 

 However, it is clear that Xiao-ling learnt a lot more from co-teaching with Jo, 

which was an experience that enriched her as a person and as a teacher. These two 

identities, teacher and person cannot be separated since what teachers know is 

inseparable from their values, experiences and beliefs (Freeman & Johnson, 1998). 

 Between this year and the previous year, Xiao-ling moved from a situation in 

which Lindsay facilitated her work to one in which Jo contributed less. Xiao-ling said 
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she learnt a lot from Lindsay: 

 
Her personality and passion influenced me, made me more passionate 
you know, in the classroom. We two girls were acting and singing 
like two actresses, it made me feel more confident. I learnt a lot from 
Lindsay, I feel she is sweet in a lot of ways. 
 

When I asked Xiao-ling if she was able to continue that with Jo, she answered 

‘Different personality.’ Nevertheless, apart from the new vocabulary and information 

about American culture Xiao-ling mentioned, she had also adapted to the new 

situation created by Jo and created a new and successful co-teaching partnership. This 

involved learning and development on Xiao-ling’s part which will be discussed in 

more detail in Chapter 8. 

 At this point it is possible to identify the factors which underlay Xiao-ling’s 

learning experiences which are displayed in Table 4.3 below to facilitate insight into 

the third research question on the knowledge gained by teachers through co-teaching. 

 

Table 4.3 

Factors Which Affected Xiao-ling’s Learning 

_____________________________________________________________________ 

Personal 

_____________________________________________________________________ 

Encourage learning   Professionalism; openness to new ideas 

Discourage learning  Low stress threshold; attachment to previous co-teacher 

_____________________________________________________________________ 
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Table 4.3 (Continued) 

_____________________________________________________________________ 

Social 

_____________________________________________________________________ 

Encourage learning   Same gender as co-teacher; consults peers at workshop 

Discourage learning  Family pressures, school tasks, failure to keep journal 

_____________________________________________________________________  

 

Growth in cultural awareness 

 Xiao-ling thought she knew a lot about America and how to deal with Americans; 

she said she had learnt it from movies. There is no doubt that movies say something 

about American culture but perhaps there is a lot more to be told. It is understandable 

that she should assign the role of representative of American culture to Jo, but 

American culture is not something monolithic, nor can it be reduced to festivals and 

artifacts such as movies, as Xiao-ling seemed to think. These represent ‘large C 

culture’ of artistic works and folk traditions (Halverson, 1985; Moran, 2001). In this 

study, the term culture refers to culture with a small ‘c’: a way of making sense of the 

world, of knowing how to behave and give value to things. Culture is not collective, it 

is individual, since each one’s social circumstances are unique (Geertz, 1973). 

  Although she talked in terms of ‘large C culture’, Xiao-ling came to have a more 

nuanced view thanks to her participation in the AEP. When I first asked her about 

cultural learning she mentioned the events local NNESTs usually associate with 

American culture: Halloween and Christmas, but after reflection she related an 

experience that had led her to a deeper understanding of these festivals: 

 
Yes, because the project helped me understand. One day, I couldn’t understand 
why the foreign teacher stood doing nothing and staring outside. I was 
teaching and she just looked out the window and sighed, do you know 
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why? Because it was Christmas, that is Americans’ culture, this day all her 
family, all friends were celebrating a big holiday but in Taiwan no, I 
did not understand. She was not happy and I couldn’t understand: What was 
the important thing? What’s happening? But day by day I can, and this year 
I can, it’s like our Chinese New Year, if I was working, I would be very sad 
during those days. 

 

 Being in the exchange program allowed Xiao-ling to see beyond Christmas as an 

event in the text book and understand what exactly what it meant to Jo, who was 

depressed and homesick at having to work on Christmas Day. Sharing Jo’s sad 

Christmas experience provided Xiao-ling with a deeper important cultural insight, and 

reminded her of another cultural lesson she had learnt from a NEST: 

 
I had an experience in the past, I mean all the foreign teachers have a 
different kind of experience to celebrate holidays, even though 
they are all Americans, but the difference is their family. One of 
them told me, ‘No, no, no, not every American celebrates Christmas’ 
and I was like: ‘Wow, really?’ but Zen was Jewish, he believes 100% 
so that year we celebrated Hanukkah, we didn’t celebrate Christmas, 
but in the past time, my teacher always told me: 
‘Americans celebrate Christmas.’ 

 

 These experiences helped modify Xiao-ling’s perception of American culture as 

something monolithic and collective and see it as something personally constructed 

where individuals have diverse cultural affiliations. 

 

Perceptions of gender roles. I asked Xiao-ling if working with Jo or other 

American teachers had influenced her ideas about women. She said no because she 

believed she was quite liberated already: 

 
My personality is not that traditional, because in the past, before I got 
married, I could go to the movie theater by myself, I did not even need 
to ask, I will also go to the beach by myself, of course I will go with 
friends, but it’s OK for me to do a lot of things people think Taiwan 
girls won’t do, so I didn’t need to change. 

 

 Xiao-ling’s statement has to be understood in the light of the relatively strict 

control with which some traditional Taiwan families govern the movement of 

daughters differently from sons. Her description of herself as liberated for the reasons 
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she gives might surprise an outsider. Nevertheless, it serves to highlight the extent of 

Xiao-ling’s cultural learning from co-teaching because it reveals the cultural 

boundaries within which she had been constrained. 

 Towards the end of the semester each pair gave a workshop presentation about 

their co-teaching. Having seen Xiao-ling and Jo teaching together in the classroom I 

was struck by the reversal of their roles in the workshop. Jo took the lead; she 

introduced, she spoke most of the time; she was confident, making jokes during their 

presentation, taking it on herself to answer questions addressed to both her and 

Xiao-ling. When I asked Xiao-ling if she noticed any difference between Jo’s 

behavior in the workshop and Jo’s behavior in class, she said yes, part of the reason 

was language: the classroom was a Chinese speaking environment whereas the 

workshop was in English. In the classroom, Xiao-ling felt Jo’s gender behavior was 

more typical of a Taiwanese, whereas in the workshop she behaved more like an 

American girl: 

 
She is a little different from the workshop, when she is in the workshop 
she is more confident because of the language, different, more like an 
American. I think they are brave about saying their opinion, whether 
they are right or wrong. But a Taiwanese girl will maybe think ‘Did 
I do this wrong?’ ‘Did I say something that is not the answer Dr Gates 
wants?’ We will think more and after we think a lot, they have already 
moved on to another question. 

 

 I asked Xiao-ling if she had noticed any other changes in Jo’s classroom behavior. 

She told me something that explained the reason for Jo’s classroom behavior, which 

will also be discussed in the context of Jo’s learning. In class one day, Jo was 

explaining the word ‘strong’ and bared her arm and flexed her muscles to the children. 

Jo was very surprised by the students’ reaction and interpreted it to mean that she had 

behaved in a way which was unacceptable for a young woman in the students’ eyes. 

From then on, she tried to meet students’ expectations of appropriate female behavior. 

Xiao-ling read the incident completely differently: she said the students were 
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surprised but happy to see Jo flex her muscles: 

 
But they like to see that kind of Jo, more bright, more active, because 
they like to see the foreign teacher acting, last year we acted a lot (with 
Lindsay), so I was thinking she could maybe act more, she could show more, 
don’t hide what American girls are, because we need different kinds of  
people to let students know. They looked very surprised and I think it was good.  

 
I didn’t tell Jo this because I used Chinese to speak to the students and 
tell them: ‘Not only men can be strong, a woman can be strong, maybe 
not on the outside but inside, the heart is strong’ and then in that 
moment one student said ‘Oh, yes, aboriginal women are stronger than 
normal’ and I said, ‘No, I don’t mean aboriginal.’ I spoke in Chinese so 
I think Jo didn’t get that part. Just be yourself, it’s good like that. 

 

 Xiao-ling noticed that Jo’s behavior changed after that, Jo became more demure, 

more like a Taiwanese girl but Xiao-ling was not aware of the internal processes that 

caused Jo to change. These will be described in the second part of this chapter which 

deals with Jo.  

 Participation in the AEP allowed Xiao-ling to become sensitive to racial 

differences in America and to understand Taiwanese perceptions of race from a 

different perspective, from a third space. When I asked her if this was the first time 

she had worked with an African American she answered yes, and then, in line with her 

membership of a culture in which communication is often indirect, she answered a 

question I had not asked but wanted to ask: “Different, a little different, I think even 

the vocabulary, what she says, the pronunciation, a little bit different, but I cannot say 

what, I cannot tell, but I can feel.” Although some people in Taiwan assume that 

Americans are white, Xiao-ling was fully aware of the variety of races and its 

relevance: “Of course, different colors make a strong America, like the Taiwanese 

people.” 

Xiao-ling also knew about racial stereotyping in Taiwan; we discussed the 

experience of American born Chinese NESTs who were taking part in the AEP, 

Xiao-ling said: 
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In Taiwan it’s the appearance, like the teacher Sarah, when we walked 
to school, no one could believe she is American, so we made a Power 
Point to introduce America, how there are many different people and 
they are all Americans, as a way to let the students believe she is American. 

 

 Thus co-teaching created many opportunities for Xiao-ling to grow in cultural 

awareness. She saw how culture is individual and personalized and gained a deeper 

understanding of what before where just stereotypical cultural events, such as 

Christmas. She was also able to view culture from the third space, where she could 

appreciate and value two distinct types of female gender behavior, while continuing to 

perform the gender role she was assigned in traditional rural Taiwanese culture. Also, 

from the third space perspective she was able to understand Taiwanese attitudes to 

aborigines, American-born Chinese and African Americans while appreciating very 

different American attitudes to ethnic diversity.  

 

Summary 

This section has introduced Xiao-ling, a local non-native speaker teacher in the AEP 

on the basis of her interview protocols, observation of her classes and excerpts from 

her teacher journal, although she was not able to write many. It has explained her 

professional and personal background and her experience of the AEP. In order to 

answer the second research question it has traced the nature and development of her 

relationship with Jo, their interactions, roles, the nature and level of communication 

between them and their teaching behaviors. The mechanics of their co-teaching have 

also been described in answer to the first research question. The chapter has also 

recounted the situations which contributed to her professional learning from the AEP 

although these will be analyzed in more detail when the findings are discussed in 

relation with the third research question. Finally, the cultural discoveries and 

adjustments she has made were noted in answer to the fourth research question. The 
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following section uses the same format to describe her partner, Jo before proceeding 

to Chapter 5, which presents the findings on Yao-wen and Debbie. 

 

Jo: Growing into a professional role 

 Jo was a recent college graduate in her early twenties. She is an African 

American, born in the western U.S. but who went to college in the southern U.S. 

where she majored in history, specializing in East Asian history. Her academic focus 

was mainly on Japan and China and she had not thought much about Taiwan. 

However, she wanted to learn an Asian language; one of her professors advised her 

that since Japanese is very difficult, she should try Chinese and the AEP offered a 

good chance to do that. When she told her family about this, her father told her he had 

served in the American military in Taiwan and that Taiwan was a good place to stay. 

 She had had some informal teaching experience; she had taught summer school 

when she was in high school and as a college student she taught in an after school 

program for African American children in a large, southern city. 

By joining the AEP she hoped to get some international teaching practice which 

might help her deal with immigrant and minority students as a teacher back in the U.S. 

She also wanted to improve her Chinese and learn as much as she could about 

Taiwanese culture. 

 When Jo arrived in Taiwan in August 2008, she was already considering a 

teaching career. She applied for certification which she obtained in May 2009 and 

once the AEP was over, she returned to the US to start her training. She was therefore 

a novice teacher but with some experience of teaching on the summer school program 

in Chicago and an after-school program in Atlanta.  

 

Attitude to the program. According to Jo, the AEP was a prestigious program 
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and entry was competitive ‘A nerve racking, difficult process’ she called it. She was 

very satisfied with the level of attention that the AEP gave to teachers’ welfare and 

daily living needs thanks to the work of the AP. She attended the twice monthly 

workshops regularly and I observed that she participated with gusto. She was positive 

about workshops as a chance to meet up with the other native speaker teachers and 

also for learning aspects of linguistics, pedagogy and English teaching methodology 

that were relevant to her work, especially the workshops on co-teaching. However, 

she believed that a lot of teaching was trial and error and the workshops presented too 

idealistic a view. In fact, Jo was using the workshops to acquire distributed knowledge 

from the community of practice by consulting informally with her fellow NESTs, 

NNESTs, Academic Advisor and AP staff. At the same time she was aware of the need 

for learning to be situated in context, teacher learning does not consist of being told 

about best teaching practices, even when related by the practitioners themselves 

(Puttnam & Borko, 2000). 

 

Attitude to co-teaching. In her second interview Jo told me that co-teaching was 

not as natural as teaching alone, a single teacher can be flexible and make changes 

whereas in co-teaching changing is more cumbersome, it has to be coordinated with a 

partner. Co-teaching really demands good communication and mutual respect. 

Nevertheless, Jo was positive about co-teaching. For her, its strength lies in the fact 

that the work planning and delivery is shared. If one teacher is a NEST, co-teaching 

involving a local NNEST gives the students security because they are familiar with 

the local teacher. In this environment, they can feel more confident about talking with 

the NEST. Jo’s opinion, born of her experience, differs from the view often found in 

the literature that international co-teaching is the most difficult model (Buckley, 2000; 

Shannon & Meath-Lang, 1992). 
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 Although sharing the tasks of planning and content delivery was important for Jo, 

she also felt that the teachers should have different backgrounds in order to get greater 

variety of input. She also said that co-teaching works better if one of the teachers is 

passive and the other active: one leads, the other takes a back seat. When I asked her 

why, she says it is because two headstrong teachers who know how they want the 

class run may find it hard to work together. This view runs counter to the view of 

Davison (2006), that conflict in co-teaching is healthy and natural as long as it is well 

managed, but many researchers advise against co-teaching with a dominant type of 

teacher (Buckley, 2000; Cranmer, 1999; Shannon & Meath-Lang, 1992; Villa, 

Thousand & Nevin, 2008), by being passive, the less dominant co-teacher runs the 

risk of abdicating responsibility (Bailey, Dale & Squire, 1992; Cranmer, 1999; Welch, 

1998). However, as Freeman and Johnson (1998) observed, teachers’ beliefs derive 

from who they are; Jo’s definition of the ideal co-teacher was influenced by her 

experiences, personality and needs: she was relatively passive while Xiao-ling was 

active and dominant. Jo summed it up in the first interview: ‘She leads, I assist’ For Jo, 

this was a good work style whereas for Xiao-ling, Jo’s passivity was a problem. Jo 

also believed co-teaching requires more discipline since teachers have to stick with 

the agreed script; if Xiao-ling departed from the lesson plan, Jo would not know what 

to expect. 

 

The co-teaching process: planning, teaching, roles and responsibilities  

 Jo’s protocols corroborated Xiao-ling’s account of how lesson planning was done. 

The following description of the teaching process is taken from the researcher’s class 

observations, which give a representative picture of the normal procedures Xiao-ling 

and Jo followed. On the day I observed, Jo was already in the classroom but Xiao-ling 

was late, as she was delayed by other business. The students had a warm-up phonics 
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routine which they began. Meanwhile Jo drifted and observed.  

 Once Xiao-ling arrived the class really began; she swiftly took charge, greeted 

the class, scolded them because they answered her too softly, repeated her greeting 

and announced a pop quiz. Jo then told the children in English to put away their books 

and pencil cases. Xiao-ling gave extensive instructions in Chinese on how to answer 

the questions after which both teachers distributed answer sheets. For the first section 

Xiao-ling dictated phonic sounds while Jo drifted and monitored. Next Jo dictated the 

letters for the alphabet section while Xiao-ling drifted. Each new section was 

preceded by Xiao-ling giving instructions in Chinese. As Jo spoke Xiao-ling would 

from time to time remind the children in English: “Listen to Jo.” At one point there 

was a class management problem because as Jo read each new word, the children 

began to cheer if they felt the question was easy. The cheering grew louder until 

Xiao-ling intervened, scolded the children and threatened punishment. However, she 

did not warn Jo that she was gong to intervene. Jo realized something had gone wrong 

and stopped dictating until Xiao-ling finished talking. When I asked her after class if 

she knew what had happened, she replied: “A little bit, yes because they often do that, 

and during a test you shouldn’t and so like I’m like always confused whether that’s 

behavior we should encourage or should not.” I then asked her if she knew what went 

on in class generally and she said: 

 
Well a lot of the time I am confused because I don’t understand what is 
going on, sometimes Xiao-ling will communicate what she just  
said to the students and sometimes not, it could go either way, and 
sometimes I’m sitting there thinking ‘OK what do I do? What do I do? 

 

 This was a pattern I saw again and again, when Xiao-ling needed to depart from 

the lesson plan and spoke in Chinese to manage the class, announce future events, 

explain an activity or lay down class procedures, Jo could not understand what was 

being said. As the children moved on to the reading section of the quiz, both Xiao-ling 
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and Jo drifted and monitored. When the test was over, Xiao-ling supervised collection 

of answer sheets and gave back student work books, Jo sat down to correct students’ 

work while Xiao-ling continued drifting and managing the class; at one point she 

threatened punishment for talking, before finally joining Jo in marking work books 

until class dismissed. 

 This pattern of turn taking, lead and drift was the preferred teaching format for 

Xiao-ling and Jo in all the classes I observed. However, I noticed that besides taking 

charge of discipline and explanations, Xiao-ling took the lead in assigning bonus 

points to groups or individuals, while Jo recorded them on the board; I never saw Jo 

give points nor did I see any student ask Jo a question. Nevertheless, the students all 

said Jo was as much a teacher in their eyes as Xiao-ling, as will be seen later. 

 Despite her passivity and lack of Chinese, Jo had other strengths, and a crisis 

which she and Xiao-ling faced at the end of the first semester gave her a chance to use 

her pedagogical skills. Jo related in her journal (Dec 12) that she and Xiao-ling 

realized very late that they had failed to engage the 6th-grade students all semester. 

Those students were facing important assessment for junior high school yet they were 

difficult to motivate. After discussion with Xiao-ling, Jo came up with some learning 

activities that involved tasting different foods. These enlivened the lessons and 

regenerated student interest. Towards the end of the second semester, with high stakes 

assessment imminent, the crisis recurred; since the students: “neither comprehend the 

material nor enjoy the process” according to Jo’s journal entry for April 28. 

Jo devised another activity she called ‘Pirates’ involving flashcards, playing 

‘scissors, paper, stone’ to decide turns, guessing word meanings, using words in 

sentences, getting points and stealing them from the enemy team: in short, an exciting 

vocabulary game. Not surprisingly, it was a big success (Journal: May 9) and in the 

wake of this Xiao-ling entrusted her with the design of an important quiz (Journal: 
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May 11). Jo was especially pleased by this as her interest in assessment had been 

growing all year. 

 

The co-teaching relationship 

 When I asked Jo if she and Xiao-ling had always been able to discuss their 

problems and frustrations in their relationship, she told me that they had not had any 

major conflicts, except for one serious incident in class which Xiao-ling was unhappy 

about. Jo was monitoring two groups while Xiao-ling worked closely with a third. 

According to Jo, she looked away for a moment and one student hit another and 

Xiao-ling scolded her, according to Jo, Xiao-ling said: “Jo you’re supposed to be 

looking at them. Why aren’t you looking at them?” When I asked how any friction 

arising from this correction was resolved, Jo told me that they had discussed it right 

after class: 

 
Xiao-ling said, ‘Jo, that was your fault they hit each other’ before that 
she might say, ‘Jo you shouldn’t do this, you shouldn’t do that’ it wasn’t  
like ‘you’re wrong,’ but this was the first time when it was ‘Jo, it was  
your fault they started hitting each other, you should have watched them.’ 
She was definitely not 客氣 (inhibited). 

  

Fortunately, Jo accepted being corrected. Welch (1998) claimed that conflict is 

inevitable in co-teaching and is not negative if there is good conflict management, 

nevertheless, a harmonious personality in a co-teacher can make conflict unnecessary: 

 
If I undermine the class, then she’ll explain to me, like if I do something 
that is not against class rules, but causes a disruption, she’ll tell me,  
during class or after class depending and now I’ve gotten used to it. 

 

 This willingness of Xiao-ling’s to correct Jo in matters which affected student 

welfare or class management contrasted with her reluctance to ask Jo for personal 

help in correcting student work books in the staff room. 

 By the end of the second semester both teachers had good coordination and 
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mutual understanding. Jo told me: 

 
Yeah, it definitely built up over the year, if you would have seen me and 
Xiao-ling in October, it wouldn’t be the same at all, but now we definitely 
have that relationship with each other and now I kind of know, ‘Oh, she does  
this, I do this, she does that, then I should do this.’ When she goes to the board  
I know what she’s going to draw and I know what the question is. I can 
see and put the pieces together; it’s knowing her too. 

 

 Jo was very satisfied with the relationship, especially compared with other pairs 

whom she knew on the program. The only problem she reported was that it was hard 

to communicate ideas to Xiao-ling because Xiao-ling’s level of English was not good 

enough for fluent conversation. This statement could be considered alongside 

Xiao-ling’s complaint that Jo failed to contribute ideas. Jo was aware that ideas are 

not being communicated but attributed it to the language barrier and was unaware that 

Xiao-ling attributed it to Jo’s passivity. In fact Jo was unaware of the communication 

problem until she co-taught with Meg in a workshop practice: 

 
We worked very well and we couldn’t understand why we didn’t have those 
hurdles we both have to overcome with local teachers and we realized 
it’s because we’re the same culture, same language and it was so easy to catch  
it. With Meg it was like ‘Yeah, yeah, I think the same way….Yeah, we  
should’ but with Xiao-ling it’s like ‘Huh? Huh? OK…. Yeah…..Well….. 
Maybe that will work’. 

 

Co-teaching for a morning with Meg, provided Jo with the context in which she 

could learn in a situated manner something she had been vaguely aware of for a long 

time but had never brought to the surface: that communicating with Xiao-ling was 

quite often slow and awkward. 

 

Cultural differences or personal differences. When asked about the sources of 

difficulties in their working relationship, the teachers in this study would usually give 

the same answer: ‘It is not a question of culture: it is a question of personality.’ 

However, although Jo mentioned personality as a key factor but she also felt that 
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co-teaching with a NNEST would be the most difficult type of co-teaching because of 

differences of language and culture; an assumption which is confirmed by other 

studies (Buckley, 2000; Shannon & Meath-Lang, 1992). As mentioned above, Jo 

found it hard to communicate with Xiao-ling but she and Meg only realized this when 

they had occasion to co-teach together during a workshop practice; they noticed that 

their interaction was much smoother than with the NNESTs. This was an example of 

what Scanlon, Care and Udod describe as ‘taken-for-granted’ perceptions being 

brought to the surface (2002, p. 137), in this case through mediation by Meg. 

 

Metaphor for co-teaching. Jo used two metaphors to describe co-teaching. In 

March she said it was like dancing because as long as you practice you will always 

improve; also you get a rhythm of working together. Later at the end of the year she 

used a more traditional image, that of a marriage: “It depends on teachers’ ability and 

desire to work together. You can’t be too headstrong, it won’t work. If you want to be 

in the relationship then you’ll make it work.” Initially she was optimistic about the 

relationship: “As long as you practice, you’ll develop a good harmony”, but later she 

gained a richer understanding due to her experiences with Xiao-ling: in a relationship, 

both partners have to sacrifice something in order for it to work. 

 

Professional learning and growth 

 Jo’s interviews revealed her opinions of the AEP, of co-teaching, her relationship 

with Xiao-ling and her cultural learning. However, her professional growth is 

chronicled in a reflective and detailed way in her journal, some entries of which will 

be reviewed below to illustrate certain kinds of learning which Jo experienced. 
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Learning about students. Already in the first month Jo started to gauge the 

learning style of the local children, she started to exaggerate her movements and 

pronunciation in the role plays and sketches she performed with Xiao-ling. Her 

learning was thus situated in the classroom, a key location of teacher learning (Shin & 

Kellogg, 2007). Much of a novice’s tacit knowledge of teaching comes from their 

own experiences of being taught (Freeman & Johnson, 1998: Tsui, 2003) but they 

may be unaware of their own emotional behavior as students. Teaching in the rural 

school, Jo began to learn about students emotional lives and noted that: “Even the 

young children get tense, moody and mentally drained at exam time” (Journal: Oct 

17). 

She tried to counteract this by being happy and cheerful in class.  Working 

within the frameworks set by Xiao-ling, she began to appreciate how the students 

need a structured learning environment, which reduced confusion and set expectations 

for them (Journal: Nov 10). The problem in 6th-grade which Jo and Xiao-ling 

discovered in December led her not only to understand her students better but also to 

understand more about herself as she recalled her own emotional experiences: “Grade 

6 is a time when you are not sure if you want to be a kid or an adult. Working with 

6th-graders really helps me become reacquainted with my adolescence (Journal: Dec 

12). 

Jo’s learning is an example of teacher learning as a dialectical process (Lave; 

1998; Putnam & Borko, 1997) in which by learning about students, Jo learnt about 

herself and in turn re-shaped the context in which her knowledge was developed (Tsui, 

2003, p. 64). Jo learnt to gauge student abilities, noting that a teaching format that 

works in 2nd grade may not work in 1st grade; that many students have artistic abilities 

that can be channeled towards learning English. At the same time she chided herself 

for still not knowing the names of her students, although by February she wrote that 
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she knew 85% of the students by their English name. 

 

Learning about pedagogy. The workshops often presented co-teaching methods 

but Jo never referred to them in her journal. In contrast, she wrote a lot about her 

learning in the classroom setting, working with Xiao-ling and observing other 

teachers. The classes Xiao-ling and Jo co-taught were rich in activities and very well 

prepared. 

 Realizing the linguistic and cognitive limits of her students, she tried a 

multi-media self presentation on her first day in class. She and Xiao-ling also tried out 

Total Physical Response, a method used at other schools in the study (Journal: Nov 3). 

She came to appreciate the importance of repetition for young children (Journal: Nov 

10); of giving simple clear commands and the usefulness of group work even in the 

younger grades.  

 She came to appreciate the importance of involving all students in fun activities, 

not just the better ones (Journal: Nov 10); of learning to carry the lesson plan in her 

head (Journal: Feb 16) and of using higher ability students to help lower ability 

students avoiding direct teacher intervention (Journal: April 13).  

 She became more creative, writing her own songs for teaching phonics (Journal: 

Feb 16) and her own games to motivate the 6th-graders. She also learnt to place 

special importance on assessment. For a long time it was hard for her to judge 

students’ English level, partly through lack of experience. When they were assessed 

Jo got a shock seeing the students’ low attainment level, especially the 6th-graders. In 

October she confided in her journal that she enjoyed grading work books and papers: 

“It’s hard, but it’s the only way I can assess their progress” (Journal: Oct 24). 

She discovered that exams, which she used to think unpleasant, were in fact 

essential for assessment: “I did enjoy the examination process. Giving the cumulative 
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exam was really useful for seeing how my students are doing” (Journal: Dec. 1). In 

fact this liking for assessment grew over the course of the year to become one of Jo’s 

favorite aspects of teaching but the development was facilitated by the teacher journal, 

where Jo learnt to self-regulate her learning. 

 She felt that her content knowledge of English was limited: her knowledge of 

phonics was what she learnt herself as a child. She said she was not sure how to 

explain the pronunciation of the sound [th] (Journal: April 13). With regard to 

curriculum, she reported getting a sense of the change in level between elementary 

and junior high school English as she tried to introduce the past tense to 6th-graders. 

 During the final workshop on June 11, 2009, Jo shared with the other AEP 

teachers what she had learnt in the program. Firstly she mentioned class management: 

the place where she had become aware of her learning was in her co-school. As was 

explained in Chapter 1, in order that as many schools as possible could have access to 

a NEST, the NESTs were assigned to a co-school for 4 weeks each semester. Jo went 

to her co-school in November and March. Her experiences in the co-school made her 

reflect on what she had learnt in the main school with Xiao-ling. Xiao-ling’s 

professionalism and that of the home room teachers ensured good student behavior. 

The co-school was a different environment where the students were, in Jo’s words, 

like ‘wild animals’ In the co-school she implemented everything she had learnt from 

Xiao-ling: having a schedule, planning lessons, beginning class by reviewing, then 

introducing new material, executing an activity and then wrapping up the class. She 

said it was only in the co-school that she realized what she had learnt in school A. Day 

to day she had not reflected enough, despite keeping a weekly journal; it was when 

she was taken into a new context that she really started to reflect. It appears that 

although the journal was a useful mediating tool for learning, it was situated learning 

in both the main and co-schools that really generated and consolidated this deep 
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learning in Jo. 

  

Learning about self. Jo’s learning was situated in the specific context of a 

school where she was accepted as a novice teacher: a legitimate peripheral observer. 

Her learning was mediated primarily through Xiao-ling but also through the students 

and other participants such as her fellow NESTs, especially her room-mates. The AEP 

was a journey of growing self awareness for Jo. She came to realize that she needed 

an orderly and structured environment in which to work (Journal: April, 10) , also that 

she had to adapt to the students’ mentality and learning style.  

 

Learning from the co-teacher. At first Jo was extremely nervous about working 

with Xiao-ling and facing students. She was overawed by the planning process, but as 

the year went on, she grew into it. She felt she never learnt to manage the class, ‘I 

don’t have control of the classroom’ she said, yet the data from interviews, class 

observations and her reflective journal show that she managed quite well, although 

her Chinese was never good enough for her to manage the whole class like Xiao-ling.  

 Jo thought the presence of the local teacher was essential because she knew the 

children, the language, the culture and the curriculum. She saw her own role as 

modeling pronunciation, doing oral work and giving cultural information. Yet by the 

end of the year she had made progress ‘I give myself seven out of ten for teaching 

ability’ and had even been able to handle the whole class herself when Xiao-ling had 

been away sick. 

 Jo attributed her development to Xiao-ling. When I asked about the training 

workshops she said: “The workshop view is too idealistic; co-teaching is something 

you have to work at every day.” Xiao-ling was the model: 
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I guess a good English teacher is what I see in Xiao-ling, I think she  
definitely created that structure, that model for me. I’ve had other  
English co-teachers but they’re not as good, she’s definitely my model. 
I’ve learnt lesson planning, ways to come up with creative management, 
thinking outside the box. These are things you can’t get out of a book,  
you have to be in there, and she definitely helped guide me through the course. 

 

 When I ask her how the learning happened Jo replied: 

 It’s just her doing her professional work and me observing, sometimes she  
may give me feedback but not too much. In the beginning she was more 
(didactic) but then by October it was like ‘OK Jo, what you think we should  
do? Just give me some ideas.’ 

 

 After five months working under Xiao-ling’s leadership, Jo grew in 

self-confidence, she had observed Xiao-ling closely and wanted to take her own 

initiatives because she felt that she could do some things better than Xiao-ling 

(Journal: Jan 9). 

 By May, Xiao-ling allowed Jo to design the exams for 1st and 2nd grade. After Jo 

created them, Xiao-ling checked them and made a few changes. Jo was proud of her 

first test and told me about it in the staff room: 

 
It was like putting me on the same level as her, she’s making it like we are  
really co-teachers and gave me more and more responsibilities as we  
went on….first correcting, then creating exams. It’s a real learning experience  
for me, because usually Xiao-ling does all the tests. She showed me how to  
do it, gave me the materials to use and I just created it. 
 

One Monday in May, Xiao-ling was sick, so Jo taught the class alone. They had 

not done lesson planning but that wasn’t a problem, Jo had learnt enough to do it 

herself: 

 
It was easy for me to come up with a lesson plan because I knew the process.  
I had to think first where were we? Were we introducing new material,  
reviewing? Then when I knew where we were, I knew what processes  
to take. We’ll do the story, then we’ll work on the phonics. 

  

Xiao-ling gradually drew Jo into the community of practice of teachers in a small 

rural Taiwanese elementary school. Jo’s learning was situated in the here and now of 

being in specific locations with specific people: colleagues and students. Xiao-ling 
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scaffolded Jo’s learning, at first being more didactic, then treating her as an equal after 

6-8 weeks of working together, gradually entrusting her with tasks that grew in 

complexity until Jo was able to function quite well alone if Xiao-ling was absent. 

 Jo made progress in class management but was not satisfied that she had made 

enough progress, partly because, as she said, ‘you cannot learn it from books’. She 

tried disciplining some students but she said they just looked at her blankly. She 

admitted: “It’s very difficult for me to do management, Meg does management, I 

don’t know how.” 

 As seen above, Jo’s learning was made explicit by going to a different school to 

co-teach for four weeks. Reading her journal entries (Journal: Nov. 17), it is clear that 

the situated experience of teaching in the co-school helped Jo crystallize her 

knowledge, realize the quality of Xiao-ling’s teaching and define for herself what 

constitutes good teaching and what kind of teacher she wants to be: 

 
In reality I learnt all of it from Xiao-ling, I didn’t realize it until I went to  
the co-school where the teaching and structure is completely different and then  
I learnt, I guess not learnt, I realized how much I’ve learnt from Xiao-ling,  
like class management and the way kids should behave, how to grab  
their attention when they’re disruptive. 

 

 By the time of her second visit to the co-school she realized that it was difficult 

for NNESTs to co-teach: “Co-teaching is not something that comes naturally to most 

teachers because it undermines their autonomy in the classroom.” (Journal: Mar. 2). 

By the end of her stay in the co-school, she was frustrated by her partner’s inability to 

use her as a teaching resource: “I am feeling lazy and burnt out. In class I am 

incorporated into tasks but I do not contribute to planning and assessment” (Journal: 

Mar 23). 

The contrast between this teacher and Xiao-ling reinforced Jo’s earlier 

perception:  
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Xiao-ling has made all the difference and going to take other school allowed 
me to think more on it. I’m receiving, but I don’t think about it, once I was put 
in a different environment where Xiao-ling was no longer there and the kids  
and teachers were different, then I was able to consciously think, ‘Wow in  
the rural school we don’t do that, we do this, and it has a better effect.’ 

 

 Jo also learnt about schools: 

I often heard teachers say, ‘It depends on the homeroom teacher’ but I  
always thought ‘How can a home room teacher have that big an effect?’ But  
then I started to notice here too, but more so at the co-school, how some  
home room teachers were stricter than others and others gave their students  
too much freedom and then you could see how the kids act when they came  
to English class, it was really different. 

 

 Finally Jo gained qualities that are essential in good professional relationships: 

 
I think I’ve gained a lot, it’s patience, you have to be patient, you may 
have great ideas, but you have to figure out ways to communicate and 
you have to be OK with communicating a few times, ‘She’s not getting it,  
I can’t let that stress me out’ so definitely patience. 

 

 The factors which influenced Jo’s learning are summarized below in Table 4.4. 

 

Table 4.3 

Factors Which Affected Jo’s Learning 

_____________________________________________________________________ 

Personal 

_____________________________________________________________________ 

Encourage learning   Accepts apprentice role; altruism; open to new tasks 

Discourage learning  Does not know Chinese 

_____________________________________________________________________ 

Social 

_____________________________________________________________________ 

Encourage learning   Support of AP; father liked Taiwan; same gender  

Discourage learning  Socializes mainly with NESTs 

_____________________________________________________________________  
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Growth in cultural awareness 

Jo showed signs of growth in cultural awareness and sensitivity; by the end of 

her year in Taiwan she had also taken some steps into third space, although she 

foresaw that she might change when she returned to the U.S. According to Bahktin, 

dialogism is a relation not only across space, but also in time (Bakhtin, 1981). 

Dialogism goes beyond the confinement of the relationships available at this time, in a 

future time there will be other configurations where the Self will be differently 

understood (cited in Kramsch, 1999, p.47). Thus, Jo’s future changes were 

unpredictable according to the theory of thirdness Self and culture are not fixed in 

time.  

In Taiwan Jo experienced a different culture, the culture of the Other (Bakhtin, 

1981). She became aware that Taiwan was not a monolithic monoculture. Thanks to 

what Xiao-ling told her about students’ background and her own observations, she 

discovered that the community where school A was located had a culture of its own, 

different in some ways from urban Taiwanese culture. She commented that a high 

proportion of the children were living with their grandparents while their parents 

worked elsewhere and that some of the children lived in single parent homes. She 

knew that a lot of the families were on low incomes compared to city dwellers, and 

that few of the children attended private language schools. She told me: “I’m in a 

rural school, so we don’t have the problem of private language schools like other 

school in this county, we don’t really, so that makes it easy.” She regarded her 

experience in the rural community as good preparation for her work in the U.S. where 

she will be teaching children from low income neighborhoods.  

Jo was culturally aware, noticing that the books used in the schools where she 

taught contained the stereotypical pictures of all middle class white children which 

according to Cortazzi & Jin (1999) and RiSager (1991) are likely to be found in 
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English language textbooks: 

 
They all have white skin and their hair color is red or brown, so I thought  
that was interesting. In America, more so in my generation, you have to  
have a child that looks Asian, a child that looks African American, a child  
that looks Hispanic, cover everyone. 

 

 As an African American, Jo was sensitive to racial and other stereotyping in 

Taiwanese English text books, but she made the comment without rancor. In answer 

to my question, she said that after her experience in Taiwan, she had become more 

culturally aware of Asians and would definitely notice the inclusion or exclusion of 

Asian children in American text books. When I asked her if she would deal with 

foreigners differently after participating in AEP, she said: “I am more culturally aware, 

it’s part of me now. When I go back home I will look for the ‘hua-ren’ (華人: Chinese 

people) see where they’re at, go to their businesses and be part of that culture.” 

 Going back to the U.S. for an interview in May was a watershed for her use of 

Chinese, just like going to the co-school helped realize her learning from Xiao-ling: 

 
Here I’m always hesitant and timid because if I use Chinese it’s not very  
good. But when I went home to the U.S. it was like ‘I can speak the language! 
I can say whatever I want to say!’ It definitely gave me confidence. So now  
I have this feeling that I’m invincible, even being speechless I can go  
anywhere in the world, I’m not scared to ask people for help. Coming back  
to Taiwan I felt I was coming home and surprisingly I wanted to speak her,  
to use my Chinese, I missed not using Chinese in the U.S. I want to  
communicate here in Chinese because I gain in confidence every time. 
 

The challenge of studying Chinese, the experience of being the outsider in 

Taiwan changed Jo’s attitude to foreigners: “When I’m dealing with people who don’t 

know much English I’ll be patient and not write them off. I know that sometimes 

Americans will like go off if people are different. Jo experienced this kind of 

treatment in Taiwan and she did not like it: 

 
Some people are like ‘Don’t talk to me’, like one of the guards in our  
building, when we walk up to him he starts signaling with his hands  
and mouthing words but not saying them and we’re like ‘What’s he saying?’ 
but he won’t attempt to communicate. The other guards still communicate  
with us even though we don’t know Chinese well, they’ll try to work with us  
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and we’ll get somewhere, but with him we don’t get very far. 
 

 Stepping into the third space, meant Jo became a new kind of person, an 

American who saw her culture from outside and judged it as an outsider while at the 

same time having insights into Taiwanese culture. This is an important stage in the 

development of cultural awareness which Moran (2001) calls ‘knowing why’. When I 

asked her if she had changed, if she had become in any way different from the people 

back home, she said she had changed in two important ways: her concern for hygiene 

and for safety: 

 
Having fruit and vegetable markets and having really cheap drinks, 
I thought that was a little bit weird; eating in shady (low class) restaurants 
where it does not look appropriate, but it’s OK you know. Yeah so my 
idea of hygiene went down, I don’t know if that is good or bad. Also I see 
people with babies on scooters, like three kids behind them, I still think 
that is a problem but at least I’m used to it and I wouldn’t get like before 
where I was ‘Gasp! Oh my goodness!’ because in America a baby has to 
have a car seat just to leave the hospital, but here baby can ride on the scooter. 

 

Perceptions of gender. Jo felt she had tried to accommodate to Taiwanese ways, 

especially when she wanted something or had to negotiate: “Yeah, the way I present 

ideas, and things like that, a little bit different.” In particular she changed her gender 

behavior: 

 
When dealing with Taiwanese people I’m a little more softer, a little  
more sweeter, you know, and I try to be a little more feminine in that sense,  
you know like the Taiwanese women who are ‘Oh’ (Jo said this using the  
little girl voice called ‘sa-jiao’ (撒嬌) in Chinese that some females use).  
You know the way they act? In America we’re kind of: ‘Oh, women, we’re  
as good as men: we’re as strong as men.’ 
 

Jo then told me how one day the children reacted to a masculine gesture she had 

made: 

I was teaching the word ‘strong’ and I rolled up my sleeve and flexed my  
muscle and the kids were like ‘Oh my goodness!’ and I didn’t realize it was  
such a big thing but here women are not supposed to be strong, just very  
gentle. So definitely the way I act is different, but when I go back I think  
I’ll be able to cope with America. 
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Jo gained enough cultural awareness to be able to distinguish different cultural 

behaviors among the Taiwanese themselves. When I asked her if she was aware of 

Xiao-ling as an individual, different from the stereotype of a Taiwanese woman she 

replied: 

 
I think Xiao-ling fits into the stereotype, more so than I’ve seen with other  
local teachers, I know some of them work with foreigners and they tend to  
take on foreign attitudes or do things differently. I think Xiao-ling falls more  
into the typical Taiwanese. She has pressure like ‘Oh my husband, my  
parents, my parents in law are coming so I need to be concerned about  
my mother in law, and I’m so concerned’ she has the same issues, so I think  
she falls into the typical Taiwanese (female). 

  

Her own growth in cultural awareness made her aware of the same growth in 

others. When I asked her if she thought Xiao-ling had learned culturally, Jo was 

emphatic: “She definitely has, she’s had a Jewish partner, I am African American, 

she’s been exposed to different spectrums of American identity, she’s learnt from me, 

my life and my family.” 

