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ABSTRACT

This study discusses the relationship between Taiwanese adult learners’ identity
development and language curriculum, exploring how students (re)constructed their identities
within the Taiwanese social context. Influenced by exam culture and educational credentialism,
Taiwanese language education is mainly exam-oriented and teacher-centered. Foreign languages
are seen as a route to job promotion rather than a channel of deep cultural understanding or a tool
for inquiry and independent thinking. As a result, students fail to understand the essence of
language learning and their roles in the learning process, which demotivates them. This
phenomenon is also present in less commonly taught language classrooms in Taiwan. Focusing
on Turkish language learners, this study investigated what social and educational meaning
Turkish language had for students by analyzing the relationship between identity development
and language acquisition.

The study drew on investment theory and the concepts of habitus, cultural capital, and
social capital for the theoretical framework. To help students exercise their agency, Exploratory
Practice and the Deep Approach were used as the research methodology and language pedagogy,
respectively. Both of these approaches empower learners and emphasize the student-oriented
learning approach. Students selected learning modules design with the Deep Approach and had
opportunities to interact with their peers and native speakers. Data sources included interviews,
observations, video recordings, and students’ project analyses.

The results indicated that students constantly adjusted their roles in the learning process.
They integrated language learning and cultural knowledge to develop their sensitivity to cultural

and social issues. Moreover, they became accountable lifelong learners by cultivating multiple



multiliteracies capabilities. Social interaction also reinforced students’ self-awareness as Turkish
learners and built solidarity and cohesion among the classmates.

From the perspective of classroom dynamics, the study suggests that the hierarchy
between language teachers and students should be dismantled and that learners need to take an
independent role in making learning decisions. From the pedagogical perspective, the study also
recommends that the integration of language learning and cultural issues can make students more

engaged in terms of linguistic and cultural knowledge construction.
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CHAPTER 1 INTRODUCTION

The Turkish Language and Me

For most people, it might be hard to understand the relationship between an Asian person
and the Turkish language. My double identities as a learner and a teacher of the Turkish
language always arouse people’s curiosity, and this makes me constantly think about what this
language means to me and what roles it has played in my life. Turkish entered my life more than
20 years ago when | decided to major in Turkish as a college student. Since then, my role has
changed from that of a learner of Turkish to a teacher of Turkish. As this occurred, I also started
shifting my focus to pay more attention to deeper dimensions of language learning that | have
never thought of, such as the relationship of language learning with sociocultural factors and
educational ideology structures, how language learners position themselves in this relationship,
and how their positioning, in turn, influences their language practices. | believe all research starts
with people’s own observations on life. Since this research is about identity, in this introduction I
first share my personal experience as a Turkish teacher, which also allows me to explain my
motivation for conducting this study.
What | Have Experienced as a Language Learner and Teacher in Taiwan

English is usually the first foreign language that students in Taiwan learn. Starting from
elementary school to college, English plays a critical role in their learning experiences. Although
Taiwanese students learn English for at least six years, a significant amount of research has
argued that they have difficulty communicating in English (Kung, 2017; Liu, 2005; Tsou, 2013).
Even though the communicative language teaching approach has been used in Taiwan for many
years, students still do not seem to know how to apply a foreign language in their lives. This is

mainly because they are used to the lecturing style that their high school teachers adopted.



English is an important subject for high school students, and teachers prioritize comprehension
over expression. In these teacher-centered learning circumstances, the memorization of texts,
grammar, and vocabulary are usually the focus of students’ learning. However, this fragmented
linguistic knowledge cannot contribute to the cultivation of communicative competence for
learners, which would allow them to express their own thoughts. This type of learning focuses on
mental word translations and grammatical correctness rather than on the logic and fluency of
information delivery. The teacher-centered pedagogy seems to provide a valid reason for why
Taiwanese students are afraid of speaking a foreign language in public (Liu, 2005; Wu & Ke,
2009).

Furthermore, exam-led instruction has been a prevalent phenomenon in Taiwan’s foreign
language education (Chen & Tsai, 2012; Her et al., 2013; Kung, 2017; Liu, 2005; Pan et al.,
2017). Many language lessons in class are planned with reference to exams. Although
instructional objectives have gradually paid closer attention to oral expression in recent years, the
exam-oriented pedagogy, laden with test-driven drills, still plays a leading role in foreign
language learning in Taiwan. This also means that the learning’s focus is on reading and writing
as the major methods of evaluation and assessment. In other words, the purpose of learning a
foreign language for Taiwanese high school students is not primarily communicating with people
or understanding different cultures but is instead achieving high scores in exams.

During my high school years, | experienced teacher-centered and exam-oriented
pedagogies as other students did. That learning environment felt stressful, yet it was taken for
granted at that time. It was only after studying in Turkey and teaching Turkish that | began to
realize the challenges of this type of learning strategy for language learners. My personal

experiences told me that students are not likely to stay focused and are likely to become easily



bored. They cannot experience the joy of communicating with people, and language learning
becomes simply a process of decoding the meaning of written words. The skill of providing the
correct answers in tests become a criterion that evaluates whether learners master this language.

Examining my language learning history is significant because my professional beliefs
have profoundly influenced my experiences. Previous learning experiences play a significant role
in shaping the viewpoints of teachers. Experiences and memories have not only helped me
construct my professional identity as a language teacher but have also taught me how to
implement teaching practices for my students. My experiences have taught me that students lose
motivation in teacher-centered and grammar-based classes. In my class, interactive activities and
project presentations are an indispensable part of the curriculum. These activities are meant to
facilitate the application of what the students learn and increase students’ social interactions with
peers and native speakers. In addition, it is important to emphasize how to incorporate linguistic
knowledge into the appropriate context. Authentic materials, such as online videos, social media,
Turkish songs, and movie and drama clips, are used for literacy development. These teaching
practices enable students to immerse themselves in a variety of contexts and genres, helping
them realize that textbooks are not the only source of knowledge.
Motivation for the Study

In addition to teaching Turkish to college students, I also teach it to adult learners. Adult
learners possess different characteristics from full-time students. They usually have particular
aims when learning a language, such as ones related to their jobs, travels, romance, or self-
improvement. Because they have clear learning goals, adult learners often try their best and are
very engaged in the learning process. The most distinct difference from full-time students is that

adult learners can draw on the wealth of their life and educational experiences for their learning



(Smith & Strong, 2009). This could explain their different learning strategies. While some
develop new learning styles, others may prefer the learning approaches they have adopted during
their school years. In other words, their learning strategies and objectives are heavily influenced
by their complex lives and different social roles. Moreover, based on my observations, the
biggest challenge adult learners usually encounter during language acquisition is the time
commitment because they have multiple duties related to either work or family. Thus, how to
find a balance between life and learning is another significant feature of their learning process.

In a beginner-level Turkish class for adult learners, | asked my students to present a final
project in the last week of the course. While written exams could give the impression that
Turkish is a language only used in textbooks, doing a project facilitated the integration of their
language knowledge and other skills. Considering their language level, 1 did not ask them to
complete a long essay or report using formal and fluent Turkish. What | wanted them to do was
pick a picture from their life and describe it using several Turkish sentences. These sentences
could be composed of linguistic knowledge and daily expressions they learned in class. Students
could also freely present using any medium, such as PowerPoint, blogs, videos, and so on. On
the last day, everyone had to present their work in Turkish. Other classmates could ask questions
in Turkish as part of the interaction.

On the day of the presentations, one student’s presentation attracted my attention. While
most of the classmates made PowerPoints, this student designed a game-like website. Players
needed to press the keyboard to continue. After entering the game, the first thing we saw was a
male warrior with medieval-era clothing standing in the middle of an underground cellar and
holding a sword in his hands. The cellar was made of stones, and several burning torches were

fixed to the wall as decoration. The student recorded his voice for the male warrior and was



speaking in Turkish with a female character. When two people talked, subtitles were also
displayed at the bottom of the screen (see Figure 1.1). Their dialogue is presented below:

[M: Male character; F: Female character]

M: Merhaba, benim adim Soar. (Hi, my name is Soar)

F: Merhaba, ben Nazife. (Hi, I’'m Nazife)

M: Ben otuz yasindayim, programciyim. Tayvanliyim, Taipei’de oturuyorum. Bos

zamanlarimda televizyon izliyorum ve bilgisayar oynuyorum. Tiirk¢e 6§reniyorum
iki ay. Bizim sinifimizda yirmi 6grenci ve bir 6gretmen var. Anadilim Cince. Ben de
Japonca ve Rusca konusuyorum. Seyahat seviyorum, her yil bir kere yurt digina
gidiyorum. Istanbul’a gitmek istiyorum. Nazife, memnun oldum.
(I’m thirty. I’'m a programmer. I’m a Taiwanese. I live in Taipei. I watch TV and play
computer during my leisure time. I’ve studied Turkish for two months. There are one
teacher and twenty students in our class. My native language is Chinese. | also speak
Japanese and Russian. | like travelling. | go abroad twice a year. | want to go to
Istanbul. Nice to meet you, Nazife.)