  Finally, being inserted into Taiwanese society enabled Jo to move on the 

boundaries between the Self and the Other (Anzaldua, 1987; Bakhtin, 1981; Kramsch, 

1999); she experienced Taiwanese culture and was able to observe her own culture 

from the third space. This led her to reject some typical American behaviors in favor 

of Taiwanese behaviors. Having experienced Taiwanese politeness and consideration, 

she felt unable to accept attitudes which, according to her, are prevalent in the U.S. 

 
I feel here they’re always considerate of others, they always say ‘Oh I’m 
going to get you this (Jo held up a paper napkin), I got it for myself but 
I’m also going to get one for you.’ Whereas in America it’s more like ‘I’m 
going to take care of me, I’m going to do what I want to do, I don’t care 
about you, I don’t know what you’re doing, you take care of yourself.’ 
I really want to take that consideration back with me, think more of others, 
think more of the community because that is something that needs to be 
changed in America. 
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Summary 

This section has introduced Jo, a college graduate from Colorado, a novice 

teacher who was returning to the U.S. after the AEP to complete her qualifications as 

an elementary school teacher. Her background and motivation for joining the program 

were described. Extensive use was made of her journal as well as interview and 

observation data from both her classes and the workshops to build up this account of 

her relationship with Xiao-ling in response to the second research question. Jo’s 

learning from co-teaching with Xiao-ling was recounted in detail. Xiao-ling’s role as 

mentor, structuring Jo’s learning and leading her through her zone of proximal 

development (ZPD) was described in Jo’s own words. It was made clear that her 

learning was contextualized in what Schon (1987) called the ‘swampy lowlands’ of 

classrooms, confusing and messy places where practitioners cannot simply apply 

theories from the high hard ground to solve problems because the problems may not 

present themselves in comprehensible ways and each setting is in some way unique. 

Thus, in order to throw light on the third research question, an account of Jo’s 

professional learning and growth has been given together with her cultural learning 

and the growth in cultural awareness. This enabled her to take third space perspectives 

with regard to her cultural experiences and grant insights which are relevant to the 

fourth research question. The following chapter goes on to introduce teaching pair B, 

Yao-wen and Debbie. 
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Chapter 5 

Teaching pair B: Yao-wen and Debbie 

Journeys of self-discovery 

 

This chapter begins with by presenting Yao-wen, describing her background and 

education before going on to give an account of her experience of the AEP based on 

interviews with her and the contents of her teacher journal. Her relationship with 

Debbie, her NEST co-teacher is also investigated and their joint teaching behaviors 

are presented from observation of their classes involving note taking, videoing and 

sound recording. Finally Yao-wen’s gains in professional knowledge and her growth 

in cultural awareness, deriving from attendance at AEP workshops, but principally 

from her own reflections and from co-teaching with a novice teacher like Debbie are 

recorded and analyzed. 

 The second part of the chapter introduces Debbie, her background and 

education. It goes on to describe her attitudes and learning from co-teaching, her 

relationship with Yao-wen and the problems she encountered. This account of 

Debbie’s experience and learning provides evidence to suggest that the AEP has 

features that facilitate professional and cultural growth through co-teaching and helps 

create an environment where they can take place. Debbie’s relationship with Yao-wen, 

her perceptions of being mentored by Yao-wen, the difficulties they faced are 

described from Debbie’s viewpoint complementing the account given by Yao-wen. 

 

Yao-wen: Learning from unexpected sources 

 Yao-wen, a young woman in her thirties, studied elementary education at a 

teachers’ college before doing a Masters’ in TESOL at a university in Taipei. She had 

been a teacher for six years, always in the same school which is located in her home 
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town. Although she is a trained English teacher, her previous five years were spent as 

a home room teacher. This was her first year as an English teacher as well as her first 

year of co-teaching. Her personality is enthusiastic, diligent and led her to embrace 

new and challenging experiences. 

 In the first interview, Yao-wen said she hoped that by joining the AEP she could 

improve her speaking and listening skills. Also co-teaching would help create an 

English speaking environment in the classroom and make language learning concrete 

for her students. Furthermore, since she had never been to an English speaking 

country before she was keen to know how Americans think, behave and live. 

 As a well organized teacher with good class management skills, she was able to 

create situations in which her students could be active learners. In terms of teaching 

philosophy she believed a good teacher must know theories of teaching, be 

enthusiastic and understand students. She herself had sufficient background and 

training but she told me she knew some NNESTs who had qualified in 2000 via a 

Ministry of Education fast track program for recruiting elementary school English 

teachers and she observed that they lacked theoretical knowledge although they might 

be enthusiastic; she mentioned Jun-kai as an example. (The fast track program will be 

described in more detail in Jun-kai’s case history in Chapter 6). 

Finally, having been a home room teacher for five years, she knew the students 

well. As a qualified teacher working in a school in her own home town, she was well 

integrated into the local community of practice of Taiwanese NNESTs.  

 

Attitude to the program. Yao-wen said she was happy to take part in the AEP. 

Before the beginning of the semester, she had read research articles on co-teaching 

schemes, especially the city scheme in central Taiwan. She had also asked other local 
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teachers in her town who had already taken part in the AEP. This gave some ideas 

how to prepare for the challenges of co-teaching and some insights into the behavior 

of native speaker teachers. Although it should be mentioned here that NESTs in the 

city project differ from the NESTs in the AEP in several ways. The latter were novices 

on a one year exchange in search of a learning experience in Taiwan, whereas the 

former were seasoned professionals working in Taiwan largely for the salary. Their 

experience, motivation and attitudes were different, also the goals, values and ethos of 

the two programs were different: the city program gives NESTs the dominant role in 

planning and instruction and the NNEST slips into a subordinate role; in the AEP, the 

expertise of the local NNEST is emphasized but apart from that NNEST and NEST 

have equal status. Also the AEP has intercultural communication and cooperation as 

one of its goals (see Appendix A) and an institutional mechanism, the bi-cultural AP, 

designed to negotiate between NESTs and NNESTs, all features which are lacking in 

the city scheme (Chen, 2008; Tsai, 2007). 

 As a dedicated professional, Yao-wen abided by her commitment to attend the 

AEP workshops twice monthly, she also kept a reflective journal of her experiences. 

When I asked her if the workshops were useful she said they were not bad, though she 

felt local teachers already knew much of what Dr Gates was talking about. However, 

the greatest benefit of workshops that they enabled her to stay in contact with her 

peers: local Taiwanese elementary school English teachers on the AEP. This was 

another example, previously noted in Chapter 4, of an AEP teacher accessing the 

distributed knowledge that is found within the community of practice. Whenever I 

attended workshops I noticed that Yao-wen would spend a lot of time quietly chatting 

with other local teachers if she was not working with Debbie. 

 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 143

Attitude to co-teaching. Yao-wen liked co-teaching very much, she said it was 

fun to have a foreign co-teacher because it meant they could share ideas and 

responsibility for the class. She was aware that she tended to dominate the teaching 

processes, including planning, instruction, class management and assessment which 

undermined her goal that the NEST should be an equal teaching partner. She said 

good communication was essential for successful co-teaching. She felt that she and 

Debbie communicated well, though Debbie did not quite see it that way.  

 The disadvantage of co-teaching for Yao-wen was that it took a while to get to 

know the partner and required more time for discussing and planning, but she was 

prepared to make this effort. Before, Yao-wen said she could just “Think the lesson 

plan in my mind” but working with Debbie meant things had to be planned explicitly. 

However, she admitted that writing down the lesson plan helped her be more 

reflective about her work.  

 Yao-wen felt that for co-teaching to work, her partner’s teaching philosophy 

needed to be compatible with hers. This is a common finding in the research literature 

and has been already mentioned. Fortunately Debbie was happy to mold herself to 

Yao-wen’s teaching methodology and objectives. 

 

The co-teaching process: planning, teaching, roles and responsibilities 

 Yao-wen and Debbie’s schedule was different than that of most English teachers 

in the program. In most of the schools, English specialist teachers taught all over the 

school. However, because school B is an urban school with several English teachers, 

Yao-wen was able to schedule all her classes in 3rd grade. 

 Lessons were planned by Yao-wen in advance, initially she emailed the plans to 

Debbie for her input, but after a while, she just discussed them with her on the way to 

class. In her second interview Yao-wen said she had the most influence over the 
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curriculum, teaching schedule, design of teaching activities and class management. 

Nevertheless, Debbie was informed about everything and invited to comment. Debbie 

served mainly as a sounding board for Yao-wen to check out teaching ideas and as a 

consultant on pronunciation, phonics, vocabulary and cultural issues. 

 

Patterns of communication. In keeping with Yao-wen’s view that 

communication is the most important aspect of a co-teaching relationship, interaction 

between them was rich and frequent as can be seen in Table 5.1 below 

 

Table 5.1 

Patterns of Communication 

____________________________________________________________________ 

 

Mode   Frequency Times  Location  Content 

    _____________________________________________________ 

Oral dialog  Weekly  Class times  Corridor  Discuss lesson plan 

Oral dialog  Regular  Break times Staff room Grammar, culture 

Oral dialog  Regular  After class Classroom Comment on class 

Oral dialog  Regular  Break times Staff room School issues 

Oral dialog  Regular  Lunch time Dining room Personal issues 

Oral dialog  Fortnightly Weds. p.m. Workshop Workshop topic 

Oral dialog  Occasional Lunch time Restaurant Personal issues 

Internet   Regular  Evenings  Home  Lesson planning 

Cell-phone  Rare   Anytime  Anywhere Check arrangements 

Body language Regularly  In class  Classroom Coordinate teaching 

____________________________________________________________________ 
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Unlike the other teaching pairs in this study, Yao-wen and Debbie sometimes 

took lunch together outside school. They used email quite frequently but not as a 

substitute for face to face interaction. Body language was always friendly and 

reassuring. They often chose to sit quite near each other at workshops, although they 

could have sat apart with their peers. They did not socialize after school, nor did 

Yao-wen expect it so no one was disappointed. Professional work was conducted by 

email or by informal discussions at frequent, random moments; unlike Xiao-ling, Jo, 

Jun-kai and Meg, they did not have a fixed meeting time for lesson planning. Thus the 

harmonious nature of their working relationship is made clear in this catalog of their 

interactions. However, it can be seen clearly in almost every category of Table 5.1 that 

the initiator and dominant partner in communication was Yao-wen.  

 

Co-teaching activities.  I observed Yao-wen and Debbie teach 3rd-grade classes 

on several occasions. Yao-wen’s classes were extremely well organized and followed 

the format she explained to me in her second interview. The class always began with a 

5-7 minute review led by two students who stood in front of the class. Debbie usually 

observed while Yao-wen prepared for class, set up equipment, etc. However, once this 

was done she and Debbie monitored, checking that children had found the right page, 

etc. This was followed by the main teaching activities, designed by them both to reach 

their teaching objectives. These included listening comprehension, reading exercises 

from the textbook or vocabulary exercises which were often first modeled on an 

electronic smart board which the educational bureau had asked Yao-wen to pioneer 

the use of in school. After these activities there was a 5-10 minute wrap up; a writing, 

reading or speaking reinforcement activity.  

 Main activities were announced by both Debbie and Yao-wen when I observed. I 

wondered if Yao-wen let Debbie inaugurate the class because there was a researcher 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 146

present, but as Debbie did it without problems, it looked like she had done it before. 

In any case, Yao-wen repeated Debbie’s instructions in English and Chinese until 

students were ready for the activity. These were led by Debbie if it was phonics or 

oral activities; otherwise by Yao-wen, especially if it involved using the smart board. 

There were usually two learning activities per lesson, involving games, physical 

movement, getting out of seats or Total Physical Response (TPR) activities. 

 Debbie usually carried out tasks such as operating the CD player, reading out 

loud, dictating, modeling pronunciation, keeping scores or credits on the board. At the 

end of class, students showed their work to either teacher for correction.  

 In general Yao-wen set up a secure framework in which Debbie could play 

teaching roles without problems or ambiguity.  Discipline was good; I never 

witnessed bad behavior. Yao-wen encouraged the students, but tended not to scold 

them; latecomers entered the room without much comment from teachers when 

everyone was on task. 

 

The co-teaching relationship: Guiding a novice 

 As an enthusiastic and committed professional, Yao-wen tried to train Debbie as 

a teacher. According to her journal, she was keen for Debbie to avoid the mistake of 

many English teachers of filling the class with fun activities but without any learning 

objective. Therefore she would tell Debbie the objectives of class activities. She 

realized that Debbie had little idea about teaching and tried to work around that: 

 
I will tell Debbie the objectives of everything…. she has no teaching  
experience, so I want to train her as a teacher. I want her to know 
what is happening in the classroom, not just be like most of the teachers 
who teach English using games but which have no purpose. 

 

 In fact, Debbie’s lack of experience and easy going, low key approach were 

important in allowing Yao-wen to play a dominant role, though she said she felt 
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embarrassed at having to be the leader: “I think why we can work well is because 

Debbie lacks confidence about teaching, she has no idea about teaching.”  Given her 

lack of experience, Debbie could be expected to be nervous in class, but in fact it was 

Yao-wen who feared failure. She rehearsed her teaching at home because she was 

always nervous before entering class, whereas she noticed that once she knew the plan, 

Debbie was calm: “Once Debbie has an idea in her mind of what she’s going to do, 

it’s OK” Yao-wen remarked. 

 Yao-wen realized that this quiet confidence of Debbie’s extended to other areas 

of life outside school. This impressed Yao-wen and led her to reflect on her own 

behavior: 

 
She has more confidence about traveling, by herself or with friends, 
and I think she is really independent, very different from women in Taiwan, 
and you know, she has no homesickness, she’s not homesick, it’s very, 
totally, different from Taiwanese people. 

 

 Yao-wen had prepared well for Debbie’s arrival; the research literature she read 

included descriptions of co-teachers who were much more difficult to get on with. 

Thus the trajectory of her relationship over the year was smooth because Yao-wen did 

not begin the year with false assumptions or expectations about her co-teacher like 

Xiao-ling which led to crises and re-assessment. However, as we shall see below, 

Debbie experienced the relationship differently to Yao-wen. 

 Yao-wen was sensitive to Debbie’s relationship with students. She observed that 

Debbie liked children but there were communication problems and the students were 

timid so she organized a “Write to Debbie” activity to help Debbie establish 

relationships and get to know the children better. This is an example of Yao-wen’s 

building an environment and scaffolding learning experiences for Debbie.  

 

Attitude to students: a cultural difference. Yao-wen said that what surprised 
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her most about Debbie was the way Debbie wanted to use a lot of time to talk with the 

students and get to know them. This echoes a comment Xiao-ling made about Lindsay, 

how American NESTs seemed drawn to the underdog, engaging students, especially 

the weaker ones. Lindsay had given up part of her lunch breaks to coach them, when 

local NNESTs would feel there was no time for this. Similarly, Yao-wen noted: 

 
When the American teacher teaches students, she doesn’t really care 
about the students’ ability, but our local teacher maybe thinks ‘Oh the 
students have such a poor English ability’ it will be a torture for us to teach 
those students. 
 

Like Welch, (1998) Yao-wen believed clashes between co-teachers were not 

important if well managed, but there was little cultural friction between her and 

Debbie. Yao-wen attributed this to Debbie’s kindly character and the fact that Debbie 

had had the experience of living for several months in Beijing. 

 

Cultural differences or personal differences. A question I asked all the 

teachers in this study was how much cultural differences affected their relationship. 

Yao-wen answer was: 

 
Personality is important, culture is not so important, it’s personality.  
Some Taiwanese teachers are not so open, they look at an American 
teacher and they see them as that, a novice, not really a professional. 
Taiwanese and American characters may clash, if both are open, then 
it’s OK, if not, then it’s problematic. 

 

 As we shall see, Debbie and the other teachers gave similar answers, yet the 

cultural differences and potential for clashes were clear, also, teachers were open in 

different ways; however the AEP seems to have the resources to reduce cultural 

friction such that teachers deal with each other as individuals: thus the reference to 

personalities rather than nationalities. This feature will be re-examined through the 

perspective of thirdness in Chapter 8. 

 As for communication, Yao-wen was ambivalent about it; in March she stated 
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that communication was no problem, however in June she said: 

 
Sometimes, I say something to Debbie and she says yes, but actually she 
doesn’t, we thought we had a deal, like when she corrects the homework 
but there’s something small she didn’t understand. 

Debbie also complained of the language barrier when communicating with 

Yao-wen. However, Yao-wen was not aware of Debbie’s reactions to these small 

communication breakdowns which led to Debbie doing the wrong thing and getting 

embarrassed. Their most serious communication breakdown was occasioned by the 

Christmas workshop they offered to their colleagues. We shall examine the incident in 

detail when we discuss Debbie; however, Yao-wen immediately realized something 

had gone wrong and she tried to resolve it quickly by emailing Debbie that night to 

arrange a time to discuss the misunderstanding.  

 I asked Yao-wen in a subsequent email why she had reached out to Debbie to 

discuss face to face an embarrassing incident which might derail their relationship, 

and would she have done it if Debbie were Taiwanese. She answered that one reason 

was personality; she knew Debbie was a frank and easy-going person. Another was 

that her relationship with Debbie was different: she was Debbie’s mentor and friend. 

The third was institutional: having AP made it easy for her to send the email because 

of the support they provided; if sending the email provoked the wrong reaction in 

Debbie, Yao-wen could rely on AP to mediate. 

 At the end of the program Yao-wen concluded that their relationship had been 

good; they had been able to discuss everything frankly and without offense and had 

enjoyed working together (Email: July 16, 2009). 

 

Metaphor for co-teaching. When I asked Yao-wen for a metaphor to describe 

co-teaching she said: “It was a process to construct a new myself by compromising 

with a person and reflecting on my teaching.” Her definition differed from those of 
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the other teachers who compared co-teaching to other relationships, such as marriage, 

or joint activities such a rowing a boat or dancing. Yao-wen described it in terms of 

her self-construction of identity, which is indicative of her reflective and informed 

approach to co-teaching. 

 

Roles played in the co-teaching relationship. Yao-wen and Debbie played a 

number of different but complementary roles which can be visualized in Table 5.2 

below. 

 

Table 5.2 

Roles Played by Yao-wen and Debbie 

____________________________________________________________________ 

 

Roles  Teacher  Frequency Comment  

   ________________________________________________________ 

Co-teacher Both   Regular  Jointly plan, teach and assess 

Mentor  Yao-wen  Regular  Debbie passively accepts apprentice role 

Consultant Debbie  Frequent  Debbie explains grammar, idioms, lexis 

Partner  Both   Occasional Act together in class; offer workshops 

Friend  Both   Regular  Eat lunch together in and outside school 

Host   Yao-wen  Occasional Yao-wen orients, Debbie consults AP 

_____________________________________________________________________ 

 

It can be seen that the relationship was well balanced, each one accepted the 

roles assigned by the program or by their partner. Their partnership roles were more 

equitable than their co-teaching roles in which Yao-wen took the lead and assigned 
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teaching roles to Debbie. Debbie gave regular in-school English workshops to the 

other teachers in the school; Yao-wen was her partner in encouraging colleagues, who 

were initially shy about speaking English to attend and was pleased when she 

managed to increase the audience numbers. Yao-wen was also willing to consult in 

areas of Debbie’s expertise; both of them seemed fully satisfied with the extent of 

their roles. 

 

Professional learning and growth 

 Yao-wen’s goal was to practice her English through co-teaching and create an 

authentic English speaking environment in class. She also wanted to know more about 

the way Americans think, behave and live. At the end of the program she said her 

English speaking and listening had improved and that she knew more about American 

culture.  

When I asked Yao-wen what she had learnt from Debbie, she mentioned culture, 

lexis and pronunciation but apart from that could not think of anything else. However, 

she learnt from Debbie in deeper ways that she realized later on. Firstly, mentoring 

Debbie led her to join the Ministry of Education mentor teacher program. Secondly, 

Debbie’s independence inspired Yao-wen to travel, first to Switzerland with a female 

friend in 2009 and second to Cleveland Ohio in summer 2010. In her email (March 9, 

2010), she said that thinking about Debbie pushed her to join the Rotary study 

exchange program in Ohio. Previously, when I asked Yao-wen if she had learnt from 

Debbie or if Debbie had influenced her in any way, Yao-wen said she could not think 

of anything, but in fact the experience of one year partnering Debbie changed 

Yao-wen a great deal. 

As will be seen, this was an example of Bakhtin’s dialogism at work (1981): 

Debbie was what Yao-wen was not, their mutual dealings helped Yao-wen realize 
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what she was, what she was not and what she wanted to be. 

 Another way in which co-teaching influenced Yao-wen cognitively was that fact 

of having to explain the reasons behind her teaching actions as well as keep a journal. 

This had made her more reflective about her teaching and helped her understand 

herself better as a teacher. 

 

The reflective journal: A tool for learning. Yao-wen’s rich and detailed journal 

entries revealed her situated learning that is the object of inquiry of the third research 

question. They revealed her learning from colleagues, consulting the community of 

practice, asking about co-teaching before the AEP begins, finding out how to teach 

phonics which she had never taught before. Also she noted how she invited fellow 

teachers to judge the performances of her students who were competing in Readers’ 

Theater, their comments showed her where she had to adjust her training techniques 

(Journal: Apr 27). 

 

Learning about students. Although she majored in TESOL, this was Yao-wen’s 

first year as an English teacher. She was able to incorporate her knowledge of students 

gained in the context of being a home room teacher and apply it to her advantage. 

Like the Korean teacher studied by Kwon and Kellogg (2005) and mentioned above 

in Chapter 2, Yao-wen’s experiences as a home room teacher and the knowledge of 

students she derived from them, helped her as a specialist English teacher. For 

example, she knew that English teachers have less authority in student’s eyes than a 

home room teacher. She was also more aware of parental influence and sought to 

harness this to help her students learn English by talking to their parents (Journal: Dec 

14). 

 The journal cataloged the teaching methods which Yao-wen introduced to help 
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students; peer tutoring was introduced in September to lower student anxiety, it ran 

into difficulties, some peer tutors were too impatient with their partner (Journal: Nov 

1). On reflection, Yao-wen realized that in choosing the best, she had chosen the 

wrong students, because good tutoring skills are not related to English ability but to 

patience and clear learning goals (Journal: Dec 7). She did not abandon her peer 

tutoring idea but modified it. Through the medium of the journal, Yao-wen talked her 

way through the obstacles and found solutions: thus the use of this symbolic tool 

helped her self-regulate her learning. 

  

Learning about pedagogy. As she reflected in her journal, Yao-wen mapped out 

her goals, overcame her mistakes and set out her principles. One clear principle was 

that learning activities she designed with Debbie must have learning outcomes for the 

students. Another principle was that homework should always be given and corrected 

despite the fact that English teachers have less power to demand homework and it 

created extra work for them. 

 She experimented with the Total Physical Response (TPR) method but learnt to 

use it with caution as it sometimes sent the class out of control (Journal: Dec 4; Dec 

7). This was another example how writing the journal enabled Yao-wen to ponder her 

teaching, particularly her mistakes and dilemmas. 

 She gave a positive account of co-teaching in the journal: she and Debbie 

distributed their work, Yao-wen was better taking charge of games, quieter activities 

could be controlled by Debbie (Journal: Oct 2): 

 
We used lead and drift, Debbie taught vocabulary, I checked student 
behavior (Journal: Oct 2). 

 
Debbie checks pronunciation, I check presentation (Journal: Oct 24). 

 
We wrote the script for Readers’ Theater together, we can share ideas 
and to write it by myself alone is mission impossible (Journal: Mar 1).  
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As a home room teacher it was difficult to discuss the teaching  
process if the teacher does not know my students well or share 
my philosophy. it’s wonderful to have a co-teacher with the 
same philosophy (Journal: Feb 22). 

 
The co-teaching project takes a lot of work, but it not only enriches 
my teaching ideas, my speaking and my listening but also my understanding 
of American culture (Journal: June 1). 
 

 Learning about self. Some of the most valuable lessons Yao-wen learnt through 

keeping a journal were about herself as a teacher: 

 
Language teaching is a professional career, I must absorb more teaching 
ideas and methods to help students (Journal: Dec 14). 

 
Each new lesson is a challenge and my students are my best supervisors; 
to be a teacher, reflection and receiving more teaching ideas are the best 
way to refine my ability (Journal: Feb 22). 

 
Reflection helps me improve, the workshops help me practice my English 
and exchange teaching ideas. Updating my teaching ideas and teaching 
ability are most important in my teaching career (Journal Mar 1).  

 

 Through her reflections in the journal Yao-wen made a key discovery about her 

professional life: 

 
When I was in college, I thought that to be a professor in a university was  
the only way to be a professional and to be an elementary school teacher was  
not a prominent career because the knowledge to teach was too basic. 
After several years teaching and the accumulation of experience, I realize it  
is not ‘knowledge to teach’ but ‘the way to teach’ which decides the value of  
a job. The co-teaching experience and the use of the interactive smart board  
are part of that. (Journal: June 1). 

 

Developing expertise. Yao-wen’s learning behavior displayed many of the 

features normally associated with teachers who develop into experts (Bereiter & 

Scardamalia, 1993; Berliner, 1986; Livingston & Borko, 1989; Richards, Li & Tang, 

1995). This process of gaining a deeper understanding of teaching and of herself as a 

teacher was mediated by the partnership with a novice teacher and by the teaching 

journal Yao-wen kept. Reference has been made in this section to concepts derived 

from the work of Vygotsky and Bakhtin which provide a prism through which to view 

the learning and developmental processes which Yao-wen went through. 
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The personal and interpersonal factors which facilitated Yao-wen’s learning are 

summarized in Table 5.3 below. 

 

Table 5.3 

Factors Which Affected Yao-wen’s Learning 

_____________________________________________________________________ 

Personal 

_____________________________________________________________________ 

Encourage learning   Professionalism; willing to repair relationship 

Discourage learning  Dominates the relationship 

_____________________________________________________________________ 

Social 

_____________________________________________________________________ 

Encourage learning   Same gender as co-teacher; consults peer group 

Discourage learning  Failure to communicate 

_____________________________________________________________________  

 

Growth in cultural awareness 

 In her final interview, Yao-wen acknowledged she had learnt more about how 

Americans think, behave and live. She also observed that Debbie valued each student 

as an individual rather than focusing more on students with good grades. Yao-wen did 

her best for all her students, yet she noticed Debbie’s more personal, individual 

approach. Discussing teaching issues was also easier with Debbie, since she was very 

open, Yao-wen commented: 

 
The Americans seem willing to share everything, but if we talk to  
Taiwanese teachers, most of them are too shy to bring up their opinions 
about teaching. I have to say that it is very easy to discuss how to teach 
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with an American teacher (rather) than with other teachers. 
 

Perceptions of gender.  In one of our interviews I asked about female behavior, 

Yao-wen replied she saw little difference between Debbie’s behavior and her own: 

“Her behavior is very like a woman, not so different.” Despite the apparent similarity, 

there were major differences which later influenced Yao-wen and changed her life. 

Debbie’s independence led Yao-wen to see Taiwanese women as fearful and 

constrained. At the end of the course, she took the decision to organize a journey to 

Switzerland with a friend. Subsequently she joined a Rotary study exchange program, 

spending one month in Cleveland, Ohio visiting schools and living with American 

families. According to Yao-wen this was entirely due to Debbie’s example, since she 

already been dreaming of traveling for several years: “I have worked here for several 

years and sometimes I am disappointed teaching at this school because I cannot find a 

partner to travel abroad; most of them are afraid.” 

 Debbie mentioned that Yao-wen seemed very traditional, because she still lived 

in the parental home, although she had already been working for six years; however, 

Yao-wen had latent aspirations which were released through her co-teaching with 

Debbie.  

 In her last email (Mar 9, 2010) she wrote 

 
Debbie is a very independent person; she traveled a lot during her stay, 
therefore I arranged my trip to Switzerland. I know that to travel round 
the world is not difficult, it is hard to get on with people in different 
countries. Debbie made it; she can get on with my students, my colleagues 
and her host family. This thinking pushed me to apply for a Rotary 
group exchange program. 

 

Summary 

This section of Chapter 5 has given an account of Yao-wen, a local teacher who 

showed a number of signs associated with teaching expertise, such as openness to 

adaptation and improvement, seeking new knowledge from research and consultation 
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with others. Apart from being localized in individuals, expertise knowledge is also 

shown to be distributed as Yao-wen consulted with her colleagues and experts. Her 

learning processes as a teacher were described by reference to her journal but 

included her learning from Debbie’s teaching behavior. Yao-wen’s situated learning 

from mentoring Debbie has been referred to and will be explained in further detail in 

Chapter 8. The cultural impact which Debbie had on Yao-wen was depicted as deep 

and diverse and the changes it produced in her are explained. Thus this portrait of 

Yao-wen, her relationship with Debbie, their teaching behaviors, the problems of 

communication which they overcame and Yao-wen’s professional and cultural growth, 

provided answers for the research questions that motivated this inquiry. The next 

section gives an account of Debbie’s learning experiences in the AEP and the teaching 

relationship with Yao-wen as seen from Debbie’s perspective. The juxtaposition of the 

native and non-native speaker accounts should serve to enrich the reader’s 

understanding of how they influenced each other’s professional learning and cultural 

awareness. 

 

Debbie: Discovering a professional calling 

Debbie was in her early twenties; a New Yorker, she went to college in the 

eastern U.S where she majored in anthropology with an Asian studies minor. This 

involved a one-semester exchange in Beijing in her junior year, on completion of 

which she stayed on for a month teaching English in a small company. This was her 

only teaching experience prior to joining the American Exchange Program. 

 She was paired with Yao-wen in a large urban elementary school with 1700 

students. She and Yao-wen taught all 3rd grade English lessons. There were ten 3rd 

grade classes and each class had two lessons per week. Thus she and Yao-wen had to 

prepare two lessons per week and then repeat them ten times. Debbie said that 
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repeating the lesson ten times made her feel like a robot. It gave her a sense of 

alienation and she had to force herself to show interest. 

 

Attitude to the program. After eight months in Beijing, Debbie returned to 

college for her senior year but she already had the plan of returning to Asia after 

graduation. The AEP offered just such a chance. One reason she gave for her choice 

was that she wanted to learn about herself and discover what she should be doing with 

her life, but her main motivation seems to have been her interest in Chinese language 

and the desire to know more about Chinese culture. She later came to see her teaching 

role as cultural rather than linguistic, as a representative of American culture for 

students and colleagues.  

 Debbie’s general attitude to the program was positive, she was regular in 

workshop attendance and kept a detailed journal of her experiences and observations; 

her relationships with peers and administrators were good. However, she resented a 

rule the NESTs had to follow, which was not to speak Chinese with the students. She 

complained that this meant she could not get to know them and hindered her 

development as a teacher. She said a good teacher “understands the material, 

understands the way to teach it and understands the kids.” 

 Apart from learning language and culture, Debbie initially hoped she would be 

able to teach students to improve their oral skills. However, because of the language 

barrier, she modified this goal to that of a cultural representative who, by her presence 

in the classroom, helped create an English speaking environment. Gingerich (cited in 

Chen, 2008, p. 115) found that NESTs arrive at a new location with varying degrees 

of preparation, however, lack of planning for their new role does not matter too much 

as long as they are flexible, willing to adjust and adapt. 

 Debbie saw the workshops as good occasions to see other teachers, maintain 
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relationships and for informal exchange of ideas and experience. However, she found 

the topics of discussion unrelated to what went on in the classroom and providing 

very little help.  

 

Attitude to co-teaching. Debbie was very positive about co-teaching. In our 

second interview she told me: 

 
Throughout my time in Taiwan I have enjoyed my co-teaching experience, being 
that it is my first time teaching in a classroom, I have welcomed the  
opportunity to work with a more experienced partner. I prefer co-teaching  
and really think it provides the most effective learning environment  
for the students. We both have different teaching styles and are able to try new 
things with each other. 

 

 She saw advantages that are commonly found in the literature on co-teaching. In 

our fourth interview she mentioned how it mitigates teacher isolation, a theme noted 

by many researchers into co-teaching (Buckley, 2000; Cook & Friend, 2004; De 

Oliveira & Richardson, 2001; Lawton, 1999), Debbie said: 

 
Co-teaching forces teachers to be open, to work outside of their own … 
(sentence unfinished). I’m talking about teachers who have been teaching 
by themselves for years, probably it’s a refreshing thing to do. 
 

She defined the ideal co-teaching model as when both teachers took turns to lead 

the class, sharing responsibility for planning, delivery and assessment. As a novice, 

she appreciated being able to work with an expert, although as will be seen below, 

Yao-wen’s expertise made her dominate the teaching process which caused problems 

for Debbie. Debbie’s positive opinion of co-teaching was shared by all the teachers in 

the AEP, even Jun-kai and Meg, whose relationship was conflictive as will be seen in 

Chapter 6. 

 Debbie identified one co-teaching problem which is mentioned in many studies, 

namely, that it is hard to find time for the partners to meet. Meetings were usually for 

planning lessons and coordinating roles, but since Yao-wen planned most of the 
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classes Debbie said it was hard to find times to discuss their ideas. 

 

The co-teaching process: planning, teaching, roles and responsibilities 

 Lesson planning was very flexible, according to Debbie, it was always done, but 

not at fixed times, it could be over lunch, by email, in the classroom if Debbie arrived 

early for school. Unlike schools A, C1 and C2, school B had a specialist English 

classroom on the first floor, which had extra equipment such as the smart board 

Yao-wen was piloting. She and Yao-wen both had desks there and when she came in 

early, they planned and chatted there. 

 As described above, although Yao-wen planned the lessons, she always 

explained her objectives to Debbie and asked her for input, especially for ideas for 

activities. Some NESTs in other schemes such as JET, complain about their classroom 

roles as being used as a ‘human tape recorder,’ a ‘spectator’ (Carless, 2006) or being 

told ‘just be foreign, that’s all you need to do’ (Mahoney, 2004). However, Yao-wen 

entrusted Debbie with as many pedagogical functions as possible: leading the class, 

introducing activities, checking students work before they left class as well as 

subsidiary roles such as keeping scores or operating equipment. Debbie was always 

observed to accept these roles.  

 Yao-wen was a conscientious teacher and constantly tried to improve her work, 

therefore after each class she always asked Debbie her opinion of how things went 

and what could be done better. Apart from a genuine desire to improve her 

methodology, Yao-wen was also scaffolding a learning process where Debbie could 

learn to be reflective about her work. Yao-wen hoped reflection would help Debbie 

develop as a teacher since it is through reflection that practitioners tap into the 

knowledge they gain through experiences by bringing it to the surface according to 

Scanlan, Care & Udod (2002).  
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 However, the structure which Yao-wen created made Debbie feel constrained and 

not truly responsible for her teaching. Bailey, Dale and Squire (1999) found that 

feeling equal responsibility is an important element in authentic co-teaching and 

Debbie complained: “I wish I was given more responsibility; it’s hard to feel like a 

real teacher when everything you do is checked by your co-teacher.”  

 Co-teaching with a novice teacher like Debbie is a delicate balancing act. 

Yao-wen wished to mentor her and at the same time give good English classes. The 

risk is that by carefully structuring a novice teacher’s experience and learning, the 

mentor causes the novice to abdicate responsibility and lose commitment to the task 

(Bailey, Dale & Squire, 1999; Beggs, 1964).  

 Debbie’s view of her role changed over the year she co-taught with Yao-wen. 

Initially, like many of her peers she thought she would make a significant contribution 

to the students’ English learning. As the year went on, her awareness of the local 

teacher’s expertise changed her view of her role, she saw herself as a cultural 

representative in the classroom, someone whose presence gave students a chance to 

interact with someone from outside their normal life space. She was also a linguistic 

icon, facilitating the English environment in the classroom. When teachers shared 

their conclusions of the course in the final workshop, some of Debbie’ peers made the 

same point, yet the transition to this unanticipated role, which caused tension among 

NESTs in both the JET scheme in Japan and the NET scheme in Hong Kong, was 

much smoother in Taiwan for the NESTs in the AEP, and matched the successful 

adaptation described above by Gingerich (2004). 

 

Co-teaching activities.  In lessons I observed, Debbie and Yao-wen presented a 

strong contrast. Debbie was quiet, easy going and slightly passive, Yao-wen was 

nervous, energetic and demanding, above all on herself. Debbie exercised many roles 
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in the classroom; these were conferred on her by Yao-wen, but Debbie played them 

with autonomy and all the students I interviewed informally at the end of class, 

identified Debbie as a teacher, the same as Yao-wen, not a teaching assistant. The only 

difference in students’ eyes was that any scolding or punishing was done by Yao-wen. 

I observed that when letting teachers grade their work books at the end of class, 

students were happy to go to whichever was nearer; there was no feeling that the 

students wanted to try to demonstrate to Yao-wen that they had done good work or 

seek out Debbie for less demanding grading. 

 Yao-wen arranged the class so that Debbie was given many opportunities to 

introduce activities and lead the class. Sometimes, Yao-wen stood by the door, leaning 

on the book cupboard writing so that Debbie was in full control. When Yao-wen led, 

Debbie drifted and monitored. She and Yao-wen jokingly called this their “No Child 

Left Behind” technique. Debbie was able to make some simple remarks in English to 

students, but when the class language switched into Chinese she was lost. It was a pity 

to see Debbie unable to understand what was being said in those moments: the 

temptation to disconnect from the class was understandable, especially since each 

lesson was repeated ten times. Fortunately Yao-wen tried to make a point of talking 

only briefly in Chinese. In each class there were occasions for Debbie and Yao-wen to 

stand together at the front and lead an activity or write on the board. 

 

The co-teaching relationship: working alongside an expert 

 At the beginning of the year Debbie told Yao-wen that although she was a native 

speaker, she considered Yao-wen the expert at teaching English to Taiwanese children. 

This is a principle of the AEP, which as Dr Gates informed me, was made clear to the 

NESTs during the first orientation: in the Taiwanese classroom, the NNEST is the 

expert; a principle which is supported in the research literature (J.E. Shin & Kellogg, 
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2007; Llurda, 2005; Widdowson, 1993). 

 In her journal Debbie recalled that Yao-wen asked her for input from the 

beginning and by the end of September was allowing her to teach the whole class 

about baseball (Journal: Sept 29). Debbie’s journal makes reference to their cordial 

working relationship: 

 
Yao-wen and I had a lot of fun playing Halloween games and our 
enthusiasm rubbed off on the students. Lately we have been more 
comfortable working together and this has made a really great 
classroom atmosphere” (Journal: Oct 27). 

 
I feel confident in suggesting my ideas (Journal: Nov 3).  

 

In November, Debbie went to her co-school for a few weeks but when she came 

back in December she noted: “I loved being back with my co-teacher again, although 

the classes are bigger” (Journal: Dec 1). However, months of practice with Yao-wen 

and the experience of the co-school augmented Debbie’s expectations of her role and 

as the year went on she sounded some negative notes: “To stay connected I have to 

contribute to the planning or structure of the class, if not, it’s hard for me to get 

involved in the lesson or feel excited about teaching.” (Journal: Dec 29).  

 It was not clear if Debbie’s contribution to planning and structure increased but 

their professional partnership remained stable. Returning after Chinese New Year she 

wrote: 

 
Yao-wen and I immediately began discussing ideas for the semester and 
we plan to communicate more about lesson planning; since we are both 
new to the phonics method we keep learning new strategies (Journal: Feb 16).  
 

As Yao-wen explained, she drew up a lesson plan and emailed it to Debbie for 

comment. But Debbie preferred to plan lessons face to face with Yao-wen. Although 

this happened rarely, when it did Debbie was pleased: “In lesson planning this week, 

we actually planned in the classroom instead of by email; being able to talk in person 

made our plan more fluid and improved our performance in class.” (Journal: Feb 23).  
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 In the final months, Debbie’s dissatisfaction with the job came to the fore 

although it did not jeopardize their partnership. In April she wrote: “It’s really hard to 

teach two lessons ten times” (Journal: Apr 6). These latent points of tension came to 

the surface through the journal: 

 
Sometimes I’m afraid to ask further questions to Yao-wen out of respect, 
but since we are not both native speakers it can become confusing, so even  
when it is redundant, I have learnt to ask for clarification, if not the lesson  
can suffer. (Journal: Apr 6). 
 

She also learnt to cope with Yao-wen’s control of the class: 

 
Flexibility is important, sometimes I’m unsure when Yao-wen randomly 
decides to take over my role in class, I can interpret this negatively, but 
I have come to realize that it’s not a consequence of my wrongdoing but 
a result of her getting caught up in the lesson, so instead of getting mad, 
I have learnt to go with the flow and take another role where she might 
need help (Journal: Apr 20). 
 

The final entries show the good working relationship remained constant in spite 

of some tensions: 

I hope to stay patient and keep up communication, it’s hard to keep 
up a dialog; co-teaching takes a lot of energy. (Journal: Apr 24). 

 
I think Yao-wen and I have created a great structure that allows students 
to learn vocabulary (Journal: May 11). 

 
We have not been so busy lately and had time to plan together and reflect  
on past activities (Journal: June 8) 

 
Yao-wen and I often talk about the students and what they will become in  
future (Journal: June 15). 
 