F: Ben de memnun oldum! (Nice to meet you, too!)

Figure 1.1

The Website Designed by an Adult Learner
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' Soar:
Seyahat seviyorum, her yil bir kere yurt disina gidiyorum.
Istanbul'a gitmek istiyorum.




This is a normal daily conversation. However, what made me curious was how he came
up with the idea to combine this project with his expertise. The student, who is a website and
application developer, told me that he was inspired by his job. This open-ended task matched his
aspirations and field of interest. Although there were some grammatical errors, his presentation
prompted me to inquire about the relationship between pedagogy, language and cultural
acquisition, and learner and social identities.

As a Turkish teacher, | am eager to understand how Taiwanese students who are learning
Turkish position themselves in society, especially the adult learners who learn a less commonly
taught language in Taiwan, like Turkish, without any exam stress. If they can clearly understand
their learning roles and positioning, language learning will deliver different meaning that they
might not have thought of before. Rather than understanding their motivation for studying this
language, this study attempts to understand how adult learners learn Turkish and how their
learning process helps them explore themselves.

In addition to understanding identity in this context, this study tries to discover the
relationship between identity development and language curriculum. Teacher-centered and
exam-oriented pedagogies fail to provide learners with an opportunity to think about the
curriculum’s role in shaping their learner roles. In contrast, when student-oriented and project-
based pedagogies are implemented, learners take control of their learning. They exercise agency
and take responsibility for their own learning actions (Baxter, 2016; Kalantzis et al., 2016). |
wonder what Taiwanese students can learn from these pedagogies, which is rarely implemented
in Asian countries, and how the knowledge acquired benefits them in constructing and even

reconstructing their identities.



Adult learners have multifaceted identities in their dynamic and changing lives (Smith &
Strong, 2009). Based on what | experienced as a language learner and what | observed as a
language teacher in Taiwan, | believe that identity construction is a theme highly related to its
social context. To provide a comprehensive overview of the study, | explain the background and
context of the research in the following sections, including the discussions of foreign language
education and policy in Taiwan and the development of the Turkish language education.
English as a Dominant Foreign Language in Taiwan

At the end of World War Il in 1945, Taiwan had been colonized by Japan for 50 years.
Japanese was the main language for education and communication among the public. Although
the era of colonization ended immediately after the war, the influence of the Japanese language
on Taiwanese people has been so profound that most people who are older than seventy can still
read and write in it. In addition to this historical background, the geographical proximity of
Japan also contributes to the Japanese language’s current standing as the most popular foreign
language in Taiwan along with English.

For the last thirty years, the foreign language policy in Taiwan has focused on English.
This is attributed to the fact that Taiwan’s political and economic status is heavily influenced by
the United States. In 1968, English was officially listed as the only required foreign language in
junior high schools. The term “foreign language study” became synonymous with the study of
English in Taiwan (Brown, 2014). In 1998, the Ministry of Education (MOE) announced that as
of 2001, English education would begin in elementary school and continue into high school.
Then, the era of globalization began at the beginning of the 21% century. Taiwan was accepted as
a member of the World Trade Organization in 2002. This development not only helped Taiwan

join the system of global trade but, to some extent, also elevated the importance of English.



Taiwan is a nation that is heavily dependent on export-import trade. To increase competitiveness
in the global market, the government adjusted a series of policies, including its policy on foreign
language education. As an international lingua franca, English naturally became a critical
learning subject for students. For example, in the same year in which Taiwan became a member
of the World Trade Organization, a proposal for six-year national economic development plan
called Challenge 2008 was put forward. One of the features of the plan was to ensure the
younger generations had higher English proficiency, which would in turn increase the English
proficiency among the whole population (CEPD, 2002). This policy plan included the promotion
of a bilingual environment in public institutions and communities, such as the adoption of
bilingual street signs, directions, and websites. More importantly, in terms of improving the
learning environment of English in higher education, it also encouraged professors to give a
lecture in English and asked graduate students to use English to write their thesis (Chen, 2020).
Furthermore, globalization and internationalization increased the demand for cross-cultural
communication and the exchange of information with international communities while also
influencing the direction of foreign language policy-making in Taiwan.

In 2004, universities in Taiwan established an English requirement for graduating. All
college students needed to take TOEFL or IELTS and achieve a benchmark level of English
before graduating. This policy led to an extensive debate among the public, students, and
language educators. A significant amount of research has pointed out that setting an English
language threshold for graduating is unreasonable from the perspectives of language education,
language diversity in society, and the status of a university’s autonomy (Her et al., 2013; Lee &
Feng, 2017). Although the English requirement for graduating has been abolished in some

universities, English is still usually regarded as the only criterion in Taiwanese society for



assessing school admissions, graduations, career applications and promotions, and credentials
regardless of the students’ majors. Due to the emphasis on the role of English in the educational
and social environments, English created its own “status of prestige” (Kung, 2017, p. 2). In the
social context of Taiwan, the top priority when learning English seems to be passing the English
examinations. In other words, English has its cultural capital, which positions it as a “symbolic
indexing of ‘elitism’” (Price, 2014, p. 576). That is to say, any learner who knows English has
greater opportunities to access higher positions. English becomes the only necessary foreign
language as it empowers learners to achieve a higher status due to its hegemonic power (Brown,
2014).

The Growing Importance of Second Foreign Languages

The foreign language policy of Taiwan is closely associated not only with business
investment and trade but also with the change in the social environment. English has been
dominant in the foreign language education of Taiwan. However, due to the rapid changes that
have occurred in society and the world, there is also an increased need for people who can speak
second foreign languages (SFL).

Acknowledging this trend, senior high schools in Taiwan have included SFL elective
courses since 1983 in their curricula. Students can take Japanese, Korean, French, German, and
Spanish courses based on their interests. The MOE put forward a coherent five-year plan in 1999
that encouraged schools to keep introducing these language courses. It also assisted in training
teachers by providing them a stipend and coordinated foreign embassies and language
departments of colleges to increase teaching cooperation (National Chung Hsing University,
2020). According to a report (National Chung Hsing University, 2020), Japanese is still the most

popular SFL for high school students, accounting for 51.1% of all SFL courses introduced in
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2019. Other popular SFL courses include French (11.9%), Korean (10.9%), Spanish (10.3%),
and German (9.7%). Due to the high demand for these languages, a great deal of research on SFL
teaching and learning has been conducted to discuss the learning motivation and strategies of
learners (Yu, 2016), curriculum design and improvement (Yi, 2014; Cheng & Chen, 2014),
communicative language teaching (Lin, 2020), cultural knowledge and language learning (Chia,
2014; Peng, 2012), and self-directed online learning (Wu, 2011).

The second wave of SFL learning resulted from a change of trade policy and a
demographic change in Taiwanese society. In 2016, the government introduced its “New
Southbound Policy” to enhance cooperation and exchange between Taiwan and 18 countries in
Southeast Asia, South Asia, and Australasia. This initiative strengthens bilateral cooperation in
many areas. Furthermore, it also accommodates the recent change of social structure within
Taiwan. According to data from the National Immigration Agency, as of July 2020, 782,195
immigrants reside in Taiwan, 34.38% of which have married Taiwanese nationals (Ministry of
Interior, 2020). To avoid labeling them, the public usually gives those who marry Taiwanese
nationals a neutral name, which is that of “New Immigrants.” While the number of new
immigrants has increased, the number of second-generation immigrants is also high, at around
310,000 people (Chen, 2020). New immigrants mainly come from Southeast Asian countries
such as Indonesia and Vietnam. In response to this changing social and demographic structure,
the government has begun adjusting its foreign language policy strategies. In addition to offering
Japanese, Korean, and European language courses in high schools and colleges, Southeast Asian
languages courses—including Indonesian, Thai, and Vietnamese language courses—have been
introduced. The most popular one among high school students is Vietnamese, which accounted

for 3.8% of all SFL courses in 2019 (National Chung Hsing University, 2020). Additionally, to



11

provide resources to help the second generation of new immigrants learn their parents’ native
languages and preserve their culture, seven Southeast Asian languages were also included as
selective courses in elementary schools in the 2019 new curriculum guideline.
Turkish as a Less Commonly Taught Language in Taiwan

Less commonly taught languages (LCTL), also called critical languages, exotic
languages, or languages other than English, have been defined in several ways (Janus, 1998).
After 9/11, to cope with the newly perceived language deficit, the Modern Language Association
pointed out the critical importance of LCTL in a report titled “Foreign Language and Higher
Education: New Structures for a Changed World” (Manley, 2008). Some scholars define them as
the languages used by immigrant, ethnic, or heritage communities (Byrnes, 2005; Janus, 1998;
Lee, 2005). Some argue that all languages except for English, French, German, and Spanish are
LCTLs (Brecht & Walton, 1994; Janus, 1998). Walton (1991) described LCTLs as “truly foreign
languages” as they differ from traditionally taught languages in terms of linguistic codes and the
way that “a language is used for interpersonal and interpretive intercultural communication” (p.
164). Others also define them from the viewpoint of educational policy, arguing that LCTLs are
important for the government but are unsustainable from a market perspective (Gor & Vatz,
2009). Based on history, geopolitical policy, educational contexts, and trade needs, each nation
has different definitions of LCTL. For example, Japanese is one of the LCTLs in the United
States, but it is not in Taiwan.