Debbie had great admiration for the professionalism of Yao-wen as she recounted 

in our interviews: 

 
She’s very thorough, her lesson plans are really planned beforehand, 
really thought out, really considered, she prepares a lot of materials 
and makes sure things will run smoothly, but again she’s really willing 
to adjust things after class, she’s always looking to adjust her lesson 
plan, she also really enjoys her students, you can tell she really cares about 
them and she’s very intellectual about her teaching, she really thinks 
about teaching strategies, always reading up on teaching theory, telling  
me about different methods, you know we were teaching phonics and  
she was considering ‘What’s the best way to teach it? I don’t  
know if the students are getting it, how can we change it? 
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 There were few points of conflict between them, despite their different 

approaches. Small conflicts arose from personality factors, working style or lack of 

communication. Yao-wen liked to plan ahead very thoroughly, whereas Debbie 

wanted to be more flexible. When Debbie made a mistake, Yao-wen worked extra 

hard to compensate for it and this demoralized Debbie. She related an incident when 

she graded exams according to Yao-wen’s instructions, but these were not clear; on 

returning the exam scripts to the children Debbie noticed that they had been 

re-corrected and felt guilty: 

 
She didn’t get mad, she just re-graded them and I just feel so guilty  
that she’s to do that chore. When we were passing back the exams I  
saw she had re-graded them and I was like “She rechecked my work, 
I can’t believe…’ but then I was thankful so afterwards I said  
‘You know, you should be more clear on how you want me to grade  
the exams’ I felt so guilty, I wanted to say ‘Tell me if I’m grading them 
wrong so you don’t have to go behind my back and re-grade them. 

 

 Poor communication was a problem in their relationship, Yao-wen’s English was 

excellent, but it took effort to get through to her, Debbie mentioned this in every 

interview: 

 
The most obvious challenge is the language barrier, I can’t speak 
as I am speaking with you now, if you are in the middle of a class, you 
need to make a quick decision and quick decisions can’t be made, 
or quick transitions. 

 

 In fact the communication barrier was the cause of a major misunderstanding 

between them which almost caused Debbie to quit the program. 

 The roots of this crisis lay in Yao-wen’s expertise and her desire to shelter 

Debbie from making mistakes; Yao-wen did not realize that this made Debbie feel 

useless. Over the first semester Debbie experienced a growing dissatisfaction at the 

small contribution she was making; a sense of detachment from students and boredom 

with the classes. The crisis occurred around Christmas time and was triggered by a 

misunderstanding with Yao-wen about a cultural workshop Debbie had to prepare: 
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I had to do a Christmas workshop and communication was a little bit 
unclear. I thought I was preparing it but then Yao-wen had prepared 
a whole different one over the weekend, so we both came in on Monday 
with the same thing, so we ended up using hers and I was feeling ‘What’s 
the point of me being here? If you’re doing the Christmas workshop, then 
what is my role? 

 

 Fortunately, although Debbie said nothing, Yao-wen was sensitive enough to 

suspect something was wrong and sent her an email that night saying they needed to 

talk. Debbie felt guilty about her feelings because Yao-wen had done such a good job. 

After they discussed this incident and clarified the misunderstanding, things improved 

a lot and Yao-wen let Debbie take on the task of presenting a workshop alone. Debbie 

related: 

 
I think she could tell I was upset about it, so she immediately wrote me an email and 
said ‘Why don’t we talk about this tomorrow?’ So really she was the one to hold out 
her hand and I was initially nervous to say something because her work was great, I 
didn’t want to get mad about it, but it was like, ‘You did a great job, but what’s my 
role in it?’ 
 

 During the workshops, Dr Gates often encouraged the teachers to speak frankly 

about their frustrations with each other, to approach their partner and say “I think 

there’s a problem between us, shall we talk about it?” Americans might find this 

slightly embarrassing, especially a shy person like Debbie, but for Taiwanese, it was 

very unlikely that they would act in this way. However, Yao-wen did take this 

initiative in reaching out to Debbie. 

 

Cultural or personal differences? Debbie concurred with Yao-wen that in their 

relationship personality differences were much more important that cultural 

differences: “Since we’re working together, it’s more of a personality interaction. 

Inevitably it’s not our cultures that are making the … (word unclear) .. it’s our 

personalities. 

 Miranda and Debbie saw personality as the domain of difference because of the 
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kind of cultural friction found in other co-teaching schemes was largely eliminated in 

the AEP because the program helped teachers grow in cultural awareness. This helped 

them see individuals rather than stereotypes, and led to third space perspectives being 

taken. This is an example of third space in organizations being facilitated by 

institutional mechanisms that are set up (Fougere, 2004). 

 

Professional learning and growth 

 Debbie’s journal provided a complete account of her learning over the year 

which can be divided into three aspects: knowledge of students, knowledge of 

pedagogy and knowledge of self. 

 

Knowledge of students. At first Debbie found her students shy, so she tried to 

find ways to make them more comfortable with her. She noticed how much students 

were motivated by games and activities, how the learning process works and became 

sensitive to students’ feelings and emotions: 

 
While engaged in activities, the students are much more willing to use 
English without feeling nervous (Journal: Jan 5) 

 
They learn best from correcting their classmates’ work (Journal: Nov 17),  

 
They feel more comfortable with their peers teaching them (Journal: Dec 1) 

 
They learn by seeing their own mistakes (Journal: Dec 29). 

 
Before the exam, we reviewed, it’s important to set the kids at rest to 
keep them calm during the test (Journal: Apr 6)  

 
If you don’t review before the exam, some kids get very tense and 
end up in tears” (Journal: June 15). 

 

 Part of the basis of teacher knowledge is teachers’ lives and learning experiences 

as students (Freeman & Johnson, 1998; Kleinsasser & Sauvignon, 1992), reminding 

herself to be patient with shy, withdrawn students Debbie recalled: 
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I was once a shy student myself, I am forgetting how intimidating the 
classroom can be to some kids. I must keep that connection to kids’ 
feelings.” (Journal: Nov 17).  

As noted in the case of Jo in Chapter 4, Debbie’s observation echoes Webb’s 

(2004) observation that to know who the teacher is today, it is necessary to know who 

she was as a child (quoted in Chen, 2008, p. 96). 

Knowledge of pedagogy. Reflection on what she observed offered Debbie 

numerous insights into pedagogy which were situated in the classroom context and 

shaped for her by her colleague: 

 
I saw the effectiveness of group work, by letting the students do the  
activity themselves they could relax and speak English among  
themselves; Yao-wen and I could float and evaluate students on a more  
personal level” (Journal: Feb 23). 

 

 Games and activities have to be carefully planned to maximize learning 

outcomes: 

Games are great to motivate students but also have negative effects, 
slower students get left behind, in the rush the smarter students take over  
and the slower ones hang back or disengage (Journal: Oct 6). 

 
I love activities where everyone can get involved (Journal: Dec 15) like  
snakes and ladders where the weaker students can compete because the  
smarter ones may get the answer right but not roll the lucky number 
(Journal: Jan 5) 

 

 Debbie gradually learnt flexibility and accepted failure as she moved out of the 

survival stage of teacher initiation (Tsui, 2003): 

 
In September I was always concerned with strictly following the lesson plan, but 
students may learn better if you stray away from the plan. I increased my acceptance 
of the fact that not all activities or games will work out as planned (Journal: Nov 10). 
  

Furthermore, she came to understand the importance of context in learning: 

“How important the class setting is, when the desks and chairs were removed for 

repair, I felt more connected to the students and free to try different activities” 

(Journal: Mar 14). “The English classroom is our territory, the home room is their 

territory where it is more difficult for us to achieve order and control” (Journal: Mar 
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21). Here Debbie reveals how her sensitivity and awareness of the school 

environment had developed. 

 

Knowledge of self. Throughout the year Debbie grew in self knowledge as she 

learnt what it means to be a teacher and also about herself. She recorded this process 

in her journal. Week by week she had new goals and realizations: “I have to be 

flexible and change the lesson plan if needed” (Journal: Sept 9). “The games were fun 

but in future I want to contribute to teaching, not just review and games” (Journal: 

Sept 22). 

 Her March stay in her co-school gave Debbie a way to get away from Yao-wen 

but at the same time use the skills she had learnt from her. Debbie reframed the 

knowledge and skills she had learnt from Yao-wen in the new setting of the co-school. 

Thus the new context was an essential factor in the process of what socio-cultural 

learning theory calls internalization whereby Debbie’s cognition was transformed 

from mediation by others to self-regulation as she assumed control of her cognition, 

behavior and emotions in the co-school: 

 
At my co-school I have really noticed my growth in teaching. I am a  
lot more relaxed in the classroom and able to adapt fairly quickly 
to my co-teacher (Journal: Nov 10) 

 
I feel more productive and useful in a small school, here I can know 
my students better, they can be more comfortable with me and use their  
English more. At my main school I feel lost with so many students, so it 
is harder for me to feel I make a difference (Journal: Nov 24).  

 

 At the same time she discovered her weaknesses: “I hate how dismayed I can get 

when students don’t respond. I am learning to be patient” (Journal: Nov 17). Her 

increased confidence led her to think more independently and create more ambitious 

targets for herself: 

 
I want to keep pushing myself and not just be limited in what I can 
do in the classroom simply because the textbook does not cover it  
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(Journal: Dec 1). 
 

It’s getting easier to come up with lesson plans. I’m not so scared to 
try new things (Journal: Dec 15). 

 

 Debbie also discovered she had artistic leanings she had been unaware of before: 

“I realize I enjoy teaching more if it involves something artistic, I have fun coming up 

with different crafts for my students to learn (Journal: Jan 5). She also made 

meta-cognitive discoveries: “I can learn a lot by observing my students as they 

interacted and worked together preparing their skits, I gained great insight” (Journal: 

Jan 5). 

 

Learning from the co-teacher. Debbie was aware that she learnt a lot from 

Yao-wen, whom she regarded as an excellent teacher: 

 
I really looked to Yao-wen for guidance on how to prepare a lesson, how  
to structure a class and she’s the one that is still guiding and structuring  
me. I learn how to contribute and what to contribute. 

 

 Working alongside Yao-wen enabled Debbie to develop both professionally and 

personally, she told me: 

 
I’ve definitely learnt to co-work, it’s huge. I mean especially since  
Yao-wen and I work with each other every day, you learn how to be  
patient with each other, to express what you’re feeling, learn how  
to make changes, suggestions. I’ve really learnt to follow up on my  
work; you know I need to get it right, to be constantly in it. She’s  
taught me how to reflect after too. 
 

When I asked how Yao-wen taught her that she replied: “By asking me for my 

input after each lesson, you know, asking how the lesson went, what we should 

change, what I thought kids struggled with.” 

The examples of Debbie’s learning narrated above, like those of other teachers in 

this study exemplify what Vygotsky called the assimilation of historically and 

culturally developed knowledge and values by carrying out an activity in 

collaboration with others, in this case, by playing the role of teacher and instructing 
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children, who play the role of students in a classroom where a variety of socially 

developed symbolic and other tools are used (Davydov & Kerr, 1995). Much of the 

learning process was recorded in teachers’ journals or was revealed during interviews, 

where AEP participants reflected on and described their learning from their 

co-teachers. 

In November, according to Yao-wen’s journal, she and Debbie discussed the text 

book and its flaws. Under Yao-wen’s guidance Debbie learnt that the textbook can be 

de-reified. Debbie was able to appreciate how she and Yao-wen were creating 

meaningful learning in context for students; Yao-wen told her they were able to do 

this because they knew their students better than the text book writers did.  

Co-teaching also taught Debbie the importance of the personal qualities that any 

working partnership demands: 

 
Well I’ve always been flexible and cooperative but it emphasizes that you  
need to be flexible, cooperative, attentive, straightforward when you’re  
working with someone, you need to be honest all the time, it’s a waste of time  
if you’re jumping around issues. 

  

Working with Yao-wen enabled Debbie to self-regulate her cognition and she 

thus came to understand herself better and realize she did not want to be a teacher, 

although she loved children and loved working with people: “I’ve learnt how to be a 

teacher, Yao-wen is structured, well planned, obviously cares about the kids and how 

they learn. But I will not become a teacher.” When I asked why, Debbie explained: “I 

could not teach only two lessons and then do it ten times a week in a row, I don’t 

really enjoy lesson planning; I’m not very stimulated coming up with (ideas). I love 

kids, but I don’t think I want to work with them.” Her working relationship with such 

a dediated teacher as Yao-wen, and her discovery that she did not want to be a teacher, 

generated feelings of guilt in Debbie, but these feelings were also an opportunity for 

self-discovery. In our final interview at the end of the year, Debbie was able to 
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describe the kind of person she was and her needs: 

 
I carry a lot of guilt, I feel so guilty that I am not, this is not equal, what I  
am contributing in the lesson planning and structuring. Maybe it’s the kind  
of person I am, I can’t deal with that, I want to be able to feel like I am  
competent and I am of value. 

 

 Despite her openness and the value she placed on honesty in relationships, 

Debbie did not tell Yao-wen of her feelings and her decision. So, Yao-wen continued 

to mentor her until the end of the program. Debbie discussed her problem with her 

peers, rather like the teacher described in and in this way, drew on the knowledge and 

experience that was distributed across the community she belonged to (Lave, 1988). 

This enabled her to deal with her feelings of guilt 

 
I feel guilty for feeling bored and not motivated to teach anything, I’ve 
talked to some other people, you know, teaching’s not for everyone, 
you don’t have to feel bad if you’re not into teaching. 
 

Apart from the situational factors described here, the personal, interpersonal and 

social factors which influenced Debbie’s learning and summarized in Table 5.4 below. 

 

Table 5.4 

Factors Which Affected Debbie’s Learning 

_____________________________________________________________________ 

Personal 

_____________________________________________________________________ 

Encourage learning   Accepts apprentice role; altruism; likes children 

Discourage learning  Does not know Chinese; lacks interest in teaching 

_____________________________________________________________________ 
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Table 5.4 (Continued) 

_____________________________________________________________________ 

Social 

_____________________________________________________________________ 

Encourage learning   Same gender as co-teacher; mediating role of AP  

Discourage learning  Bored by repetition of lesson; inhibited by Yao-wen 

_____________________________________________________________________  

 

Growth in cultural awareness 

 Debbie came to Taiwan with the hope of learning about a new culture. She 

believed that by learning another culture, she would also learn about herself and find 

an orientation for her life. 

 Her experience in Taiwan enabled Debbie to move to the boundaries and see her 

own culture differently. Her experience of being an outsider changed the way she saw 

immigrants back in the U.S. and made her grow in patience. Reflecting on this led her 

to reject the way some Americans treat immigrants who do not speak English fluently: 

 
I have such an appreciation for people who are struggling to speak  
English. You know Americans can be so cold with immigrants who  
are learning to speak English and there’s a stereotype that they’re stupid, 
that they don’t know what they’re talking about, when they’re probably 
more educated than them. Now I never held that stereotype but I think I 
grew a lot more sensitive and patient speaking English. 

 

 She also learnt to see personal attributes and capabilities as culturally influenced. 

She came to realize that for her as an American, being independent was an important 

part of her self-esteem, so she found it difficult to accept Yao-wen’s help: 

 
I know Yao-wen doesn’t do it out of ‘Oh you can’t do this’ but it’s hard not 
to interpret it that way, and I think Americans do interpret it a lot that way 
if people do things for you, Americans always being active and self-supporting. 

 

 Thus Debbie came to occupy a third space, a contradictory position (Bhabha, 
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1990; Kramsch, 1999) where she could see her native culture from an outsider 

viewpoint, as one way among many, but at the same time realize that it was hard to 

see things any other way. Third space always involves multiple perspectives that are 

contradictory, ambivalent and fluid (Bhabha, 1990; Kramsch, 1999) as can be seen in 

Debbie’s case. 

  

Perceptions of gender. Being dependent on Yao-wen in co-teaching affected 

Debbie’s self-esteem, yet as Debbie wrote in an email at the end of the course, 

independence also meant being independent from her family and she contrasted that 

with Yao-wen’s dependency: 

 
After a year out of college, I am looking forward to moving out of 
my home as soon as I get a stable job back in the U.S. I am more conscious 
about gaining independence and freedom outside of my parents’ home, 
whereas Yao-wen is very comfortable staying at home with her family, 
and prefers to stay that way, like many, if not all, single adult women in Taiwan. 

 

 Here Debbie perceived a cultural difference between these two young, single 

women but this did not lead her to challenge her view of her own behavior nor 

endorse Yao-wen’s behavior but simply to accept them as different, which is another 

sign of Debbie’s embracing cultural differences through third space perspectives. 

 

Culture as something individual. Finally, Debbie learnt to see culture as 

something individual. While she noted general patterns, for example that Yao-wen and 

other single colleagues were happy to live in the parental home, she realized the 

limitations of generalizations from her own self-knowledge: 

 
We’re always told that westerners are direct and eastern culture is indirect,  
but individually we’re all so different that you can’t make those  
generalizations. I’ve met direct Taiwanese people and maybe I’m more  
indirect than many people here. 

 

 By the end of the course, Debbie had the chance to see how culture can be 
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individualized in others; Yao-wen, who accepted the role socially assigned to young 

women in the rural towns of Taiwan, broke away from her peers and started to travel 

around the world alone. 

 

Summary 

This second section of chapter 5 has introduced Debbie and given a detailed and 

thorough account of her co-teaching relationship with Yao-wen in answer to the 

second research question. Her professional and cultural learning have also been 

highlighted, according to the data, Debbie acknowledged that with Yao-wen’s help she 

had a rich professional learning experience despite the fact she came to the conclusion 

that she did not want to do teaching as a career. The discoveries she made about 

herself were described and the location of that learning within a situated context was 

made clear. This account has provided more evidence with which to answer the third 

research question of teachers’ professional growth and development. Finally Debbie’s 

growth in cultural awareness and perspectives gained from a position of thirdness 

were presented and may be used in response to the fourth research question. 

Chapter 6 which follows, narrates the co-teaching experience and relationship of 

teaching pair C, Jun-kai and Meg, and charts their learning outcomes following the 

same format used in Chapters 4 and 5. 
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Chapter 6 

Teaching pair C: Jun-kai and Meg 

Surviving incompatibility 

 

This section of Chapter 6 introduces a local NNEST, Jun-kai. It describes his 

participation in the AEP and his relationship with his native speaker co-teacher, Meg. 

Jun-kai’s background and education are explained before going on to give an account 

of his partnership with Meg and of the learning Jun-kai derived from co-teaching with 

her. 

 The second half of the chapter describes Meg, a fully qualified teacher but who 

had little teaching experience. Apart from her background, her learning from the AEP 

is recounted together with the situated learning which occurred in the course of her 

partnership with Jun-kai and her growth in cultural awareness.  

 

Jun-kai: Re-examining one’s teaching principles 

Jun-kai was from the south of Taiwan. He attended a vocational high school, then 

studied social science at a private university before changing to English at a famous 

language college near his home. In the year 2000 he took part in the Ministry of 

Education Primary School English Teacher Training Program mentioned by Yao-wen 

in Chapter 5. This was set up to try to increase the number of English teachers in 

order to cope with the expansion of English teaching in Taiwanese elementary schools. 

It offered classes in English language skills, TESOL methodology as well as a one 

year teaching practicum (Chen 2008). On completing this course, Jun-kai took a job at 

an English private language school, Hess, after one year he took a job in a commercial 

company but continued to teach ten hours per week. He then taught for two years in 

another language school, Giraffe, before moving to an elementary school. He married 
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and moved to a town near the two schools where he taught with Meg: schools C1 and 

C2. He was on a yearly contract, and believed that he taught well enough, since his 

contract had been renewed. Also he was given a special award certificate for his 

teaching at the end of the year. In all he had seven or eight years of teaching 

experience.  

Working in private language schools he had had contact with NESTs; he found 

the working relationship easy since they tend not to stay a long time in Taiwan and the 

text books used had a teachers’ guide in English; this helped the NEST prepare classes 

without having to depend on the NNEST. 

Being a private language school tutor left a lasting impression on Jun-kai; indeed 

it was a formative experience, perhaps more so than the Ministry of Education 

training course. As he said in his first interview: “My teaching materials and my 

teaching methods are all learnt from there.” 

Jun-kai recalled that teaching in private language school was easy; not much 

planning was required because the book explained what to do and his colleagues 

could read it in English. Co-teaching in a regular day school with Meg, the teachers’ 

guide was in Chinese, so more coordination was required. 

According to Jun-kai, teaching at a private language school means focusing on 

subject content, there are no general educational demands and few problems of class 

management. The student-teacher ratio is better than in schools. However, because the 

parents pay fees, they are more demanding and the students are clients in some way. 

Therefore a key goal of a private language school teacher is to attract and retain 

students: the teaching has to be lively and the students have to enjoy the class.  

Most of Jun-kai’s teaching philosophy was derived from there: the class had to 

be fun and the children had to enjoy it. In my observations of Jun-kai, I found him to 

be as lively, vivacious and active as the students themselves. He expended a great deal 
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of energy in his class teaching, but he faced a dilemma common to many teachers 

which was succinctly described by Tsui (1993) in her case study of a teacher whose 

experience failed to lead her to expertise; namely, she was unable to make her worthy 

goal that the students enjoy the class compatible with that of good learning outcomes. 

The year before Meg came, school C1 and C2 had been co-schools and a NEST, 

Dave came to co-teach for four weeks in November and March. This year they were 

main schools for the first time, which meant that Jun-kai would have to partner a 

NEST for a whole year. 

 

Jun-kai’s teaching goals. When I asked Jun-kai about his teaching goals he said 

it was easy, he just followed the Ministry of Education nine-year curriculum guideline 

using the ‘Melody’ text book. He would expect students to understand basic sentence 

structure and be able to pronounce words but not to memorize them. In general, he 

said, the major goals came from the official syllabus and the smaller goals from the 

teachers’ guide to the text book. However, he felt his students could not reach the 

curriculum goals: 

 
The students are not good enough to memorize the words … the 
ones we are teaching are naughtier, have more family problems, find 
it harder to do homework at home. So when you teach you have to  
limit your scope. 
 

It seemed that the teaching goals were all externally imposed and that Jun-kai 

had not internalized the curriculum goals, nor did he seem to have very clear 

expectations for his students. This approach contrasted with that of Yao-wen who, 

apart from curriculum goals, had a raft of personal objectives whose achievement 

would enable the curriculum goals to be met. Jun-kai had not worked out any 

intermediate objectives which would enable his students to reach the curriculum or 

text book goals. Each week in his journal, in the section ‘My goals for myself as a 
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teacher’, he wrote: 

 
 1. Teach children with joy. 
 
 2. They should learn what they can in English. 
 
 3. Help them feel confident to speak in English. 
 
 4. Know something about the western culture.  

 

These goals never changed and there was no mention of strategies or personal 

objectives which would enable them to be realized; after several months they began to 

sound like slogans. 

 

Attitude to the program. Jun-kai believed the AEP was beneficial and that he 

could learn a lot from participating. He was very positive about the workshops, saying 

that he had learnt a lot about co-teaching theory and principles. When I cast doubt on 

the workshops, the following dialog took place between the researcher (R) and 

Jun-kai (JK): 

 

(R)  Do you feel the workshops are useful? 
 
(JK) Of course they’re useful. 
 
(R) Some people might say they are not. 
 
(JK) Then they’re wrong. It’s because they don’t want to learn. If they  
don’t want to learn then everything is useless. 
 
(R) But someone might say we already know everything Dr Gates tells us. 
 
(JK) Impossible. 
 
(R) Or it’s just theory, and when I’m in the classroom it’s different. 
 
(JK) I tell you the content of Dr Gates’ workshops is very practical, 
she has experience in junior and senior high. Last time we were discussing 
that linguistic topic, afterwards I could explain the concept to students, 
explain why the pronunciation is different. There’s no way the workshops 
are useless. 
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Attitude to co-teaching. Like all the other teachers in this study, Jun-kai was 

very committed to the co-teaching model despite the extra work it involved. He had a 

clear idea of the various co-teaching models and explained that he and Meg mainly 

used two: team teaching, taking turns to lead the class, and parallel teaching, whereby 

they split the class and Meg took some students away for more individual attention. 

As will be seen, Meg’s justification for the use of parallel teaching differed from the 

explanation given by Jun-kai. 

In our final interview in June, Jun-kai was still enthusiastic about co-teaching, 

co-teaching with NESTs brought “a different color, different ideas” into the class 

room and the students liked them. Co-teaching was challenging because of the 

differences in teaching philosophy, but he believed that different teaching 

philosophies could enrich teaching, although for Meg the differences in teaching 

philosophy between Jun-kai and herself were so great as to almost destroy their 

partnership. 

Jun-kai was keen to treat Meg as an equal partner and there is no doubt, from my 

own observation, and Meg’s testimony that he did so. When I mentioned to him that 

some American teachers acted more as teaching assistants (Meg had told me this) he 

said there was no way he would treat a co-teacher like that: “The co-teacher 

relationship should be equal. I have never considered her a helper only … we always 

talk about these teaching plans equally.” 

  

I knew that Jun-kai was sincere saying this, since it was supported by the 

testimony of Meg who would have not allowed herself to be treated as a classroom 

assistant only.  
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The co-teaching process: planning, teaching, roles and responsibilities 

Jun-kai said that co-planning was essential; he referred to it the bridge between 

himself and Meg. However, his idea of co-planning was different from Meg’s. 

According to Meg, it was difficult to persuade Jun-kai to spend time planning, so 

Jun-kai’s words could have been a statement of his ideal rather than the reality. 

In principle, both teachers planned the class, but the environment and 

methodology created seemed to correspond more to Jun-kai’s teaching principles. The 

classes I observed were noisier and more active that those of any other teacher in the 

study, despite there being very few students. I observed Jun-kai and Meg take turns, 

one leading the class while the other supported, drifted or monitored students. When 

Meg was leading, Jun-kai focused on what Meg was doing, but when Jun-kai was 

teaching, Meg tended to focus more on the students. After the second half of the 

semester, they used parallel teaching as Meg was beginning to desire independence. 

 The lessons did not seem to be connected, perhaps because there were no 

strategies for reaching pedagogical goals; each lesson seemed to be a question of 

getting through a few pages of the book and keeping the students active as a way of 

controlling them by channeling their energies into games and activities. 

Jun-kai wanted Meg to introduce American culture and told me she did this well, 

but he also hoped that she would make the class more lively, as he had seen other 

NESTs do in the private language schools but Meg did not; the role she took instead, 

according to Jun-kai, was more like that of a home room teacher, focusing on 

discipline and keeping the class in order. 

 At this point it is important to mention Jun-kai’s attitude to his students as it was 

at the core of his disagreements with Meg. After three years working in aboriginal 

schools, Jun-kai concluded that the children were not good enough to handle the 

curriculum. He said some of the children needed special education because of their 
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troubled family background. Because of their rebellious nature and sometimes violent 

tempers he believed in positive incentives and a reward system rather than handing 

out punishments. Although he did not say so, Jun-kai was trying to match his teaching 

style with what he perceived to be aboriginal students’ learning style. 

 Influenced perhaps by her training in special education, Meg had a different view 

and was more demanding on the students because she believed that they were capable 

of good behavior. As she said, if a prison school can get delinquent students to behave 

well, so could she and Jun-kai; she had higher expectations of the students’ 

capabilities, but unfortunately there is no empirical evidence to support her view as 

the students were not tested.  

 

Patterns of communication. Table 6.1 below shows that communication 

between Jun-kai and Meg was very different than other pairs in the study 

 

Table 6.1 

Patterns of Communication 

____________________________________________________________________ 

Mode   Frequency Times  Location  Content 

    _____________________________________________________ 

Oral dialog  Weekly  Sunday   Meg’s flat Discuss lesson plan 

Oral dialog  Regular  Break times Staff room Last minute plans 

Oral dialog  Regular  After class Staff room Comment on class 

Oral dialog  Regular  Break times Staff room School issues 

Oral dialog  Occasional After school Train  Personal issues 

Oral dialog  Fortnightly Weds. p.m. Workshop Workshop topic only 
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Table 6.1 (Continued) 

____________________________________________________________________ 

Oral dialog  Occasional Lunch time Dining room Personal issues 

Internet   Rare   Evenings  Home  Arrange work 

Cell-phone  Rare   Anytime  Anywhere Check arrangements 

Body language Occasional In class  Classroom Coordinate teaching 

____________________________________________________________________ 

 

Jun-kai initiated less communication than Yao-wen with Debbie or Xiao-ling 

with Jo. Interactions between Jun-kai and Meg were friendly but official. At school 

when she needed local advice, Meg sometimes turned to a young man who had 

returned from studying in the U.S. and was doing his military service in the school. 

Jun-kai and Meg sometimes traveled to and from school together on the train but they 

had less intimacy than the other pairs; some conversations that other pairs had alone, 

Jun-kai and Meg conducted with others present. In workshops they did not sit near 

each other, unless they had to do a joint presentation; Meg tended to sit with her peers 

and Jun-kai sat alone elsewhere. Often he was the only local male teacher in the 

workshop and did not seem to take the opportunity to consult with fellow AEP 

NNESTs present at the workshop. He and Meg did not socialize after school. They ate 

lunch together in school in the company of others but did never went out for lunch 

together. Jun-kai would have liked to socialize as he had done with the other NEST, 

Dave; perhaps Meg’s being of the opposite gender made it more complicated. Cell 

phone communication was not very convenient either as Meg quite often switched off 

her phone, though she did return calls later, as the researcher experienced himself.  
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Co-teaching activities. Observing Jun-kai’s lessons, they were all activity based 

and involved a lot of games, chanting and competitions. The class observation 

checklist shows that before class, there were usually some last minute preparations or 

reminders, not necessarily about the lesson. Here is a typical example of Jun-kai (JK) 

and Meg (Meg) talking as they left the staff room for a class: 

 
 (JK) You bring the flashcards. 
 

(M) Are we doing you ten minutes, me ten minutes? 
 

 (JK) OK. 
 

(M) We must talk about Readers’ Theater. The kids must look  
like they’re reading even if they’ve only memorized. 

 

On arrival in class, there were no calls to order or announcements; Jun-kai 

immediately burst into action with one or two activities in the first 10-15 minutes of 

class. Other days class began with a raucous choral chant: ‘Five monkeys in the bed.’ 

All the grammatical exercises were competitions: completing sentences, translating 

them, adding words, etc. to get stars. The topic could be something like more than, 

less than with vocabulary such as coins, comic books, bananas, mangoes, 

Administering the activities involved nominating students to come to the board to 

write the answer. Keeping the point scores, correcting the answers together with the 

noise this all generated, kept Jun-kai busy enough to prevent him from managing 

students’ behavior. 

Although there were usually fewer than ten students present, it was easy for 

some of them to disconnect. Meg meanwhile would say little and stand at the back 

observing. Unlike Jo and Debbie she did not get involved in the games by counting 

scores. Then she would drift for a while, monitoring the students and encouraging 

them to pay attention. Occasionally a student would get up and go to the home room 

teacher’s station at the back of the class to discuss something, since she was often 
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working there. Students left class quite often to go to the toilet or see the nurse.  

Ten minutes or so into the lesson described above, Jun-kai and Meg changed 

turns and Meg led. The students made Chinese sentences containing the grammar 

point – more than, less than - and translated them into English. Meg nominated 

students by name to answer her questions; Jun-kai preferred to make it more 

competitive and usually asked students to put hands up and then chose the first one. 

When Meg taught, Jun-kai monitored, observing Meg, repeating or translating and 

calling students to order from time to time. 

After 5-10 minutes they changed roles again; Jun-kai said sentences in Chinese 

and the students shout out the English translation: ‘I have more comic books than you’ 

Jun-kai then made the students chant phrases that could be useful for pronunciation 

practice but which lacked meaning: ‘Do, do, do - comic books - Mike does - you 

surely.’  

Other activities included playing true or false, one student writing a sentence in 

Chinese on the board while another translated it. According to the observation notes, a 

lot of Chinese was spoken and Meg seemed a little isolated. By this stage in the class, 

another student had gone to talk to the home room teacher, then another one joined 

them, one boy went outside for some reason, another boy who had been to the nurse 

came back into class. 

The lesson was active, noisy and a little chaotic: Jun-kai did not seem bothered 

by the noise and was cheerful throughout. He was always very encouraging: ‘Good 

job’ he would often tell the students. After 30 minutes of class, Jun-kai and Meg 

started allowing students to go and use the computer as a reward. At the end of the 

lesson, everyone went to the basketball court, Jun-kai played with some students, 

mostly boys while Meg sat with two or three girls, playing hand games and chatting in 

simple Chinese and English. 
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The co-teaching relationship: Culture, gender and professionalism 

The relationship between Jun-kai and Meg was more difficult to analyze from 

Jun-kai’s point of view than from Meg’s. Meg’ behavior and her explanations were 

quite consistent, but in Jun-kai’s case, what he said was often different from what he 

did or believed, perhaps because of cultural indirectness (Copeland & Griggs, 1985; 

Moran, 2001). Jun-kai did not openly oppose the teaching policies and actions 

suggested by Meg, but deep down he disagreed. In any case, their relationship did not 

function well, when from Jun-kai’s statements there seemed every reason for it to 

work perfectly.  

Meg said she found it hard to co-teach with Jun-kai for pedagogical and other 

reasons. She tried hard to change him, but they eventually adjusted their working 

pattern so that they could survive as a partnership. Jun-kai saw no real problem in the 

relationship; he often repeated that any problem could always be resolved because he 

was open and flexible. In April his view was that the relationship had been good in 

general, quite efficient. In July, he emailed me: “In general I am satisfied with our 

working relationship but as to the personal relationship, it is hard to know whether it 

is good or bad.” 

 

 Jun-kai’s relationship with Meg was affected by his private language school style, 

his pedagogical principle that the students must enjoy the class despite the cost in 

terms of class management, his idea that many of the students were not interested or 

capable of learning and his decision to focus on those members of the class who paid 

attention to him, without worrying too much about the rest: as long as some were 

attentive, he was happy to teach.  

These factors caused a profound disagreement over class management with Meg 

which threatened to derail their partnership and derived in part from their different 
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perceptions of the role of English teachers in Taiwanese schools. For Taiwanese 

educators, Jun-kai and Meg were specialist English teachers, not home room teachers; 

discipline is the province of the home room teachers. In Jun-kai’s view, it was not the 

job of the specialist teacher to get involved in discipline problems, but to teach the 

material. As he said: “Her focus is more like a home room teacher, but I see myself as 

an English subject teacher, so the English part is what counts, not the rest.” 

 For Jun-kai, Meg had identity of an English subject teacher but the mentality of a 

home room teacher. In his view, if discipline was a problem and the students were 

disorderly, the solution was to give them a fun class: “I don’t think every teacher has 

to emphasize keeping order in class, but if you want a way to manage the class, I 

think the best is that the teaching and learning should be quite active.” 

These differences in teaching philosophy and methodology exasperated Meg, but 

did not exasperate Jun-kai. In general he believed they had a good relationship. When 

asked if he ever wanted to give up working with Meg together he said absolutely not. 

He attributed the survival of their relationship to his being open and flexible. This is 

something he repeated in every interview: “For me, when something is new, I won’t 

refuse them and I will try it. That means I am open when we discuss and form the 

lesson plans. So be open, open yourself to me when we are discussing so that I’ll have 

a chance to learn, because I won’t tell you to do it like this or that.” However, 

Jun-kai’s flexibility may have masked an unwillingness to accept change which he did 

not express for the cultural reasons mentioned above. 

 By December, Meg was driven by the bad behavior of the students to complain 

to the Advisory Panel. She also complained that there was not enough lesson planning. 

AP intervened discreetly by announcing to all teachers a new system of unannounced 

class observations, although they only went to see Jun-kai and Meg. After the visit, 

they discussed their findings; Yi-ting spoke with Jun-kai, she encouraged him by 
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saying the activities were good, but the class needed to be more structured to achieve 

learning outcomes. Then Dr Gates spoke with both Jun-kai and Meg. It was decided 

to hold weekly meetings in a fixed location to plan lessons and structure learning. As 

Jun-kai commented in an interview: “We discuss for about two hours at weekends. If 

we’re feeling lazy, maybe we don’t meet, but mostly we do.” 

Jun-kai acknowledged that there was a problem, but explained it in terms of 

student bad behavior, which for him was caused by the fact that the children were all 

aborigines. His solution was to make the class extremely active so as to attract the 

children with activities and try to match their learning style, not get them under 

control. Meg wanted them under control. For Jun-kai, this was unachievable, they 

were aborigines. For Meg, they were just naughty children in need of educating; in 

her eyes, the problem was Jun-kai’s disinterest in class management. In order to save 

everyone’s face, Dr Gates encouraged better coordination and a new discipline system, 

Meg proposed one and Jun-kai accepted it. It involved timing student misbehavior 

and then detaining the children after school to make up time lost. At first, according to 

his journal, he found the new discipline system useful, but deep down he soon 

disagreed with it as he said in his final reflections: “I always doubted if the classroom 

management needed to be adjusted because I did believe that when our teaching was 

vivid and always kept the students busy, remained an easy atmosphere (sic).” 

 He wrote to Dr Gates after their December meeting that he was worried the new 

rules weaken their teaching activities: 

 
I usually think that when our teaching is more vivid, with game  
playing, rewarding system and gifts, then naturally students’ attention could 
be attracted fully in class. I always stress vivid teaching with game playing, 
some students may get too high, but all the students get many chances to  
open their mouths and speak a lot 

 

 He added that he was willing to try the new system. Dr Gates encouraged him, 
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but Jun-kai soon found that the system was too tiring to maintain and brought him 

extra troubles; it was time consuming and caused practical problems in a village 

school when family members came to collect the children. Since Meg could not speak 

Chinese, Jun-kai had to deal with the complications the system created. In the middle 

of one detention, a grandmother arrived to collect the student but he had to send her 

home alone. Jun-kai’s experience was similar to that of teachers in Chen’s (2008) 

investigation of the city co-teaching scheme. Chen found local teachers were 

exhausted by having to negotiate on behalf of the NESTs, especially when NESTs 

made errors of judgment due to their unfamiliarity with the local educational culture 

and procedures: 

 
To detain the students after class, I need to negotiate with their home  
room teachers and their home room teachers need to negotiate with their  
parents. So it is not easy for me to do all this negotiation all the time  
(Journal: January 15). 

 

For Jun-kai the problem arose because Meg’ demands and expectations were too 

high. In one interview he said: 

 
Her demands are too high; I mean in the forty minutes of a class  
she expects the kids to concentrate all the time, under her control 
for forty minutes, now small kids are not machines. She made 
me feel a difference between us because I think you can release the 
kids from time to time, relax a bit, then after two or three minutes call 
them back to attention. 

 
If you are repressing them every few minutes, you’ll spend a lot of 
time taking care of disciplinary problems, each lesson has forty minutes, 
you’ll lose ten or twenty minutes, then your time is gone. What a pity. 
 

He believed that Meg was not fully cognizant of the reality of the lives and 

background of the students. This is why she had such high expectations of them. 

When asked whether Meg could understand the students’ background he replied: 

 
Impossible, because she is not able to talk to them: actually she 
can try to understand or befriend those kids she considers problematic, 
maybe playing basketball, it would be easier to find a better method.  
If you use the wrong method with kids who are from remote  
areas and malfunctioning families, they will rebel fiercely. 
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Jun-kai attributed Meg’s stance to her desire to be in complete control of the 

classroom and to her ignorance of normal procedures in Taiwanese schools and the 

characteristics of their students. In other words he believed that she lacked awareness 

of the local educational culture, specifically pedagogical context knowledge, whereas 

although he never expressed it, Jun-kai may have intuitively adjusted his teaching to 

suit the students learning style. Jun-kai may not have been able to explain this since 

by his own account, his theoretical knowledge of teaching and learning was relatively 

weak, as Yao-wen had also observed. Also, there may have been valid reasons for 

Meg’s having a different perception of students’ learning style due to her other 

teaching experiences with them, as will be explained later. 

A similar contrast between the attitudes of Meg and Jun-kai to student behavior 

can be seen in Scollon’s (1999) study of Chinese and western teachers’ classroom 

management behavior in Hong Kong. She found that western teachers expected 

complete silence when they were talking, with all attention focused on them, whereas 

Chinese teachers were more tolerant of what she called subordinated communication 

or byplay. Meg’s expectations were derived from her training as a teacher and her 

learning experiences as a student. She was influenced by a teacher training paradigm 

which led her to believe that the theories she had been taught, the scripts learnt from 

experts, were applicable to any situation (Freeman & Johnson, 1995). 

 With the situated knowledge she had gained about Taiwanese schools by virtue 

of her position on AP, Dr Gates had a different perspective from either Jun-kai or Meg. 

She could appreciate that for Jun-kai, there was a hierarchy among school teachers. If 

the home room teacher was present when Jun-kai was teaching English, then she 

would also have a stake in class management. Jun-kai measured himself by what the 

home room teacher would tolerate. However, Dr Gates was aware that Meg, as a 

trained American teacher, had been taught that the teacher fronting the class was in 
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charge, not the students nor the homeroom teacher. When Meg was speaking all 

should pay attention. Thus by virtue of her position on AP and adhering to the ideals 

of intercultural communication of the AEP, Dr. Gates came to see the conflict from a 

perspective of thirdness.   

 This section has described at some length the problems that arose in the 

co-teaching relationship between Jun-kai and Meg. Their partnership was complicated 

by external factors, such as student behavior and the presence of the home room 

teacher in class, and by internal factors such as differences in priorities which arose 

from differing views of their role. 

 

Jun-kai’s assessment of his partner. Jun-kai said Meg had had an excellent 

performance as an idealistic and dedicated teacher. She had a small number of weak 

points but these did not detract from her work as a co-teacher. 

One problem was her lack of familiarity with the local education system. Meg 

was not familiar with the curriculum. So when they discussed writing, Meg wanted 

more writing assignments. Jun-kai agreed, but in his opinion it was more important to 

finish the workbook. This is what the school expected and possibly students and their 

families also. As he explained: 

 
I think it is OK but we need to finish the workbook first because the 
workbook is the official document that the schools would examine. 
Doing additional writing practice means I need to find more time to 
finish the workbooks. 

  

Jun-kai’s comments on their disagreement over Readers’ Theater revealed the 

same perception, that Meg did not understand the local educational culture. This 

annual competition is for schools that participate in the AEP and is judged by AP. 

Jun-kai was surprised that Meg insisted on training the students herself without his 

participation since she had no experience of the competition and did not know what 
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the judges were looking for. When competing in Taiwan, candidates try to anticipate 

what the judges are looking for. This can be more important than delivering a great 

performance. Jun-kai saw this as another example of Meg’s determination to do things 

her own way despite lacking local knowledge. 

Jun-kai admired the energy and idealism of Meg. She had traveled a long way to 

teach children in Taiwan. The schools where she taught were in remote areas and she 

offered remedial evening classes unpaid. As the students had no access to English 

private language schools, her presence was especially valuable. Jun-kai acknowledged 

his partner’s development during her year in Taiwan: 

 
She told me last semester she had a rough time teaching the night classes  
in school, but she is getting better now, she can teach the Taiwanese  
kids independently, kids who are mostly from malfunctioning families. 

  

Over the year, he considered that over the year he managed to make Meg more 

patient and tolerant. In his final interview he explained: 

 
Under my influence her degree of tolerance has increased. A problem 
with her is that at the beginning she will turn all her attention to the naughty 
kids to the point of suspending the class, but now she has gotten used 
to it. If you use other methods, for example, encouragements, you can 
do better. She does not demand such high standards on every single student 
from the first to the very last minute, some kids, you know, their 
ability to concentrate is weaker. 

 

 Jun-kai account of his influence on his partner’s learning describes Meg’s 

socialization into teaching in an apprenticeship of observation rather than by transfer 

of knowledge (Brown, Collins & Duguid, 1989; Freeman & Johnson, 1998; Puttnam 

& Borko, 2000). At first Meg was unaware of this learning but later she 

acknowledged it, as will be seen later on in this chapter. 

 

Factors in their relationship: Age and personality. According to Jun-kai’s 

interpretation, his relationship with Meg was conditioned by Meg’s youth. He played 
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the role of an experienced adult who has to bear patiently with an inexperienced, 

younger person who thinks they know a lot. As time went on he concluded: 

 
Yes, I tell you, it’s lot to do with age. When I was working at Hess, 
those working with me were also about 30 years old, they weren’t so  
emotional. Because she’s more idealistic, she believes in herself and her  
opinions, if she were older with some years of working in society, then it 
would be different. 
 

Meg’s youth made her idealistic but stubborn in her determination to achieve her 

goals: “When we are discussing the class plan, she gives her opinion and then that is 

how she does it. I feel she is idealistic, following her own ideas, accordingly her 

stance is uncompromising.” Her youthfulness also made her prone to value her own 

opinions. Coupled with the fact that she is a novice teacher, this led her to react 

strongly to the children’s misbehavior. Their ways of reacting were different, as 

Jun-kai explained: 

 
I am over 30 years old, and 20-something is not the same; my tolerance 
is very great now in class. When I was younger, my patience was not 
enough. When the children are naughty or emotional, she will get angry, 
I will keep silent. 

 

Factors in their relationship: level of experience. Jun-kai appears to fit the 

description of an experienced rather than an expert teacher (Bereiter & Scardamilia, 

1993). Experts create challenges, using their experience to solve difficult problems; 

experienced practitioners use their knowledge to create routines which help them skirt 

round problems and simplify their work (Bereiter & Scardamalia, 1993; Berliner, 

1992; Kagan, 1992; Richards, Li & Tang, 1995; Tsui, 2009). Jun-kai set up routines to 

cope with poor student learning attitudes; he did not investigate ways of changing 

those attitudes. Although she was a novice, Meg did show some signs of going 

beyond the survival stage, exhibiting behaviors of the experimentation stage 

(Huberman, 1993). However, Jun-kai saw her as a novice which is how he explained 

why she was so dependent on lesson planning. Describing her he said: 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 194

She is a new teacher, so she is really dependent on lesson plans, her 
lesson plans are like a tour guide, she has to follow them in order to 
be able to teach, step by step, whereas for an experienced teacher, they 
can teach at will as long as they have a topic name, then they can teach 
the class very well. Each class has a different situation, you have to be flexible. 

 

He believed that Meg would do well to observe and learn before judging and 

acting: 

 
If you are an American and you come to Taiwan, if I give you the whole  
class, there’s no way you can teach them, why? Almost no way, because 
you don’t know the children’s culture, cultural problems, special  
characteristics. The local teacher knows because he has taught them for one  
or two years. If you go somewhere to teach, when you arrive the best thing 
you can do is to listen first to what the local teacher says because it is not  
the same as your previous understanding. 
 

However, Jun-kai did not seek to dominate the relationship: “We won’t do things 

completely my way. So be open, open yourself to me when we are discussing so that 

I’ll have a chance to learn, because I won’t tell you that you have to do it like this or 

that.” 

  Although she was a novice in the Taiwanese context, Meg had qualified as a 

teacher in the U.S. and majored in special education. Professional status was probably 

a factor in their relationship. Dr Gates often pointed out that part of the success of the 

AEP was that NESTs deferred to their NNEST co-teachers because of their local 

knowledge. However, the classroom management problems in the school and her 

qualification in special education made Meg unwilling to defer. In his journal Jun-kai 

related that in January they agreed that over the Chinese New Year holiday, he would 

draw up a list of teaching objectives for the 2nd semester to be discussed in a meeting 

at the start of term. It is hard to imagine Jo or Debbie asking Xiao-ling or Yao-wen to 

do this. 

 

Factors in their relationship: Personality: not gender. The previous year, 

Jun-kai had enjoyed a good relationship with the co-teacher Dave. As he and Meg 
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were the only mixed pair in this study, I asked him if gender played a part in his 

working relationship with Meg. He said no, it was a question of personality and 

family background. He believed it was easy to get on with Dave because his parents 

were social workers, whereas Meg’s parents were lawyers, this made her more 

adversarial: 

 
It’s not a problem of gender: it’s a problem of family background, last year  
Dave, his mother and father were social workers, solving family problems,  
so when supervising the kids his attitude was different. Her parents are  
both lawyers, so you’ll find that the character she displays is a lawyer’s  
character, sometimes very dominant. 

  

Suspecting that gender might also have been a factor in Jun-kai’s smooth 

relationship with Dave and I emailed Dave to ask. He replied that there had been 

some male bonding situations: one involved going out to eat dinner, drinking a lot of 

beer and singing karaoke with male administrators from the school. Another was after 

a school excursion; the two of them accompanied a male colleague who was hiding in 

the woods smoking. On the way home they tried to find the most attractive betel nut 

girl to buy nuts from before going for dinner together. Dave wrote that it reminded 

him of school-boy adventures. He said Jun-kai often encouraged him to marry a local 

girl, buy a house in Taiwan and open an English language school. Nevertheless, Dave 

added that Jun-kai was an outgoing person who was likely to reach out to both male 

and female co-workers, though this did not accord with Meg’s account that Jun-kai 

was quite isolated from colleagues because of the distance between his home and the 

school and the cultural differences between Taiwanese and aboriginals, as will be seen 

later in the section on Meg. 

In any case, encountering a determined, resourceful, young, female NEST who 

did not defer easily to men, may have been a new experience for Jun-kai, one he 

handled by giving Meg guest status, whose wishes were to be respected: 
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We have to respect the things she wants to do, so we would make  
adjustments, because she comes here, she’s a guest, the AEP gives us 
this foreign teacher, it’s not a bad resource. 

 

Factors in their relationship: Cultural differences. From Jun-kai’s testimony 

there was clear evidence of cultural misunderstandings between him and Meg despite 

Meg’s efforts to adapt to the local situation. The situation was complicated because 

the school was located in an aboriginal community. Meg did acculturate into the 

aboriginal culture of the school community. This may have happened naturally as she 

worked nights and sometimes slept in the village, but her embracing of aboriginal 

culture, to be described in the second half of this chapter may have been a related to 

her relationship with Jun-kai. She was accepted as a valued member in the community 

of practice of aboriginal teachers, a community where Jun-kai was not a valued 

member, probably because he was not interested in joining. Meg was considered a 

benefactor in the village because of her voluntary work: this consoled her for the 

frustrations she faced in her co-teaching. 

In Jun-kai’s eyes, Meg failed to enter the community of practice of Taiwanese 

teachers which he was a member and he contrasted Meg’s attitude with that of Dave: 

 
Each foreign teacher’s character is different, like the one I had before,  
Dave, when he was teaching with me we could talk about everything. At the  
end of class I would take him to the hot springs, everything was fine. Dave had  
a great point; he really integrated into Taiwan society. So when we go out to  
eat, he would offer to pay, just like we do, right? But with teacher Meg,  
my feeling is she’s a bit more “square” so when her relatives came to Taiwan  
we asked them to come to our school for lunch, she was not so willing to be 
open on this point. 
 

Jun-kai’s account of Meg’s socialization with the teaching community was 

different to Meg’s perception as will be seen later: 

 
She has participated in school activities once or twice, we went out to  
eat. In practice when I am talking to her I feel there’s many things she is  
not interested in understanding, so to us, she’s like a visitor, a guest but when  
she has problems translating. We will go out of our way to help her. But she  
is not so willing to open up because she has a few American roommates  
she often chats with. 
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Another area of cultural friction lay in different approaches to working 

relationships: 

 
When they are working as teachers in a school, Taiwanese girls have to  
accept the school culture, only then can they survive. You have to accept  
that everyone is easygoing. I ask you to do something and you will say ‘Yes,  
yes’ and go and do it. So there are very few individual opinions. If  
problems arise, you will very tactfully go and discuss them discreetly. 

 
I am a Taiwanese. Our culture is different, in the school, most people will  
not have too many opinions; most of us will do what ever the Chair tells us.  
I will always say OK. If the director tells me to do something, I won’t have  
too many of my own opinions. I’ll do it and he’ll come and check, but  
Americans, before they’ve even done it, they already have many of their  
own ideas that they express, that’s something where our cultures are different. 

 
In Taiwan we will really respect each teacher’s use of teaching material  
and teaching method. We won’t say. ‘You’re wrong.’ 
 

Consequently, since it was better to maintain harmony and not argue, Jun-kai did 

not oppose Meg’s plans. But their different approaches to conflict resolution led to 

unsatisfactory outcomes. Jun-kai did not agree about the discipline system or the 

weekly planning meetings, but he did not say so. Meg interpreted this to mean he was 

going to cooperate with the plan; when he failed to put the plan into practice Meg was 

left frustrated. 

This section has described some of the cultural tensions and misunderstandings 

in the relationship between Jun-kai and Meg. As will be seen later, their accounts of 

the cultural friction between them differ, in part because there were two cultural 

systems operating in the schools: the Formosan (aboriginal) and the Taiwanese 

(Chinese). 

 

Jun-kai’s metaphor for co-teaching. I asked Jun-kai what metaphor he would 

use for co-teaching. His first metaphor referred to Dave. He said that he and Dave 

were like brothers with unspoken consensus all the time. Clearly Jun-kai believed 

they had a good working relationship and the intuitive communication that is a feature 
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of a good co-teaching partnership (Villa, Thousand & Nevin, 2008). 

His metaphor for himself and Meg was that they were a pair of missionaries, on a 

mission to teach students in remote districts well. He acknowledged Meg’s 

commitment to the students but claimed commitment on his part too. His classes were 

certainly noisy and poorly managed, but the observation notes and video recordings 

show that he made a lot of effort to teach. He did not blame the students for their 

behavior, he justified them by invoking a common stereotype about aboriginal 

students, the power and persistence of which derives from the fact that there is some 

evidence to support it. Jun-kai’s metaphor did not refer to a relationship with Meg, 

rather it emphasized the external motive: they were united by their common focus on 

the well being of their students. As such, the metaphor was quite apt. 

 

Roles played in the co-teaching relationship. Given their trajectory of their 

relationship, the summary of roles played between Jun-kai and Meg shown below in 

Table 6.2 is quite different from the other pairs 

 

Table 6.2 

Roles Played by Jun-kai and Meg 

____________________________________________________________________ 

 

Roles  Teacher  Frequency Comment  

   ________________________________________________________ 

Co-teacher Both   Regular  The mainstay of their relationship 

Mentor  Both   Regular  Meg a novice but trains Jun-kai 

Consultant Meg   Frequent  Meg explains pronunciation, grammar 
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Table 6.2 (Continued) 

_____________________________________________________________________ 

Partner  Both   Rare   Organize whole school events 

Friend  Jun-kai   Rare   Jun-kai offers to socialize, Meg refuses  

Host   Jun-kai  Occasional Jun-kai tries to orient, Meg uses others 

_____________________________________________________________________ 

 

Another role which Meg played was that of Community Volunteer with Jun-kai 

as Professional Outsider. However, although Jun-kai’s data confirmed Meg’s 

volunteer role it did not portray him as detached from the local community.  

 

Professional learning and growth 

Jun-kai learnt a lot from taking part in the AEP, by attending workshops and 

co-teaching with Meg. As he said: 

 
Two people need to have a consensus before they can go out to teach 
and in the process of discussing things, you will definitely learn, when 
carrying out the plans you will learn things too. 

  

When I asked him what he hoped to learn from the program he mentioned 

learning new teaching ideas, new games, improving his pronunciation and general 

English proficiency and discovering how American festivals were celebrated. At the 

end of the program he told me that he had learnt more than he expected. He felt his 

teaching skill had improved, his English had improved and his cultural knowledge. 

Also the workshops taught him about co-teaching. By reading his journal, other kinds 

of learning can be traced which he did not mention. 

 

Learning from Meg. By challenging him, Meg forced Jun-kai to define his 
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teaching beliefs, to bring tacit knowledge of students, of methodology, of class 

management, of curriculum and text books up to the surface in the process described 

by Scanlon, Dean and Udod (2002). Jun-kai had survived for several years on 

pedagogical theories he acquired in his private language school and there was no sign 

of his ever having questioned them. Co-teaching with Meg and keeping a journal 

helped Jun-kai become a more reflective teacher. These two external elements came 

into Jun-kai’s environment and in that specific setting, mediated an enhancement of 

his professional knowledge. 

 When Meg asked him to allocate more time to writing in class, he first resisted 

because it was important to complete the work book. However, he did start to write 

more and ask students to write more. Reflection helped him become more aware of 

problems in his teaching style: 

 
My teaching method consists of talking all the time. I talk non-stop, 
I write non-stop, it’s really dense. But now I stop and do some written 
work. My change has been that I do not teach like before, when I focused 
only on listening and speaking. 

 

 According to his journal, he also learnt better ways to manage students from Meg. 

He saw her trying to counsel and reason with disruptive students, not an easy task for 

a teacher with limited Chinese. He also learnt about group dynamics and pedagogy 

when Meg told him not to punish the whole class for one guilty student as this would 

affect class relationships. 

The data shows that co-teaching provided Jun-kai with rich learning experiences. 

His journal entries were brief and intuitive. Some weeks he did not reflect much, 

keeping the journal was just a chore to be fulfilled. At other times, they recorded 

important realizations, such as the one he made in April: “Having a more structured 

class reduces the time spent on class management; students learn better with a more 

structured way” (Journal: April 11). 
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Jun-kai may have put this new insight into effect or it may have become just a 

slogan, but it is clear that seven years into his teaching career, Jun-kai learnt, in 

situated way and mediated by Meg, professional knowledge that he may have heard of 

before but had never put into practice. These instances of learning, viewed through 

the lens of socio-cultural theory, as socially constructed, the result of interactions with 

people over time (Puttnam & Borko, 2000), help shed light on the third research 

question, about teacher learning. 

This discussion on Jun-kai’s learning ends with a description of the factors which 

influenced his learning in Table 6.3 below. 

 

Table 6.3 

Factors Which Affected Jun-kai’s Learning 

_____________________________________________________________________ 

Personal 

_____________________________________________________________________ 

Encourage learning   Open to new ideas; easygoing personality 

Discourage learning  Lack of training; fails to voice his opinion; stereotypes 

_____________________________________________________________________ 

Social 

_____________________________________________________________________ 

Encourage learning   Regular workshop attendance 

Discourage learning  Different gender; not integrated in community  

_____________________________________________________________________  

 

Jun-kai’s easy-going approach may have inhibited his professional learning since 

it allowed him acquiesce in the students’ poor learning attitude and achievement, 
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rather than rise to the pedagogical challenge it presented. Similarly, by adopting a 

method of class management which did not match his teaching philosophy in the 

interests of harmony, did not solve the probem and did not facilitate teacher learning. 

 

Growth in cultural awareness 

Jun-kai was able to develop well nuanced perspectives on Americans and their 

culture. He observed cultural differences: admiring some aspects and rejecting others. 

One important area of cultural learning came by observing the behavior of the NESTs 

in the AEP workshops. In western educational culture, to participate in a class by 

speaking out and giving opinions is positively considered as a collaborative behavior 

in students. In Taiwan, it is not: good student behavior is manifested in other ways. 

Thus, attendance at workshops helped Jun-kai understand western educational culture 

and discover advantages in it which he may not have appreciated before. This marked 

a growth in cultural awareness on Jun-kai’s part which was made possible by his 

location in a physical (in the workshop) and social (with the NESTs) context: 

 
I understand American teaching, apart from class content. You can see what  
they actually do in class. When the American people have something to say,  
they speak out, the class is more relaxed and the professor can see whether  
you know or not, and if you don’t the teacher can give you some specialized  
help. But in Taiwan, the teacher may not know whether you know or not, 
or where your mistake is, you have to see the exam. 
 

He also learnt aspects of ‘big C’ culture (Halverson, 1995) which he had not 

acquired when working with native speakers in the private language school. Summing 

up his cultural learning in the final interview, he said: 

 
Something really important, in the past semester we had a Christmas activity  
in class. Before then my attitude to Christmas activities, the way to celebrate  
it was reading in the book, but after she came,  she told me directly  
how Americans celebrate Christmas so you will learn about different ways. 

  

Like Xiao-ling in Chapter 4, Jun-kai learnt that cultural events are personal 
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events, that culture is a personal, lived experience (Moran, 2001). Jun-kai also gained 

insights into western ways of thinking, although he had never left Taiwan; translating 

for Meg enabled him to see how her mind worked and by extension, gain some 

understanding of western reasoning and reactions: 

 
Another important thing I have learnt is cultural exchange, when we are  
eating, other teachers will ask her questions and I would be the interpreter, and  
I can more or less get some insights into her thoughts to see how people  
from other countries think about things. 
 

Jun-kai appreciated certain aspects of what he considered western behavior; their 

willingness to speak their mind openly, despite the fact that he sometimes resented 

this behavior in Meg. The advantage of such directness is the relative transparency of 

westerners and this outweighed the threats to harmony that their outspokenness might 

cause: 

 
Americans, where’s their good point? Wherever they go they give you  
their opinion very seriously, whatever they say, you don’t need to spend  
a lot of mental energy until you can guess deep down what they think, 
they will express to you very openly what they think. The feeling they 
give us makes us very willing to cooperate with them, so they will feel  
that we Taiwanese are very friendly, but on the other hand I feel they  
are very friendly. 

 This section has described Jun-kai’s cultural learning which can been seen, from 

the socio-cultural perspective, as a cognitive apprenticeship. Jun-kai did not acquire 

abstract and de-contextualized cultural knowledge, his learning was situated and 

mediated by others. Comparisons can be drawn between Jun-kai’s learning about 

Christmas and the example Brown, Collins and Duguid’s (1989) give of the horseshoe 

blade in the Swiss Army knife. A Swiss Army knife contains many blades, one of 

which is for removing small stones from the feet of horses, which most people who 

own such a knife never use. Anyone who has seen a Swiss Army knife can recognize 

which blade it is, but using it is different. Using it gives a rich, implicit knowledge 

into the world of that particular tool. The understanding is changed through the 
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interaction. Similarly, Jun-kai experience and understanding of cultural phenomena 

such Christmas were changed by organizing a Christmas celebration with his 

co-teacher.  

 

Thirdness. Through his participation in the program and his relationship with 

Meg, Jun-kai gained outsider perspectives on Taiwanese culture and behaviors. One 

area of growth in awareness was in educational culture. Describing Taiwanese 

education he said: “Taiwanese students will tend to respect the teacher more; basically 

everyone will listen very respectfully but the other side of the coin is that the content 

becomes very monotonous.” 

Another gain was in awareness of differing levels of directness and indirectness 

between cultures; having spoken about the importance of maintaining harmony at 

work, not having too many opinions, he commented to the researcher that it must be 

difficult to get accurate data from Taiwanese respondents: “Taiwanese people are 

strange, their culture, they speak on the surface, very beautifully, but in fact things are 

not necessarily like that.”  

Jun-kai maintained a thirdness stance here; he could appreciate the directness of 

Americans, as he said above, he felt he did not need to waste a lot of mental energy 

trying to work out what they think because they are open. He contrasted American 

openness with the opaqueness of Taiwanese, whom he said were strange because they 

said beautiful things but the reality was different. At the same time, he faulted Meg 

for her failure to abide by Taiwanese norms in working relationships, where according 

to him, people suppressed their true opinions, sought consensus and followed the 

indications of their superiors in the interest of harmony. Similarly he found a 

euphemistic way to subsume conflicting opinions between himself and Meg by 

assigning her the status of guest: an outsider whose views must be respected no matter 
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how strange they were. Here Jun-kai operates in the third space, appreciating the 

value of two contradictory cultural systems, keeping both perspectives in view at the 

same time. 

A final example of Jun-kai’s development in cultural awareness was his ability to 

view Meg as an individual, unique in herself. He stated that for him, their relationship 

was affected not so much by the fact that Meg was American, nor that she was female, 

but rather by her age and personality: 

 
I think she’s a bit different, and the area where she is different has a lot to  
do with age. When I was at Hess, the foreign teachers were thirty  
something years old and not so stubborn. I think she has a lawyer’s character,  
she has a big power, but Dave and the foreign teachers weren’t like that. 

 

 Jun-kai learnt in a situated and mediated way that although culture may be seen 

to be shared by all the members of a group (Hofstede, 1980), culture is also something 

individual (Fougere, 2004; Kramsch, 1999). 

 

Summary 

 This section has introduced Jun-kai and traced the development of his 

relationship with Meg in detail in order to give an account which might help to 

answer the second research question. This description of the professional challenges 

faced by Jun-kai and Meg is helpful for understanding how conflict was resolved by 

the intervention of the Advisory Panel which nurtured teachers’ partnerships and in 

this way made possible professional development and growth in cultural awareness. 

Examples have been given which explain Jun-kai’s growth in professional learning 

and cultural awareness in terms of socio-cultural theory and thirdness. These findings 

from the data relate very directly to the research questions. The next section 

introduces Meg and pays special attention to how she viewed the problems she and 

Jun-kai faced 
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Meg: Confirming one’s professional beliefs 

 Meg was 23 years old and single; she was from a city in the mid-west of the 

USA. She majored in special education, elementary education and psychology and 

was a qualified teacher of elementary and special education. She had experience of 

teaching autistic children. Several of the NESTs on the AEP had a family connection 

to Taiwan or an academic interest in East Asia, however, Meg applied to the program 

because her sister told her about it. She was attracted to the AEP because she wanted 

to experience a culture that was very different from her own. A decisive factor for her 

was that the AEP web-site said there would be opportunities to teach aboriginal 

students. In our interviews Meg described herself as a bad student who almost 

dropped out in high school but somehow changed and went to college. She felt that 

her own experiences as a problem student might explain why she ended up reaching 

out to her students in Taiwan. 

She taught in two rural schools located in remote mountains districts, one had a 

student population of 93 with class sizes ranging from 4-16. It lay in a valley, looking 

out to the sea, 13 kilometers away from the nearest town. The other school was even 

further away and difficult to access. It also had a small student population, although 

class sizes were bigger, 12-24 students per class. In the orientation handbook the 

students were described as ‘Aboriginal students, active, pure, don’t always study 

hard.’ Both schools had modern facilities but as they were remote and best accessed 

by train, Meg often slept overnight in a room at the school. 

 Teaching at both schools was a major challenge for Meg; there were few students 

but many problems of classroom management caused by lack of student motivation. 

According to her journal, Meg began the year with optimism. Her optimism was 

tested by her experiences which led to two severe but related crises; firstly with her 

students, then with Jun-kai. They came to a head near the end of the first semester. 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 207

The crises, their resolution and Meg’s learning experiences were mediated by others 

around her and by the setting; these were the essential elements in her situated 

learning about teaching, about students, teachers and most importantly about herself. 

Though her hopes were tested, she never gave up and the experience strengthened her 

commitment to teaching as her professional career and to her teaching philosophy. 

 

Attitude to the program. For Jo, learning opportunities in the AEP were mostly 

derived from co-teaching activities, personal interactions and the workshops. Each 

year, once the August orientation is over, AEP teachers attend twice monthly 

workshops. When I asked Meg at the beginning of the semester what she gained from 

workshops, she said the learning was minimal: 

 
I think the workshops are frustrating for the fact that there are at least  
three groups of people coming from different directions: the local teachers,  
some of whom really need help with their teaching and could use a place to  
learn; then there are native speakers like me who are future teachers who  
could use some teaching stuff but are also having problems in the classroom  
and need to talk, to discuss; then there are the native speakers who are only  
doing this for a year, who tend to be assistants and don’t really need help on  
how to lesson plan. So Dr Gates is having to straddle three different groups  
of people … and I don’t feel the workshops hit on anyone’s needs. 

 

 Nevertheless, she did not blame Dr Gates for this, since as a teacher, she could 

see that the audience was very diverse. She found the workshops useful mostly for the 

informal learning that took place and for the support that she received from her peers 

as they gradually melded themselves into a community of practice of English teachers 

in Taiwanese schools, with their own unique experiences and expertise. By the end of 

the semester, her opinion had changed: 

 
The workshop is important as a way of establishing our community,  
spending time as a group and gaining support. The important thing  
was the chance to talk to my peers, Taiwanese teachers and Dr Gates. 
I cannot imagine what my year would have been like without the advice,  
support and guidance of everyone at workshops. 
 

Meg found talking to peers and learning from Dr Gates invaluable and 
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indispensable. Regular site visits enabled me to observe that Meg was mentored by Dr 

Gates, normally after workshops but she sometimes appeared on other days when I 

was in the teachers center. This was a good example of distributed expertise at work 

(Benner, Tanner & Chesla, 1996; Lave & Wenger, 1991; Puttnam & Borko, 2000): 

Meg, a qualified special education teacher, was thoroughly immersed in the life of the 

aboriginal schools, however, she was able to draw from the expertise distributed 

among the community of practice: her NEST and NNEST peers, Dr Gates, who had 

academic expertise in TESOL and both college and school teaching experience and 

AP members such as Pei-hua and Yi-ting who had expertise in local education and 

culture. These local AP members also had the insights gained from dealing with other 

NESTs in previous years. As Meg recalled her main support was Dr Gates: 

 
I really need to spend those two hours talking to Dr Gates about issues I  
am having instead of doing pre-remedial teaching stuff I’ve already learnt 
for four years. Most of us have said that’s her best help for us, in advising us 
and being our strong arm when something happens and we need someone to 
support us. 
 

Meg valued the support network that came from rooming the teachers together in 

adjoining apartments. In December 2008, she reached a crisis point with her students 

and Jun-kai. She appealed to AP for help saying that she could not take any more. 

According to Dr Gates, AP tried to find non-threatening way to intervene and visited 

the school to observe and propose solutions. As a bi-cultural committee administering 

a bi-cultural organization AP played a vital role in creating third spaces, finding 

strategies for unblocking the fixed positions of opposing parties and moving conflict 

to another level (Fougere, 2004; Janssens & Steyaert, 1999). Meg told me that but for 

AP’s intervention she would not have been able to continue. Finding herself in a 

stressful situation, Meg could not cope and turned to others, including her peers, AP, 

Dr Gates and the English speaking soldier assigned to the school office in school C1. 
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Verity (cited in Chen, 2008, p. 93) describes learning as a process of going from 

regulation by others to self-regulation but in highly stressful situations, the learner 

may revert to novice status and regulation by others.  

 Finally, Meg was thankful for the way the program took care of the daily needs 

of the native speaker teachers. When I mentioned that in some programs schemes, 

local co-teachers find it exhausting to deal with the domestic or health problems of the 

foreign teachers or handle their relationships with school authorities (Tsai, 2007; Chen, 

2008) Meg answered she had not had to depend on Jun-kai for those needs: 

 
We don’t have to turn to our co-teacher for anything except enjoyable  
things because we have the whole program taking care of us. I think it makes  
our relationship better, I don’t have to lean on Jun-kai and we can just have  
a good working relationship. 

 

Attitude to co-teaching. Meg described co-teaching as an “amazing” method. In 

fact she says she preferred to work as part of a co-teaching scheme for the following 

reasons: 

 
We are able to keep students better focused, deal with student issues  
and give one-on-one attention. I have been able to ask a co-teacher to try  
to reach a student I was struggling with, to steal great teaching ideas and  
work in flexibly leveled groups where our communication allowed  
students to move between groups as their level changed. 
 

However, here Meg was not so much describing co-teaching with Jun-kai, as 

writing about her co-teaching experiences in the voluntary night classes that she gave 

to children and adults in the village and to her time in the co-school. Her experiences 

helped Meg see that successful co-teaching was enabled by structural and pedagogical 

factors: regular lesson planning with joint input, time for joint reflection and a shared 

teaching philosophy (Carless, 2006): 

 
When you have a co-teacher who believes the same things as you, then it’s  
like you can be in two places at once. Your children’s questions never  
go unanswered; their bad behaviors are never accepted and the classroom is  
a place where they can thrive. 
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She concluded that co-teaching with a local English school teacher was the best 

formula for Taiwan: “Although I have taught classes without a NNEST, it leads to 

confusion, therefore I always co-teach my evening and volunteer classes.” 

 

The co-teaching process: planning, teaching, roles and responsibilities 

Initially, Meg described planning with Jun-kai as: “I’m trying to plan lessons in 

the staff room and he’s online or on the phone, sipping tea.” 

Later things improved and she was able to convince him to meet and plan most 

weekends. As a qualified teacher of special education, Meg was less willing to take a 

subordinate apprentice under Jun-kai’s mentoring. As was explained above, NESTs 

are encouraged to accept the superior expertise of the local NNESTs. However, in the 

case of Meg and Jun-kai this did not work so well. Meg initially accepted that role 

with Jun-kai, but later she fell back on her own resources or from what she learnt 

locally at the co-school or from the English speaking soldier posted in the school and 

tried to persuade Jun-kai to change. 

Co-teaching activities. The co-teaching activities of Jun-kai and Meg in class 

were described in above. In their classes, the tone was set by Jun-kai, who created a 

very active classroom where delivery of content was based on games and 

competitions. When Meg fronted the class, she replicated Jun-kai’s actions to a certain 

extent. When Jun-kai was teaching Meg focused most of her attention in the students. 

She would pause at the desks of the most troublesome students to try to capture their 

attention and motivate them. If they seemed withdrawn or unhappy, she would try to 

console them. She was concerned that the students were angry and frustrated.  

Meg told me she and Jun-kai tried to have weekly planning sessions, but on the 

days I observed they also made last minute arrangements on the way to class. It was 

not clear after whether the weekend co-planning sessions continued or not. As for 
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assessment, both she and Jun-kai corrected homework and designed tests. 

 

The co-teaching relationship 

Although they were not incompatible, Meg and Jun-kai disagreed fundamentally 

on their classroom roles. For Jun-kai delivering class content was most important 

whereas for Meg that was not possible without good class management, structured 

learning and clear objectives. Meg told me that the biggest obstacle to their 

cooperation was the difference in teaching beliefs, generally mentioned in the 

literature as an essential condition for successful co-teaching (Cook & Friend, 2004; 

Lawton, 1999; Nunan, 1992; Villa, Thousand & Nevin, 2008). This study describes 

some of the factors which prevented differences in teaching belief from causing a 

complete rupture in their relationship. Meg articulated the differences in their teaching 

philosophies: 

 
I believe in planning, preparation, behavioral management, reaching all  
students and variety. I believe our students can do a great deal more and are  
not being asked to do enough. Jun-kai believes that our students’  
backgrounds mean they are unable to do homework, grasp more  
complex concepts or learn as much. He does not believe it is necessary to  
vary lessons or control classroom behavior. This leads to us both  
being frustrated. 
 

Classroom management was the issue they disagreed most on. The children they 

taught seemed to be the naughtiest in the program, yet Jun-kai seemed unmoved by 

their behavior, Meg found this hard to accept: 

 
It might be partly his attitude towards aborigines or his idea of how a  
class should be managed, he doesn’t see it as important to control the  
behavior, so we had kids throwing things at us, kids walking out in the middle  
of class, kids not showing up for class, kids talking through everything  
Jun-kai said, and he would just completely ignore it. If he couldn’t get  
the behavior under control, he would just teach the top kids and ignore the  
lower kids, which is fundamentally against what I believe in. First we just talked  
about it and tried to work it out, then we just had to go to Dr Gates. 
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Attitudes to aboriginal children: a divisive point. Meg felt that Jun-kai’s 

teaching behavior derived from his attitudes to aboriginal children. However, this idea 

has to be seen in context. As was described above, Jun-kai was accepting of the 

children, he put great energy into his teaching and was willing to mix in and play with 

them. He did not hold himself aloof or look down on them. However, Meg believed 

he held stereotyped ideas about their learning attitudes and motivation. She felt that 

many other teachers shared these views. As she said: 

 
I hear so much prejudice around here …when I tell someone I teach in  
these schools the first thing I get is: ‘They like to dance; they like to sing’  
or ‘That must be difficult, they don’t like to study.’ Even Jun-kai has told  
me these kids like to dance and sing and their background makes it so that  
we can’t really do anything. I mean teachers in their school, everyone tells  
me, so that must have reached the kids. 
 

As a foreigner, Meg had not acquired any racial stereotypes about aboriginal 

children’s learning: they were a new ethnic group for her. Also, as someone who was 

originally a bad student and had got to college thanks to a lucky break in high school, 

she empathized with her students. In the words of Webb (2004) noted above, to know 

the teacher, it is necessary to know who she was as a child (quoted in Chen, 2008, p. 

96): 

 
That’s what gets me with a lot of it, my kids are so smart and so strong,  
you know they would fight if they got the right handhold and my background  
I that up to sophomore year in high school I was about to drop out, no chance  
I was going to make it and somehow something turned and I would up going  
to college and that’s probably why I ended up reaching out to this population. 
 

However, Meg had realistic views about the life of the aborigines; she slept in 

the villages some evenings each week as her night classes finished late, thus she knew 

something of what was going on in the families. She wanted to help the children since 

they were not to blame for the social situation, the racial prejudice or the failings of 

their own families: “The villages I’ve been to, the first one is really nice, Jun-kai told 

me it’s one of the richer villages, but if you ended up in the second one, it’s not a good 
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place for someone to go. Sleeping there at night I can hear the families screaming at 

each other, it’s not a good place, I love it, but it’s not good.” 

As Meg saw it, the racial stereotypes Jun-kai and other teachers held about 

aboriginal children’s learning led them to give up trying to teach them or exercise 

control in class: 

 
If you can’t get your class under control then you might as well go home. I  
think there is never an excuse for not controlling your kids. He tells me all  
the time that they’re aboriginal, that they come from bad homes and I’ve  
gotten to the point that I tell him that prisoners are better controlled and if  
a prison can control their kids, then we can control ours, there’s no excuse. 
 

Meg’s views on the stereotype were nuanced. She was able to see individuality 

both among the aboriginal children and their Chinese teachers. In this she revealed her 

growth in cultural awareness and reframing of her knowledge of school contexts: 

 
There are a lot of problems in the aboriginal schools, but there are  
classrooms we walk into where no matter what Jun-kai does in that  
classroom, the kids are listening to us because they have a good home  
room teacher. There’s good and bad teachers in any country and in rural  
schools in America we have the problem of not being able to get  
qualified teachers and these are the same issues I think we have in the  
remote schools. 
 

Meg acknowledged that some classes in the school were good; it depended on 

the home room teacher. In a way, Meg progressed in knowledge of the pedagogical 

context and came to accept Jun-kai’s argument that in Taiwanese schools, the home 

room teacher has a special role in determining class behavior. However, her point was 

that if behavior was bad, she and Jun-kai could not leave it to the home room teacher 

because the students’ education was at stake, as she said: “They want to learn.”  

Stereotyped views about aboriginal students learning attitudes could have led to 

low teacher expectations. Research on racial minorities suggests that teachers’ low 

expectations become self-fulfilling prophecies and create a vicious circle (Carr & 

Klassen, 1997; Cheng & Shanks, 2002; Felice, 1981; Rist, 2000; Tennenbaum & 
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Ruck, 2007). While the education of aboriginal children is not the question under 

investigation here, it interesting to note that Meg’s non-discriminatory attitude and 

rejection of stereotypes led her to teaching experiences that were very different from 

her co-teaching experiences causing her to take a different view from Jun-kai on 

aboriginal students’ preferred learning styles and on class management. 

Meg considered the students’ behavior in their joint classes completely 

unacceptable: they threw things at her and Jun-kai, they cursed her and completely 

disrespected her. She took up the challenge to change their behavior. She believed it 

was caused by external forces and often used the word ‘angry’ when talking about her 

students: “The kids in my schools are really angry, I guess at the way classrooms are 

run, the type of punishment, the lack of reinforcement, so currently that’s what I am 

dealing with, trying to make the kids less angry.” 

 

Going to the co-school: a watershed. Going to the co-school was a watershed 

for Meg as it had been for Jo; there she realized that Jun-kai’s class management was 

the root cause of their problems. She learnt this in a situated way, in the classroom 

with another teacher modeling behavior. In her journal she wrote: 

 
I have so much to learn, I am so grateful to have such a good example even for  
a short time (Journal: Nov 17). 

 
I have learnt so much from my co-teacher Xin-yi, she’s an amazing teacher.  
I hope one day I can teach as well as her; interesting classes, well  
planned activities and a positive attitude (Journal: Nov 30).  
 

She hoped to transfer her learning to her regular setting: 

 
I want to take back what I have learnt to Jun-kai and implement it with him  
(Journal: Nov 27). 

 
I hope to demonstrate to Jun-kai some of my new found beliefs about respect  
and work to make our classrooms better functioning’ (Journal: Nov 30). 

 

It was the failure to achieve this which led Meg to conclude that Jun-kai was part 
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of the problem rather than the solution. She returned to the main school at the 

beginning of December with high hopes but when these were dashed, the crisis over 

class management occurred.  

After the visit by AP and the meeting at Dr Gates’ apartment, Meg came up with 

a new system for reinforcing good behavior with a full list of rules: no talking when 

teacher is talking, no rudeness, line up outside to enter class. There was also a six star 

reward system of games and extra playground time. Bad behavior was timed and the 

class detained after school to make up. In keeping with his easygoing and open 

character, Jun-kai initially went along with these new discipline plans which were 

obviously so important to her. Meg noted optimistically in her journal in the first few 

days: “Work was extremely hard and satisfying. Jun-kai and I are beginning to work 

as a team and our students are beginning to understand our expectations’ (Journal: 

Dec 7). However, by the following week things had broken down between them: 

 
Jun-kai and I are unable to teach students with behavioral issues together.  
In these classes I now take half the class alone for 20 minutes and the other  
half for 20 minutes. In this way there are no behavioral problems I can teach in  
a way that I think is effective and he can teach his way. (Journal: Dec 14) 

 

Jun-kai was beginning to be identified as the culprit in Meg’s eyes: 

 
I have trouble with students who refuse to work because they don’t like  
Jun-kai. After talking to them of the importance of English, they agree  
to continue working. I am frustrated by Jun-kai’s inability to see or notice  
this problem. (Journal: Dec 21). 

 

However, Meg was unsure what to do, as Jun-kai did not oppose her outright and 

sometime made efforts to change. In April, she told me: 

 
Jun-kai seems still to be making an effort, which is the one quality that keeps  
us going at this point. Like the other day, I was getting really frustrated with  
his teaching and he picked up a book that was all about behavior management  
in the classroom, so it’s hard to get angry with someone who is trying  
to improve.  

 
A couple of days later I was getting really frustrated again and he changed  
the topic and asked if he could go and observe a good teacher teaching, or  
a teacher that I thought was exemplary and he’ll take some notes on it and  



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 216

we can discuss it. So when he’s trying so hard to learn, it’s easier to work  
with him. 
 

After Meg returned from her second stint in the co-school the environment in 

school C2 had returned to the same level as before: 

 
In 4th-grade the students throw things, scream at each other, make fun of  
the teacher and hit each other during class. After class Jun-kai and I  
leave quickly to avoid seeing the brawls that break out (Journal: April 5).  
 

Initially she blamed the school authorities: 

 
I am extremely frustrated with the amount of violence, disobedience and lack  
of respect in some of these classes. The students are disrespectful to the  
teacher and frightening violent to each other. I am at a loss for how to help  
these students and very sad about how angry they are. I do not believe this  
is Jun-kai’s fault. I have talked to him about seeing the principal I think  
this school needs serious help. (Journal: April 5).  
 

Yet she did not give up hope. Since teaching was, she made a new class 

management plan. However, two weeks later Meg was focusing on Jun-kai as the 

cause of the problem. He was not responsible for whole school, but certainly she 

blamed him for what was going wrong with their classes. By this middle of the second 

semester, she was teaching 30 students out of a school population of 75 in her night 

class and found she had few discipline problems (Journal: April 19). 

She concluded that Jun-kai was not interested in the local community and had 

low expectations for the children. In any case, she ended up putting a lot of the blame 

on him: 

 
I am becoming increasingly frustrated with Jun-kai’s classroom management  
and inability to control our students. This week we had students walking in  
and out of class, I was told to ‘F-you’ twice and we were completely unable  
to teach in two classes. I am very frustrated and will be looking for a way  
to change this. I am not willing to waste my time in a poorly controlled class in  
a community that wants to learn so badly (Journal: April 19).  