Compared to other SFLs, Turkish is a foreign language that not many Taiwanese people
know. Some people even confuse it with Arabic. Turkish is also not one of the foreign languages
taught in high schools. Those who want to learn Turkish as a second (or third) foreign language

can do so in two ways. Full-time students can major in Turkish at a national college of Taiwan,
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and adult learners can enroll in an educational institute affiliated with the college that offers all
levels of Turkish courses.
Turkish Language Education in Taiwan

The history of Turkish language education in higher education can be traced back to
1958. At that time, Turkish language was a division of the Department of Oriental Language at a
national college in Taiwan, affiliated with Japanese, Korean, Slavic, and Arabic. It was not
established as an independent academic language department until 2000. Currently, around 120
students major in Turkish, and all the faculty members are either Taiwanese or Turkish native
speakers with doctorate degrees in literature, Turkish linguistics, and Turkology. The Turkish
department offers a comprehensive curriculum design for college students. In addition to
required proficiency training from the beginner to advanced levels, the curriculum also includes
a variety of culture, history, and translation courses. Students majoring in Turkish will take an
average of 9 to 16 hours of Turkish courses per week. The department also regularly organizes
cultural events (e.g., the Turkish Night) for students. These activities not only aim to strengthen
the learning community in the department but also encourage the engagement of students in
language learning.

The department has proactively established cooperative relations with prestigious Turkish
universities to promote deeper academic collaborations and cultural exchanges. Most of these
universities are located in Istanbul and Ankara. Students can choose to go study as exchange
students at a sister school in Turkey for one or two academic semesters. In turn, one or two
Turkish language instructors and professors come to Taiwan to support teaching as exchange
scholars. Considering the lack of comprehensive Turkish learning resources, the department also

takes social responsibility to publish learning materials for students and the public, such as a
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Turkish-Mandarin dictionary, textbooks, dialogue reference books, and so on. In terms of
organizational structure, the department plays a critical role in creating a learning database for
Taiwanese students of Turkish.

Turkish language elective courses are also offered in other colleges. Most of these
courses mainly focus on basic language training and are beginner-level courses that
undergraduate students enroll in. Instructors are usually Turkish graduate students who are
studying in the colleges that they are teaching in. They also at times organize extracurricular
activities in which students can experience Turkish culture and interact with Turkish people.
Overall, resources for learning the Turkish language in Taiwan are only available in higher
education. Although an SFL policy for high schools was introduced many years ago, Turkish has
never been a language option for high school students.

Adult learners in Taiwan can take Turkish courses from The Language Education Center
for Adult Learners (LECAL). This is an institute offering courses for adult learners who already
graduated from school and have begun working. Although the majority of students are adult
learners, the LECAL also accepts college students who want to learn foreign languages that are
not offered in their schools. The LECAL, which is affiliated with a national college in Taiwan,
offers a variety of language courses for adult learners for an affordable tuition. Given adult
learners’ work schedules, most of the language courses, including Turkish ones, are in the
evenings on weekdays and weekends. The only difference between the LECAL courses and
college courses is that the former are not counted as college credits, whereas the latter are.
Therefore, this is an appropriate place for the public to learn a foreign language regardless of

their reasons for doing so.
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However, Turkish teaching and learning resources in Taiwan are disproportionately
distributed. All the educational institutes where Turkish courses are offered are located in Taipei,
the capital of Taiwan. Those who are living in other cities have no other option than to find
private Turkish tutors or learn the language on their own.

| chose the LECAL as my research site for this study. In the research methodology
chapter, | elaborate further on the system of course arrangement in the LECAL, why | chose it as
a research site, what roles I had in the LECAL, and how I selected my research participants.

The Status of LCTL Learners in Taiwan

In Taiwan, English has been an essential foreign language that students need to take
extraordinary time and effort to learn, primarily because it can help them acquire symbolic and
material resources. LCTL learners, however, always stand apart from this social mainstreaming
of English-centered values. They might be negatively labeled by others because they do not
conform to socially approved patterns of learning (Baxter, 2016). LCTL learners find themselves
occupying marginal positions in society. Their language choice is commonly met by disapproval
from various well-entrenched segments of society.

In Taiwan, the marginalization of learners of Turkish can be attributed to two factors. The
first factor is the influence of Taiwanese family values on a student’s choice of major. The
majority of Taiwanese parents want their children to study in popular departments. Entering a
good school and studying at a good department guarantees that one will get a better job with a
high income. Some parents are concerned about their children majoring in Turkish, and they
worry about what kind of jobs their children will get as Turkish-major graduates. Although in

recent years parents have been increasingly supporting their children’s learning interests,



15

traditional values in Taiwanese society still have a significant influence on parents and students
when deciding the appropriate schools and majors.

The second factor is the social climate. Taiwan’s society emphasizes goal-oriented
knowledge. Most people think that learning practical knowledge will benefit their life and work.
In Taiwan, Turkish has low practicability. This is why the learners of Turkish are often thought
of as a “special” group or even as outsiders by the public. On the contrary, English has a higher
social status because its applicability is much greater than that of other languages. The dominant
status of English in Taiwan reflects its post-colonial influence. That is to say, Taiwan is not
colonized politically, but its social, economic, and diplomatic dimensions are heavily affected by
the cultural dominance of English (Price, 2014; Phillipson, 1992). The value of English is
undeniable because it promotes globalization and mutual understanding between people.
However, a language represents a world. Many foreign languages other than English also hold
their own potential and possibility for learners. It is unfortunate that some people in Taiwan may
not be able to realize the value of other languages. Due to this social climate, the Taiwanese
learners of Turkish still feel like a group of marginalized students.

Purpose of the Study and Research Questions

This dissertation aims to explore how non-heritage adult Taiwanese students of Turkish
(re)construct their identities through student-centered and project-based learning and social
interactions with peers and target language speakers. While heritage language learners are those
who are bilingual and may have already heard or spoken the language at home, non-heritage
learners refer to students with no previous exposure to the target language and culture (Lee,
2005). This study expands the current research on LCTLs and discusses the relationship between

literacies, identity, and pedagogy. In addition, unlike other identity research conducted in
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Western society, this study is conducted in Taiwan where specific ideological and sociocultural
dimensions need to be considered. Understanding the social context of Taiwan will benefit
readers and provide them with different perspectives on how the identities of Taiwanese students
are (re)constructed in the process of learning Turkish. This study analyzes identity from the
following perspectives: (a) investigating how students position themselves when implementing
student-centered pedagogy, how they envision themselves in the future as Turkish language
learners, and how their social roles bring about identity struggle that influences their Turkish
learning; (b) exploring the relationship between cultural capital and identity construction under
the project-based learning, and (c) examining how social interaction influences identity
construction of language learners. Instead of contemplating why they learn Turkish, this study
focuses on how adult learners comprehend and interpret their relationship to society and this
world when learning Turkish. Three research questions are formulated to conduct this study:
1. How do the identities of non-heritage Taiwanese adult students influence their investment
in the learning of the Turkish language?
2. How does student-oriented and project-based learning facilitate the acquisition of cultural
capital and the development of the identities of Taiwanese adult learners of Turkish?
3. How do Taiwanese adult learners of Turkish construct their identities through social
interactions?
Organization of the Dissertation
This dissertation is composed of nine chapters. Chapter one introduces the background
and motivation of the study and puts forward the purpose of the study and research questions.
Chapter two defines poststructuralism as the paradigm of the study and presents the literature for

key concepts, such as (multi)literacies, agency, identity, and LCTL education. Chapter three
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discusses the conceptual framework of the study. Chapter four outlines the research methodology
and elaborates on how this study is conducted. Chapter five, six, and seven present the data
analysis by discussing several themes that are relevant to the research questions. Chapter eight
answers the research questions and interprets the meaning of the findings. Chapter nine is the
conclusion of the dissertation and summarizes the whole study, highlighting its main findings

and discussing the limitations and recommendations for future research.
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CHAPTER 2 LITERATURE REVIEW

Chapter Overview

This literature review presents the four principal research themes of the study:
multiliteracies, identity, social interaction, and less commonly taught languages (LCTL). This
chapter first introduces the development of literacy as a social practice and the transformation of
literacy’s roles in the era of technology-led society. The traditional concept of literacy cannot
meet the needs of language learners nowadays. Thus, this chapter also discusses the concept of
multiliteracies and elaborates its relationship with identity. The study takes poststructuralist
perspectives to analyze identity. It is essential to present important concepts, such as positioning
and agency. In addition, the concept of social interactions is an indispensable element for the
research on identity. This chapter also discusses the connection between interaction and
literacies-and-identity research. Finally, this chapter integrates LCTL education into the
framework of multiliteracies and identity to identify the current pedagogical challenges in LCTL
education and review relevant studies. Based on the comprehensive review, this chapter also
proposes the research gaps and the significance of the study.
Literacy as a Social Practice and its Development Prior to the 215 Century

Literacy is traditionally defined as the act of writing and reading. It includes the process
of transforming sounds of speech into writing and decoding the meaning of the written word
through reading. Literacy has also been defined as a series of skillsets that students individually
acquire from schools. The form of speaking and writing that students learn is standard and
educated. Students demonstrate their literacy knowledge and skills through tests that require
them to write correctly and provide correct answers regarding the meanings of texts. However,

literacy is far more complex than the simple acts of writing and reading, and it should not be
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conceptualized as decontextualized, rule-bound, and fragmented. Rather, literacy has cultural
depth, and it functions to enculturate students to certain perspectives toward life, society, and
themselves.