 

The night class consoled her: “It is exciting to see how much effort these 

students will put forth when they have an opportunity and a reinforcing classroom” 

(Journal: April 19). Meg was able to enjoy successful experiences teaching the 
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aboriginal children remedial classes in the evenings. In this context, she reframed the 

theoretical knowledge of class management she had been taught as a trainee teacher. 

Her experience also led her to reject Jun-kai’s interpretation of the learning style of 

aboriginal children. 

When co-teaching with Jun-kai, she concentrated on small group parallel 

teaching and drew most of her satisfaction from her night class. This reduced her 

motivation to persuade Jun-kai to manage the class or change his attitude to student 

motivation.  

The successful night class had good attendance and learning outcomes and 

satisfied some of Meg’s needs, chief of which was her desire to help the local people 

and teach according to her own standards. It justified her as a teacher and perhaps as a 

person, since the class made her popular, and showed her to be what Jun-kai is not, a 

well organized, hardworking teacher with good pedagogy and well planned lessons, 

who was committed to the school and local community and had high expectations for 

the students. 

 

Dissolving the partnership. In May Meg and Jun-kai changed their teaching 

format from team teaching to parallel teaching. Meg had asked me to observe them in 

school C2, as before I had been seeing them in school C1. A few days before my visit 

Meg emailed me informing me of the change in teaching format: 

 
I have come to the realization that Jun-kai and my teaching styles are  
completely different. Students throwing things at me, cursing me or sleeping  
in my class are not behaviors I choose to tolerate. I enjoy my students  
and teaching more if I am able to have a well managed classroom, my  
students respond well. For this reason Jun-kai and I are not teaching the  
majority of our classes together. 
 

Maintaining the working relationship. Despite switching from team to parallel 

co-teaching, their co-teaching continued insofar as they shared responsibility planning 
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instruction and assessment for the class. Outside of co-teaching, Meg also had 

positive memories of their collaboration, when asked to recall one, she mentioned the 

Christmas party: 

 
The Christmas celebration was one of the best days Jun-kai and I had  
working together. We were able to draw energy from each other and toss  
off responsibility when we couldn’t go on teaching as a team. He helped  
me understand what was going on and helped the school communicate what  
they needed from me. I learnt about Taiwanese school procedures and  
the benefits of working in a team. 
 

Although she was able to accept Jun-kai on a personal level and also work with 

him outside the classroom, she did not socialize with him; their contact was minimal. 

When I asked her in April if she was satisfied with her co-teaching partner she said 

that their relationship was the best possible considering their different teaching beliefs: 

“Although we do not agree on how the material should be taught, we are able to teach 

our students.” In this way Meg also acknowledged the efforts that Jun-kai made to 

teach the students despite his rather chaotic teaching style based on what was in 

Meg’s eyes, his erroneous analysis of their learning style.   

Finally, after the AEP ended I emailed teachers to ask if their view of their 

relationship had changed. Meg’s reply showed she had mellowed and took a more 

positive view of their differences: 

 
I believe our year went as well as it could have considering our  
strong differences in teaching philosophies. Although I would have  
enjoyed working with a teacher I melded better with, I made the choice to  
work in this school in order to make a difference. I am happy with  
whatever difference I was able to make in the school and in my  
co-teacher’s teaching philosophy. 
 

Meg’s metaphor for the co-teaching relationship. We discussed Meg’s 

metaphor for co-teaching several times, to see if it would change as a result of her 

experiences. At first she said: 

 
It’s like paddling a boat, you can paddle in opposite directions and go in  
circles, which is my classroom with Jun-kai or you can paddle in the  
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same direction and get there faster than one, better and happier. 
 

Later, in April, she qualified the metaphor: 

 
I’ll stay with the boat metaphor. Some days we steer the same way, some days  
in opposite directions and some days I’m jumping out of the boat and getting  
my own damn boat. 
 

After this Meg did get her own boat by changing to parallel teaching; she then 

matured her views and began to see that she had gained from their partnership: 

 
I still think it’s like rowing a boat, as I said before, but as I get closer to the  
end of my placement I see more. Although I do think rowing in  
opposite directions may not get you to your destination, I do realize that it  
makes you both stronger, gives you time to think and if you’re rowing in  
Taiwan, it can’t be too bad. Although it might get stuffy in the little boat with  
a partner, a little company can be nice once in a while. 
 

Given the difficulties they faced, how did Meg and Jun-kai survive as a team? In 

one of studies of the other Taiwanese program, in the central city, one NEST left the 

program at Christmas without any warning while in another pair there was a 

communication breakdown between the co-teachers (Chen, 2008). In another study of 

the city program, one NNEST had her NEST partner fired after a stressful and 

insulting year of co-teaching (Tsai, 2007). Meg and Jun-kai were not the only pair in 

this year’s AEP program to have had problems, yet the interventions of AP seemed to 

have helped prevent the kind of breakdowns which occurred in the other program. 

 

Professional learning and growth 

Meg worried about her lack of Chinese initially, but she hoped that by 

participating in the AEP she would gain the skills and knowledge to be an effective 

ESL teacher in the U.S. As a non-Chinese speaker, she spent a lot of time talking to 

the school soldier mentioned above. He spoke fluent English and had settled in the 

U.S. but had returned to Taiwan for the military service. Meg turned to him as a 

source of knowledge about Taiwanese education, schools, students and teachers. 
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Although he does not form part of this investigation, Meg often mentioned him in 

interviews. He acted a source of distributed expertise for Meg, he was able to tell her 

some of the social norms governing behavior in the school aboriginal community. As 

a graduate student returning to Taiwan for military service, he had some third space 

perspectives on Taiwanese culture which he was able to share with Meg. Also, he was 

one of the people she turned to for other-regulation in December when she found 

herself in the crisis mentioned above and was considering leaving the AEP. At that 

time, she lost self-regulation of her cognition and emotions in a process already 

described by Verity (2000) (quoted in Chen, 2008, p. 93). 

In class Meg got around the language obstacle by relying on games and gestures 

(Journal: Sept 7). At first she was unable to read classroom situations or put her finger 

on what was going wrong with class management. She initially attributed the failure 

to herself, in the journal she noted that she needed to prepare better, stick to her lesson 

plans and have a homework routine. However, by October she was finally able to 

define the nature of the problem: 

 
My ability to teach is badly affected by bad student behavior. This school  
does not need an native speaker teacher, what is needed are effective  
behavior control and higher expectations for their students (Journal: Oct 19).  
 

She also learned about student motivation. Jun-kai had a reward system which 

allowed students who completed their work to leave class and have ten minutes free 

time in the computer lab, a kind of bribe for good behavior. Initially Meg justified it 

saying that offering this reward gained them about 30 minutes of class time that 

would otherwise be lost through student inattention (Journal: Sept. 21). But later she 

rejected it, and reframed her knowledge of motivation: 

 
This solution is temporary, expensive and does not really work. It is  
overused; students waste time walking to the computer lab and it looks bad to  
the other teachers. But I am at a loss to know how to motivate  
students effectively; I need input because these kids are not good at long  
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term reward systems. (Journal: Sept 28). 
 

In the crucible of a badly managed classroom Meg was learning her craft: “I am 

learning a lot about methods for dealing with different behaviors, some students 

respond to stern words, others to understanding and encouragement” (Journal: Sept. 

21). 

In one of the last workshops in June 2009, teachers were asked to share what 

they had learnt during the year, Meg was able to say that she had gained a lot more 

confidence; her co-teacher had facilitated this by respecting her independence to 

create and plan lessons. 

 

Learning about self. Meg also learned about herself as a teacher; on Nov 23 she 

wrote: 

 
I thought I was a boring teacher because I was stressing discipline so much but  
I love being able to play games, the students are docile and they learn. I  
value structure and respect in my classroom. I believe it might be the  
most important thing to stress in class (Journal: Nov 30).  
 

At this point she was becoming surer of herself professionally: “I have a lot to 

learn but I have come a long way also. I know what I expect and what to believe in as 

a teacher” (Journal: Dec 7). In the journal she counseled herself to continue in her 

resolution to separate herself from Jun-kai: “I must stay confident in my own goals 

and choices regardless of others’ methods or views” (Journal: Mar 1). Thanks to 

co-teaching she clarified in her own mind what teaching meant to her, she may have 

been unsure of her ideas before, but what she learnt in teachers college became her 

guiding principles: 

 
I am only able to function in a school which believes in my methods. In  
looking for work I will be conscious of what kind of school I need. Although  
I realize I have made changes in my school, I also need to be aware of  
the limitations. I cannot change everything and some things need time. I have  
to work on picking my battles and ignoring those things I cannot  
control. (Journal: Mar 15). 
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 The examples above taken from Meg’s journal show how Meg self-regulates her 

cognition through the mediation of the journal as a tool. The journal creates a space 

where she can allow herself to be regulate by her experienced Other and the symbolic 

tool of the teaching theory she was taught during her teacher training. This theoretical 

knowledge is reframed and constructed by Meg in the new setting of the AEP. 

Through the journal she also grew in knowledge of herself as well as gaining more 

general knowledge on how to work effectively with others. 

 

Learning from co-teaching. Meg said she always paid very close attention to 

what her co-teacher was doing in class, to see how they explained things, what 

memory cues they used, even some of the Chinese terms he used. Nevertheless, 

initially she considered that she had not learnt much from Jun-kai. In our second 

interview she said: 

 
(M) I’ve realized working with Jun-kai that it’s really important to give  
positive enforcement, have the class work as a team, get things done, keep it  
fun but have lots of learning, even during games. 

 
(R) So you learnt that from Jun-kai. 

 
(M) No. From working with Jun-kai. 
 

Later changed her view and told me that she had actually learnt a lot from him: 

 
(M) Yes, no question. I learnt a ton about teaching. I mean there are things I  
take for granted now that I picked up from Jun-kai at the beginning that were  
huge for me, but as he does not change, they are no longer amazing. He  
never explicitly taught me, but we worked together and I’ve picked up a lot  
from him, I don’t know whether you’d consider them good or bad habits. 

 
(R) What kind of things? 

 
(M) Ways that he teaches, things that are subtle, but I notice more in  
my classroom now; the way all the teachers here teach phonics, I never heard  
or saw it in America, I picked it up from him. Also games that I do that he  
plays, he plays a game with a flash card and hides it and slowly shows it and  
the kid has to guess and he builds suspense and he plays fun drawing games on  
the board. There’s a lot I’ve picked up that I really like. 
 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 223

Meg explained that through trying to help Jun-kai she learnt a lot about class 

management. For example, to simplify procedures for students, to have a few simple 

but clear rules, to anticipate problems before they occurred and to plan activities 

properly to avoid creating antagonism between the students. Co-teaching enabled her 

to learn how to deal with class management issues without interrupting the flow of the 

lesson. She considered this one of the greatest benefits of co-teaching. This learning 

was highly contextualized in a specific classroom setting with Jun-kai and the 

aboriginal children, when asked if she could have learnt this from books she replied: 

“The games, lessons about management and pointers on organization might have been 

in a book, but they don’t stick in your mind until you see and experience them.”  

Meg’s reply is a good example of some of the key concepts of socio-cultural 

learning theory applied to teacher learning: learning is situated in classrooms and is 

inseparable from the context in which it is learnt and with whom it is learnt. Also, 

cognition and expertise are distributed. Meg also learnt also from the co-teacher in the 

urban co-school where she spent four weeks. Although class management was less of 

an issue in the co-school, Meg still used the co-teaching format she had worked out 

with Jun-kai: having one teacher deal with class management on a discreet individual 

basis while the other delivered instruction. 

 Meg said she learnt a lot, not from Jun-kai, but through working with Jun-kai. 

Her learning was clearly situated in co-teaching with him. The experience of working 

with Jun-kai changed Meg a great deal, as she acknowledged: 

 
Yes, I’ve learnt more about what I believe in from working with him, from  
trying to show him what things I think we should change or be different….  
This is my first year teaching and I didn’t know exactly what I believed  
in although I know much more what I believe in now. Having to pick what  
I want to work on with Jun-kai and what I want to help him develop has  
helped me realize what I think is most important in the classroom. 
 

Jun-kai was essential for this learning to take place in Meg, more so than with 
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any other co-teacher, such as the teacher who taught with her in the co-school, or the 

teacher who co-taught her night time remedial classes for the aboriginal children. 

These were successful co-teaching experiences and helped her frame her ideas about 

her teaching principles, but the key context of learning was that shared with Jun-kai: 

 
My other co-teaching relationships have taught me a lot, but this one has  
allowed me to teach myself, to develop what’s important in my mind. I  
have picked up many new skills, solidified my values for how a classroom  
will function and become more confident. 

  

Finally, co-teaching in the aboriginal schools led Meg to appreciate the 

importance of knowing students in order to teach them. Knowing the students, 

anticipating the difficulties they will encounter with the content forms part of 

pedagogical content knowledge, the vital component of teacher knowledge discussed 

in Chapter 2 (McNamara, 1991; Ormestein, Thomas and Lasley, 2000; Tsui, 2003). 

Meg believed her ignorance of Chinese made her less effective as a teacher: 

 
It’s really important to have a relationship with them, especially in such  
a difficult community, to have a good relationship with each of the kids, which  
is why I would never teach in a country where I don’t know the language  
ever again for the rest of my life. 
 

She was emphatic about the importance of learning Chinese for teaching students 

effectively, but not for learning from co-teachers; what helped most there was 

professionalism: 

 
My co-teachers from Taiwan were able to explain things about the culture  
when we were outside the classroom. Inside the classroom, their greatest  
impact did not have to do with their country of origin or cultural norms. I  
learnt most from thinking, talking and working with my teacher. It did not  
seem to matter where we were from, but instead what was best for our students. 
 

Meg experienced that professionalism enabled co-teachers to transcend the 

cultural and linguistic differences between them, confirming the view of Jun Liu 

(1999) and others (Barratt & Kontra, 2000; Lasagabaster & Serra, 2005; Samimy & 

Brutt-Griffler, 1999) on professionalism as a unifying force that bridges the NEST/ 
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NNEST divide.  

The social, interpersonal and personal factors which either facilitated or hindered 

Meg’s learning from co-teaching as described above are displayed below Table 6.4: 

 

Table 6.4 

Factors Which Affected Meg’s Learning 

_____________________________________________________________________ 

Personal 

_____________________________________________________________________ 

Encourage learning   Professionalism; altruism 

Discourage learning  No knowledge of Chinese  

_____________________________________________________________________ 

Social 

_____________________________________________________________________ 

Encourage learning   Consults peer group and AP; integration in community 

Discourage learning  Aboriginal-Chinese cultural differences;  

_____________________________________________________________________  

 

Growth in cultural awareness 

Meg’s data reveals deep and varied cultural learning which led to an enriched 

and sensitive cultural awareness to be described in the following section. 

 

Taiwan: a multi-ethnic culture. Being assigned to remote rural schools after 

requesting to work with aborigines, was a chance for Meg to forge deep links with the 

community. This experience gave Meg insights into Taiwanese culture and society 

that few other NESTs on the program were able to acquire. As recounted above, Meg 
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was made aware of the possibility that some local teachers might hold racial 

stereotypes of aboriginal children. Stereotyping stigmatizes whole groups with certain 

negative behaviors but in this case, was used to absolve the students of responsibility 

for their actions. Meg displayed a determination to resist facile stereotypes of the 

ethnic communities she encountered in Taiwan. She made an effort to socialize with 

her colleagues who were mostly aboriginals. This created another division between 

herself and Jun-kai, since she perceived that he did not socialize much with 

colleagues: 

 
Jun-kai does not respect the aboriginal culture and the other teachers know  
and talk about it. I love it. I’m there because I want to be there because I think  
it is fascinating but they know he’s not interested, they know he doesn’t care,  
he thinks less of them and of the kids. He never participates in anything  
extra, does not come to any school events and has almost no relationship with  
the community and students. 
 

This impression of Meg’s contrasts with Jun-kai’s comment that he found that 

Meg was not open to the social life of the teachers and had not wanted to bring her 

parents to the school. In fairness to Jun-kai, it has to be said that he had practical 

reasons for participating less in teachers’ social events. Many aboriginal teachers lived 

locally, wheras Jun-kai lived with his family in another town and needed to go home 

to them after work. Meg was a single young American on a one year placement in 

Taiwan with fewer responsibilities and more freedom to move around, who slept 

overnight in the school several nights per week. In any case, Meg’s distancing from 

Jun-kai coincided with her acculturation into the aboriginal community: 

 
As I’ve co-taught less with Jun-kai and moved away from him, my  
colleagues have kind of brought me in and they have taken me drinking a  
couple of times and I notice that when they get drunk, all of a sudden, that  
you can say anything you like and it’s accepted that the next morning it  
is forgotten. 
 

Meg initially found this behavior shocking until she asked the soldier who told 

her that it was considered acceptable. In fact Meg welcomed this kind of directness. 
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Directness is normally an area of difference between Taiwanese and American culture. 

Meg observed a kind of directness which only seemed to come about when local 

people drank too much alcohol. She welcomed this: 

 
In most ways they’re not more direct, like they would never come face to  
face with an issue, except when they’re drinking. I’ve noticed they do that  
and it’s very nice, very refreshing. 
 

On the other hand when referring to racial or physical characteristics, she found 

the local people were sometimes very direct in areas which can often be taboo in 

conversations among white Americans: 

 
In the U.S. you can never describe an African American person by saying  
that they’re black. Even if they are the only black person in your group you  
could never say ‘It’s the black girl’ you’d say ‘It’s the girl with long hair  
and glasses, with pretty brown eyes, the nice person there’ you have to skirt  
that issue to the point of just wasting time.  

 
Or if you have a one fat person in your group, you can’t say ‘The fat girl.’  
Here in Taiwan they can say ‘The fat girl, the foreign girl.’ I know it’s nicer  
that there are some issues where we Americans are less sexist, less racially 
driven, but we waste a lot of time skirting racial issues where we could  
just be up-front and say ‘It’s the fat girl, the skinny girl.’ We’d pretend we  
don’t see it, even though it’s there, whereas here you’d say ‘Oh, it’s the fat  
girl.’ ‘Oh, it’s the black girl.’ 
 

Meg also saw beyond culture into the realm of individuals, she gave examples of 

Jun-kai’s behavior in three areas: directness and indirectness, telephone etiquette and 

gender behavior: 

 
It’s personality, I mean Chinese people have told me, Jun-kai has trouble  
with communication. I asked him ‘Do you understand what I just said?’  
He said ‘Yes.’ So I said, ‘OK. What did I just say?’ and he said ‘I  
don’t understand.’ So it got to the point where if I say it in Chinese he’ll  
tell me that he doesn’t understand: ‘Jun-kai 你懂不懂?’ He says ‘不懂’  
but if I say it in English, it’s ‘Yes, I understand.’ 

 
People have told me Jun-kai has some social issues that are not typical  
for Taiwanese but are characteristic of Jun-kai. Like if he can’t get  
through on my cell phone, he’ll call my roommates; that’s not Taiwanese,  
I never heard of anyone else who does that. He’s got some interesting social  
stuff that is just Jun-kai, like when he can’t listen. 

 

Apart from entering aboriginal society, Meg also had access to mainstream 
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Taiwanese society by dating a local young man. She saw some similarities between 

Jun-kai and her boyfriend which she talked about in her third interview: 

 
Then there is the chaos and the untidiness, you give Jun-kai a piece of paper  
and twenty minutes later, you ask for the paper and it’s lost. Like the boy I  
am dating, his room is a mess, clothes all over the floor and the bathroom is,  
well, unpleasant. Maybe it’s just these guys. 
 

Meg was not sure whether chaos and untidiness was typical of Taiwanese men or 

just of the two Taiwanese men she knew best. She was prepared to accept that maybe 

it was only them. The only other home she had been to was that of her host family and 

she said their house was spectacularly clean, so she resisted creating a stereotypical 

view. Meg was thus able to distinguish individuals within the cultures. Other 

examples of seeing people from a single ethnic community as culturally individual 

were her attitude to the aboriginal woman, who was a highly respected English 

teacher in another school in the program, the principal of school C2 who was a heavy 

drinker and sometimes had a hangover in the mornings; the aboriginal teachers who 

were born in the community but went back to teach; the aboriginal students, some of 

them who were well behaved, others badly, depending on their home room teacher; 

the village families that screamed and fought during the night. 

At the same time Meg perceived differences between Taiwanese and American 

culture. One was regarding time and planning. As an American, Meg had a 

monochromic view of time (Hall, 1982): time is precious and linear, once passed it is 

lost. People in monochromic societies emphasize punctuality and schedule events 

carefully, often each event has its own unit of time (Liu, 2008). Modern Taiwanese are 

still influenced by polychromic culture that sees time as cyclical, people in 

polychromic societies can be more casual about punctuality and scheduling and 

handle several things at once. Meg complained: 

 
The planning thing, I’ve talked to a lot of people about how frustrating that  
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is. They’re told when they start working with us that they have to plan ahead,  
but in social issues people will call you two days before the weekend to go  
out with them, but you planned two weeks ahead of time what you were going  
to do at the weekend, if not, on Monday you plan for Saturday. 
 

Another area of difference was in social dealings; like Jo, Meg learnt that 

Taiwanese people were very kind and this perception made her to want to change her 

own behavior: 

 
I really love how considerate Taiwanese people are and I am trying to learn to  
be more Taiwanese in that way, like if you’re getting up to get something,  
then getting something for someone else, I hope to bring that home with me.  

 
I love the presence of that in my Taiwanese friends, it’s really cool, there’s  
a couple of Taiwanese people in our group and you can see it, if you’re  
looking, they will always fill your cup first, if they’re going to get a tissue,  
they will grab you one. I really hope I’ll bring that home, but it’s something I  
am struggling to pick up. 

She was also aware that as a foreigner she was the object of special consideration 

or even indulgence by Taiwanese: 

 
I’m going to miss driving (a scooter). I love driving, I love the fact that I  
will never get arrested and people tell me that. They’ll say ‘How do you  
drive?’ and I say, ‘I drive a little fast.’ And they’ll say ‘That’s OK, you’re  
a foreigner, you won’t get arrested. I would never drive at home the way I  
drive here. 
 

Interestingly a third area in which Meg perceived cultural differences was in the 

freedom and responsibility given to local students. It was a local trait which Meg 

contrasted with American cultural norms regarding children’s behavior: 

 
I mean the amount of responsibility the kids have and the amount of  
freedom, that might be more at aboriginal schools, but at all schools in  
Taiwan they clean up after themselves, which I think is amazing, they  
mop the floor, they clean the board, I think that is awesome and if ever  
I started a school, that would be part of it. 

 
They get given responsibilities like having 6th-graders take care of 1st-graders  
at lunch. I’m not sure how I feel about that because I’m not sure I like it, 
because they’re using the same behavior control methods that I don’t like  
the teachers using, yelling at the kids and I don’t like 6th-graders learning  
those methods but… 

 
The fact that they spend a lot of time unsupervised, that might just be my  
school, they’re free to play on their own, which you would never really see  
in an American school. Frequently if there is no teacher, the kids will just  
be left alone; if the teacher is sick, the higher level kids will control the  
rest of the class, so the amount of freedom is really surprising to me. 
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Children’s responsibilities in schools, together with Taiwanese politeness were 

two areas where Meg was able to take third space perspectives with regard to her 

native culture.  

I also asked Meg if she her behavior as a female had been influenced by social 

expectations of women. She was less influenced than Jo though she had noticed clear 

differences between Taiwan and the U.S. 

 
The gender roles are different, for example, I went to a festival where  
people walked on hot coals and was told very clearly that the men in  
our group could participate while the women could not. 

 
I have not had to change my behavior a great deal to accommodate to the  
norms of my school. Women in my town are allowed to do most things  
that women in my home town do. Although men in Taipei are  
sometimes surprised by my going out late, drinking or talking loudly, this  
is common in my town. 
 

Although she was aware of gender differences, she said she had felt no pressure 

to change her behavior. Meg was less affected by expectations of others than Jo, 

possibly because she was working in an aboriginal community. 

Meg’s protocols gave other examples of third space perspectives. One motivating 

factor was her relative voicelessness in Taiwan due to her inability to speak Chinese: 

 
This has changed my perspective on lots of things. One of the biggest things  
for me was not being able to read or communicate in any way and I’d  
never realized how prevalent that is and how scary it is not to be  
able to communicate. I think that will change a lot how I respond to ESL  
kids in my classroom, realizing that it’s not just language that they’re  
missing, that they could be unable to go to the doctor, how scared their  
family must be. 
 

Meg mentioned three areas in which she changed, moving from an etic to an 

emic way of looking at certain behaviors. One was her reactions to foreigners: 

 
I think I can now understand being called a foreigner on the streets. I  
understand someone coming up to me on the street and saying ‘wai guo  
ren’ which I think before I would have seen as prejudice or rudeness. Now  
I am shocked too if I see a white person walked by, I’m surprised and  
tend to turn to a friend and say ‘Oh look, there’s a foreigner, I wonder who  
it is, when did she move in?’ 
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 A second was in her aesthetic sense and her idea of acceptable living conditions: 

 
When I first came here I thought the buildings weren’t as white on the outside  
as our buildings, people aren’t as obsessed about how the outside of things look. 

 
The other day walking through our block which is a pretty poor community,  
I would have been shocked to be eating in a house where there was only  
one room for a three person family, it doesn’t shock me as much anymore,  
I don’t see it as that crazy. 
 

Meg’s concept of hygiene also changed: “I had friends come to visit and say how 

dirty this country is; which I never really saw as dirty, but my standards on what is 

clean have changed.” “I don’t mind toilets where you don’t sit down. I would hate to 

ever have to sit down on a toilet ever again. American toilets, I hate them, I think 

they’re dirty. In public bathrooms you should not be putting your butt on a toilet, I 

don’t understand Americans!” 

Finally Meg said she believed she had managed to move towards a third position 

between the two cultures. This openness to both enabled her to become aware of her 

own prejudices, to note differences without judging: 

 
I know I have moved closer than most Americans to understanding  
Taiwanese culture. I have also learnt to love the unique differences  
between our cultures, and see them as they are. I no longer see superior  
or incomprehensible but two cultures with many advantages and disadvantages.  
I have learnt to accept and love both of our cultures and although I don’t  
agree with everything from either country, I realize the unique aspects each  
one has to offer. 

 

Summary 

This section has described Meg’s teaching relationship with Jun-kai. Her rich 

professional learning from a partner with whom she initially thought she could not 

learn much was in fact a powerful source of growth for her, as she acknowledged. The 

data provided examples of learning seen through the lens of socio-cultural theory. 

Evidence was also offered showing Meg’s growth in cultural awareness and how she 

was led by the co-teaching experience to third space perspectives.  
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 This section brings to an end the three chapters describing the findings of the 

case studies. In Chapter 7 the results of the quantitative stage of this research will be 

presented and discussed. Finally, the conclusions to be drawn from the findings of the 

qualitative and quantitative studies will be presented in Chapter 8 where the research 

questions will be answered. 
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Chapter 7 

The quantitative study: data analysis and findings 

 

This chapter presents the results of the inquiry into outcomes for students, 

measured by gains in English proficiency and by student attitudes and motivation 

which were measured by means of a survey questionnaire. The findings of these two 

quantitative investigations are then used to give insights into the first research 

question on student outcomes from the AEP. In this chapter, the proficiency test 

findings are analyzed according to age: 4th- and 6th-grade and by skill: reading and 

listening. Where appropriate, the scores have been statistically analyzed using t-test. 

The focus of the analysis is to determine whether there were significant changes in 

score between pre- and post-test or if there were differences between age groups. 

 

Proficiency test results 

The tests were administered to 4th-grade and 6th-grade in school A. The pre-test 

was administered in October 2008 and the post-test in May 2009. The sample 

population consisted of 81 students from two classes of 4th-graders and two of 

6th-graders, all co-taught by teaching pair A, Xiao-ling and Jo.  

 

Grade 6 listening proficiency  

This results of the listening test are discussed in this section. In Table 7.1 below,  

2008 stands for pre-test score and 2009 for post-test score.  
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Table 7.1 

Grade 6 Listening Proficiency Scores 

_____________________________________________________________________ 

Class 

_____________________________________________________________________ 

Year        6A   6B   Average 

        _____________________________________ 

2008       81.74  78.81  80.27 

2009       87.17  81.59  84.38 

_____________________________________________________________________ 

 

Pre-test scores. The average 6th-grade pre-test score in listening was 80.27 (No. 

of students = 44). The class 6A score was 81.74 and 6B was 78.81. These were 

slightly better than the county Education Bureau’s estimate given the level of 

difficulty of the test. The test creators envisioned that in the 4th-grade version 

students could score an average of 85% but that 6th-grade results would be much 

lower. The scores in Table 7.1 could be described as good though not excellent.  

 

Post-test scores. The average post-test score in the experimental group was 

84.38 (No.= 45). Class 6A had an average of 87.17 and class 6B, 81.59. The change in 

class 6A score was 5.43 and in 6B, 2.78, making an average change in listening 

proficiency score of 4.11. 

 

Statistical significance of 6th-grade listening gains. When the 4.11 change in 

score was analyzed statistically, it was found not to be significant. The t-test gave the 

p-value as 0.138 >0.05. Although the average score increased, no definitive 
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conclusions can be drawn about the effect of co-teaching on 6th-grade listening 

proficiency to answer the first research question on outcomes for students. 

 

Grade 6 reading proficiency 

 The pre- and post-test reading scores for 6th-grade are displayed below in Table 

7.2. The pre-test score appears as 2008 and post-test, 2009. As predicted by the test 

designers, the scores in the reading section were lower than in the listening section. 

 

Table 7.2 

Grade 6 Reading Proficiency Scores 

_____________________________________________________________________ 

Class 

_____________________________________________________________________ 

Year        6A   6B   Average 

        _____________________________________ 

2008       71.30  59.52  65.41 

2009       81.45  64.55  73 

_____________________________________________________________________ 

 

 Pre-test scores. The average pre-test reading score in 6th-grade was 65.41. Class 

6A had an average score of 71.30 and class 6B of 59.52. The class 6B score was 

below 60 and the pre-test reading score of 6A and 6B of 65.41 was 15% lower than 

their listening score which was 80.27. This difference suggests that the reading 

section of the 6th-grade version of the county English Test is more difficult than the 

listening section.  
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Post-test scores. The average post-test score was 73.0. Class 6A scored 81.45, an 

increase of 10.15 over their pre-test score; class 6B scored much lower at 64.55 but 

increased their score by 5.03. The 6A score is 16.9 points higher than the 6B score but 

the reason is not known; the difference in their listening post-test scores was only 2.93. 

Taking class 6A and 6B together, the average change in their reading score was 7.59, 

which was almost double the 4.11 change in their listening score. The change in 

reading score will be statistically analyzed to look for empirical evidence to answer 

the first research question.  

 

Statistical significance of 6th-grade reading gains. The result of the t-test 

showed the change in score was not significant. As mentioned above, the 7.59 

increase was almost double the 4.11 change in the listening score. However, the t-test 

showed that neither change was significant. The p-value for the reading proficiency 

increase was 0.148 >0.05. Thus, statistical analysis indicated that NEST and NNEST 

co-teaching produced changes in 6th-grade listening and reading scores but these were 

not significant. However, it is not clear why the change in reading score is higher than 

in listening. Co-teaching by NEST and NNEST should result in greater opportunities 

for listening practice by exposing students to oral English from both teachers, since as 

well as receiving input from the NEST speaker, NNESTs tend to speak more English 

both inside and outside of class when co-teaching with a NEST (Carless, 2006; Lamie, 

2000). 

 

Grade 4 listening proficiency 

 The 4th-grade listening scores are displayed below in Table 7.3. The results were 

higher than in 6th-grade and there was a significant difference between pre-and post 

test scores.  
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Table 7.3 

Grade 4 Listening Proficiency Scores 

_____________________________________________________________________ 

Class 

_____________________________________________________________________ 

Year        4A   4B   Average 

        _____________________________________ 

2008       83.43  83.54  83.48 

2009       87.24  89.09  88.16 

_____________________________________________________________________ 

 

Pre-test scores. The average pre-test listening score was 83.48. Class 4A score 

was 83.43 and class 4B 83.54. 4th-grade pre-test listening scores were higher and 

more homogenous than 6th-grade. The higher score supports the statement of the test 

creators that the 4th-grade version of the test was easier than the 6th-grade. 

 

Post-test scores. The average post-test score was 88.16. Class 4A score was 

87.24 and class 4B, 89.09. The average change between pre-test and post-test was 

4.68. This 4.68 change is almost identical to the 4.11 change of 6th-grade. 

Nevertheless, both pre-test and post-test scores are higher in 4th-grade. This reflects 

the less demanding nature of the 4th-grade version of the test. 

Extensive studies into co-teaching programs (Storey et al., 2001; Griffin et al., 

2007, 2005, 2004) indicate that the effect of co-teaching is greater on older children 

than on younger ones. However, the present study found little difference in listening 

scores between the two age groups although they differ statistically. 
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Statistical significance of 4th-grade listening gains. The 4.68 change in 

4th-grade listening proficiency score was statistically analyzed using t-test. The results 

of the analysis are displayed below in Table 7.4  

 

Table 7.4 

Grade 4 Listening Proficiency Scores t-test 

_____________________________________________________________________ 

              95%Confidence 

              Interval   

              _____________ 

Year   Mean SD  SE  df t-value p-value Lower  Upper 

               Bound  Bound 

   _________________________________________________________ 

2008  83.48 9.86  1.6 

2009  88.17 6.31  1.1  61 .2.42 .018* .82  8.55 

_____________________________________________________________________ 

* p < .05  

 

Grade 4 reading proficiency 

Reading proficiency scores are displayed below in Table 7.5. 4th-grade students 

scored lower grades in the reading section than in the listening. The pre-test scores of 

class 4A and 4B were very similar, but in the post-test score there was a difference of 

almost 10 points. 
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Table 7.5 

Grade 4 Reading Proficiency Scores 

_____________________________________________________________________ 

Class 

_____________________________________________________________________ 

        4A   4B   Average 

        _____________________________________ 

2008       64.37  68.8   66.58 

2009       76.06  85.9   80.98 

_____________________________________________________________________ 

 

Pre-test scores. Average pre-test reading scores in 4th-grade were lower than 

listening scores. In the pre-test the score was 66.58 compared to 83.48 for listening. 

Therefore, the reading section of the 4th-grade test may have been more difficult.  

There was little difference in pre-test reading scores between 4th- and 6th-grade. 

The average 4th-grade pre-test reading score of 66.58 and the 6th-grade score was 

65.41. Thus, not only was the reading section of the 4th-grade test harder than the 

listening section, but in the pre-test 4th-graders scored as badly as 6th-graders, an 

outcome which was not anticipated by the test creators. 

 

Post-test scores. The average change in 4th-grade reading score was 14.4. The 

post-test score was 80.98; class 4A, 76.07 and class 4B, 85.9. The class 4A score was 

11.7 higher than the pre-test and class 4B was 17.1 higher. This made an average 

change of 14.4.  
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Statistical significance of 4th-grade reading scores. Statistical analysis using 

t-test found that the 4th-grade change in reading score was significant: p = 0.01* <0.05 

as can be seen below in Table 7.6.  

 

Table 7.6 

Grade 4 Reading Proficiency Score t-test 

_____________________________________________________________________ 

              95%Confidence 

              Interval   

              _____________ 

Year   Mean SD  SE  df t-value p-value Lower  Upper 

               Bound  Bound 

   _________________________________________________________ 

2008  66.5  14.3  2.4 

2009  81  14.3  2.41  70 2.32  .001* 7.78  21.13 

_____________________________________________________________________ 

* p < .05 

 

Summary of test results 

 Changes in average reading and listening scores were significant among 4th 

graders but in 6th-grade they were not. In fact, the 14.4 increase in the 4th-grade 

reading score was larger than that of any other any category: the increase in 4th-grade 

listening was 4.68, in 6th-grade reading it was 7.59 and in 6th-grade listening, 4.11. It 

is not clear why this should be so since according to the research literature, 

co-teaching should affect listening skills more than reading and the impact should be 

more marked on 6th-graders than on 4th-graders (Storey et al, 2001; Griffin et al, 
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2007).  

Overall, scores increased for 4th – and 6th-graders in both reading and listening, 

but since the test was anonymous, statistical analysis could not be used to measure 

improvement in individuals. The researcher contends that the process of testing and 

analysis in this study was rigorous but the results should be considered indicative 

rather than conclusive. The findings indicate that co-teaching was associated with 

higher average scores over the nine-month period between pre- and post-test and that 

in the case of 4th graders, the changes in both listening and reading scores were 

significant. 

 Finally, the results showed that the initial concern that the proficiency test might 

produce a floor effect in the 6th-grade pre-test or a ceiling effect in the 4th-grade pre- 

or post-test were unfounded. 

 

Survey questionaire results 

The data from student survey questionnaires were summarized and are displayed 

in the main text for discussion. Statistical analysis using paired t-test was done to 

determine the significance of the findings on attitudes and motivation in answer to the 

first research question. Some reference in this section will be made to the findings of 

the large scale longitudinal government commissioned studies of the Hong Kong NET 

scheme (Storey et al, 2001; Griffin et al, 2007) since both contained detailed and well 

grounded empirical evidence on student motivation and attitudes to NESTs and 

co-teaching. 

The list below, the survey questions are ranked in descending order according to 

the degree of positive response; thus the most positive responses were to Q.1 on the 

usefulness of English for the future. The questions are dispayed below for the 

convenience of the reader. The Chinese questions used in the original questionnaire 
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may be found in Appendix M.  

 

Q.1 I think being able to speak English well will be useful for me in the 

future. 

Q.2  In English class I like the local teacher to be there so she can explain in 

Chinese the English words I cannot understand. 

 

Q.3   I would like to learn English well 

 

Q.4  I think that as long as I work hard, my English will get better and 

better. 

 

Q.5   I hope a foreign teacher can teach us English next semester. 

 

Q.6   I work hard in the English class. 

 

Q.7  After this semester’s English class, I won’t be frightened to talk to a 

foreigner. 

 

Q.8   I am very interested in English 

 

Q.9  I would like all my English classes to be taught by a foreign teacher 

alone 

 

Q.10 If a foreign teacher asks a question and I don’t know the answer, I 

won’t get nervous. 

 

The overall survey results of 4th- and 6th-grade are given below in Table 7.7 and 

show that students had very positive responses to every question. This indicates that 

they had good motivation and attitude to learning English. In the following section, 

the survey results will be discussed question by question with reference to theories of 

motivation. 
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Table 7.7 

Survey results 

____________________________________________________________________ 

        Survey question 

   _________________________________________________________ 

   1   2  3   4  5   6  7   8  9  10 

_____________________________________________________________________ 

Average  4.53   4.35 4.46   4.6 4.34  4.06 4.15   3.96 3.36  3.54 

_____________________________________________________________________ 

 

Survey results and motivation 

Before discussing the survey results, a few comments could be made on 

motivation. Intrinsic motivation generally arises from three factors: (1) learners 

attribute learning to factors they can control; (2) learners feel they can be effective 

agents in reaching their goals, it does not depend on luck; (3) learners desire to master 

the subject, not just get good grades (Hudson, 2000). An important aspect of intrinsic 

motivation is self-efficacy, the belief that although something may be difficult, 

success is possible as long as the learner makes enough effort. 

In Q.1 – “I think being able to speak English well will be useful for me in the 

future” students showed strong motivation to learn English for instrumental reasons. 

The average answer on the Likert scale was 4.53. Instrumental motivation seeks a 

practical benefit from study (Hudson, 2000). Gardner & Lambert (1959) argued that 

instrumental motivation was not predictive of success in second language learning, 

claiming that integrative motivation correlated better, but integrative motivation is 

more appropriate to an ESL situation where learners need to integrate with English 

speakers. As this study was located in Taiwan, students had little reason to have 
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integrative motivation apart from a possible desire to identify with the NEST as a role 

model.  

In Q.2 – “In English class I like the local teacher to be there so she can explain 

in Chinese the English words I cannot understand” the response rate, 4.35, indicated 

that students welcomed the presence of the NNEST in the classroom and is supportive 

of the co-teaching model. Q.3 – “I would like to learn English well” also had a very 

high response at 4.46, implying that students had positive learning expectations; Q.4 – 

“I think that as long as I work hard, my English will get better and better” had the 

highest rate at 4.6 and showed a strong student belief in their own self-efficacy. In 

their answers to Q.5 – “I hope a foreign teacher can teach us English next semester” 

students manifested a strong wish to have a NEST next semester with a positive 

response rate of 4.34. The experience of being co-taught may have contributed to this 

positive answer. 

 Students reported that their work rate was quite low, as shown by responses to 

Q.6 – “I work hard in the English class” where only 4.06 agreed that they worked 

hard. Answers to Q.7 “After this semester’s English class, I won’t be frightened to talk 

to a foreigner” were more positive 4.15, possibly due to their experience of being 

co-taught by a NEST. 

 Students did not show clear agreement with the statement “I am very interested 

in English” in Q.8. However, at 3.96, the average answer was only 0.04 short of full 

agreement. Q.9 – “I would like all my English classes to be taught by a foreign 

teacher alone” produced the least positive response, at 3.36, it could be said that 

students did not agree with the statement that they would like all English classes 

taught by the NEST alone. Clearly the students were in favor of co-teaching, as can be 

seen from their answers to Q.2, on the presence of a NNEST when the NEST is 

teaching (4.35) and Q.5 on being taught by the NEST next year (4.34). The low 
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response to Q.9 does not necessarily indicate negative attitudes to NEST co-teaching. 

A similar study carried out in Korea with 312 6th-grade students found that they had 

no strong preference for the NEST and valued both NEST and NNEST in different 

ways (Goto Butler, 2007). Also, after one year of AEP, having a NEST in class was no 

longer a novelty for students of school A. 

 Q.10 – “If a foreign teacher asks a question and I don’t know the answer, I won’t 

get nervous” produced the second lowest response from students. They did not agree 

with the statement that they would not get nervous if a foreign teacher asked a 

question and they did not know the answer. This question could be cognitively 

difficult since it contains two negative statements: “not know the answer” and “not 

get nervous.” Nevertheless the statement is logical and the meaning is transparent. 

Familiarity with the NEST may help local students to be less nervous and they had 

already expressed their confidence in dealing with a foreign teacher in Q7. Their low 

response in Q.10 may be less related to the person of the NEST and more connected 

to the fear of making a mistake. A further question could have been asked whether 

students would not get nervous if they could not answer a question from a NNEST, in 

order to compare reactions between the two. 

 Overall it could be said that responses to the survey questionnaire were positive, 

producing agreement in seven of the questions, whereas answers to the last three 

questions were more ambiguous and in the section above reasons have been advanced 

to try to explain these less positive attitudes. Nevertheless, these survey results show 

students’ confidence, motivation and positive attitudes towards learning English 

through co-teaching and thus give some helpful insights into the first research 

question. 
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Grade 4 and 6 compared 

 In the following section, the survey results from school A will be examined for 

differences between age groups in their response to co-teaching and attitudes to 

English learning. The proficiency test scores showed that 4th-grade students made 

significant gains in reading and listening proficiency whereas 6th-grade students did 

not. Therefore survey scores in 4th-grade and 6th-grade were compared to see if there 

were significant differences between them. The findings can be seen below in Table 

7.8 below 

 

Table 7.8 

Grade 4 and 6 Survey Responses 

____________________________________________________________________ 

        Survey question 

   _________________________________________________________ 

Class  1   2  3   4  5   6  7   8  9  10 

_________________________________________________________ 

4A   4.5   4.4 4.64   4.67 4.2   4.07 4.33   3.87 3.27  4.07 

4B   4.76   4.24 4.71   4.71 4.94   4.38 4.53   4.35 3.71  3.41 

Average  4.63   4.32 4.67   4.69 4.57   4.22 4.43   4.11 3.49  3.41 

_____________________________________________________________________ 

6A   4.4   4.4 4.4   4.5 4   4  3.9   3.8 3.4  3.3 

6B   4.45   4.36 4.09   4.45 4.22   3.81 3.86   3.81 3.05  3.31 

Average  4.42   4.38 4.24   4.47 4.11   3.9 3.88   3.8 3.22  3.3 

_____________________________________________________________________ 

 

These results show that 4th-grade students gave more positive answers than 
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6th-grade students in every question except Q.2. This question - “In English class I 

like the local teacher to be there so she can explain in Chinese the English words I 

cannot understand” expressed a preference for having a NNEST in the class room, 

accompanying the NEST. Overall, school A students, on the basis of their experience, 

expressed their preference for having a NNEST in class. The 4th-grade response 

indicate that they did not regard the presence of the local teacher so necessary as 

6th-graders. It should also be noted that in their answers to Q.9, 4th-graders were 

more positive than 6th-graders about being taught by a NEST.  

Statistical analysis of these findings was done using paired t-test for dependent 

samples. The differences in attitude and motivation between 4th- and 6th-grade were 

significant: p-value was 0.001* <0.05. The results are displayed below in Table 7.9 

 

Table 7.9 

Grade 4 and 6 Survey Responses t-test 

_____________________________________________________________________ 

             95% Confidence 

Interval 

             _________________ 

Group  Mean S.D.  S.Error t-value p-value Lower Upper 

             Bound Bound 

_____________________________________________________________ 

Grade 4  4.267 .391  .124 

Grade 6  3.972 .443  .14  4.79  .001* .1556 .4344 

_____________________________________________________________________ 

* p < .05 
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The results show that 4th-grade student attitudes were significantly more 

favorable and their motivation significantly more positive than for 6th-grade. This 

may be related to the fact that 6th-grade is an important year for evaluation prior to 

graduation, whereas in 4th-grade learning can be more relaxed. Nevertheless, the 

positive attitudes of 4th-grade students in the present study contrasted with the 

findings of Storey et al (2001, p. 171) in Hong Kong where there was a general 

tendency for younger elementary school students to display less positive attitudes than 

older students. Storey also noted that younger Hong Kong students tended to think 

little about English as something important for their future. 

 

Summary of survey findings 

This section has shown that students had very favorable attitudes to learning 

English and to co-teaching. However, the attitudes of 4th-graders were more positive 

than those of 6th-graders. Once again, the more positive findings for 4th-grade 

students differ from those of more extensive studies carried out in Hong Kong (Storey 

et al., 2001; Griffin et al., 2007), where attitudes to NEST and NNEST co-teaching 

were less positive in younger students. 

The positive survey response and significant proficiency gains in 4th-grade 

discussed above, invited a test of correlation to see if there was relation between 

student attitudes and proficiency gains. However, this was not done since the positive 

outcomes for students described already give some insight into the first research 

question. 

Chapter 8 which follows presents the conclusions which can be drawn from the 

findings of chapters 4, 5, 6 and 7, after which it comments on the limitations of this 

study and suggestions for future research before making the final recommendations. 
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Chapter 8 

Discussion, conclusions, limitations and recommendations 

 

This two part study investigated co-teaching as it is practiced in one county in 

Taiwan in a joint scheme administered by the county education bureau and the Taiwan 

office of an American scholarly exchange foundation. It sought to describe outcomes 

of co-teaching for two sets of stakeholders: students and teachers. Student outcomes 

were measured by a one year longitudinal study of gains in English proficiency and 

motivation; teacher outcomes were measured by a six month multiple case study of 

three pairs of teachers. The teacher outcomes studied were professional growth and 

cultural awareness. Professional growth was examined from the perspective of 

socio-cultural theory; cultural awareness analyzed from that of thirdness, a concept 

derived from the work of Peirce and subsequently developed by Bhabha and Bakhtin. 

Student listening and reading skills were measured using an official county education 

bureau proficiency test which had been retired after use one year previously; 

motivation and attitudes to English were explored using a survey questionnaire 

derived from investigations into similar schemes elsewhere in Taiwan. The main 

sources of data for exploring outcomes for teachers were classroom and workshop 

observations, interviews with teachers, administrators and students, teacher journals 

and document analysis. 

 This chapter first answers the research questions by reviewing the findings. It 

then examines the implications arising for the theory and practice of co-teaching. The 

limitations of the present study are discussed together with suggestions for further 

research, which is then followed by the recommendation. 
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Review of research findings 

This section looks at the findings for each research question, firstly for the 

students then for the teachers. For the case studies, the findings are discussed teacher 

by teacher. 

 

The first research question. How is co-teaching manifested in elementary 

school English classrooms in the American Exchange Program? Are there improved 

learning outcomes for students? Do changes in motivation and attitude occur as a 

result of exposure to co-teaching from a native and non-native speaker?  

 

Description of co-teaching in the American Exchange Program. The study 

found that the AEP organized co-teaching by bringing novice NESTs from the United 

States to work alongside experienced NNESTs in Taiwanese elementary schools. 

Schools in the county concerned benefited from collaboration with the Taipei-based 

representative of a reputable American scholarly foundation which recruited teachers 

on an annual basis from among recent college graduates through a demanding 

selection process that identified 16 altruistic, cooperative and enthusiastic participants 

who matched the expectations and needs of Taiwanese schools; arranged for them to 

travel to Taiwan, and facilitated their training and management after they arrived by 

appointing an experienced scholar in the field of TESOL from a United States 

university as their Academic Advisor. The Academic Advisor also formed part of an 

Advisory Panel with experienced local NNESTs and education officials to administer 

the scheme, with the local officials taking responsibility for orientation and welfare of 

both students and visiting Academic Advisor including their salaries, health insurance 

and housing. 

The program was seen to display a number of the enabling factors which allow 
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international co-teaching schemes to function successfully (Albanese, Burr & Collins, 

2008; Carless, 2006; Griffin et al., 2006; Trites & Tseng, 2009). These were (a) 

pedagogical: workshops were held where teachers were co-trained in various teaching 

methods and co-teaching roles; teachers tend to reject new skills and knowledge 

which are imposed, excessively innovative or alien to their working context 

(Hargreaves, 1995). However, the AEP workshops managed to overcome these 

debilitating features as the Academic Advisor’s knowledge increased during the year 

and workshop content became more rooted in teachers’ classroom experiences; 

teachers were observed by AP and their work analyzed in a non-threatening manner; 

(b) institutional: shaping the school timetable to allow teachers to attend workshops 

and plan lessons; (c) personal: fostering cultural sensitivity and the ability to 

cooperate, conflicts could be negotiated with outside help; (d) administrative: the 

program was effectively managed by the culturally fair AP. Local NNESTs recognized 

that AP exercised authority over them but saw that it exercised the same authority 

over the NESTs. Likewise, thanks to the presence of a visiting scholar from the U.S., 

it was easier for the NESTs to accept AP authority over themselves and their NNEST 

partners. The AP facilitated cultural awareness in teachers and created an environment 

in which third space perspective could be attained. 

Co-teaching was carried out on the highest level of collaboration according to 

various taxonomies of co-teaching models. All the teachers in the study were 

enthusiastic in their support for co-teaching as a teaching method. The partnership 

teachers created corresponded to Eisen’s (2000) committed marriage mode, which 

means that teachers freely entered into a long term co-teaching partnership, and they 

had some say in their choice of partner, the choice being made at the end of the 

August orientation, when teachers were able to express their preferences to the AP. 

The local NNESTs came from schools, all of which had voluntarily applied to join the 
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AEP (see Appendix A for application procedures); this differs from the city 

co-teaching program which is compulsory for all the elementary schools in the city 

except two experimental schools. However, the city program fails to offer joint 

training for NESTs and NNESTs (Tsai, 2007, p.206). Voluntary participation has been 

identified in most studies of co-teaching as a key factor in securing teacher 

cooperation in co-teaching (Buckley, 2000; Hargreaves, 1994; Shannon & 

Meath-Lang, 1992; Villa, Thousand & Neave, 2008) 

The co-teaching approach used in the AEP corresponded to the most intensive 

team teaching model as described in the taxonomies of Villa, Thousand and Nevin 

(2008) and Cook and Friend (2004). Team teaching is considered a demanding 

approach, requiring close coordination, trust, experience and good preparation as well 

as good content knowledge, compatible teaching philosophies and respect (Villa, 

Thousand & Nevin, 2008). Friend & Cook (2000) claim that the team teaching 

approach takes time to learn, yet the teachers in the AEP used the team teaching 

model as soon as they began co-teaching. Only one of the pairs in this study, Jun-kai 

and Meg, dropped the team teaching approach and adopted parallel teaching in the 

second half of the second semester, because of problems with class management.  

Teaching behaviors that were inconsistent with these findings were also 

identified, analyzed and explained. Where deviant behaviors were observed, such as 

poor teaching, it was shown that the AEP had coping systems to swiftly identify and 

resolve these issues in a non-threatening manner, giving the teacher involved greater 

insights into their teaching than they would have achieved by self-evaluation alone, 

one of the main advantages claimed for co-teaching in the literature (Buckley, 2000). 

In all three cases, collaboration took place in a context of great commitment to 

co-teaching as defined by Davison’s (2006) descriptions of the levels of teacher 

commitment. Davison calls the highest level of commitment creative co-construction; 
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at lower levels, signs of resistance, pseudo-compliance, involuntary co-option or 

avoidance of differing points of view on the part of teachers are manifest. No such 

evidence of resistance to co-teaching was found among the teachers of this study even 

when they acknowledged that co-teaching was very demanding or even exhausting at 

times. All teachers accepted a high level of collaboration as their goal, even when they 

fell short of it on occasions. Creative co-construction is marked by preference for 

co-teaching over other methods, something shared by all the teachers in this study, 

inter-changeability of roles and a high degree of trust. It is also marked by the 

acceptance of contrary views and accepts disagreement as a normal phenomenon in 

any creative working relationship, as was seen in this study when Jo accepted 

correction from Xiao-ling or Debbie expressed her strong disappointment to Yao-wen 

or Jun-kai and Meg held strongly divergent positions on classroom priorities and 

teaching philosophy, yet continued coordinating and co-teaching in parallel. 

There have been numerous studies of the contrasting strengths of NESTs and 

NNESTs (Braine, 1999; Cook, 1999; Davies, 2003; Llurda, 2005; McNeill, 1994; 

Medgyes, 1994). The teachers in this study displayed many of the features associated 

with their respective group. Many researchers have called for cooperation between 

NESTs and NNESTs in order to exploit their strengths and compensate for their 

deficiencies (Arva & Medgyes, 2000; de Oliveira & Richardson, 2001; Gill & 

Reprova, 2001; Matsuda, 1999; Shen & Wu, 2007). The teaching roles adopted by 

co-teachers in the AEP enabled the harmonious exercise of their diverse teaching 

abilities. This format proved to have advantages over those used in other programs, 

for example, the central Taiwan scheme, where the NEST planned and delivered 

instruction while the NNEST acted as a class assistant (Chen, 2008, Tsai, 2007), Hong 

Kong, where the NEST is intended to be a pedagogical and linguistic expert and ends 

up isolated from the local educational culture (Boyle, 1997; Carless, 2006; Green, 
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2003; Griffin et al., 2007; Li, 2000; Lung, 1999; Storey et el., 2001), or Japan, where 

the native speaking assistant English teachers are given little teacher training and are 

asked to act as symbolic language representatives in the classroom, a role which they 

find difficult (Crooks, 2001; Gorsuch, 2002; Mahoney, 2004; Takada, 2000; Lai, 1999; 

Wada, 2007). 

In summary, the study has shown that the AEP achieved a high level of effective 

collaboration in spite of the linguistic and cultural differences between NEST and 

NNEST, including educational culture, work style and personality. This is in spite of 

the fact that it is generally recognized in the literature that despite being more 

enriching, bi-cultural and bi-lingual co-teaching is more difficult to carry out 

successfully (Beggs, 1964; Buckley, 2000; Shannon & Meath-Lang, 1992). 

 In the investigation of co-teaching procedures, it was found that each pair 

established joint routines for lesson planning, either by meeting together or by email 

consultation. As could be expected, the NNESTs, with their knowledge of the 

curriculum, experience of the pacing of the text book and familiarity with the levels 

and abilities of the students, took a leading role in planning but the NESTs were fully 

involved in the process and were counted on to give input from the very beginning; 

their contributions grew in value as they developed expertise and experience. 

 In each case, teachers came to share the workload equitably sooner or later: 

taking turns to front the class, distributing tasks among themselves, assessing and 

evaluating jointly and sharing the work of correcting. Classroom impediments such as 

self consciousness or embarrassment which often inhibit co-teachers in the early 

stages (Shannon & Meath-Lang, 1992) were avoided by teachers having regular joint 

training. NESTs accepted the style, methods, values and goals of Taiwanese 

educational culture which was very distinct from their own. The roles teachers played 

were balanced in accordance with their diverse skills; for example because of their 
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different linguistic strengths, it was the local teachers who handled discipline while 

the native speakers often took the lead in modeling pronunciation. Yet in the three 

cases that make up this study, each teacher had the opportunity to take control of the 

class, announce the learning activities of the lesson, impose rules, deliver instruction 

or lead the activity while their partner supported. NESTs adapted well to changes in 

their role as they came to appreciate the skills and knowledge of their NNEST 

partners. 

 Novice NESTs were accorded equivalent status with their local co-teachers by 

significant others in the school; students, for example, recognized both NESTs and 

NNESTs as teachers. However, within the partnership, the NESTs tended to take a 

subordinate role as apprentices to the local mentors. In the case of Meg this happened 

less after in the second semester, but she fully accepted the apprentice role during her 

stays in her co-school. As legitimate teachers, the NESTs were drawn into school life, 

both inside and outside the classroom and took part in extra-curricular and social 

activities. This contrasts with the conclusions of the major Hong Kong studies (Green, 

2003; Griffin et al., 2004; Storey et al., 2001; Walker, 2001) where NET teachers were 

found to be isolated in local schools. 

 Procedures were established to reduce the linguistic and cultural gaps between 

the NESTs, NNESTs, students and families. Chinese language and Taiwanese culture 

classes were organized as part of the training and each NEST was given a host family 

to help their insertion into the local community. This stood in marked contrast to the 

cultural and linguistic distancing that characterizes other programs, both in Taiwan 

and elsewhere in East Asia (Ahn, Park & Ono, 1998; Carless, 2006; Griffin, 2007; 

Storey et al., 2001). 

 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 256

Outcomes for students: Proficiency. This study showed that outcomes for 

students who are co-taught within the AEP were positive. There was improvement in 

both listening and reading scores between pre- and post-test for both 4th- and 6th-grade. 

The changes were shown to statistically significant in 4th-grade using t-test. Although 

the change between pre- and post-test were not statistically significant in 6th-grade, 

the p-values fell short of significance by a small margin only. Overall, average student 

scores in listening and reading increased during the year they were co-taught in the 

AEP. The increase in reading scores was greater than in listening for both 4th- and 

6th-grade although it is not clear why this should be so. 

The varied nature of the test findings is to be expected and even welcomed. They 

reflect the complexity of the construct that is English language proficiency and the 

challenges involved in tracing its development in approximately 80 students over the 

course of one school year. The indicative as opposed to conclusive nature of these 

findings compares with those of other studies, such as those carried out on behalf of 

the Hong Kong government by the Hong Kong Institute of Education and the 

University of Melbourne Assessment Research Center, who noted 

 
a confusing array of findings, no obvious patterns emerge, longitudinal analysis was 
unable to uncover statistically significant trends in the data (Storey et al., 2001, p. 
170). 
 
There appear to have been some gains in English proficiency as a result of the scheme 
but it is not known whether this was a sufficient return on the considerable investment. 
(Griffin et al., 2007, p. 197). 
 

 A finding from the Hong Kong studies which is relevant to the present study was 

that the effect of NEST co-teaching needed time to develop: a one year period was 

found to be insufficient and effects were less marked (Storey et al., 2001, p.167). The 

results of the present study seem to support that conclusion. It should be recalled that 

in the county where this study took place, 4th and 6th-graders had only two 40-minute 

periods of English per week: students’ exposure to co-teaching was relatively shallow. 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 257

Outcomes for students: Motivation. The results of the survey pointed very 

strongly to a beneficial effect of co-teaching on student attitude, motivation and 

confidence in speaking English to foreign native speakers. The strongly positive 

survey responses as opposed to the less conclusive test score changes may be due to 

the fact that attitudes and motivation may change relatively quickly whereas language 

skills take longer to improve. 

Unlike in other studies, the younger students in the AEP showed more positive 

attitudes to co-teaching than older students. It was thought that this might be due to 

the fact that 6th-grade students face assessment for junior high school. However, this 

also holds true for the students in the other studies, so the reasons for the more 

positive attitudes found among 4th-graders in this study are not entirely apparent. 

However, to put these findings into context, it is worth noting that Griffin et al. 

(2007) found that attitudes to learning and motivation were already fixed at home and 

school based programs could do little to change them. Home role models were 

dominant in student minds (2007, p. 190) and attitude development in schools was 

negligible (2007, p. viii). Nevertheless, insofar as a school based program could 

produce positive student attitudes, the AEP seemed able to do so. 

 

The second research question. How do the American and Taiwanese teachers 

interact, what is the nature of the relationship they develop and how does it evolve? 

This research question has been extensively and incisively answered, with 

detailed descriptions of all forms of communication, including mode, location and 

content between each pair based on data from observation and interview. Impediments 

to effective communication were also identified and found to be (1) linguistic: NESTs 

found it hard to get through to their partner; NNESTs complained their partner did not 

understand instructions; (2) socio-linguistic: the younger novice teacher, Debbie did 
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not like to ask the older expert Yao-wen for clarification; (3) cultural: Xiao-ling 

preferred not to ask for help directly, instead she complained about her workload, but 

Jo did not take the hint.  

The co-teaching and other roles each teacher played during the course of the year 

were elicited, displayed and discussed. Multiple roles within a relationship often 

indicated an effective partnership. This research has also shown that although roles 

could be well defined and cultural differences sensitively handled, all six teachers 

reported that culture was a less important factor than personality in their relationship. 

This finding is at odds with much of the literature on East Asian NEST and NNEST 

co-teaching schemes, which often identify cultural friction as a cause of breakdown in 

co-teaching partnerships (Ahn, Park & Ono, 1998; Boyle, 1997; Carless, 2002; Chen, 

2008; Choi, 2002; Green, 2003; Griffin et al., 2007; Lung, 1999; Mahoney, 2004; H.J. 

Shin, 2007; J.E. Shin & Kellogg, 2007). Confining any frictions to the level of 

personality may have been possible because cultural tensions were dissipated by the 

growth in cultural sensitivity generated by the AEP.  

It was also made evident, through observation, interviews and surveys that the 

basis of the good working relationship between co-teachers in the AEP was mutual 

respect. This confirms the findings of much of the research literature (Anderson & 

Speck, 1998; Buckley, 2000; Cook & Friend, 2004; Murawski & Dicker, 2004; 

Shannon & Meath-Lang, 1992; Villa, Thousand & Nevin, 2008). The respect of the 

local NNESTs in this study derived from their appreciation of the altruism of the 

NESTs and their adaptation to their role as novice teachers in the Taiwanese school 

context. All three local NNESTs expressed admiration for their partner’s willingness 

to come to Taiwan, to learn the native language and culture and try to integrate within 

the community of practice of Taiwanese elementary school English teachers as 

legitimate, albeit peripheral, participants. NNESTs also praised NESTS’ enthusiasm 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 259

and non-complaining attitude. Local teachers were impressed by NESTs’ concern for 

all students regardless of ability and behavior and their willingness to devote extra 

time to students in need. Thus mutual respect in the relationship between co-teachers 

seems to be what grounded theory calls the ‘core variable’ which emerges from the 

research data and provides the key to understanding the interactions between the 

actors (Glaser & Strauss, 1967).  

In the case of the NESTs, they respected the professionalism of the NNESTs, 

their pedagogical expertise and their deep understanding and commitment to their 

students. NESTs also tacitly recognized that the NNESTs had ultimate responsibility 

for the students’ success. Commitment to students was a strong binding force between 

NESTs and NNESTs. One of the NESTs said in a pilot interview: “I don’t always 

agree with my present local partner but we can still have a good relationship. We are 

united by our desire to help the kids succeed.” 

Disconfirming evidence on the question of mutual respect was offered in the case 

of Jun-kai and Meg the disparity was resolved by presenting data which showed Meg 

recognized she had learnt a lot from Jun-kai, she acknowledged some aspects of his 

teacher knowledge and their relationship was clearly sustained by their professional 

concern for students’ wellbeing. Conflicts such as theirs should be seen as a normal, 

even desirable part of a co-teaching partnership; conflict avoidance is a symptom of 

lack of commitment in a co-teaching relationship (Davison, 2006) for it is the 

inevitable product of any shared decision making process. The key is how it is 

managed (Singer, 1964; Welch, 1998). 

The experience of Jun-kai and Meg who switched from team teaching to parallel 

teaching showed that co-teaching has to be flexible and that teaching models that fall 

short of the ideal team teaching model where teachers do everything together (Friend 

& Cook, 2000; Villa, Thousand & Nevin, 2008), can also be effective. It also 
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corroborated the findings of research which concluded that planning together, for 

example in the case of Jun-kai and Meg, was more essential than appearing in class 

together (Bailey, Dale & Squire, 1992; Murata, 2002). 

This study also showed that some of the conditions for effective co-teaching 

proposed in the literature did not always apply. Parity between teachers to avoid one 

teacher abdicating responsibility or the other dominating, is proposed in much of the 

research literature (Bailey, Dale & Squire, 1992; Beggs, 1964; Cook & Friend, 2004; 

Cranmer, 1999; Villa, Thousand & Nevin, 2008) and the conclusions of the three-year 

study into the NET scheme in Hong Kong also concluded that NESTs and NNESTs 

had to be matched in terms of age and experience (Griffin et al., 2007, p. viii), yet this 

study showed that co-teaching worked well when the professional experience and age 

of teachers were widely different; where the NEST played the role of novice, 

accepting the expertise and experience of the NNEST who played the role of mentor. 

In fact the relationship where professional parity was greatest, that of Meg and 

Jun-kai, was precisely the most conflictive, partly because of the special conditions 

they worked and partly because of Meg’s willingness to challenge Jun-kai thanks to 

her training, experience and status as a qualified teacher in the USA.  

Most studies in the field emphasize the importance of a shared teaching 

philosophy for co-teaching. However, difference in teaching belief was not 

problematic in two of these case studies because the NEST was willing to work within 

the NNEST’s theoretical and methodological framework, despite differences in 

teaching philosophy. Debbie and Jo accepted their partner’s analysis of the teaching 

situation and sub-edited whatever teaching beliefs they had to those of their partner, 

whom they acknowledged as expert in the local educational culture. Nevertheless, the 

case of Jun-kai and Meg confirmed the findings of the literature that differences in 

teaching belief can hinder effective co-teaching, especially if badly managed. Jun-kai 
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may have represented a prevailing strand of teacher belief about aboriginal students 

among many local teachers according to Meg. Yet, she and Jun-kai showed that 

co-teaching could still be maintained in some form, thanks the particular features of 

the AEP that help reduce frictions and negotiate between partners. 

 The evolution of co-teaching partnerships was traced, at first indirectly via 

workshops and interviews with AP members, then after December by direct 

observation and inquiry. The mentoring of the NESTs, whose learning was scaffolded 

by the NNESTs, was shown to lead to NESTs being able to take on more complex 

tasks and roles as the year progressed, for example Xiao-ling’s entrusting Jo with 

setting a high stakes exam; Yao-wen’s helping Debbie overcome the language barrier 

to connect with students via the “Write to Debbie” activity and her rounding up 

support for Debbie’s workshops; Meg’s growth in patience and learning to teach 

whole classes of aboriginal children. 

 It was also shown how the NESTs’ perception of their role changed over the year 

as they came to appreciate the skills and professionalism of the NNESTs. NESTs 

realized that their initial aim: to make a difference, to teach the students English, was 

over-ambitious. They came to recognize the ability of the local NNESTs, but were 

able to create new goals by collaborating with their partner, for example, Nell took on 

a new role as cultural ambassador. They were willing to adapt to new roles without 

friction or negative feelings and did not experience the frustrations reported by AET’s 

in Japan when asked to take roles that differed from their expectations, such as 

cultural icon or simply ‘foreigner’ (Carless, 2006; Edge, 1988; Mahoney, 2004; Tajino 

& Tajino, 2000) or by NETs in Hong Kong when unable to act as teacher trainers and 

assigned to conversation classes (Green, 2003; Griffin et al, 2007; Storey et al., 2001; 

Walker, 2001). 

  Relationships between teachers in the three case studies were not static and the 
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study has clearly shown how individuals set out with expectations for themselves and 

their relationships, met with setbacks, frustrations, personal failure or sometimes 

strong disagreements and found ways to develop their relationships, keep working 

together and continue to learn from the opportunities provided by their partner. 

Teachers’ global assessment of their relationships was also recorded, enabling this 

study to give a complete analytical account of the evolution and characteristics of 

three co-teaching partnerships in answer to the second research question. 

 

The third research question. What skills and knowledge do American and 

Taiwanese teachers develop as they interact and how do they contribute to each 

other’s learning? This research question will be answered on a case to case basis, 

describing the skills gained and showing how they were derived from interaction with 

the partner. 

 

Professional growth and development: Xiao-ling. According to the interview 

data, Xiao-ling did not believe she could learn much from co-teaching with Jo, apart 

from vocabulary, pronunciation and cultural information. Yet it is clear that in forging 

a working relationship with Jo she learnt much that she was unaware of but which 

transpires through her protocols. By the end of the program she had learnt to adjust to 

a new working style, to cope with a new teaching situation, precisely at a time of high 

stress, to overcome a professional disappointment, to compensate for a colleague who 

was a novice unable to contribute much, less perhaps than other novice teachers she 

had worked with, to control her emotions, be patient and scaffold learning for Jo until 

Jo was able to function as a co-teacher. Xiao-ling also learnt to take the lead in 

planning and delivery of instruction, without making Jo feel unnecessary or redundant. 

She was able to discover Jo’s pedagogical strengths and then make them fit her 
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teaching needs.  

Xiao-ling was also able to reconsider some of her regular teaching behaviors 

when she saw how Jo made time for all students, especially the slower ones. 

Co-teaching with Jo meant a year of opportunities to grow for Xiao-ling whose 

growth in co-teaching skills and professional relationships were mediated by Jo and 

situated in the classroom context, even though Xiao-ling was not sometimes explicitly 

aware of her learning. 

  

Professional growth and development: Jo. Jo’s learning was clearly scaffolded 

by her co-teacher Xiao-ling; Xiao-ling was busy and needed Jo to stand on her own 

two feet as soon as possible so that she could make an effective contribution. 

However, Xiao-ling patiently paced Jo’s learning and gradually introduced her into 

the community of English language teachers in Taiwanese schools. She set tasks that 

increased in difficulty and complexity and tried to give Jo responsibilities, for 

example, by asking her to set an exam. Xiao-ling taught Jo by modeling, explaining 

and sometimes by scolding. Clearly the friendly working relationship they enjoyed 

enabled Jo to accept this form of mentoring. Thus, when the personal factors that 

facilitated learning are discussed below, Jo’s personality, her openness to being 

mentored, guided and scolded by her co-teacher are elements to be included. 

 In her own words, Jo “learnt everything from Xiao-ling” however, her learning 

was situated: learning and context are inseparable, but it was only when she was 

relocated to a new context, her co-school, that she could appreciate how much she 

learnt from Xiao-ling about teaching, about class management, about assessment, 

about the need for consistency, student learning capabilities, student learning styles 

and their emotional lives, as well as about co-teaching. 
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Professional growth and development: Yao-wen. At first sight it would appear 

that an experienced and well qualified elementary school teacher such as Yao-wen 

might not have much to learn from a novice like Debbie. However, the data showed 

that bicultural co-teaching partnerships have such rich potential for learning that 

Yao-wen was able to benefit professionally in many ways. The context of their 

partnership, located in the setting of the AEP was also shown to provide opportunities 

for a widening and deepening professional development. 

 Yao-wen was clearly an eager learner, with high standards for her own teaching 

and learning and those of others. Yao-wen was aware that expertise is distributed 

across the community of practice (Lave & Wenger, 1991; Putnam & Borko, 2000) and 

that in areas such as phonics she lacked expertise. Facing these lacunas in her 

knowledge, Yao-wen behaved like a novice seeking new knowledge, as experts do 

when facing new tasks (Dreyfus & Dreyfus 1996). The account of her development 

showed that she was assiduous in trying to learn from Debbie’s experience of phonics, 

Debbie being both a native speaker and a person who, as a child, had been taught to 

read English using phonics. Yao-wen also learnt from Debbie’s oral language, her 

pronunciation, her suggestions for activities and her opinions about students. Her 

access to distributed expertise in the community of practice of the AEP was also 

shown in her reading of research papers on co-teaching in her county authored by 

Pei-hua and Yi-ting. Distributed knowledge and expertise are very often privately 

pooled (Benner, 1984), and Yao-wen was seen to consult not only with Debbie but 

also with her peers in the AEP in their informal discussions, held during workshops.  

In terms of teaching activities, it was clearly shown from the evidence of her 

journal that partnering Debbie obliged Yao-wen to make her lesson planning explicit, 

when before she had often done it on her head. This process led her to re-think what 

she was doing, why and how to do it better as a natural consequence (Buckley, 2000). 
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Having Debbie present meant that Yao-wen was able to structure more ambitious 

learning activities that one teacher alone could not deliver. Dividing tasks and 

activities Yao-wen could appreciate the roles and behaviors that provided the structure 

of the activity. In the classroom, Yao-wen learnt to create a more natural English 

speaking environment with Debbie’s help, as she hoped. Mentoring Debbie inspired 

Yao-wen to take another step in teaching expertise, by joining the Ministry of 

Education teacher mentor program. She had confided at the start that she hoped to do 

this, but working with Debbie, a novice, enabled Yao-wen to model the process. 

Introducing her colleagues to the cultural workshops given by Debbie helped make 

Yao-wen sensitive to her colleagues learning needs and difficulties and helped prepare 

her for a new role as teacher trainer. 

The process was also traced whereby Yao-wen’s initial view of Debbie as a 

novice was tempered by her realization that Debbie, a person who clearly lacked 

confidence and openly said so, was not flustered by having to perform in class and felt 

no need to rehearse her scripts. Yao-wen contrasted this with her own fear of failure 

which led her to rehearse her classes at home so that she would not make any 

mistakes in class. 

 Data from interview and journal entries showed that keeping a journal about 

co-teaching made Yao-wen reflect about many aspects of her work. It recorded her 

debating with herself, resolving dilemmas and making judgment calls, for example 

analyzing what went wrong with classroom activities, then fine tuning them so they 

could function smoothly and attain pedagogical targets or, deciding how much 

memorization to demand from 3rd grade English learners: meaning alone or meaning 

and spelling? - and then resolving to demand both. Thus Yao-wen’s journal served as 

a temporary Other through which Yao-wen the novice could self-regulate her teaching 

behavior by asking Yao-wen the expert (Johnson & Gombolek, 2003). 
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Becoming cognitively aware of her work led Yao-wen to embrace her profession 

as an elementary school teacher. Previously she had felt that it lacked prestige and did 

not require special skills because of the simplicity of the content and the age of the 

students. Keeping the journal allowed her to reflect on her progress, the skills she was 

learning and using and helped her appreciate that her status as a teacher did not derive 

from the curriculum nor the students’ age, but rather from achieving appropriate 

learner outcomes. This was a challenge which university professors face just as much 

as elementary school teachers; Yao-wen realized that prestige and self-esteem as an 

educator come from delivering appropriate outcomes for students. 

 Finally, this observation of Yao-wen’s year long co-teaching experience showed 

how she was able to put into practice the theories she learnt during her TESOL 

Masters and the AEP workshops, when, for example she and Debbie critically 

evaluated the English text book they were using. Her theoretical knowledge was 

tested in the ‘swampy lowlands’ of the classroom practice, enabling her to confirm 

some aspects and reject others. Thus she was able to critically re-frame her theoretical 

knowledge. 

 

Professional growth and development: Debbie. This study presented an account 

of Debbie’s learning seen through the lens of socio-cultural theory. Debbie’s learning 

was seen to be scaffolded by Yao-wen, her co-teacher and mentor, who provided a 

rich learning environment and initiated Debbie into the teaching of English in a 

Taiwanese classroom using symbolic tools such as emails, the smart board, lesson 

plans and the language of their regular discussion about methodology, activities, 

learning theory, teaching, lessons and students. One advantage of co-teaching is that it 

facilitates a richer variety of classroom activities (Buckley, 2000; Guskey & 

Huberman, 1995; Villa, Thousand & Neave, 2008). Debbie was thus able to play 
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many diverse roles as planner, executor and assessor of such activities. In the context 

of a stable, well managed classroom, Debbie was able to observe student learning 

behavior at close hand. 

 As a legitimate peripheral participant, Debbie was drawn into the community of 

practice of Taiwanese elementary school English teachers, where knowledge was 

distributed between herself, her peers, local teachers, Yao-wen especially, and Dr 

Gates, the academic advisor. Debbie was able to contribute her knowledge of phonics, 

her oral fluency skills, her cultural knowledge and her way of dealing with people. 

Most of her learning took place in the classroom; lessons were planned, executed and 

analyzed jointly with Yao-wen and in Debbie’s reflections in the teacher journal. 

Discussions with her peers on their teaching and learning experiences were also a 

source of distributed knowledge. Some discussions took place at workshops, others 

informally at home. Debbie found the workshops remote from classroom practice but 

she was introduced to a number of concepts about co-teaching, linguistics, teaching 

and learning. At school Yao-wen guided her into the school community and helped 

her organize cultural workshops for the other teachers, thus scaffolding adult teaching 

experiences for her. 

 Debbie learnt important things about herself, her professional performance and 

her personality: in spite of the repetitive structure of their lessons, two lessons, each 

repeated ten times, Debbie learnt from Yao-wen the need to challenge oneself 

continually to improve professional performance, even if the task was simple. She 

experienced the importance of careful planning and realized that even carefully 

planned and structured activities will always throw up unexpected problems when put 

into practice. She learnt to make sense of experience by reflection, thus constructing 

her own knowledge. This process led her to know herself better, to see that she liked 

children very much, but in spite of successful teaching experiences with Yao-wen, she 
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realized she was not suitable to be a teacher. 

 

Professional growth and development: Jun-kai. Jun-kai’s rich learning 

experience through his participation in the AEP was amply described in this study. His 

regular attendance at workshops and orientation gave him formal knowledge of 

co-teaching theory and practice, methodologies, linguistics as well as new teaching 

activities. In terms of socio-cultural theory, the AEP workshops gave Jun-kai the 

conceptual tools with which to understand and define his learning. It provided 

professional in-service training in a bilingual, bicultural context where he was 

exposed to different teaching styles of Dr Gates and the different learning and 

workshop participation styles of his new American colleagues. Jun-kai gained a new 

perspective from which to re-examine the teaching, learning and participating styles 

to which he was accustomed. He also had his teaching evaluated by the AP and was 

counseled by both Dr Gates and Yi-ting. As a result he experimented with new ways 

of planning and structuring learning. Attendance at workshops and access to AP gave 

Jun-kai a rich exposure to knowledge distributed across the community of practice, 

which is always richer than individual knowledge (Thorne, 2005). 

This study analyzed how Jun-kai had a stable theory of teaching and learning 

based on private language school praxis and his perceptions of aboriginal students 

learning styles. What teachers know is always socially constructed from the 

experiences and classrooms from whence they have come (Kleinsasser & Sauvignon, 

1992). Jun-kai’s teaching theory evolved over a number of years. Meg’s reaction to 

the classroom environment forced him to re-assess it. Co-teaching always results in 

loss of autonomy and the need to justify teaching behaviors (; Buckley, 2000; Cook & 

Friend, 2004; Shannon & Meath-Lang, 1992). By participating in the AEP, Jun-kai 

joined a community of practice which guided him towards re-evaluation of his teacher 
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beliefs and behaviors. Classrooms can be conservative places, well done workshops, 

rooted in teachers’ classroom life can introduce new knowledge (Hargreaves, 1994). 

The twice monthly workshops were questioned by many teachers but they implicitly 

taught Jun-kai that in this community of practice, beliefs based on experience cannot 

be reified, theories and methods have to be challenged, analyzed, re-examined and 

reaffirmed or rejected. 

 Jun-kai was able to describe some things he learnt; for example, by reflecting on 

his teaching style, he realized that he talked all the time in class and never reinforced 

students’ learning by writing. However, there were other, tacit learning gains which he 

did not express. He praised Meg for learning to keep a room full of aboriginal 

children under control by herself in the evenings, but Meg was demonstrating to him 

that the class management she and AP were advocating was achievable and that the 

aboriginal children had more than one learning style and could engage in learning 

without the teacher having to turn the class into a circus. 

 However, Jun-kai’s learning was inhibited by the strength of his attachment to 

his former beliefs and the fact this program only lasts one year. However, Meg 

showed him what could be done, Jun-kai’s subsequent development is beyond the 

scope of this study. 

 

Professional growth and development: Meg. This study showed how Meg 

initially felt she had learnt nothing from Jun-kai. She drew the distinction between 

what she learnt from Jun-kai and what she learnt by working with him. However, her 

learning was clearly contextualized in the classroom alongside Jun-kai. As the year 

went on, Meg’s cognition was transformed from mediation by others to self mediation 

and she was able to see that she had learnt a lot about teaching from him. 

 This study showed how the fact that Meg was a qualified teacher did not prevent 
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her from playing a role as apprentice, as she did with her co-teacher in the co-school. 

Being flexible enough to take on new and unexpected roles is associated with 

successful teaching by NESTs according to Gingerich (2004). To a lesser extent, it is 

clear that she played the same role with Jun-kai. The multiple skills Meg learnt from 

Jun-kai, her main school co-teacher and her co-school co-teacher who were members 

of the local community of practice of elementary school NNESTS have been 

explained in detail. The benefit Meg derived from her access to distributed cognition 

across the community of practice was illustrated with several examples: her 

consultations with Dr Gates, Yi-ting and Pei-hua, who all possessed diverse expertise, 

were also described as was Meg’s learning. Socio-cultural theory helps understand 

how, when facing an emotional crisis brought on by an overwhelming classroom 

situation, Meg reverted to novice status.  

As in the case of Yao-wen, Meg’s learning changed her profoundly; Yao-wen 

developed initiatives to gain new teaching and cultural experiences outside the world 

she knew, while Meg was led to return to her teaching roots. This study has described 

how for teachers, theory from the abstract heights is reframed by classroom 

experience. Yet, it was shown how for Meg, her experiences confirmed her original 

theoretical positions as she reconstructed her teacher knowledge. Teacher knowledge 

as something constructed rather than the result of taught theory has been described by 

Brown, Collins and Duguid (1989), Freeman and Johnson (1998) and Puttnam and 

Borko (2000). Furthermore, teacher knowledge cannot be separated from the teacher 

as learner (Freeman & Johnson, 1998) or the teacher as a child (Webb, 2004) and 

Meg’s experience as an unmotivated high school student helped her see that her 

aboriginal students might actually want to learn but they were being written off as 

unmotivated. 

The processes by which Meg reached her definitive conclusions on co-teaching 
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were clearly mapped out in this study. They can be described using terms derived 

from socio-cultural learning theory. Meg, a person who had teaching experience and 

theoretical knowledge, found herself in a stressful new environment and reverted to 

novice status. This kind of regression process has been described by Tsui (2003) and 

Verity (2000). She reverted from self-regulation to mediation by others around her 

who were sources of distributed cognition. Meg’s keeping a reflective journal created 

a ‘mediational space’ where she could internalize her learning and learn to 

self-regulate her cognition and emotions. By the end of the AEP program she realized 

that her learning was situated in a co-teaching context with Jun-kai. She confirmed 

that there she had developed her confidence, affirmed her independence and 

confirmed her professional beliefs. 