Research on literacy over the last several decades has shifted its focus from individual
behavior (e.g., behaviorism, which was the dominant educational perspective for the first half of
the 20" century) and individual minds (e.g., cognitivism, which was popular in the 1960s) to
social and cultural interaction (Gee, 2000; Tracey & Morrow, 2012). Since the publication of
Street’s works (1984) in which he argued that literacy practice can never be separate from the
social, political, economic, and cultural context, scholars have accounted for social practices in
their literacy research and theories and defined literacy as a social practice (e.g., Barton, 1994;
Gee, 1992, 2015a, 2015b; Lankshear & Knobel, 2003; Luke, 1991; Moje & Luke, 2009). The
definition indicates that language learners’ understanding of the written texts or speech with
which they engage is related to their previous learning experiences in families and educational
institutions (Gee, 2015a), the fields in which students are situated (Bourdieu, 1986; Darvin &
Norton, 2015; Navarro, 2006), and the identities of learners (Moje & Luke, 2009; Norton, 2016).
In other words, language learning is no longer an activity that focuses on textual formalities; by
contrast, it is a “’social practice in which the value and meaning ascribed to an utterance are
determined in part by the value and meaning ascribed to the person who speaks” (Norton &
Toohey, 2002, p. 115). Literacy development plays a significant role in helping students learn
how to read and write in a new language, and it also contributes to the understanding that
“literacy practices are always and already embedded in particular forms of activity” (Prinsloo &
Baynham, 2008, p. 1). In summary, the old concept of literacy does not suffice to explain the

complex relationship between language learners and the ever-changing society. The capabilities
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of literacy in diverse settings and contexts also need to be take into consideration (Kalantzis et
al., 2016).

In the 21 century, the advent of mass media and technology has caused the mode of
economy to shift from “old capitalism” to “new capitalism” (Gee, 2000). In old capitalism, the
form of industry was characterized by hierarchical management and fragmented skills and
information. Work was intended to have as little social, cultural, historical, and political context
as possible (Gee, 2000). In contrast, new capitalism is characterized by rapidly changing
information, distributed teamwork, and a strong focus on time management. Individuals
continuously apply newly gained knowledge to their work and improve their processes through
collaboration and incorporation of new technology. Due to these recent economic shifts, the
traditional mode of literacy may not be sufficient to fulfill students’ future needs for skills (Gee,
2000; Luke, 1998). The world has experienced dramatic changes, and our knowledge about
literacy must be adjusted accordingly. Students need to prepare for the complexity of living in a
new era that includes technological innovation and information overload through all senses. The
concept of traditional literacy has been transformed into literacies that emphasize effective
communication in different contexts and cultivate people with ability to navigate change and
diversity (Gee, 2015b; Kalantzis et al., 2016; Kalantzis & Cope, 2008; Sang, 2017).

New Literacies and Multiliteracies

Building upon the concept of literacy as the cultivation of social practices, the
practitioners of new literacies define literacy as “a repertoire of changing practices for
communicating purposefully in multiple social and cultural contexts” (Mills, 2010, p. 247). This
definition supports the argument that knowledge and meaning-making are constructed by social

groups rather than by individuals’ cognitive development. Learning is based on feeling, acting,
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and interacting with people; it is affected by relationships between individuals, and it occurs in
physical, social, and technological environments (Gee, 2015a). In contrast to older definitions of
“literacy,” the concept of “new literacies” emphasizes the variety of ways in which people use a
language and their competence in doing so. Lankshear and Knobel (2003) argued that literacies
are bound up with social, institutional and cultural relationships. Gee (2000) proposed the term
“social turn” that indicates recent scholarly shift from individual behavior to social and cultural
interaction. He used the concept of a “network” as a metaphor to describe the current
technology-led environment, claiming that “knowledge and meaning are seen as emerging from
social practices or activities in which people, environment, tools, technologies, objects, words,
acts and symbols are all linked to (‘networked’ with) each other and dynamically interact with
and on each other” (Gee, 2000, p. 6). Similarly, Mills (2010) mentioned the influence of
emerging technology in literacy practices, proposing that the recent “digital turn” is a
consequence of globalization and the growing range of technologies for communication. Mills
compared and contrasted the research on new literacies and concluded that scholars account for
power relations in analyzing the link between new literacies studies and curricula in the 21
century. It is notable that language teaching and learning also relate to ideology, power, and
social value, all of which relate to identity (see Chapter 3).

The concept of multiliteracies, an important emerging research theme in new literacies
theory, was first introduced by the New London Group in 1996. This concept broadens the
definition of literacy to accommodate new practices in individuals’ working, public, and private
lives (Sang, 2017). In the present era dominated by mass media and technology, learners are
required to be multi-skilled, and the distance between people is decreasing. Language acquisition

and production have expanded into new forms of social relationships. Additionally, the learning
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environment is longer limited to class or school; rather, it can exist in any social context,
including online platforms. The concept of multiliteracies extends the scope of literacy pedagogy
to include culturally and linguistically diverse and increasingly globalized societies (New
London Group, 1996). By learning a wide variety of skills, learners can become literate in
different forms of languages in different contexts (Sang, 2017).

New modes of meaning are identified in the multiliteracies approach. Therefore,
multimodality has emerged as an important aspect that demonstrates the diversity of meaning-
making modes. Meaning is expressed not only in written format but also through oral, visual,
audio, gestural, tactile and spatial forms and patterns. (Hepple et al., 2014; Kalantzis et al.,
2016). Due to the rapid spread of the Internet and social media, literacy practices have extended
beyond written communication. Multimodality is an approach that considers the way in which
different meaning modalities connect with practices of representation (Kalantzis et al., 2016). It
accentuates the notion that all meaning can be constructed via a rage of modes (e.g., images,
music, colors) to establish effective communication (Kalantzis et al., 2016; Kress, 2000).

In the field of world language education (WLE), communicative language teaching
(CLT) continues to dominate the majority of most language instruction. For most teachers and
students, language is a skill that is used for communication and information exchange.
Understanding each other is certainly important; however, language plays additional roles in
today’s world. A report published by the Modern Language Association (MLA) Ad Hoc
Committee in 2007 broadened the definition of language and argued that language must be
regarded as an essential element of a human being’s thought processes, perceptions, and self-
expressions. Through language, students can learn translingual and transcultural competence that

“places values on the ability to operate between languages” (Geisler et al., 2007, p. 237). In other
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words, students utilize foreign languages to inquire new knowledge, analyze ideas from multiple
perspectives, reflect on important issues, assess their own thinking and learning, and learn how
to collaborate with others (Geisler et al., 2007; Kalantzis et al., 2016). The multiliteracies
approach guides student to participate in deep learning and encourages them to form new ways
of understanding. In a WLE classroom, multiliteracies can help to link an individual to other
individuals, communities, and disciplines (Tochon, 2014).

Although MLA has proposed this new perspective on language teaching and learning,
many WLE, especially in LCTL classrooms, have found it difficult to achieve the goals due to
limited teaching resources, inadequate learning hours, teachers’ and students’ perceptions of
language education, and other reasons. The next section discusses the body of current research
related to multiliteracies and LCTL and address problems and challenges in WLE. It is important
to keep in mind that language continuously reveals ourselves to others, as well as to ourselves
(Geisler et al., 2007). Language acts as a mirror that reflects one’s learning experiences and
trajectories; at the same time, the competence acquired through language has an impact on an
individual’s interpretations of the society and world. Therefore, it is important to understand the
identities represented by learners, how to define identities, and the roles they may play in
students’ language learning.

Poststructuralism and Identity as Position

In contrast to traditional literacy education, the multiliteracies approach aims to teach
students about the construction of meaning through many different forms and patterns. The
process of meaning-making demonstrates students’ subjectivity because each student has a
unique learning background and prior experience of language learning. In the multiliteracies

approach, literacy and identity are inextricably interconnected because all forms of
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representation and communication involve human identity (Kalantzis et al., 2016). In the current
digital era, the patterns of communication have dramatically changed, and the ways in which
learners perform their identities have attracted scholarly attention (Darvin, 2016; Darvin &
Norton, 2016; Kalantzis et al., 2016; Norton, 2016; Sang, 2017).

The concept of “identity as position” is closely related to poststructuralism. A wide range

99 ¢ 99 ¢¢

of terms have been coined for identity, including “position,” “role,” “subjectivity,” and “agent”
(Darvin, 2018). Structuralists have claimed that the meaning of signs is arbitrary; in contrast,
poststructuralists propose that a sign can have different meanings for different people. Whereas
structuralists have argued that linguistic communities are homogeneous and consensual,
poststructuralists emphasize that linguistic communities are heterogeneous and characterized by
struggle. Language is a tool through which an individual’s sense of self and identity or
subjectivity is constructed and performed. Meaning is produced within language (italic in the
original; Baxter, 2016). In her book, Weedon (1987) integrated language, individual experience,
and social power to understand the poststructuralist tradition. She conceptualized the relationship
between language learners and the social world and discussed the association of power relations
with the learning process. Other scholars have utilized Weedon’s perspectives to establish the
central role of language in theorizing the relationship between the individual and power,
ideology, race, ethnicity, gender, and social class (e.g., De Costa, 2016; De Costa & Norton,
2016; Norton, 2013; Norton Peirce, 1995; Norton & Toohey, 2011).

Based on the perspective of poststructuralism, identity changes over time. Its formation
and reformation constitute a continuous process that is accomplished through actions and words

(Baxter, 2016). The concept of identity as social positioning has attracted the attention of many

researchers. For instance, Holland and Lave (2001) proposed the idea of “history in person,”
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which theorizes that individuals are “social, cultural, and historical beings” (p. 5). An
individual’s identity can contain several layers that result from past experiences they have had.
Researchers have used different metaphors including “thickening” (Holland & Lave, 2001) and
“lamination” (Latour, 1993) to describe these layered identities. However, these researchers do
not argue that identities are stable. Experiences have shaped the behavior and mindset of an
individual. Social and cultural environment leads to an individual’s identity “created by
experiences of being positioned”; in turn, the identity also contributes to “the production of
cultural forms” (Holland & Leander, 2004, p. 127). In other words, the formation of an
individual’s multi-layered identity could result from others’ positioning of them as a certain
“kind of person” (Gee, 2001, p. 99). The formation of identity is related to “the ways people are
cast in or called to particular positions in interaction, time, and spaces and how they take up or
resist those positions” (Moje & Luke, 2009, p. 430).

It is notable that individuals take on or are put into certain types of positions because they
are influenced by the system of power, hierarchy, and affiliation around them (Holland et al.,
1998). These influences create specific cultural structures and elements for individuals. In this
regard, identity as position also contains “figured” elements that relate to culture (Bartlett, 2005;
Moje & Luke, 2009). Figured elements are socially shared cultural symbols and meanings that
elaborate the process of positioning and identity formation. This idea is reminiscent of the
concept of “habitus” proposed by Bourdieu (1984), which is defined as “the way society
becomes deposited in persons in the form of lasting dispositions, or trained capacities and
structured propensities to think, feel, and act in determinate ways” (Wacquant, as cited in

Navarro, 2006, p. 16). In other words, an individual’s identities are constructed not only by their
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interactions with people and previous histories but also by the shared common values determined
by their society.
Language Learners and Agency

Poststructuralism emphasizes the role of individuals and positions individuals as subjects
who create their own and other people’s actions (Baxter, 2016). Poststructuralists have noted that
the concept of “agency” is often regarded as “an essential feature of the learner” (De Costa &
Norton, 2016, p. 589). Agency is defined as “a person’s capacity to act, the degree of control
they have over their own actions and of responsibility for their actions” (Kalantzis et al., 2016, p.
56). The concept of agency implies that language learners can make informed choices, exert
influence, resist (e.g., remain silent in class), or comply; however, their social circumstances may
constrain their choices (Duff, 2012). In other words, when learners learn a foreign language, the
process of identity construction will be achieved through their agency, which enables them to
make decisions on learning (Baxter, 2016). In his research, Teng (2019) investigated learner
identity in English as a foreign language (EFL) learning. He claimed that the learners’ sense of
agency is a contributing factor in the construction of Chinese EFL learners’ identity
development. When students encounter negative conditions including exam stress and lack of
confidence, some restrict their agency and others do not. Students’ different reactions may result
in differing learning performances and identity development. Another researcher explored
identity construction among Algerian women EFL learners (Zekri, 2020) and found that learners’
agency has existed in their past learning experiences and expands through language learning. The
sex, educational background, and religious beliefs of Zekri’s participants, as well as their
resistance against oppression, may have reinforced their agency and identity. In summary,

poststructuralists posit that individuals are situated in a social and historical context in which
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they are never outside cultural forces or discursive practices but are always subject to them
(Baxter, 2016).
Learner Identity in Literacies Research

Based on the perspective of identity as position, literacy can act as a tool for making
meaning or resisting certain positions (Moje & Luke, 2009). Particularly since the proposal of
the term “new literacies” by New London Group (1996), literacy has associated language
learners’ positions with “a shifting sense of agency” (Moje & Luke, 2009, p. 432). Sociocultural
approaches to literacy practices in the digital world have been applied to examine and analyze
how learners position themselves in different spaces. Indeed, Gee (2004) has proposed that print
literacy is insufficient; rather, individuals need to be literate in different semiotic domains. A
large body of research has addressed the ways in which language learners use a multiliteracies
approach, digital tools, and multimodality to develop their learner identities in educational
settings.

To demonstrate the connection between identity formation and literacies development
among ESL learners, McLean (2010) observed a Caribbean-American adolescent’s digital
literacy practices on Facebook and MySpace and analyzed the relationship of her literacy
practices to the issues of identity and culture. McLean found that the student regarded the digital
space as a “home” in which she could utilize written texts, images, and music to bridge her
identities as an English learner, an adolescent, and a Caribbean-American. Additionally, Danzak
(2011) used the Graphic Journey project to examine middle school English learners’ immigrant
identities. Students opted to use technology to create their own graphic stories, and they
exhibited their final projects for the school. Danzak proposed that a multiliteracies approach

provides a rich set of authentic writing opportunities. In her study, this approach created a safe
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and welcoming space in which students could express themselves. The use of texts, pictures, and
technology also contributed to the redefinition of learners’ identities as immigrant students.

In contrast to McLean and Danzak’s word, Lindstrom and Niederhauser (2016) analyzed
fifth-grade students’ literacy practices in a classroom-based social network site to understand
how these practices reflected digital literacies. Notably, they found that some participants were
not willing to comply with the demands of digital literacies to achieve social interactions with
their peers and preferred school-based writing conventions. For example, these students refrained
from using slang, acronyms, or incomplete sentences, all of which are normally used in instant
messaging (IM) and on social media. The unwillingness of these students to use digital platforms
to communicate with their peers indirectly demonstrated their learner identities and influenced
their relationships with other students. In another study, Blyth (2018) examined the textual
engagement of two adult learners with multicultural backgrounds during a multiliteracies lesson
on a French poem. Blyth selected a variety of authentic multimodal resources (e.g., texts and
online videos) in French to facilitate this inquiry-based study. His findings indicate that
interpretive and reflective activities encouraged the students to think in a new way about their
learner identity and to value their unique capacities.

The multiliteracies approach empowers students to learn. Today, learners actively acquire
knowledge as owners of information due to the prevalence of social media and digital devices
(Mora, 2016). They are able to develop skills, including researching information, utilizing new
technology, addressing real-world problems, presenting results, analyzing issues from different
angles, working with peers, caring about real-life issues, and learning how to understand others
(Kalantzis et al., 2016; Tochon, 2014). Modern communication networks and interpersonal

relationships help learners to actively acquire knowledge, design meanings, and interpret
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information on their own (Cope & Kalantzis, 2009). In this environment, learners become
producers of knowledge, rather than simply consumers of knowledge (Kalantzis et al., 2016;
Tochon, 2014; Tochon et al., 2014). Supported by technology and social media, all available
sources become a knowledge base, which contributes to learners’ practices of integrating and
differentiating information. Students’ learning reaches beyond the classroom, and students are
able to play an active role in controlling their learning pace and direction.
Social interactions in Studies of Literacies and Identity

Language acquisition through social practices highlights the “central role of social
interaction in the development of knowledge” (Tracey & Morrow, 2012, p. 117). Linguistic and
cultural knowledge is constructed and scaffolded through interactions with peers and native
speakers. Learning a language does not happen in isolation; rather, it is a process through which
an individual engages with peer groups and community (Tochon, 2014). This is particularly true
for LCTL learners. If teaching materials are insufficient, social interactions are an indispensable
way for students to practice the language. Learners benefit from using the target language in
interactions that are focused on making meaning with others (Center for Advanced Research on
Language Acquisition, 2019). Social activities and meaning-making are inextricably linked
(Hassett & Curwood, 2009). If language learning is a social practice, meaning-focused
interactions are often more effective than grammar-focused drills in developing proficiency.