These findings, which show growth in Meg’s knowledge and professional 

development in the context of a conflictive co-teaching situation can be considered 

alongside those of Tsai (2007) in her study of co-teachers in the Taiwanese city 

program where good collegial relationships did not necessarily produce effective 

teacher learning (p.273).  

 

Conclusion: Professional growth and development. The rich learning 

opportunities created in the context of co-teaching between NESTs and NNESTs in 

Taiwanese elementary schools by the co-teaching partnership have been amply 

discussed in this section of Chapter 8. In keeping with the premises of socio-cultural 

theory, the participants learnt in the context of the classroom partnership, rather than 

from theory. Professional learning included new teaching techniques, lesson planning, 

evaluation of lessons, assessment and self knowledge as teachers. NNESTs were also 

able to improve their English in a contextualized way, what Carless and Walker (2006) 

describe as learning to combine grammar with communication. Teachers learnt more 
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about students, curricula, schools and educational culture; their learning extended to 

interpersonal relationships and the importance of communication. 

The ways in which the NNESTs mentored the NESTs and scaffolded their 

learning was extensively described and commented. Over the course of the year the 

NESTs internalized the learning mediated by their local partners and gradually learnt 

to regulate their own teaching activities (Johnson & Gombolek, 2003; Sawyer, 2002). 

Social interaction between the expert NNEST and the novice NEST, or between peers 

in the community of practice formed by the AEP, either in workshops or informal 

conversations in their joint housing, created the occasion for all participants to grow 

within their ZPD (Greeno, 1997; Johnson & Gombolek, 2003). Thus, it has been 

shown how the NESTs underwent a cognitive apprenticeship during which they 

experienced collaborative learning with their co-teaching partners and peers. This 

process of learning was seen to be supported by social interaction (Brown, Collins & 

Duguid, 1989) and was fully described and illustrated. 

Many instances were described which demonstrated the distributed nature of 

knowledge and the recourse that not only novices, but also experts have to the 

different sources of knowledge in the community (Lave & Wenger, 1991; Puttnam & 

Borko, 2000). NNESTs’ membership of the local community of practice of 

elementary school English teachers was described in detail as was their induction of 

NESTs from the AEP into this community of practice as legitimate peripheral 

observers. The use of symbolic artifacts such as lesson plans, email communication, 

teacher journals and their role in teacher learning and development was traced in 

detail.  

The investigation has revealed the processes of teacher learning: interviews and 

journal entries provided numerous insights into how teachers think about their work 

and construct explanations for it (Elbaz, 1983). Teacher learning is not a question of 
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studying an abstract de-contextualized body of theoretical knowledge derived from 

researchers’ observations of what effective teachers do, or asking effective teachers 

what they do and then applying it to any context; such approaches leave aside what 

individual teachers do in the classroom (Freeman & Johnson, 1998). Theoretical 

knowledge from college or workshops was reframed by the teachers in this study, it 

was critically evaluated by all the teachers in this research and sometimes revalidated, 

as in the case of Meg, who eventually discovered new value in the teaching theory she 

was taught in college. 

This investigation traced the processes by which teachers constructed their 

learning and explained their work. It gave empirical data showing how teachers’ ideas 

about their work were shaped by their experiences as students (Lortie, 1975) and their 

personal values and beliefs (Pajares, 1992). The work context was also found to shape 

teachers learning which was socially negotiated through experiences, with co-teachers 

firstly, but also with peers, students and AEP administrators (Freeman & Johnson, 

1998; Grossman, 1990; Kleinsasser &. Sauvignon, 1992; Rosenholtz, 1989). 

This study hopes to have shown how socio-cultural theory goes beyond mere 

descriptions of the experience of teacher learning to reveal the hidden complexity of 

learning experiences and where the experiences lead. This study attempted to provide 

rich descriptions of the transformative processes by which teacher learning emerged 

and was constructed in the settings and circumstances in which the teachers worked 

(Johnson & Gombolek, 2003). 

The research is also relevant to studies of expertise: the characteristics of expert 

teachers, who reflect on their work, use experience to create new challenges rather 

than make their life easier, seek opportunities to deepen their learning and consult 

widely to access sources of distributed knowledge (Bereiter & Scardamalia, 1993; 

Berliner, 1995; Elbaz, 1983; Laverick, 2007; Richards & Li, 1995) were seen in 
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Yao-wen, and to a lesser extent in Meg; behaviors of experienced but not expert 

teachers, who use their experience to resolve challenges rather than create new ones, 

were seen in Xiao-ling and Jun-kai. 

Finally, it was also found that despite the findings of many studies, a harmonious 

and peaceful co-teaching relationship was not indispensable for professional learning 

to take place, in the end Meg attributed her learning and professional maturation to 

her conflictive partnership with Jun-kai. This matches the findings of other 

researchers (Davison, 2006; Welch, 1998) that conflicting views and disagreements 

are to be expected in any creative relationship and need to be managed correctly 

rather than avoided, that management was provided by the AP. 

 

The fourth research question. To what extent is there intercultural 

communication between American and Taiwanese teachers and growth in cultural 

awareness? 

As with research question three, answers to this question will be presented on a 

case to case basis, describing the cultural learning which took place, growth in 

cultural awareness and occasions when teachers moved into third spaces where they 

took simultaneously valid yet contradictory cultural perspectives. The role of the 

co-teaching partnership and the framework and values of the AEP in nurturing 

cultural learning will also be considered. 

 

Growth in cultural awareness: Xiao-ling. In her statements Xiao-ling tended to 

measure cultural learning in terms of declarative knowledge of ‘big C’ cultural events 

such as Halloween and Christmas. Yet the co-teaching process gave her wider and 

deeper cultural understandings that are relevant to the fourth research question.  

 Her learning came about through personal interaction in specific situations that 
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enhanced the effectiveness of the learning. Indeed this awareness could not come 

from book learning. It was tied to concrete individuals and anchored in concrete 

settings within the framework of the co-teaching relationship with Jo and other 

co-teachers. 

 Two of her experiences related to Christmas. The first was when she asked a 

co-teacher to give a cultural class and explain about Christmas. She was taken aback 

when the co-teacher explained that she was Jewish and did not want to share about 

Christmas. Xiao-ling was then very happy to celebrate Hanukkah in the class, even 

though it broke her previously held stereotype, learnt from a respected teacher that all 

Americans celebrate Christmas. 

 The second cultural learning experience occurred on seeing Jo in class one day, 

sighing and looking out the window instead of focusing on the lesson. Xiao-ling was 

annoyed. They were supposed to be working together, and Xiao-ling needed her 

co-teacher to be a self-starter. Xiao-ling said her nightmare would be a partner who 

needed to be pushed and guided, yet that day Jo was passive and unhelpful. Then 

Xiao-ling realized, it was Christmas, Jo must be depressed at having to go to work on 

Christmas Day and was feeling very homesick.  

As Xiao-ling recounted it, she already knew that it was Christmas on one level 

but it did not register. Although Jo mentioned that Christmas, her favorite holiday, was 

not as big a deal as Halloween in school A, nevertheless, she and Xiao-ling had 

prepared for it with songs and decorations. Xiao-ling’s realization was that Christmas 

has a different meaning from the English textbook, not a religious or a folkloric event 

with decorations, gifts and Santa, but rather a personal event lived by individuals; a 

time of homecoming, belonging and family. Xiao-ling was able to relate this to her 

own situation by thinking of Chinese New Year and how she herself would feel if she 

were working far away from her family at that time. Thus Xiao-ling’s realization: 
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Today is Christmas also individualized Jo as a person living a cultural event. Jo could 

be seen not just as a co-teacher with an American label but as a person: a daughter, a 

sister, a person with deep family feelings. Thus her understanding of Christmas, of Jo 

and of culture were changed and deepened. Christmas was no longer just a ‘big C’ 

event in the list of folklore, foods and festivals that fill the English language text 

books which Xiao-ling read and taught, but instead a small ‘c’ personal experience. 

Xiao-ling was able to discover that culture, as Moran (2001) says, is a lived 

experience. 

 Xiao-ling acknowledged diversity in American culture but she retained some 

cultural stereotypes. Having an African American co-teacher provided a setting for Jo 

to grow in cultural awareness alongside her situated learning. She noticed some 

features of vocabulary and accent in Jo’s English which she attributed to Jo speaking 

Black English. The researcher did not notice these, but he spent less time with Jo than 

Xiao-ling. Xiao-ling took this as a learning opportunity and her open attitude was 

demonstrated in the way she dismissed the racially stereotyped comment of the 

student who suggested that all aboriginal women were muscular. 

 Cultural learning and cultural awareness were evidenced in the incident when Jo 

pulled up her sleeve to demonstrate the word ‘strong’. In fact Xiao-ling noticed a 

change in Jo’s behavior after this but did not know the reason. From her own 

testimony, Xiao-ling revealed that she accepted the female gender role socially 

assigned to most Taiwanese women: she had work late, so late that the child minder 

complained of overwork, she was also a homemaker for her husband, her child and 

herself. Furthermore, she felt the pressure that comes when a husband’s mother and 

father visit. Xiao-ling regarded herself as liberated, evidence for which she cited as 

the fact that she was able to go to the movie theater by herself, or even to the beach 

with friends. From the western viewpoint, the examples Xiao-ling gave show that 
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rather than free, she was in fact tightly circumscribed. Yet despite being constrained 

within a gender framework, she was aware of other ways of being female and wanted 

the students to learn them, her message to Jo was: ‘Don’t hide what American girls 

are because we need different kinds of people to let the students know.’ 

 Despite being located culturally and physically within a gender role, by reaching 

out in an open encounter with a person from the American cultural community, 

Xiao-ling was able to view herself from the outside, to look back at her Taiwanese 

gender role as one way, not as the only way to be female. She did not reject the 

Taiwanese way, nor embrace the American way; she had a thirdness perspective of 

understanding both. There are differences and opposition between an American and a 

Taiwanese way of being female, and other responses were available to Xiao-ling, for 

example she could reject one of them, as Debbie noted that some of the other 

NNESTs rejected aspects Taiwanese culture. Yet Xiao-ling was able to straddle the 

contradiction between two different positions, while keeping both of them in view, 

harmoniously accepting both ways at the same time. 

 

Growth in cultural awareness: Jo. The study gave evidence for intercultural 

communication between Jo and Debbie and described Jo’s growth in cultural 

awareness. Jo was piloted by Xiao-ling into acceptance of the local educational 

culture, which is often difficult for teachers from western countries to adapt to. Jo was 

able to embrace the local education system with its emphasis on repetition, choral 

chanting, memorization, tests and exams. This was facilitated by her respect for 

Xiao-ling’s expertise. Participating in the program, located in a contextualized setting: 

the classrooms of school A, mentored by Xiao-ling, Jo’s acculturation into the local 

system resulted in her developing a new interest in assessment and test setting. 

 Jo socialized less with the local community than Meg, preferring to spend her 
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free time with her American peers; yet her cultural sensitivity was demonstrated in her 

willingness to modify her behavior as a way of meeting the expectations of students in 

a setting she identified with and where she wanted to remain a legitimate peripheral 

participant. 

 Jo and Xiao-ling spent much time talking about cultural issues: marriage customs, 

family events, the different ways and behaviors of their cultures. The relationship with 

Xiao-ling led Jo into third space where she discovered new perspectives, both positive 

and negative about her own culture, while at the same time, was able to identify with 

the local culture, although she was aware of its limitations. Thus she tried to adopt 

Taiwanese female behaviors, while remaining aware of the social constraints and 

pressures on a person such as Xiao-ling.  

 Jo’s cultural learning was facilitated by a very smooth integration into Taiwanese 

schools and society. Unlike Meg, Jo noticed no signs of racial stereotyping, neither of 

the aboriginal children in her school, of whom there were a few, nor of herself as an 

African-American. She noted that the local text books portrayed all Americans as 

white, at home she would have found this unacceptable, but she was not disturbed by 

it because she appreciated that it was not such a sensitive issue outside the U.S.A.. 

Many factors were involved in the development of cultural awareness in Jo, 

social factors, institutional factors, the joint training system, the roles and values the 

AEP communicated, but her development in intercultural communication was made 

possible above all by her good professional relationship with Xiao-ling. 

 

Growth in cultural awareness: Yao-wen. In this study, clear evidence was 

presented to chart growth in Yao-wen’s cultural awareness, cultural learning and 

intercultural competence.  

Yao-wen learnt to negotiate a crisis situation caused by miscommunication with 
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Debbie that generated a temporary collapse in confidence and motivation for Debbie. 

This gave her the chance to repair a communication breakdown with a foreigner for 

the first time in her life. She acknowledged to the researcher that the existence of the 

AP had allowed her to take the risk of broaching the subject with Debbie by email and 

trying to repair the damage. 

For Yao-wen, one kind of cultural learning came from Debbie’s cultural 

workshops which were open to all teachers in school B. She also achieved her cultural 

goal of seeing how Americans think behave and live. Yet this study has shown how 

Yao-wen’s learning went much deeper beyond that. 

Yao-wen considered herself different from other English teachers because having 

been a home room teacher for five years she was very familiar with students of the 

age group they were teaching; indeed she had been home room teacher to some of 

them. Nevertheless, she learnt a completely different approach to dealing with 

students, based on Debbie’s willingness to reach out, spend time talking and get to 

know all the students and dedicating herself especially to those with learning 

difficulties. Reflection on this helped Yao-wen take a third space perspective, 

glimpsing those elements of American culture, notably fairness to all and sympathy 

for the underdog which led Debbie to devote time to those most in need. Yao-wen 

admired Debbie’s behavior but acknowledged that it would be a torture for most 

Taiwanese teachers to do that, yet aware that, despite that, her Taiwanese educational 

culture had its own validity. 

The study also presented evidence for Yao-wen’s re-location into third spaces on 

several issues: she contrasted the unwillingness of her colleagues to discuss teaching 

ideas out of shyness with Debbie’s openness to discussion or the reluctance of her 

Taiwanese colleagues to attend cultural workshops because they were shy about their 

English skills with Debbie’s willingness to face the class in spite of her limited 
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Chinese. Yet Yao-wen could empathize with her colleagues, knowing why they would 

react in those ways. Similarly Yao-wen observed how her peers in other schools 

dismissed the NESTs as novices, an attitude which she, being an experienced member 

of the local community of practice, could see as justified and yet from another angle, 

consider mistaken.  

Yao-wen learned from the subtle interplay between culture and personality, 

Debbie seemed to lack confidence and needed nurturing as a teacher by Yao-wen, yet 

was able to stay on alone in Beijing after her university exchange program ended and 

travel around South East Asia with just one female friend, Yao-wen attributed this to 

Debbie’s cultural background and contrasted Debbie’s courage with that of her 

colleagues who were older that Debbie, closer culturally than Debbie to other South 

East Asian cultures, yet afraid to travel there. Yao-wen kept both perspectives in view 

as she acted on this learning and started traveling like Debbie did, without 

compromising her role as a Taiwanese woman in a rural setting. Likewise, she found 

Debbie open and easier to communicate with than Taiwanese colleagues; Yao-wen 

considered openness the quintessential American quality, whereas in fact Debbie was 

shy and indirect, in awe of Yao-wen’s expertise, sometimes afraid to ask for 

clarifications, unable to tell her that she was no longer interested in teaching as a 

career or that she was in crisis, leaving Yao-wen to use her interpersonal skills to read 

her feelings. 

This study thus comprehensively demonstrated Yao-wen’s deep growth in 

cultural awareness, situated in her interactions with both Debbie and her colleagues in 

school and on the AEP. This learning was not merely theoretical or of perspectives but 

led to action in the form of career change and development. As this thesis was being 

written, in April 2010, Yao-wen was touring the elementary schools of Cleveland, 

Ohio on a international teacher exchange program according to her last email (March 
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9, 2010). 

 

Growth in cultural awareness: Debbie. Debbie had some preparation for her 

encounter with Taiwanese culture and could be said to have favorable dispositions 

towards intercultural experiences. She had majored in Anthropology, with a minor in 

East Asian studies and spent eight months in Beijing. Like Jo and Meg, she had 

chosen the AEP partly for cultural and linguistic reasons, not just for the teaching 

experience alone, or even less for a financial motive. She also described it as a kind of 

rite of passage which young people in her culture go through: going abroad to 

discover their identity and their goal in life. 

She allowed herself to be immersed Taiwanese educational culture even though it 

differed considerably from her own; nevertheless she accepted it, for example, dealing 

with the fears and tears of her young students when they faced tests and exams, a 

situation which was very strange for her, coming from an environment where 

elementary education uses a different methodology and is relatively stress free. As in 

the case of Jo, Debbie developed an interest in issues of testing and assessment as a 

result of her exposure to Taiwanese educational culture. 

When asked, Debbie thought she had learnt more about Taiwanese culture from 

visiting her host family than from her work in the school. The host family explained 

Taiwanese customs to her and took her on outings to sites of cultural interest. 

Nevertheless, it is arguable that Debbie’s most sustained exposure to Taiwanese 

culture was through her immersion into a Taiwanese working situation, pairing a local 

teacher and spending twenty hours per week teaching students in a local school, 

eating with colleagues each day, as well as spending time outside class talking to her 

students to get to know them. She observed and experienced local ways of working, 

male and female behavior, children’s behavior, treatment and status of students and 
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children, the roles, attitudes and expectations of families, ways of making 

arrangements, plans and promises, ways in which colleagues relate to each other, 

socializing, asking favors, expressing opinions, disagreeing and agreeing and many 

more cultural behaviors. Thus a significant part of Debbie’s cultural learning was 

situated in school in the local community of practice. 

The AEP created the context in which Debbie, because of her favorable cultural 

dispositions could learn and develop. However, although she was unaware of it, she 

was aided by Yao-wen, who had looked for resources to better understand NESTs and 

their reactions to the AEP, by reading journal articles and talking to experienced AEP 

members before the program started. During the year, Yao-wen’s informal discussions 

with her peers during the AEP workshops enabled her to understand Debbie’s 

reactions and create a suitable environment where Debbie could immerse herself, 

adapt and learn. Like Xiao-ling and Jo, Debbie’s good relationship with Yao-wen 

helped created a space in which she could grow in cultural awareness.  

Being able to understand where the cultural other is ‘coming from’ is a first stage 

of intercultural communication (Kramsch, 1999), but third spaces are where both 

cultures, with their contradictory, mutually exclusive aspects can be held in view and 

appreciated at the same time (Bhabha, 1994). The combination of personal, 

environmental and institutional factors described above facilitated Debbie’s taking 

third space perspectives between Taiwanese and American culture. 

 

Growth in cultural awareness: Jun-kai. To know more about western culture 

was one of Jun-kai’s goals for the year; during the program he had prolonged 

exposure to western culture which resulted in new knowledge, perspectives and 

understandings of western and Taiwanese culture. 

 Cultural events like Christmas came alive for Jun-kai as he observed and shared 
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the way his partner lived the event. Before, Christmas for Jun-kai meant pictures in an 

English text book; mediated by Meg, Christmas changed for Jun-kai from a collective 

cultural event to the personal, cultural experience of an individual. Thus Jun-kai was 

given a deeper understanding of Christmas and an insight into culture as something 

personal, grounded in daily life. This new awareness of culture as something personal 

came from reflecting on his learning from two individuals: Meg and Dave. Jun-kai 

was able to see beyond cultural stereotypes into the individual characteristics which 

made Meg and Dave so different despite their common background. This learning 

may lead him to detect stereotyping in his ideas about aboriginal students. 

 By translating for Meg, Jun-kai was able to learn in a situated way, not just the 

content of her answers, but the ways of thinking and reacting of a westerner. 

 In the context of the workshops he attended, Jun-kai was able to observe 

differences between American and Taiwanese educational culture. The NESTs 

demonstrated cooperative American student behavior by answering questions, voicing 

their opinions, speaking out when necessary to share their feelings, interrupting the 

professor to ask questions, manifesting their ignorance when they fail to understand 

something. Taiwanese concepts of good student behavior are different according to 

both Xiao-ling and Jun-kai. Jun-kai was led to perspectives of thirdness as he 

compared the two educational cultures, appreciating both, keeping both sides in view. 

He realized that students’ questions could be useful because they helped Dr Gates see 

whose knowledge was deficient and which of her points were not clear. In Taiwan 

Jun-kai said, such lacunas might not be discovered until the exam. Holding this 

perspective Jun-kai was able to reconsider Taiwanese school culture, commenting that 

local students listen with respect but that this often leads to the teaching becoming 

boring. 

 Situated in a partnership with Meg, Jun-kai gained new understandings of both 
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Taiwanese and western culture and behavior; he was also forced to define things he 

had previously taken for granted in order to explain his situation. Thus he gained a 

deeper understanding of the meanings of his practices by bringing to consciousness 

his tacit knowledge (Scanlan, Care & Udod, 2002). He reframed for himself the 

norms governing the working practices of teachers in Taiwanese schools: teachers do 

not have too many opinions, dissent is self-censored and harmony is treasured. 

Westerners have opinions even before they have begun the task. Jun-kai was led into 

third space, recognizing that both cultures are reasonable: Americans have opinions 

before they even begin the task, but because they speak their mind, you never need to 

waste time trying to fathom out their thinking. Taiwanese value harmony and opinions 

are self-censored, but on the other hand, to do research among the Taiwanese must be 

difficult (Jun-kai told the researcher) because the Taiwanese speak beautifully, but it is 

not the reality. 

 

Growth in cultural awareness: Meg. During her year in Taiwan, Meg embraced 

the local culture: the indigenous aboriginal culture and Chinese culture. Meg cultural 

awareness showed limitations, she was irritated by local attitudes to time in her 

encounters with other Taiwanese apart from Jun-kai. Nevertheless Meg was a person 

of cultural sensitivity: culturally fair, rather than culturally neutral (Fougere, 2004) 

 Her knowledge of education in the U.S. and her cultural sensitivity helped her to 

understand the standard of teaching in the schools where she worked, even though the 

failings of teachers such as Jun-kai were stressful for her. However, she accepted that 

rural schools in Taiwan must be like rural schools in America: it is hard to attract 

talented teachers to work in them. 

 Meg was trained to teach elementary and special education, but this was the first 

time she taught ethnic minority children in Taiwan. The system of class management 
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was insufficient to prevent students throwing things at her, insulting her or fighting in 

class. She blamed Jun-kai’s lack of class management rather than the students for this. 

At the same time, while trying to avoid stereotyping the aboriginal students, she did 

not fall into the trap of patronizing them by whitewashing them: putting the blame on 

their difficult family background and absolving them for responsibility for their 

actions, as Jun-kai did. Instead she set high expectations for them and made demands. 

This specific environment in a mountain aboriginal community school, working with 

a partner whose teaching philosophy she did not share, became the setting for a deep 

cultural learning and led Meg to perspectives of thirdness through which she 

re-evaluate her own cultural background. 

 The question of directness and indirectness in communication is a common point 

of contrast between societies with a high reference culture and those with a low 

reference culture. Meg experienced this contrast manly in one individual: Jun-kai, 

who produced contradictory statements depending on whether he was speaking 

English or Chinese. Often, when she asked Jun-kai in English, if he understood what 

she was saying, he said he did. When she asked in Chinese he admitted he did not. In 

English he was tactful or indirect; in Chinese he was plain and direct. However, Meg 

saw this as an individual behavior of Jun-kai’s. At the same time, she was very happy 

with the directness of her aboriginal colleagues, who, after a few drinks started to 

speak more bluntly than Meg herself did. This shows that although Meg retained her 

preference for directness, she viewed indirectness in a negative light and welcomed 

the bluntness of the aborigines. She became aware that modes of communication 

other than being indirect or blunt were also legitimate. However, it could be argued 

that Meg viewed indirectness in speech negatively, since it was a behavior of Jun-kai 

and viewed bluntness in speech positively because the aboriginal teachers, whom she 

liked, spoke like that and bluntness was similar to speech modes in her own culture. 
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Thus, it seems that Meg’s growth in cultural awareness in this area was not so clear 

cut. This is an example of disconfirming evidence being acknowledged in this study. 

 Continuing with issues of directness, indirectness, tact and bluntness Meg was 

surprised by her colleagues’ willingness to describe people by their physical 

appearance, for example, dark skin color or obesity. From a thirdness perspective she 

saw that the American tendency to be very tactful about skin color and physical 

appearance was good, yet at the same time, it was not good, because it meant that a 

physical trait, obvious to everyone, was unmentionable. Taiwanese directness was 

initially shocking to her, as an American, but she could accept it from the Taiwanese 

viewpoint as something normal, and begin to see the American practice as somehow 

false. Being in the third space means tolerating contradictory truths because opposing 

views are not brought to closure in third spaces, they are sustained there (Bhabha, 

1990). 

 Working with children gave Meg the opportunity for growth in cultural 

awareness as encountered differences in the level of responsibility children were 

entrusted with in schools in Taiwan. She was surprised to see 6th-graders supervising 

1st graders at mealtimes, when in principle, teachers were available; she was also 

surprised and gratified to see children given the task of cleaning their classroom. 

These were signs of docility among Taiwanese students, even naughty Taiwanese 

students, who could be trusted with these duties. This was very surprising for 

someone coming from a western educational background where teachers could never 

surrender responsibility in this way. Once again Meg took a third space perspective on 

this, identifying with the Taiwanese way despite her initial surprise and from there 

re-evaluating the American way: both are valid yet both are different. 

 Co-teaching on the AEP gave Meg a deeper understanding of being the Other, 

someone who is on the borderlands (Anzaldua, 1987): present in the society but not 
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assimilated because of cultural differences and linguistic barriers. Meg was grateful 

for this insight which would prove very useful in her work with immigrants back in 

the U.S. Her life experiences in Taiwan, such as not being able to communicate with 

the doctor, sensitized her to the needs of those from other cultural and linguistic 

backgrounds. 

 In terms of gender, Meg was aware of differences in Taiwan as to what is 

appropriate for men and women, for example when she went to the folk event. She 

accepted these norms and respected them but claimed she did not change her gender 

behavior. This may have been because she spent a lot of her time in an indigenous 

aboriginal community. 

 Growth in cultural awareness sometimes occurred in roundabout ways. Meg 

overcame her initial reluctance to use Taiwanese squat toilets, which she saw as 

unhygienic by her standards. When she started to use them she felt it meant she had 

relaxed an excessive American cultural concern for hygiene. However, the data 

showed that in fact she accepted the Taiwanese squat toilet because she came to the 

conclusion after using it, that despite appearances, it was actually more hygienic than 

American public toilets, thus satisfying her American concern about hygiene. This 

could be construed as disconfirming evidence for cultural learning, but it also shows 

that Meg came to embrace Taiwanese practices. 

 

Conclusion: Growth in cultural awareness. Thirdness, goes beyond merely 

knowing where someone is coming from culturally. That concept of cross-cultural 

communication is based on the theoretical assumption that one nation corresponds to 

one culture (Johnstone, 1999). In fact, many individuals can claim membership of 

various cultures; of the Taiwanese teachers in this study, one was a Hakka from 

southern Taiwan, another was Hoklo from eastern Taiwan and a third was also from 
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eastern Taiwan but with a mixed mainland and Hoklo background; one of the native 

speakers was Scots-American, another African American and the third, 

Irish-American. Thirdness fits into paradigms which see culture as something more 

individual. Thirdness involves embracing the culture of the other, holding it in parallel 

with one’s original culture, despite the differences or contradictions between them 

(Bhabha 1990; Kramsch, 1999), individuals may create their own inter-culture 

(Kramsch, 1993), rather as language learners create inter-language, adopting some 

aspects of acculturation, while rejecting others (Johnstone, 1999). Teachers in this 

study, such as Yao-wen, manifested multiple identities rather than remain 

circumscribed by the identities socially assigned to them (Bhabha, 1994; Isahara & 

Maeda, 2004; Kramsch, 1999). 

The process of reaching out to another culture, encountering difference, 

questioning one’s cultural beliefs and assumptions and becoming a different kind of 

American, a different kind of Taiwanese is similar to the relational process described 

by Bahktin, in which one comes to know oneself by reaching out to the other and 

discovering what one is not. Teachers in this study showed signs of the dual cultural 

identities However, this study also showed that such behaviors may be consciously 

chosen as temporary coping strategies, as when Jo copied the behavior of Taiwanese 

women in order to achieve her goals, and became more refined in order to meet the 

expectations of her students. Jo assumed she would jettison these behaviors on 

returning to the U.S. saying she would have no trouble re-adapting when she went 

back. However, reverting to whatever feminine strategies she used before to achieve 

her goals or changing her behavior to meet the expectations of students in the U.S. are 

logical adaptations. Dialogism extends across time as the Self encounters different 

Others, thus the identity of the Self is not fixed (Bakhtin, 1981). The wider 

perspective Jo experienced, of different ways of being female undoubtedly enriched 
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her. 

 Bahktin has been criticized as too benevolent and mainly relevant to personal 

relationships, rather than relationships in organizations, organizations have their own 

pressures which hinder the development of intercultural communication (Fougere, 

2004). Members may lack the codes to communicate, overestimate the similarities 

between them and stereotype each other (Dahl, 1999). The organization that creates 

the bicultural situation has to create instruments which can negotiate between the 

cultures and foster cultural awareness between co-teachers (Anderson & Speck, 1998; 

Fougere, 2004). This research showed that the AEP not only valued cultural 

awareness and communication, but also set in motion processes to facilitate it, cultural 

orientation and training and the means to foster it, native speaker contact with a local 

host family and the bicultural or multicultural negotiating ability of AP. The findings 

of the study imply that this commitment to intercultural awareness and to creating an 

environment that encouraged intercultural communication contributed to successful 

outcomes for teachers’ growth in cultural awareness and communication.  

 

Suggestions for further research 

 While a larger scale inquiry into teachers’ professional and cultural learning in a 

co-teaching program would reveal valuable findings, the triple case study method 

used in this study proved adequate for portraying teacher development. In this 

research, the case studies lasted one semester; a longer time frame would no doubt 

have provided more contrasts. 

Although the impact of co-teaching on students’ proficiency turned out to be 

rather shallow because of the limited number of weekly English classes, the positive 

responses in the survey suggest that it would be illustrative to measure gains in 

students’ oral proficiency, bearing in mind that levels may be low in the pre-test and 
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ways need to be found to make younger students less nervous during oral tests. 

Longitudinal assessment that included teacher reports, or more frequent sampling 

instead of a pre- and post-test at the start and end of the year might provide a more 

accurate and more detailed picture of student progress. However, this would require 

involving teachers in the evaluation process and be time consuming. 

A mixed methods study investigating possible correlation between the quality of 

student outcomes and the quality of co-teaching is also to be desired, as in this study 

students and teachers were not completely matched. Another possible correlation to be 

investigated would be between student outcomes: student attitudes and gains in 

English proficiency.  

The quantitative study was unable to compare learning outcomes among students 

in the AEP with those of other students in the county who do not take part in the AEP. 

The main reason for this was the inability to find an experimental and control group 

within the same school, however, such an investigation is to be welcomed. 

 Co-teaching schemes are being increasingly adopted in the East Asian region, for 

example in Thailand, as well as in Taiwan. During the time period when this research 

was being carried out, a new AEP was inaugurated as a joint venture between a major 

Taiwanese southern city and the AEF. Given the scale of investment in such schemes, 

a large scale evaluation of outcomes, similar to that commissioned by the Department 

of Education in Hong Kong, which examined outcomes over three years in up to 78 

elementary schools could be undertaken by the Taiwan Ministry of Education or the 

National Science Council. This could even take the form of a case study of the AEP, 

since such a program is a very legitimate unit of analysis (Yin, 2003). 

 

Limitations of the study 

 Program evaluation is normally carried out at a governmental level on a large 
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scale with resources and authority to ensure that schools open their doors and 

cooperate in the evaluation. While lacking such means, this research received the 

invaluable help of the County Education Bureau Teachers’ Center as well as the full 

support of the AEF, the AEP Advisory Panel and the academic advisor, Professor 

Gates. 

 Although the number of students and teachers investigated is relatively small 

compared with the total program teacher and student population, the findings of both 

parts of the study are indicative of positive outcomes. Student learning outcomes were 

evaluated by means of a single test at the beginning of the academic year and at the 

end. A more detailed longitudinal study with regular tests and assessment reports 

written by teachers on each student to measure and compare gains in proficiency 

would have been desirable but would have interfered with normal school business and 

been too demanding on participants. 

 Growth in students’ English proficiency and motivation over the course of a year 

is affected by many factors: students’ cognitive maturing, divergences in self-esteem 

between children, a rural or urban environment, exposure to native speakers in 

English classes outside school, input from the family: encouragement, disinterest, 

presence or absence of parents. These factors were not taken into account in this study, 

as the inquiry into students’ English ability was reduced to two scores of the pre- and 

post-test. 

 The research evaluates students’ listening and reading skills since these are 

relatively easy to measure efficiently. However, it is generally considered that the 

greatest advantage of the NEST is their oral proficiency and therefore gains in 

students’ oral ability should also have been measured. However, given the large 

number of students investigated and the time required for oral interview – at least 

10-15 minutes per child, this would have required 20 hours of interviewing, requiring 
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more than one researcher and very disruptive of the school timetable. A pilot oral test 

was carried out with multiple raters on 48 4th and 6th-grade children in four schools 

using the most basic level of the Cambridge Young Learners Starters oral test for 7-10 

year olds, but it was found that many of children’s oral proficiency was negligible and 

some were so overcome by nervousness that they said nothing. However, since 

listening ability is a major component of communicative competence and given the 

deficit of information on learning outcomes, it seemed worthwhile to test reading and 

listening in order to offer a limited but sound assessment of English proficiency gains. 

 As mentioned in Chapter 3, there is a lack of correspondence between the student 

population of the qualitative study and the teachers of the case studies. The qualitative 

study investigates three pairs of co-teachers, but the quantitative study does not 

examine the students of those teachers. A future study where the impact of 

co-teaching relationships on the students of the co-teaching pairs could be 

investigated is much to be desired. In the present study, students of all three teaching 

pairs were surveyed on their attitudes and motivation but the data could not be used 

because of differences in the sample populations. 

 

Impact of the research on the researcher 

 As explained before, the naturalistic paradigm sees the genesis of research 

knowledge as a joint process involving the researcher and the respondents. The study 

has analyzed change and learning in the respondents, it is also appropriate to discuss 

the changes and learning in the researcher himself and how the changes affected data 

collection and interpretation. This study lasted two years and had a great impact on 

the researcher’s life. The AEP was chosen as a research topic because of the favorable 

reports about the project circulating among visiting scholars and local academics. 

Studying the program for two years at close hand did not diminish the favorable 
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impression which the researcher had formed of the AEP. The constant field trips to 

observe classes or test students did help him appreciate the validity of socio-cultural 

learning theory as he went into the contexts and locations where the AEP was being 

carried out. The encounter with the reality of the AEP in action, made the researcher 

aware of the inadequacy of his data collection methods to capture the richness and 

complexity of the relationships and actions which are described quite simply in this 

study. It was apparent that more time was needed in the field in order to enhance 

trustworthiness, or for better instruments to measure such a difficult construct as 

English language proficiency. The encounter with co-teaching opened the researcher’s 

mind this teaching method and made him more willing to consider using it in his own 

classes. Relationships with all respondents remained positive but did not become 

much closer during the period of investigation; the researcher did not socialize with 

respondents. Finally, observing the work carried out by the NESTs helped the 

researcher see their commitment and cooperation which helped him form a more 

positive view of the NEST contribution to the program. However, as far as he can tell, 

these reflections and changes in attitude do not seem to have affected the collection of 

data or its analysis or the findings of this research.  

 

Implications and recommendations 

 Outcomes for students and teachers in the American Exchange Program have 

been identified and commented in this study. The gains are rich and varied for both 

sets of stakeholders. Hopefully it has also been made evident that the collaboration 

which leads to favorable outcomes needs to be sustained and nurtured by a suitable 

administrative framework of the type seen in the AEP. The benefits of co-teaching are 

well documented but collaboration cannot take place without a structured mechanism 

to support it (Griffin et al., 2007). Some, but though not all, of the enabling features 
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which contributed to favorable outcomes were located within the administration, other 

were the values of the organization.  

 Size seems to have been a factor in facilitating good administration. The 

program was limited to one county in Taiwan and administered an AP consisting of Dr 

Gates, the academic advisor; one full time secretary in charge of native speaker 

teacher employment, housing, finance and welfare and Yi-ting, Pei-hua and one other 

local teacher on leave from their schools acting as Teacher Center officials. This five 

person team supervised, trained and managed sixteen NESTs and thirty NNESTs. 

Thus, effective administration and manageable size seemed to facilitate effective 

functioning and positive outcomes. 

 A further distinguishing feature of this program was its voluntary nature. Schools 

had to apply to join and go through a competitive selection process (see Appendix A 

for application form). Local teachers reported that they were given a voice in their 

school’s decision to participate. Native speakers were generally altruistic and 

cooperative volunteers; local teachers gave evidence of being committed 

professionals judging by the time they were willing to spend co-planning lessons and 

evaluating their execution as well as their regular attendance at training and 

workshops. Importantly, teachers were able to express their preferences in terms of 

schools and partners. 

 Analysis of the case study data revealed that all NESTs and NNESTs reported 

having had difficulty communicating in English with their partner. In principle, the 

linguistic skills of the NNESTs in the AEP should benefit considerably from working 

side by side with a NEST for one school year. The AP would need to bear this issue in 

mind and try to address it during the month-long orientation workshop. 

Finally, this research described how NESTs were involved in many aspects of 

school life apart from co-teaching English. They were present during school 
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extracurricular activities such as sports days, cultural visits and various competitions. 

This integration into the activities of the school community, much greater than that 

reported in the research literature on other bi-cultural and bi-lingual co-teaching 

programs may be associated with the successful outcomes reported in this study. 

 These elements deserve consideration from educators and administrators in 

other cities or counties in Taiwan and elsewhere in the wider East Asian region when 

considering setting up co-teaching schemes or when re-evaluating existing ones. The 

American Exchange Program contains a number of features described above which 

make it a feasible model, worthy of imitation. However, it is worth noting that in their 

final workshop, the native speaker teachers of the 2008-09 cohort singled out the 

friendly and welcoming attitude of Taiwanese as its outstanding characteristic. 

 

Concluding remarks 

 The findings of this inquiry into the outcomes of the AEP for teacher and student 

stakeholders traced the process of teacher learning within a socio-cultural framework. 

Many of the learning processes postulated by socio-cultural learning theory were 

observed as experienced teachers scaffolded learning for novices who gradually learnt 

to self-regulate. The role of the teachers’ journal as a temporary other and a tool for 

self regulation was also noted. Knowledge was clearly seen to be acquired in context 

and teachers were seen to access knowledge from where it was distributed across the 

community of practice, among colleagues, peers and advisors. 

 Teachers gained in cultural awareness and were often able to obtain perspectives 

from third spaces on their own and other cultures. The challenges teachers faced as 

they tried to deal with intercultural situations were also made clear. 

 Positive outcomes for students were also observed, both in motivation and 

attitude to English. There were also signs of proficiency gains which were distributed 
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across the experimental group.  

 During the process of investigating teacher and student learning outcomes, the 

features of this bi-cultural co-teaching program were described in depth. Co teaching 

is said to enable teachers to commit to improvement, be more inventive in their 

teaching, have access to more feedback and enjoy greater opportunities for learning, 

improvement and reflection (Guskey & Huberman, 1995). Yet, this study revealed 

that the beneficial outcomes which can derive from teacher collaboration depend on 

the culture of the organization (Fougere, 2004; Welch, 1998). The AEP was successful 

in generating shared expectations, a common set of values, clear roles for co-teachers 

and facilitated behaviors which enabled obstacles to collaboration, such as cultural 

friction, lack of time or other resources, personality differences or unrealistic 

expectations to be overcome, all of which facilitated the achievement of learning 

gains by teacher and student stakeholders. 
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Appendix A The American Exchange Program  

 

Program Mission Statement 

 

The mission of the American Exchange Foundation English Teaching program is to 

provide opportunities for American teaching assistants to co-teach with local teachers 

in order to assist with English education while simultaneously fostering cross-cultural 

exchange and understanding between the United States and Taiwan (American 

Exchange Foundation, 2008) 

 

Program Goals 

 

1. To improve children’s English ability as American college graduates work with 

local English teachers in a co-teaching capacity. 

2. To contribute to a contextually rich English learning environment through the 

presence of a English native speaker teacher in the classroom and on campus 

3. To provide a cultural context for learning and using English 

4. To serve as a model for standard pronunciation 

5. To provide exposure to different teaching and learning styles 

6. To foster cross-cultural communication, interaction and cooperation as American 

and local teachers work closely together 

7. To serve as a bridge between the United States and Taiwan and to promote 

understanding between the peoples of Taiwan and the United States 

8. To foster cultural learning for all stakeholders such as understanding of holidays 

and of languages; 

9. To encourage cultural learning on the part of American teachers such as learning 

and using the local language, and understanding the local culture  

10. To allow the American teachers to better understand Taiwan in general and this 

county in particular.    
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History of the Program 

 

Year NESTs NNESTs NESTs NNESTs
Advisory 

Panel 

AEF 

Co-ordinator

Academic 

Advisor

  Elementary Elementary Junior High Junior High       

                

2003-2004 9 50     2     

2004-2005 12 36     2   1 

2005-2006 12 24     2 2 1 

2006-2007 12 24     2.5 2 1 

2007-2008 12 24     2.5 2 1 

2008-2009 12 26 4 26 5 1 1 

 

Program Design 

 

 Orientation – one month orientation for all NESTs and NNESTs. 

 Main school – NESTs and NNESTs select their top six NESTs and NNESTs with 

whom to work, Advisory Panel pairs the teams. 