Scholars have also noted a link between social interactions and identity development. For
example, Duff (2011) explained that interactions and socialization represent a process by which
non-native speakers of a language seek competence in the language, membership, and the ability
to participate in the practices of communities in which the language is spoken. The growth of the

Internet and multimedia communication tools has changed the ways people connect with each
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other. Language learners can now use multiple symbolic resources such as words, photographs,
drawings, and other modalities to express and explore their identities and their relationship to the
world. Individuals project themselves in relation to others through social networking; in turn,
they want others to perceive them as part of particular social spaces (Chen, 2013).

In their interactions with teachers, peers, and native speakers, language learners use their
self-identities to make meaning. In turn, these interactions may influence students and help them
to construct different identities. Different moments and contexts in interactions contribute to the
change of students’ identities (Gee, 2001). The ambiguous and unstable state of identity
construction accentuates the fluidity of identity. Learning through participation and interaction
provides an opportunity for language learners to “make sense of themselves and others” (Moje &
Luke, 2009, p. 416). In other words, social interactions are a process in which learners constantly
identify themselves or are identified by others (Darvin, 2016; Duff, 2012; Moje & Luke, 2009;
Norton, 2016).

However, literacies skills cannot be acquired in isolation, particularly for foreign
language learners. Literacies practices, which play a significant role in language learning, are
constructed by interactions with people. Interactions in classrooms can support or constrain
language learners’ literacies skills. Literacies practices depend on the social interactions
established by language learners. The value of literacies practices cannot be separated from that
of the larger networks of social relationships in which language learning occurs (Norton &
Toohey, 2002).

Social interactions are not confined to classrooms; they may also be drawn from language
learners’ past experiences. For example, Lin (2009) examined the ways in which a Taiwanese

student who studied in Canada used her cultural identity in developing communication skills. In
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this case, the participant’s cultural identity supported her confidence in her English ability. Her
natal cultural identity bonded her with people in her hometown and strengthened her mind to
face the problems of using English. Similarly, Tett (2016) asserted that the evolution of identity
as a component is shaped not only by students’ previous learning experiences and the effects of
family but also by active participation in the communities of practice. Students’ self-images
influence their engagement with literacy and their expectations about learning.

Although their research did not focus on foreign language learners, Howard et al. (2017)
demonstrated that literacy is a social learning experience that occurs in various contexts,
including at home and in schools. Students’ learning trajectories and literacy experiences were
intertwined with family and friends at early ages and with professors and peers in higher
education. Moreover, these experiences were not limited to face-to-face interactions but also
included online spaces. In social media and Internet-based spaces, instructors and peers
supported students in developing writing and reading skills, as well as building identities as
language learners. For example, Zhou (2020) used the theoretical framework of community of
practice and the concepts of investment and imagined identity to examine his focal student’s
negotiation of self-identity as an English learner in a Chinese university classroom setting. He
observed that the student’s learner identity was downplayed by her teacher, which decreased her
engagement in class. However, when she participated and engaged with peers after class, her
imagined identity was relatively highlighted as an outstanding student. Zhou concluded that peer
relationships and teacher-student relationships both play an important role in students’ learner
identity and literacy development.

Identity and Literacies in LCTL Education

Pedagogical Challenges of LCTL
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Practitioners of LCTL education encounter unique challenges in literacy practices that
may not occur in the teaching of commonly taught languages. For instance, there is often a
shortage of learning materials (Gor & Vatz, 2009; Janus, 1998), which makes it difficult to find
sufficient and appropriate resources for learners. Today, students have access to digital materials
on the Internet; however, resources for intermediate and advanced students are still inadequate.
A second challenge of LCTL education is an insufficient number of trained teachers (Manley,
2010). Teachers of LCTL are often under-supported and under-appreciated. Some LCTLs have
received increased attention in recent years due to the rapid economic and political development
of the world. However, adequate training for teachers and sound pedagogical approaches for
learners have not been established. Finally, LCTL learners lack access to immersion
opportunities (Gor & Vatz, 2009). This problem was attributed to national educational policies
because the government only focuses on specific foreign languages due to historical, political,
and economic reasons (Walton, 1991). Students who are learning LCTL often struggle to find
sufficient opportunities to practice their literacy skills.
Identity and Literacies for LCTL Research

Mass media and new technologies have increased communication resources and changed
the vehicle of communication. A growing number of pedagogies of commonly taught languages
have been designed to cultivate language learners as socially fitted citizen in the world; however,
these efforts have not been applied to LCTLs. Multiliteracies practices in world language
classrooms are relatively new and remain uncommon. The unique linguistic features of some
LCTLs may lead instructors to spend their time and effort in teaching writing, syntactic patterns,
and organizational structures. Among LCTL learners, texts are often regarded as “vehicles of the

learning of vocabulary, grammar, and writing systems” (Warner & Dupuy, 2018, p. 123).
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In recent years, scholars have examined the application of the multiliteracies approach to
LCTL courses, particularly for Korean language education. For example, Brown et al. (2016)
explored the identity of heritage and non-heritage learners in South Korea through visual media
projects. In this study, students performed critical readings, engaged in discussions of topics,
viewed visual media and completed related activities, and discussed their experiences. The
researchers claimed that these activities effectively promoted learner competence, including
critical thinking and identity negotiation. Students also actively positioned themselves and
redesigned their self-images in relation to the meaning of being a foreigner in Korean society.
More recently, Suh and Jung (2020) conducted research on the teaching and learning of Korean.
Their work emphasizes that learners develop diverse ways of behaving, critically thinking, and
acting within the structure of multiliteracies and multimodality. Suh and Jung concluded that
learner-centered and top-down approaches are crucial to help students gain a sense of
transformed identity and motivate them to practice literacy.

Similar research has been conducted on other LCTL languages, including Chinese (Wu,
2016) and Japanese (Kumagai & Iwasaki, 2016) to understand how the literacies approach and
identity construction influence one another. This recent research has paved the way for
developing new research directions for LCTL education.
Limitations of Current Research

A review of the available literature demonstrates that a significant amount of research has
been conducted regarding literacies and identity and the application of these concepts to LCTL
education. However, several issues have not been conceptually addressed in the existing

research.
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First, the majority of research in the field of literacies-and-identity studies has focused on
learners of commonly taught languages (e.g., English). Although some studies of literacies-and-
identity have been conducted in LCTL contexts, additional research is needed to develop a
complete theoretical foundation and practice for LCTL learning contexts. In addition, much of
the identity research in LCTL has focused on heritage learners who have family background of
the target language, and inadequate research exists regarding non-heritage and non-native
learners. Unlike heritage learners, non-heritage learners have had no previous exposure to the
target language. It is necessary to understand these students’ distinct perspectives on LCTL
learning and literacies practices.

Second, recent research on Turkish as a foreign language (TFL) has focused on
pedagogical topics such as learner motivation (Sayar, 2019), the discussion of pedagogy (Aykac,
2015; Goger, 2011; iscan, 2017; Kocaman et al., 2018; Tiryaki, 2013; Yilmaz, 2020), cultural
awareness (Iscan et al., 2017; Kaya & Yilmaz, 2018), and teaching problems encountered in
class (Karababa, 2009). With the popularity of mobile devices, scholars have also begun to
discuss the influence of technology to Turkish learning and teaching (Alyaz & Ugar, 2019;
Bozali, 2019; Sengiil & Tiirel, 2019; Tirker, 2016). Most of the research has been conducted
from the perspective of teachers. However, little research has explored the roles of TFL learners
and discussed the relationship between pedagogy and students’ identity construction. The
potential roles that learners could play in the learning process have not been adequately
examined.