 Co-school – NESTs go 4 weeks in the Fall and then in the Spring to their 

co-school to work with a NNEST at that school, providing language instruction 

and cultural exchange. 

 Professional development workshops – Bi-monthly workshops are given by the 

Academic Advisor to the NESTs and NNESTs (Monday – junior high, 

Wednesday – elementary) on a variety of topics. 

 Observation – All main schools are observed once in the Fall (9 junior high 

observations, 12 elementary observations). All elementary co-school teams and 

all junior high main schools are observed in the Spring. 

 Conferences – post-observation conferences are held by the observing Advisory 

Panel memebers, the Academic Advisor and the co-teaching teams to discuss 

strengths and weaknesses of the observation. 

 Reflections – Both NESTs and NNESTs submit weekly reflections of their 

co-teaching to the Academic Advisor and AEF to which the Academic Advisor 

provides feedback (junior high NNESTs submit reflections bi-monthly). 
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Appendix B AEP Teacher Workshops 2008-09 

 

Location:   Meeting Room E3, County Teacher Center 

Time:   Wednesdays 1.30-3.30 pm 

Note:    Workshops in bold letters were attended by researcher  

 

2008 

 

August 25  Teacher Orientation (2-27 August) Host School Presentations 

September 10  Co-teaching issues 

September 24  Grammar teaching 

October 8   English language activity design 

October 22  Phonics and vocabulary 

November 5  Classroom management 

November 19  Language skills / study skills 

December 3  Reading strategies 

December 17  Teaching writing 

December 31  Integrated skills 

January 7  Cross-cultural seminar 

 

2009 

 

Feb 25   Effective co-planning and co-teaching 

March 11  Designing and using Wikis in the language classroom 

March 25  How phonetics and phonology inform the teaching of phonics 

April 8   Designing integrated skills lessons 

April 22   NESTs-NNESTs teams present effective lessons 

May 6   NESTs-NNESTs teams present effective lessons 

May 20   NESTs-NNESTs teams present effective lessons 

June 10   NESTs present portfolios and share feedback on program 
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Appendix C. Official letter to school administrators 
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Appendix D Class observation check list 

DATE SCHOOL CLASS TIME   

Lesson plan   

TIME Class activity Co-teaching Student action Comment 

          

          

          

          

          

          

          

          

Checklist NNS Teacher       

No. of Times 1 2 3 4 5 6 7 8 9 10 11 12

Address whole class                         

Address student                         

Discipline class                         

Discipline student                         

Questioned by student                         

Answer student                         

Lead role                         

Support role                         

Joint lead                         

Correct student                         

                          

Checklist NS Teacher       

No. of Times 1 2 3 4 5 6 7 8 9 10 11 12

Address whole class                         

Address student                         

Discipline class                         

Discipline student                         

Questioned by student                         

Answer student                         

Lead role                         

Support role                         

Joint lead                         

Correct student                         
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Appendix E Teacher Interview Questions 

 
1st teacher interview 
 
Time  March 
Content  Basic personal information and educational background 
   Previous experience of teaching  
 
Basic data questions 
 
1. Name 
 
2. Age 
Age may be a significant factor in the co-teaching relationship and relevant to 
research question 2 as NESTs are nearly all in their early 20’s and NNESTs are all in 
their early 30’s. A sensitive issue for some; approximate age is enough. 
 
3. Educational background 
Educational background may show whether interviewee is an education or English 
major or certified teacher. 
 
4. School where you co-teach 
 
5. Name of teaching partner 
 
6. Classes you co-teach 
 
Questions related to research question 2 (RQ2) 
 
7. Why did you join this program? 
This is a very significant question it may reveal NESTs motives for coming to Taiwan, 
attitudes to Taiwanese / Chinese culture and Chinese language, openness to new 
experiences, their level of altruism and the cooperative attitudes that engenders. 
Similarly, NNESTs may not be in the program as volunteers, they may have been 
co-opted by their principals; their schools motive for being in the program, e.g. 
prestige, may differ from their own, e.g. desire to improve their teaching 
skills/knowledge/English or help their students. 
 
8. What are you hoping to learn from this program? 
This question will be asked again at the end of the research period. The working 
relationship between the NESTs and NNESTs will be influenced by the goals each 
teacher has from co-teaching. 
 
Questions related to research question 3 (RQ3) 
 
9. Do you have previous experience of teaching, (e.g. formal, classroom based; 
tutoring; adult education; volunteer programs and length of time) 
These questions will indicate the point from which the subjects are starting from in 
teaching and reveal possible group differences. 
 
10. Have you co-taught before? 
Previous experience of co-teaching is relevant to this research. 
 
11. What is your philosophy of teaching? 
It is hoped that this question will reveal interviewees’ goals, motivation and 
commitment as well as their understanding of what teaching is as well as their 
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attitudes to the subject they teach, to students and their vision of the role as educators 
they can play in students’ lives. The question should also reveal differences in 
knowledge and perhaps maturity. Also the question will highlight differences between 
NESTs and NNESTs in terms of their teacher knowledge. 
 
12. Please describe yourself as a teacher? 
This question reinforces the previous question and is to show to what extent teachers 
are actually putting their teaching philosophy into practice. 
 
13. What do you think makes for a good English teacher? 
This question is intended to test level of teacher knowledge. 
 
Questions related to research question 4 (RQ4) 
 
14. Have you worked in partnership with a foreigner before in a teaching role / in 
any role? 
Experience of co-teaching with foreigners may reveal an important difference between 
NESTs and NNESTs since the NNESTs may have taken part in the Fulbright program 
before or have experience of working with foreigners in an English private language 
school. It is quite normal for qualified Taiwanese teachers to have worked in an 
English private language school before getting an official teaching post. If the 
NNESTs are part timers they may still be combining their school work with a private 
language school job. This relates to interviewees previous intercultural experience in 
a work setting. 
 
 
2nd teacher interview 
 
Time  April 
Content  Organization, planning and execution of co-teaching 
   Student reactions to co-teaching 

Experience and learning from co-teaching 
Level of satisfaction with co-teaching 
The evolution of the co-teaching relationship 

 
RQ1 
 
1. Based on your experience, do you think students like to be taught by both local 
Taiwanese English teachers and foreign English teachers? Why? 
This question can provide collateral data to illustrate the findings of the student 
attitude / motivation questionnaire. 
 
2. Do you think your students have any preference about their English teacher? Do 
they like one better than the other? You or your partner? 
Can also provide collateral information to be compared with results of student 
questionnaire. 
 
RQ2 
 
3. Can you describe your experiences in co-teaching with a non-native/native 
English speaker teacher? What roles do you usually play when you co-teach with your 
partner? What are your responsibilities? What do you do while your partner is 
teaching? 
Describes the working relationship of the co-teachers in action. 
 
4. In your opinion, which teaching situation do you prefer? Solo teaching or 
co-teaching? What are some of the things you have really liked about co-teaching? 
What are some of the things you have not liked so much? 
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How the relationship is evolving and attitudes to co-teaching. 
5. Please describe generally the collaborative interaction between you and your 
team teacher inside and outside the classroom. Who has most influence over English 
curriculum and what is taught in each class? How are curriculum decisions made? 
 
6. Are you satisfied with the relationship between you and your teaching partner 
right now? Why? Why not? 
This question can be repeated in the final interview to see how the relationship 
evolves. 
 
7. In your opinion, what is the downside of having a teaching partner? What is the 
upside? 
This may provide data on personal interactions but also touch on professional 
knowledge and relate to research question 3 
 
8. Based on your experience, what are the obstacles or difficulties you have when 
you collaborate with your teaching partner? 
This question focuses on the negative experiences of this specific co-teaching 
relationship and is a concretization of the previous question. 
 
9. What, if any are your suggestions for improving the co- teaching practice at your 
school? What kind of support from the County Education Bureau or from your school 
administration would be most beneficial for the co-teaching. 
Co-teaching theory stresses the importance of administrative support for successful 
co-teaching instruction in terms of valuing co-teaching by allowing teachers time to 
plan together, time to attend workshops, by showing flexibility in timetabling, by 
treating the ETA as an equal member of staff, etc. 
 
RQ3 
 
10. In your opinion, what kind of collaboration makes the most successful 
co-teaching? Can you tell me the reason for your description? 
This question relates to growth in co-teaching experience and knowledge of good 
teaching practices. 
 
11. Having co-taught for one semester already, do you have any resolutions, any 
aspects where you plan to improve in the second semester?  
This question can be followed up in the final interview. 
 
12. What is your experience of the workshops? Do you attend frequently? Do you 
find them useful? Why or why not? 
Puttnam & Borko (2000) point out that classrooms can be isolated and conservative 
places, growth in teacher knowledge needs new input such as through workshops as 
long as the new input that must be made relevant to the classroom situation. The 
workshop also provides situated learning and since ETAs and LETs attend together it 
can also be a place of mutual learning. 
 
 
3rd Teacher interview 
 
Time  May 
Content  Describing the co-teaching relationship using metaphor 
   Difficulties in the relationships and their resolution 

Significant incidents 
 

RQ2 
1. Metaphors sometimes use simple words to describe a complex reality. Could you 
suggest a good metaphor to co-teaching in your view? 
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Lakoff & Johnson (1980) state that we use metaphors to comprehend and describe 
our experience. Oxford (1998) notes that metaphor means using a familiar concept or 
object to describe features of a more complex subject or situation. Metaphors provide 
rich information about teachers perceptions of team teaching (Shannon & 
Meath-Lange, 1992). Metaphors for co-teaching in other studies say that it is a 
marriage, it is two women in a kitchen, it is a Chinese medicine of bitter taste and 
uncertain effectiveness (Chen 2008) The metaphor can be mentioned in the final 
interview as it may change during the year as the relationship changes. 
 
 
2. Please talk about (i) a memorable event you had with your co-teaching partner 
last semester and (ii) say what you learned from it. 
The literature, beginning with Dewey (1938, quoted in Gusky & Huberman, 1995) 
states that experiential learning occurs in situations that present a dilemma, problem 
or difficulty for the individual, forcing her to locate and define the dilemma and 
analyze alternative solutions. Answer to part (ii) of the question may also provide 
data for research question 3. 
 
 
4th Teacher Interview 
 
Time  June 
Content  Learning gain from co-teaching 
   Growth in intercultural competence  
 
RQ2 
 
1. Can you think of examples where by reflecting with your partner on how a class 
has gone, or how an activity has gone, you have been able to together (a) confirm that 
what you did was OK (b) agree that things went wrong and where (c) work out a way 
to improve and learn a better way. 
 
2. Do you give your teaching partner your opinions on her/his teaching? 
 
 
RQ3 
1. What makes an English teacher a good professional? Which of these conditions 

have you seen in your co-teacher? 
Refers to growth in teacher knowledge and learning from the co-teaching partner. It 
may provide data on the nature of the co-teaching relationship (research question 2). 
 
2. How do you think the co-teaching experience affects you as an English teacher? 
Have you been changed in any way by this co-teaching experience? How/ 
 
3. Do you think co-teaching is a good way of improving your teaching skills and 
practice? Why? Why not? 
 
4. Do you think that working with a co-teacher from another country provides good 
opportunities for you to improve your teaching? If yes, in what aspects? If not, can 
you explain some reasons? 
5. In what situations and in what ways do you pay attention to your partner’s 
teaching practices? Can you give examples of some situations where you learned 
something from your partner? 
 
6. Can you give examples of some of the teaching skills, methods, class 
management or any other skills you learned from your partner and started to use 
yourself in your class? 
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7. Can you think of things you’ve learned from your partner either in class or when 
planning together or when seeing them behave that you realize you wouldn’t get from 
a book? 
 
8. Can you give an example of things you and your co-teacher have done together, 
e.g. teaching, where because of your knowledge and skills together your co-teacher’s 
knowledge and skills you have been able to achieve more together than you would 
have done working alone. 
 
9. Are the workshops useful or not? Who for? You? Not you, but others? Which 
others? 
 
10. What other things do you do at the workshop apart from the workshop itself? 
Teachers use the workshop time to discuss other things apart from the workshop topic 
and thus learn from each other in other ways. 
 
 
RQ4 
 
1. Did you learn anything about the culture of your co-teacher? Do you think you 
became more culturally aware? 
 
2. Do you feel that after a year working very closely with a foreigner, you have 
moved to a kind of middle ground, between Taiwan and USA, where you know 
you’re your own culture is like that but you also understand why the other culture is 
the way it is and things you thought were strange at first now seem more logical and 
acceptable. 
3. Were there any ways in which, after understanding the foreigners way of doing 
things, it influences the way you look at your own culture, so that you feel, “We do 
this kind of thing differently at home, but the foreigner’s way is OK too or actually 
better?” 
 
4. After being together for a year can you think of examples of where you have 
learned that your co-teacher, is not 100% typical of what you expect someone from 
that culture to be, that she is different from the way you imagine most Americans or 
Taiwanese are? 
 
5. If you were explaining to someone of your country, what people from the 
co-teacher’s country are like what would you say? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 329

Appendix F Teacher’s Journal Entry (sample) 
 

Weekly Reflection Report 

 

NEST Name:    Debbie         NNEST Name:     Yao-wen     

   

School Name:  School B      DATE:      12/14/2008     

 

Directions: Please complete this report online weekly. Open this MS Word template 

and do a “save as” with your first name and the date of the last day of the week, e.g., 

JulieSept22, as filename. Complete the form throughout the week. On Monday, please 

email the completed form and one lesson plan from the week, as noted below, as an 

attachment to Dr. Gates.  

I. Lesson Topic and Major Activity 

Third grade (10 classes) 

A: Darbie, page 42-45; 51.  

Text listening activity 

1. Played CD for two times and asked students questions to make sure their 

comprehension of the text. 

2. Students repeated what they had heard in the CD 

Intonation activity 

1. Debbie used the mountain shape to explain the rising intonation of interrogative 

sentences and the falling intonation of affirmative sentences. 

2. Students did the TPR activity to practice the falling and rising tone of sentences. 

Writing 

1. Students finished a worksheet about unsprivate languagebling the words they 

learned in Lesson Four. 

 

B: Darbie, workbook, page 17-20.  

Finish the workbook lesson 4 

1. Students finished the workbook lesson 4 

Writing 

1. Reviewed the concept about rewriting sentences into interrogative or affirmative 

sentences. 

Homework 

1. Students had to read aloud the interrogative and the affirmative sentences they 

wrote to their parents. Parents grade students’ speaking. 
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II. Significant events that happened throughout the week 

Remedial teaching for 3rd graders. 

III. Thoughts About Your Work  

Intonation activity 

In the first period, I asked students to listen to the CD and note down the intonation in 

their own textbooks. The process was tedious and students lost their interest in learning.  

For the following period, I changed the activity to reading sentences by doing TPR. When 

the tone of a sentence was rising, students raised their arms to pass the ball to their group 

members. While there was the falling tone, they bended down to pass the ball. The last student 

who got the ball should paste the flashcard on the blackboard as soon as possible or the group 

would lose the game. The TPR activity was fun to students but it was lose of control. The worst 

thing was that students’ speaking was too fast to be recognized because they wanted to get the 

point.  

Finally, I modified the activity again. A dart was drawn on the blackboard and how many 

points students got depended on where students thrown.  

 

My thoughts 

1. Except fun activities, every activity should be finished in maximum ten minutes for 3rd 

graders, or it always bores students. 

2. Actually, I was supposed to teach the song in this lesson. But the song was too awkward 

because the melody and the rhythm were boring and fast. Therefore, I left out the part 

during teaching. 

3. Activities which are fun to students but are less helpful for learning should be avoid.  

 

Homework 

The idea to ask students reading aloud to their parents helps students doing speaking activity 

after class. Also, parents interact with their children and monitor their English learning. 

Although not every student turned in their homework on time, I think it is a good idea to make 

students read to their parents. 

Remedial teaching 

This week, I gave students a clear goal about what should be learned during remedial teaching. 

In addition, only when slow learners read aloud the texts by their own can slow learners and 

their partners who are responsible for teaching get the prize, a candy. There are two advantages. 

First, it provides a clear goal of learning. Second, it increases extrinsic motivation for students 

to get the prize. 

However, there were few students who still could not reach the goal. For them, the texts they 

read could be reduced to one page. 

An interesting thinking about reading story  
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I and Debbie prepared a story book about color that Debbie is going to read to students. We 

discussed the tense story books used. For beginners, textbooks always provide sentences in 

present tense. However, story books always start from past tense. If I taught students reading by 

providing them authentic reading materials, would they be confused about the language story 

books used? Will it be a barrier to read authentic materials for EFL learners? 

A. Things that helped my students learn 

For lower achievers, peer-tutoring lowers the learning anxiety and providing extrinsic 

motivation encourages English learning.  

B. One important thing I learned about my teaching this week. 

There are two defects of English textbooks published in Taiwan. First, the contents in textbooks 

bore students because the arrangements of textbooks are fixed and artificial. Second, There is 

no connection between each lesson and it seems that every lesson in textbooks is independent.. 

As an English teacher, I should leave out the parts that are not suitable for students to learn and 

provide more authentic inputs for students to learn English in meaningful contexts. 

C. My goals for myself as a teacher 

Language teaching is a professional career. Therefore, I should keep absorbing more teaching 

ideas and methodologies to best help my students learning English.  

Reviewed by (AP only) 

 

Attach a lesson plan for the week that best represents the information reflected on in 

this reflection. 
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Appendix G On-site interviews with AP members 

 

Dr Gates 

 

2008 

August 25 

September 11 

September 15 

September 22 

October 3 

November 21 

 

2009 

January 19 

March 9 

March 13 

April 1 

April 10 (long interview) 

May 15 

June 15 

June 19 (long interview) 

 

Pei-hua 

2008 

September 11 

 

Yi-ting 

2009 

July 20 (long interview) 
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Appendix H. Chronology of field visits 

 

2008 

May 14. Taipei, NTNU: Meeting with TESOL academic advisor and AEP program 

director 2007-08. Authorized to come to County Education Bureau Teachers’ Center, 

observe workshop and conduct pilot interviews 

May 28. Teachers’ Center (TC): Workshop & pilot interviews of 8 NEST teachers. 

June 04. TC: Attend workshop & pilot interviews of 4 NNEST teachers. 

June 23. Hsinchu: Pilot interviews of 1 NEST and 1 NNEST in co-teaching program. 

Aug 25.  TC: New teacher Orientation, local school presentation day. 

Sept 11.  TC: Meet Pei-hua & Yi-ting to discuss suitable tests. 

Sept 15.  TC: Meet academic advisor, Professor Gates. 

Oct 03. TC: Meet Dr Gates & Pei-hua to discuss possible schools for the study 

Oct 23.  School B: Conducted tests. 

Oct 24 School A: Conducted tests. 

Oct 29.  School D1: Conducted grade 4 test. 

Oct 31.  School D1: Conducted grade 6 test. 

Nov 17.  School D2: Conducted grade 4 test. School E: Conducted tests. 

Nov 21.  School D2: Conducted grade 6 test. TC: Meeting with Dr Gates. 

Dec 31. TC: Attend teacher workshop. 

 

2009. 

Jan 05. TC: Attend workshop. 

Jan16. Chinese New Year school holidays. 

Feb 25. TC: Attend workshop. 

Mar 09 TC: Attend workshop. Meeting with Dr Gates. 

Mar 11 TC: Attend workshop. 

Mar 13. McDonalds: Interview NEST Jo. TC: Meeting with Dr Gates 

Mar 18. School B: Interview NNEST Yao-wen. 

Mar 20. School A: Interview NNEST Xiao-ling. 

Mar 25.  TC: Attend workshop.  

Apr 01. School B: Interview NEST Debbie. TC: Meeting with Dr Gates. 

Apr 07. School C1: Observe Jun-kai & Meg. 

Apr 08. TC: Attend workshop. 

Apr 10. TC: Interview Dr Gates.  

Apr 13. McDonalds: Interview NEST Meg. 

Apr 20.  School B: Observe Yao-wen & Debbie. 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 334

2009 

Apr 20.  85 Café: Interview NNEST Jun-kai. 

Apr 21.  School A: Observe Xiao-ling & Josie. Interview Jo after class. 

Apr 22.  TC: Attend workshop. 

Apr 27.  School B: Observe Yao-wen & Debbie. 

Apr 27.  School A: Interview Xiao-ling. 

Apr 28.  School C1: Observe Jun-kai & Meg. 

May 04.  School B: Observe Yao-wen & Debbie. 

May 06.  TC: Attend workshop. 

May 10.  Telephone: Interview Meg. 

May 12.  School A: Observe Xiao-ling & Jo. Interview Jo after class. 

May 14.  School B: Conduct post-test. 

May 15.  School D1: Conduct post-test. TC: Meeting with Dr Gates. 

May 18.  School E: Conduct post-test. 

May 19.  School A: Observe Xiao-ling & Jo. 

May 20.  TC: Attend workshop. 

May 21.  School D2: Conduct grade 6 post-test. School A: Interview Jo. 

May 25.  School D2: Conduct grade 4 post-test. 

June 01. McDonalds: Interview Meg. 

June 05.  85 Café: Interview Jo. 

June 08.  School B: Interview Debbie. 

June 08.  85 Café: Interview Jun-kai 5.00-7.00pm 

June 10.  TC: Attend workshop. 

June 11.  School C2: Observe Jun-kai & Meg. 

June 15.  School D2: Conduct survey 10.15 am. 

June 15.  School E: Conduct survey 12 noon. 

June 15.  School B: Interview Yao-wen. 

June 16.  School D1 Conduct survey 11.00 am.  

June 16.  School C1: Observe Jun-kai & Meg. Conduct survey. 

June 16.  School A: Interview Xiao-ling. 

June 19.  TC: Formal interview Dr Gates. 

July 20.  TC: Interview Yi-ting AP. 

July 23.  Taipei, McDonalds: Interview with Mei-li AP. Visit AEF. 
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Appendix I Field Notes (sample page) 
 
 

April 7, 2009. Tuesday visit to school C1 1015-11.30 am 

April 8th 2009 Workshop Teacher’s center 1.30-4.00 pm 

10 NESTs and 4 NNESTs Xiao-ling, Yao-wen and Grace plus a teacher who is not in 

the program but comes anyway 

1.50pm. Introduction video of integrated skills lesson in school. Mexican students 

reading their little essays  

TT “How could they expand this activity?” Only NESTs answer this question (ask qq, 

find a reading about the topic, proof read it for grammar. 

Video. Dr Gates questions - only NESTs answer. 

Real suspense dialogs ‘where is Bertina?’ Episodic model of integrated activity. 

Joanna’s presentation on integrated activities using surveys. Questions from NESTs 

become personal, ‘How can Pei-hua be a teacher and also be on AP. NESTs don’t 

know Pei-hua is working part time and on secondment to the TC for this project. 

Dr Gates explains Pei-hua’s role and history 

PowerPoint on integrated skills activity using pictures, maps, emails, songs, Hey Jude, 

I just called, I say Hello and You say goodbye, Harder better faster stronger; 

2.35 Break out activity NESTs pair with NNESTs. Yao-wen and Debbie, very 

productive pair, immediate discussion, plans, ideas asking for Debbie’s agreement. 

By me, Xiao-ling and work first in Chinese then switch to English. Jo works with 

other NESTs, Meg’s partner is absent today. 

Debbie and Yao-wen laugh happily, Yao-wen seems inspired with ideas, Xiao-ling has 

lots of ideas too. 

Pei-hua comes to talk to Xiao-ling and Grace, they talk about their work. TT is with 

Jo, Adam and Virginia. 

Xiao-ling confides in me that the weekly reflections are a lot of work, she has only 

don 2 so far this year. 

End of workshop. I try to negotiate visits with Yao-wen, who says better come to 

observe not next Monday but the following. Meg agrees to i/v on Monday 13th April. 

Patty feels sick, Dr Gates, I and Pei-hua discuss symptoms and advice with Patty. 

April 10, 2009. Friday Interview Professor Gates 

April 13, 2009. Monday Interview NEST Meg at ____  Plaza, ___City 

April, 20 2009. Monday Observe Debbie and Yao-wen at School B. 

April 20, 2009. Monday Interview Jun-kai. Meet Train Station 

April 21, 2009. Tuesday Observe Jo and Xiao-ling School A. 

At the end of the class I go with Xiao-ling and Jo to the staff room. Xiao-ling is really 

busy, in the 20 minutes we are there, it is break time, a non-stop stream of kids files 
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through to talk to Xiao-ling, either show her work or recite something in English to 

her. Jo is free to talk to me. Jo says she is going to USA next week to do her test to 

qualify as a teacher in Indiana state. She says that she and Xiao-ling normally spend 

Monday afternoons, after 3 pm planning their classes, I learn from Xiao-ling that she 

does not finish her planning until 7pm and has to be called by the nanny to come and 

collect her baby. I’m not sure if Jo stays so long. Since Jo is going to be away, there’ll 

be no joint planning, therefore I ask Xiao-ling if I can come to talk to her on Monday 

afternoon, at first she says no and I can see she is really busy and wonder if it was 

wise to include such a busy teacher in this case study, however, as I don’t react and a 

few minute pass with other things, she comes back to me to say that she’ll talk to me, 

but ‘give her a break’ as she’s so busy, I say maybe I’ll only be 20 minutes with her. 

April 22, 2009 Weds. Workshop ______ TC 

People present model classes, Patty teaching Easter with a snakes and ladders type 

game. Jun-kai and Meg. 

April 27, Observe Debbie and Yao-wen’s in School B, 2.20 – 3.00 pm I have to rush 

off after class to see Xiao-ling so no time to talk to them about the class, did they 

meet their objectives, how did the class go? 
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Appendix J Coding scheme for teacher learning: examples 

 

Knowledge of pedagogy 

Planning is important but nothing can get done if students are not motivated. Beth, 

Journal, September 28, 2008. 

Knowledge of self 

I like structure in my class. I like students to come into class and know they’ll be told 

to put away pencil boxes. It’s good for students and teachers, eliminates confusion 

and sets expectations. Jo, Journal, November 3, 2008. 

Knowledge of students 

Students only retain language when they learn it actively. Yao-wen, Journal, October 

9, 2008. 

Knowledge of school environment 

The school takes time to walk around. I am learning to take everything I need with me. 

Jo, Journal September 15, 2008. 

Knowledge of schools 

English teachers are less powerful than home room teachers in students’ eyes, but 

English teachers should demand homework is done on time. Yao-wen, Journal, June 

15, 2009. 

Learning from co-teaching 

No question, I learnt a ton about teaching, I picked things up from Jun-kai at the 

beginning that were huge for me. Meg, Interview, June 2, 2009. 

Learning from other teachers 

Grace, another teacher, uses a lot of English in class so I tried it. I spent a lot of time 

thinking how to phrase it and use body language. Yao-wen, Journal, September 7, 

2008. 

Learning from workshops 

The workshops help me not only practice my English but exchange teaching ideas 

with other local teachers. Yao-wen, Journal, March, 1, 2009 

The co-teaching relationship 

Teaching alone I realize how essential Xiao-ling is for translation. Jo Journal, Jan 5, 

2009. 

She doesn’t get mad, but I just feel so guilty that she has to do that chore. Debbie, 

Interview, June 8, 2009. 

Attitude to co-teaching 

We’re able to keep students better focused, deal with student issues and give 

one-on-one attention. Meg, Interview, June 2, 2009. 
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Communication  

Sometimes I say something to Debbie and she says Yes but actually she doesn’t and I 

thought we had a deal, like when she corrects the homework, but actually there’s 

something small she didn’t understand. Yao-wen, email, July 2009.  

Novice and mentor 

I think why we can work well is because Debbie lacks confidence about teaching, she 

has no idea about teaching. Yao-wen, email, July 2009. 

Cultural learning 

There’s a stereotype that immigrants are stupid, they don’t know what they’re talking 

about when they’re probably better educated than us, now I never held that stereotype 

but I think I grew a lot more sensitive and patient speaking English. Debbie, Interview, 

April 1, 2009 

Educational culture 

The American girls are brave to say their opinion, whether they are right or wrong, 

but a Taiwanese, maybe will think about, did I do this wrong? Will I say something 

that is not the answer Dr Gates wants? We will think more and after we think a lot, 

they already went to another question. Xiao-ling, interview, June 16, 2009 

Gender 

Don’t hide what American girls are, because we need different kinds of people to let 

students know. Xiao-ling, interview, June 16, 2009 

Integration into the community 

I learnt some aboriginal dancing. Beth, Journal, October 27, 2008 

Effect of co-school 

My co-teacher is unable to decipher the role she wants me to play; the role I want is 

not the role she gives me, so I am not able to do my best. Jo, Journal, November 10, 

2008. 
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Appendix K 4th-grade exam syllabus, exam format and exam paper 
 
 

96 年度小四英語基本學力測驗參考句型 
 
 

No. Sentence patterns Examples 

  Good afternoon / Good afternoon 

1 Goodbye / See you 

  

Greeting 

How are you? / I'm fine 

  Stand up 

2 Sit down 

  

Classroom English 

Raise your hand 

WH-問句 + Be 動詞 / 助動詞 …? 含 (What / How / Who / Where) 

3 What is your name? My name is -------------------- 

4 Who is he / she? He is my father 

5 How old are you? I'm ten 

6 How is the weather? It's sunny 

7 What is this? It's a pencil 

8 What do you like? I like apples 

9 What time is it? It's nine o'clock 

10 What color is it? It's purple 

11 What can you do? I can swim 

12 Where is your sister? She is in the kitchen 
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96 年度小四英語基本學力測驗單字參考表 
 
 
 

1 2 3 4 5 

物品  地點 動詞  形容詞 顏色  

Ball Kite bathroom Eat open big red 

Bed Milk kitchen Know wash old orange 

Bike mouse park Look do cute yellow 

Birthday Net school Read write nice green 

Book Pen zoo Run sad blue 

Box pencil Sing short purple 

Card Ruler Sit tall pink 

Clock Table Sleep new black 

Doll Tree Swim good 

Egg Cake Walk small 

Fan Juice Go cold 

Watch Apple Get hot 

Key banana 

  

Like 

  

  

  

6 7 8 

身體部位 稱謂  其他  

Ear Boy sister Fine Up go home 

Nose Girl my Late At happy birthday 

Hand I your Name But go to school 

Head She his o'clock Am ice cream 

Foot They her Song Are thank you 

Eye You their Sun Is 

Mouth He student Too Not 

It teacher What that 

We Where This 

Father Who these 

mother How those 

brother In today 

  

  

  

On sorry 
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96 年度小四英語基本學力測驗參考題型 
 
 
 

內容 : 聽力 70% ; 閱讀 30% 
 
 
 
壹 :  聽力測驗 
 
 
 
一  26 個大小寫字母 
 
二  單字 ( 基本單字參考表 ) 
 
三  字母發音 ( phonics ) 
 
四  字母發音 選開頭音 ( phonics ) 
 
五  聽單字選圖 
 
六  聽句子選答案 
 
七  聽簡單對話 ( 2-3 句 ) 選答案 
 
 
 
貳  閱讀部分 
 
 
 
八  26 個大小寫字母及大小字母配對 
 
九  看圖選字及看圖拼字 ( ex: ___pple ) 
 
十  看問句選對應的答案 
 
十一 根據\對話或句子選圖 
 
十二 在空格中填入正確答案 ( ex: A: What ___ is it? B: It’s red. ) 
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Appendix L 6th-grade exam syllabus, exam format and exam paper 
 
 

97 年度小六英語基本學力測驗參考句型 
 
 

No. Sentence patterns Examples 

Good morning, how are you? 
1 Greeting 

Fine, thanks 

2 Classroom English Stand up / Take out your book 

WH- 問句 + BE 動詞 / 助動詞 …? ( 含 What, where, how, who ) 

3 What's + 所有格 + …….? What's his name? His name is Jack 

4 What's this / that ? What's this? It's an eraser. 

5 What time is it? It's nine o'clock 

  
What + BE 動詞 

What day is today? It's Tuesday 

6 What color are these apples What color are these apples? They're red 

7 現在進行式 + What BE 動詞 + S + V-ing What do you like? I like water 

8 What … do you ….? 
What time do you watch TV? I watch TV at six 

o'clock 

9 What +助動詞+ S + V What do you like? I like water 

10 What + BE + 動詞 + this/that/these What are these? They are flowers 

11 What can S + V …..? What can Mary do? 

12 Who + BE+助動詞 + S …..? Who is he? He's my brother 

13 Where + BE + 動詞 + S…? Where's Mom? She's in the kitchen 

14 How old + BE +動詞+ S How old is he? He's ten years old 

15 How's the weather? How's the weather? It's cool 

16 How many + N 助動詞+ S + V How many pencils do you have? I have two pencils

17 How much …..? How much is it? 

18 How +助動詞 + S + go to + 地方 How do you go to school? I go by bus 

Yes / No 問句           : 

19 BE + 動詞 + S Is your father a teacher? Yes, he is / No, he isn't 

20 Do /Does + S + V Do you have a bike? Yes, I do / No, I don't 

21 Can + S + V Can you play baseball? Yes, I can play baseball 

22 S + BE + 動詞 + this/that/these/those Are those oranges? 

23 This/that/these/those + BE 動詞 Those are apples 

24 S + BE + 動詞 + 形容詞 / V-ing I am happy.  He is running 

25 S + V + …… every day I brush my teeth every day 
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97 年度小六英語基本學力測驗單字參考表 
 
 
 

Apple Bear pencil notebook dodgeball Sister day 

Banana Bee ruler skirt swim Father night 

Bread Bird homework class     spring 

Cake Cat T-shirt dollar one Home summer 

Candy Dog grass   two School fall 

Chicken Elephant flower color three Park winter 

Coffee Goat o'clock red four Zoo year 

Coke Lion watch orange five Bookstore time 

Cookie Monkey email yellow six Kitchen every day 

Egg Mouse bed green seven Bedroom today 

Food Pig TV blue eight Bathroom   

  Rabbit phone pink nine Classroom weather 

Fruit Snake card purple ten Living room cloudy 

Ice Tiger cup   eleven   cold 

Cream Duck doll cook twelve Face rainy 

Juice Horse door doctor   Ear snowy  

Pizza   shoe nurse bike Eye sunny 

Soup Chicken sofa bus Foot cool 

Milk Cow song 

police 

officer train Feet windy 

Rice Fish tape student taxi Hand hot 

Fish Turtle toy teacher car Head   

Pie     fly   Mouth my 

Tea Bag   guess baby Nosetooth your 

Water Chair jacket help boy Teeth his 

hot dog Eraser key hold brother Hair her 

Breakfast Desk hat   girl   WH- 

Dinner Table pen ball grandpa Morning who 

Lunch Book shirt baseball grandma Afternoon how 

Lemon Paper money basketball mother Evening what 
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97 年度小六英語基本學力測驗單字參考表 
 
 
 

Where   thank fine go shopping 

I buy drink   look at 

you  dance like at Stand up 

Her do have by sit down 

She draw has in ride a bike 

It go   on pencil box 

They come bad under   

  est big up   

Sunday fly clean     

Monday help long OK   

Tuesday   new yes   

Wednesday jump old no   

Thursday play sweet not   

Friday read tall can   

Saturday ride thin these   

  run sad those   

English say   goodbye   

Math see short hello   

Music sing thirsty please   

Man sit cute and   

Woman sleep happy very   

Moon stop hot all   

Birthday swim hungry     

Name walk small many   

Room want fun down   

Game work angry brush your teeth 

Tree welcome late wash your face 

Window write good how many   

Taiwan open strong how much   
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97 年度小六英語基本學力測驗參考題型 
 
 

內容 : 聽力 70% ; 閱讀 30% 
 
 
 
 
壹 :  聽力測驗 
 
 
 
一  請選出你所聽到的大小寫字母 
 
二  請選出你所聽到的單字 
 
三  請聽單字的發音選出單字開頭的字母 
 
四  請聽句子 選出正確的答案 
 
五  請依所聽’到的對話回答以下問題選出正確的答案 
 
 
 
 
貳  閱讀部分 
 
 
六  選出相對鷹的大小字母配對 
 
七  請看圖選出圖所表示的單字 
 
八  請根據對話選圖 
 
九  請在空格中填入正確的答案 
 
十  請看問句選出適當的回答 
 
十一 翻譯選出題目所對應中文或英語 
 
十二 換句話說請選出和題目意思相通句子 
 
十三 請依照下列的對話短文或是圖表回答問題 
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Appendix M Student survey questionnaire 
 
 
 
 

親愛的小朋友大家好：                     

上了一年英文課，你覺得快樂嗎？還是覺得痛苦呢？老師想要了解你的感覺，你的意見對未來國小英語教學的實施有

很大的幫助，但是這不是考試，你的答案不會影響你個人的成績，請放心盡量依你的感覺誠實做答！先謝謝你的幫忙！

國立政治大學 英語教學博士班研究生  何炳德    謹啟謹啟 

一 基本資料：(請將適合你的答案，在        上填寫，或在各題□內打√。) 

1 我就讀：      國小      年       班       號         

2 我  是：      □男生      □女生             

3 我曾經在講英語的國家居住過：   □有        □沒有             

4  我在校外補習班學過英語：   □有        □沒有             

  如果有，請繼續回答：                   

  ①學英語多久了？     □不到一年   □一年   □二年   □三年  □四年以上     

  ②目前校外的英語課是不是由外國老師教的?  □是      □不是             

二 問卷內容：(請仔細的看清楚每一題的句子後，依照你對句子同意的程度多少，在你認為適合的□內打 (√) 

                      非

           非      常

           常     不 不

           同 同 還 同 同

               意 意 好 意 意

1 我覺得會說英語很好，對將來很有用 □ □ □ □ □

2 上英語課時，我喜歡有本國老師將我聽不懂的英語部分用國語來解釋 □ □ □ □ □

3 我希望把英語學好 □ □ □ □ □

4 我覺得只要自己多努力，我的英語就會越來越進步 □ □ □ □ □

5 我希望下學期的英語課能由外國老師來教我英語 □ □ □ □ □

6 上英語課，我會很認真 □ □ □ □ □

7 上完這學期的英語課，以後我和外國人交談，會覺得比較不害怕 □ □ □ □ □

8 我對學英語有興趣 □ □ □ □ □

9 我很喜歡全部的英語課都是由外國老師來教我 □ □ □ □ □

10 如果外國老師問問題我不會答的時候，我也不會擔心 □ □ □ □ □
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Appendix M (cont’d) Student survey questionnaire (English version) 
 
 
The following translation was made by a member of the English department at Taipei 
Cheng Gung Senior High School and checked by a member of the Department of 
Foreign Languages and Literatures at National Taiwan University. In the Chinese 
version the native speaker teachers are called ‘foreign teachers’ as this term is easier 
for respondents to understand. The rubric has not been translated. 
 
Section 1. Basic information 
 
Please write in the space or tick the appropriate box. 
 
1. Name of school: Year: Class: Number: 
2. Sex:    Male Female 
3. I have previously lived in an English speaking country: Yes:  No: 
4. I have studied English in a private language school:  Yes:  No: 

If Yes, please answer the following questions: 
1. How long have you studied? Less than a year: One year:  Two years:
 Three years: Four years or more: 
2. Are the classes given by a foreign teacher?    Yes:  No: 
  
Section 2. Read each item carefully, then tick the box that corresponds to your 
opinion of the statement. 
 
Answers. 
 
1. Strongly agree   2. Slightly agree   3. No special opinion 
4. Slightly disagree  5. Strongly disagree 
 
Questionnaire 
 
1. I think being able to speak English well will be useful for me in the future. 
 
2. In English class I like the local teacher to be there so she can explain in Chinese 

the English words I can’t understand. 
 
3. I would like to learn English well 
 
4. I think that as long as I work hard, my English will get better and better. 
 
5. I hope a foreign teacher can teach us English next semester. 
 
6. I work hard in the English class. 
 
7. After this semester’s English class, if I talk to a foreigner, I won’t feel so 

nervous. 
 
8. I am very interested in English 
 
9. I would like all my English classes to be taught by a foreign teacher 
 
10. If a foreign teacher asks a question and I don’t know the answer, I won’t get 

nervous. 
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APPENDIX M (cont’d) Student survey questionnaire (Rationale)  
 
 
1. I think being able to speak English well will be useful for me in the future. 
[Instrumental motivation] 
 
2. In English class I like the local teacher to be there so she can explain in Chinese the 
English words I can’t understand. 
[Positive attitude to English co-teaching with the local teacher] 
 
3. I’d like to learn English well 
[Positive responses may indicate good motivation] 
 
4. I think that as long as I work hard, my English will get better and better. 
[ Self-efficacy motivation] 
 
5. I hope a foreign teacher can teach us English next semester. 
[Attitude to native speaker teachers] 
 
6. I work hard in the English class. 
[Positive answers may indicate good motivation] 
 
7. After this semester’s English class, I won’t be frightened to talk to a foreigner. 
[Confidence in using English, enhanced communicative competence] 
 
8. I am very interested in English 
[Attitude and motivation] 
 
9. I would like all my English classes to be taught by a foreign teacher 
[Attitudes to the native speaker teacher] 
 
10. If a foreign teacher asks a question and I don’t know the answer, I won’t get 
nervous. 
[Confidence in talking with native speakers] 
 

Questions omitted from the survey when it was adapted from the original version 
 
I think having English classes from a foreign teacher is very interesting. 
[This question it is similar to Q8] 
 
When the foreign teacher teaches if they use facial gestures or move their hands that can help 
me understand their meaning. 
[This question was felt to be too specific to be answered hypothetically by non co-taught 
students] 
 
I like the foreign teacher to call on me to answer, to practice or to sing. 
[Again, the question is detailed and specific, so omitted for the same reason] 
 
When the foreign teacher asks a question I will pro-actively raise my hand to answer. 
[The question is hypothetical and detailed, may not be suitable for non co-taught 
students] 
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