Finally, based on the findings of this literature review, the majority of the existing
literacies-and-identity research has been conducted in the Western educational system, and most

scholars have focused on race, gender, and social class. The impact of educational ideology on
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the literacies practice and identity construction of language learners has not been fully addressed.
In contrast to the Western educational system, the East Asian educational system is heavily
influenced by Confucianism, an educational ideology that has shaped East Asian educational
thoughts and practice (Deng, 2011; Li, 2016; Niu, 2012). In Confucianism, the authority of the
teacher is important in traditional literacy practices (Huang & Asghar, 2018; Moloney & Xu,
2015; Tian, 2020; Xu & Moloney, 2016). In a teacher-centered classroom, students need to
satisfy a clear set of expectations and goals set by the teacher (Niu, 2012; Xu & Moloney, 2016).
Therefore, East Asian students often form a habitus in which they are positioned as inactive
language learners. Minimal research has addressed the role of learner-centered approaches in
shaping language learners’ identities. Additional research is needed to examine the habitus of
East Asian students, the ways in which student-oriented and project-based pedagogy empowers
language learners, the influence of students’ literacies competence on their learner identity
(re)construction, and the roles social interactions can play in identity development and literacies
practices.
Conclusion

This chapter presented a review of the literature to provide context for the broadening
definition of literacy. The advent of technology and the digital era have dramatically transformed
the role of literacy practices. In addition to reading and writing skills, literacy has become a tool
to help students explore, analyze, interpret, and resolve problems. Globalization and growing
technology continue to strengthen the role of literacy as a space for meaning and knowledge
making. Meaning-making has extended beyond temporal and spatial restrictions to include a

variety of meaning modalities that connect to the practices of representation and communication.
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Identity is a crucial topic in the framework of multiliteracies in that language learners can
represent themselves linguistically and culturally to others through their use of language. The
concept of poststructuralism proposes that individuals are social beings with unique cultural and
historical backgrounds. The formation and reformation of their identities change over time. In
the setting of a language classroom, the construction of identity and learner agency are
inextricably interconnected. Learners have agency in that they demonstrate the capacity to act,
including by becoming actively involved in decisions about their own learning. This type of
agency may influence learning performance and may be reinforced by learner-supported
environments. Learner agency plays a critical role in analyzing the identities of language
students.

Social interaction is another significant element of identity and multiliteracies
competence. In language learning settings, social interactions facilitate learners’ proficiency
development. Through these interactions, learners can display who they are and explore their
connections with society. In this technology-dominated era, social media provides interactive
platforms for worldwide users and displays of identity become diversified. People can utilize a
variety of tools to express themselves, including pictures, audio recordings, and video
recordings. Social interactions also occur outside of the classroom, providing additional
opportunities for learners to understand their peers and target language speakers. In a learner-
oriented environment, social interactions can play a supportive role in cultivating learners’
multiliteracies development and identity construction.

The majority of the existing research on identity and multiliteracies approaches has been
applied to commonly taught language settings; however, the research has not examined LCTL

contexts. The present study is a significant addition to the literature for three reasons: (a) it
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provides a new vision for LCTL education to explore the intersection between multiliteracies,
identity, and social interactions in WLE classrooms; (b) it reinforces the current research trend in
Turkish as a foreign language (TFL) by focusing on the learner identity of non-heritage students;
and (c) it places identity research into the relatively unexamined Asian educational context. The

next chapter describes the theoretical frameworks applied in this research study.
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CHAPTER 3 CONCEPTUAL FRAMEWORK

Chapter Overview

The chapter presents the theoretical framework that will be applied to analysis of the
research data. This research draws on two major theories: identity investment (Darvin & Norton,
2015, 2016; De Costa & Norton, 2016; Norton, 2000, 2010, 2013; Norton & De Costa, 2018;
Norton Peirce, 1995) and Bourdieu’s concepts of habitus (1990) and capital (Bourdieu, 1986).
The first section of the chapter discusses the principle of investment theory. In order to
conceptualize investment, the chapter also introduces three ideologies in Taiwan to situate my
research in a broader social context. The second section of the chapter integrates the notions of
investment into Bourdieu’s framework of habitus and capital. Finally, the chapter elaborates
on the notion of desire and imagination, which is a subcategory of investment. This theoretical
framework foregrounds the principle of poststructuralism that has been discussed in the previous
chapter.
From Motivation to Investment: The Conceptualization of Identity Research

The idea of investment, first put forward by Norton Peirce (1995), captures the complex
relationship of language learners with the changing social world. She claimed that current second
language acquisition (SLA) research was neglecting to conceptualize both language learners and
their learning contexts. Motivation, for example, is not theoretically sufficient to explain why
there are changes in the learning behaviors of foreign-language students. Motivation,
introversion, and other affective variables are frequently connected to contexts where certain
ideologies and forms of power dominate. Language learners’ learning behavior is constantly
influenced by their learning history, the immediate environment in which they are situated, their

relationship with interlocutors, and other socially and historically constructed factors.
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Conceptually, the variable of investment greatly expands the research scope of SLA and signals
complex social identities and desires attributable to language learners. Norton Peirce (1995)
argued that investment reflects “the multiple, changing, and contradictory identities of language
learners” (p. 26). Not surprisingly, the contexts in which language learners engage with the
language are complicated. For example, the issues of how and when to speak a target language
are associated with the socially and historically constructed relationships of speakers to the
language. Investment can also account specifically for how social factors facilitate or inhibit
language learning (Darvin & Norton, 2016). Language learners’ willingness to invest their time
and energy in the learning process comes mainly from their understanding that investment in
learning reaps a multitude of symbolic and material resources (Darvin & Norton, 2015; Norton,
2010; Norton Peirce, 1995). From the perspective of investment, language learners have a
complex identity, changing cross across time and space and reproduced in social interaction
(Norton, 2010). In other words, their learner identity is not always a fixed situation, but is rather
in a state of flux, complexity, and contradiction (Darvin & Norton, 2016).

With the advent of technology and globalization, new modes of socialization have shaped
the ways in which people interact. Technology provides language learners an opportunity not
only to access diverse genres of learning materials, but also to express themselves personally. On
such social media platforms as Facebook, Twitter, and Instagram, today’s language learners
engage in different kinds of identity performance while interacting with target-language speakers
anytime and anywhere. The learners’ interaction with people in digital spaces may, of course,
differ significantly from their interactions with people in face-to-face settings. Consequently, in
today’s social media, “identities are perpetually performed, curated, and transformed” (Darvin &

Norton, 2016, p. 22). Since the growth of technology has accelerated the process of
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globalization, which tends to combine cultural, social, religious, and political viewpoints from
different parts of the world, new forms of compromise and conflict can take shape. In these
dynamic contexts, people facing different ideological perspectives struggle to position
themselves and give form and content to their subjectivity. Noticing the transformative power of
technology and globalization in the 21™ century, Darvin and Norton (2015) expanded the notion
of investment to comprise ideology, identity, and capital (see Figure 3.1).

Figure 3.1

Model of Investment (Darvin & Norton, 2015)

Investment, Ideology, and Language Learning

Ideology is considered “a complex space where ideational, behavioral, and institutional
aspects interact and sometimes contradict one another” (Darvin & Norton, 2016, p. 27). Ideology
involves dominance and hegemony that produce or reproduce power and inequality. Language
ideology, for example, refers to people’s views on language, which arise in and derive from
social contexts, shaping everything from people’s speech patterns to their understanding of
language itself (Irvine, 2012). More specifically, language ideology owes its existence to
mechanisms of power that, in many contemporary societies, take the form of educational

institutions and language policies. These mechanisms can be constantly reproduced “through the
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conscious and tacit acceptance of hegemonic practices” (Darvin & Norton, 2016, p. 27). The
result is a shared set of beliefs about the nature of appropriate language practices. In short,
language is an ideologically defined social practice (Darvin & Norton, 2015; Spolsky, 2004).

Language is always a useful means to dominate the dissemination of a certain ideology.
In turn, a dominative ideology also to some extent influences people’s acquisition of specific
languages. Blommaert (2005) mentioned that the emergence and dissemination of a language are
ideological processes, in the course of which hierarchies among languages emerge. Under the
influence of ideology, some languages become foregrounded because they represent the
ownership, membership, and authority of government or a group of people (Blommaert, 2005).

Language is the catalyst of ideology promotion and thus identity investment. More
precisely speaking, in order to make ideology function effectively and help people to accept or
even strengthen their identities, language is usually a powerful tool. The government can
formulate language policy to regulate language use. The standardization and monolingualism of
language gradually conform to necessary requirements for social and economic-cultural
homogeneity (Ricento, 2006). In other words, language becomes a means of the operation of
power.

Ideology consists of several types: political, educational, race, religious, or gender and
sexuality. Due to different cultural and historical backgrounds, the ideological development of
each society varies across time, which also influence people’s identity construction. To better
understand how ideology functions in the model of investment, the next section briefly
introduces the three major ideologies in Taiwan—Nationalism, Confucianism, and
credentialism—and discusses how these three ideologies influence Taiwanese students’

investment in foreign language learning.
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The Rise and Development of Taiwan Nationalism

Taiwan, officially named the Republic of China (ROC), rules jurisdictional territory
including Taiwan and the outlying islands. Due to its complicated historical background and
important geopolitical position, national identity has been a heated issue among the Taiwanese
people. Historically, Taiwan was occupied and colonized by different regimes. The conflict of
national identity results in difficulties in establishing a full and complete civil society (Pan,
2015). Given their distinct historical and cultural backgrounds, each Taiwanese has a different
idea about how to identify oneself and how to recognize the place where one is now living.
Before understanding the current situation of national identity in Taiwan, it is beneficial to know
when and how Taiwanese national identity developed.

Japanese Colonization and the Kuomintang’s Rule

When the Sino-Japanese War ended in 1895, Japan took over Taiwan from the Qing
Dynasty and ruled it as a colony for 50 years until the end of World War Il in 1945. The
Japanese government intended to transform Taiwan into a significant part of Japan in terms of its
unique geographic position and abundant natural resources. Although the concept of Taiwanese
nationalism did not emerge on a large scale, the local inhabitants gradually formulated a self-
consciousness different from that of the Chinese (Hung, 2014).

After Japan surrendered in 1945, the Kuomintang (KMT)—the ruling party in China at
the time—claimed sovereignty over Taiwan. The Taiwanese people were excited at first about
embracing their “motherland” after World War II, but they experienced mass violence and
totalitarian rule from the Chinese administration, which broke their fantasy about China. While
engaging in war against the Chinese Communist Party (CCP) on Mainland China, the KMT also

strengthened its control over the island to suppress the dissatisfied local people.
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228 Incident and The Martial Law Period

With increasing clashes and confrontations between local inhabitants and Chinese
officials, the 228 Incident occurred in 1947. The incident, which later turned into a massacre,
was a trigger of people’s rampant hostility and dissatisfaction with the Chinese administration.
This incident played a significant role in Taiwanese history because most of the researchers
claim that the 228 Incident prompted the rise of Taiwanese national identity (Fleischauer, 2007;
Shattuck, 2017; Tierny, 2017; Zhong, 2017). In contrast to the local people who identified
themselves as “Taiwanese” and preferred independence, those elite groups who came from
mainland China identified as “Chinese” and preferred reunification.

In 1949, the KMT was defeated by the CCP in the civil war. The KMT fled to Taiwan
and transformed it into an “anti-communist base” for strategic purposes. At that time, Taiwanese
national identity was rooted in the concept of “One China.” In order to create the image of anti-
communism and accentuate its regime legitimacy, the ruling KMT party inculcated the
Taiwanese people with the concept that they were the “legitimate” China and that the communist
regime was “illegitimate.” Meanwhile, the KMT also began to implement martial law (1949-
1987). In this period known as “The White Terror”, anyone who propagated communism or
Taiwanese independence would be sentenced to jail or death. Freedom of speech and the press
were significantly oppressed. In conclusion, from the 228 Incident until the end of the White
Terror, Taiwanese national identity had been hindered in conditions of clash, struggle, and
suppression. Expression of Taiwanese nationalism was a taboo that could result in loss of life.

After the 1980s, Taiwan underwent another social and political transformation. Martial
law was lifted in 1987; the first free and fair legislative elections took place in 1992, and the first

fully democratic presidential election was held in 1996. For the first time in the country’s
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history, the Democratic Progressive Party, the local opposition, won the presidential election in
2000. From then on, Taiwanese identity has gradually become an issue that people can more
openly discuss. The discourse of “Taiwanese-ness” also appeared in the new curriculum (Hung,
2014). However, although the policy regarding Taiwanization or the Taiwanese localization
movement has been promoted, the development of Taiwanese nationalism still encounters much
tougher challenges, mainly from China.

The Sunflower Movement and The Rise of Localization

During the 1980s, Taiwan was embarking on a new stage in terms of political
development. Taiwan was excluded from the United Nations since 1971. While facing political
isolation in the external environment, Taiwan was also entering a new phase in its internal
political situation, in which the political atmosphere gradually became more liberalized and
localized. Due to the CCP’s suppression in the international community, Taiwan faced much
more challenges in participating in international organizations. This situation impelled the
Taiwanese government to adjust its internal policies: Local elites were cultivated, and
democratic elections with multiparty candidates were also held. In addition to the political arena,
Taiwanization also valued the spheres of local literature and language education, which also
undoubtedly resulted in the rise of localization (Au, 2017).

After martial law was lifted, relations between Taiwan and China gradually shifted from
confrontation to exchange. With China’s rising economic and political impact on international
society, the KMT that became the ruling party again between 2008-2016 wished to strengthen its
relationship with China. With business exchanges, the KMT expected to reduce the historical
contradictions between the two sides. On March 17, 2014, KMT legislators attempted to pass the

Cross-Strait Service Trade Agreement, a treaty designed to liberalize trade in services between
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the two economies. However, the opposite party and the public protested because the KMT
legislators did not follow legitimate procedure in accordance with principles of transparency and
equity. With doubt regarding the black-box operation of the trade agreement, crowds of students,
academics, and civic organizations occupied the building of the legislature. This movement, later
named the “Sunflower Movement” or “March 18 Student Movement”, attracted international
attention. From then on, the international community also realized Taiwan’s strong
determination to maintain democracy and freedom in the face of China’s increasing influence.

In recent years, the rapid development of international tensions has led to significant
changes in Taiwanese nationalism. In January 2019, Taiwanese president Tsai Ing-wen publicly
announced her rejection of China’s “One Country, Two Systems” proposal for Taiwan. President
Tsai’s strong response was supported by most Taiwanese. In addition, the Hong Kong national
security law restricting local people’s human rights was passed by June 2019. The Taiwanese
also gradually realized China’s ambitions; however, the increasing threat did not intimidate
them. On the contrary, it strengthened Taiwan’s national identity more deeply. According to a
survey carried out in July 2020, 67% of people in Taiwan think of themselves as Taiwanese,
which is the highest in 20 years (Election Study Center, National Chengchi University, 2020).
More importantly, while the whole world suffers the spread of coronavirus and its economic and
public health losses, Taiwan has suffered much less. People’s lives and economic activities are
still functioning as usual. Taiwan has even exerted some influence on other countries by sharing
its experience combating the pandemic and providing medical assistance. Due to its success in
fighting the coronavirus, the United States and other European countries sent delegations to

Taiwan for deep exchange. For example, U.S. Secretary of Health and Human Services Alex
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Azar and Czech Senate President Milos Vystr¢il visited Taiwan in August 2020. The latter even
delivered a speech at the Legislative Yuan, the highest legislative administrative body of Taiwan.
Nationalism, Investment in Foreign Languages, and Social Media

Most research on nationalism has focused on how to preserve the mother language or
how the identities of minority groups are threatened and suppressed. Few studies have discussed
the relationship between nationalism and foreign language learning. In Taiwan’s social context,
as mentioned above, national identity is significantly related to Taiwan’s international status.
While China is still suppressing Taiwan’s international space, language provides an opportunity
for Taiwanese to raise their voices. Foreign language not only achieves the purpose of
propagation but also demonstrates people’s determination to pursue their own self-identity.

From a personal perspective, foreign language becomes a means for Taiwanese to display
their Taiwanese-ness. When abroad, they use foreign language to introduce themselves to
foreigners as Taiwanese. In order to help foreigners understand Taiwan better, they can even use
foreign language to introduce Taiwan’s politics, society, culture, and cuisine. From a national
perspective, the more learners invest in foreign language learning, the more visible Taiwan will
become. In other words, when national identity rises, learners are more willing to learn foreign
languages to enhance their nation’s status. Furthermore, when they can speak a foreign language
other than English, native speakers feel respected. Foreign language becomes a catalyst for deep
interactions. The bilateral benefits facilitate students’ greater investment in their foreign
language learning. This is also why Taiwanese students have paid more attention to different
languages in recent years, especially languages in Southeast Asia. The Taiwanese government
began to adjust its language policy accordingly (Huang, 2019; National Academy for

Educational Research, 2018).
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Investments in foreign language learning and Taiwan’s international status are closely
related, especially in light of a series of recent incidents that have bolstered Taiwan’s global
standing with high visibility. Foreign language in Taiwan plays a critical role in delivering
important messages to the international community, so that Taiwan can receive support from
other countries. To take the Sunflower Movement as an example, when the legislative building
was occupied, students who stayed inside set up a translation team that aimed to send out up-to-
date development news to the international media. In addition to commonly taught languages,
the translation team also included other less commonly taught languages (LCTL) such as Malay,
Avrabic, Polish, and the like (see Figure 3.2).

Figure 3.2

Arabic Translation from Mandarin Chinese (Zheng, 2014)
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Similarly, after President Tsai steadfastly refused China’s proposal, many students also

began to translate her statement into other languages. As the figure below shows, in addition to
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the original language (Mandarin), people could also read the LCTL versions such as Turkish,
Persian, Tibetan, and Mongolian (see Figure 3.3).

Figure 3.3

Versions of Different Languages from Taiwan President Tsai’s Speech (Jiang, 2019)
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In addition, during the Czech Senator President’s visit to Taiwan, the master of ceremonies and
simultaneous interpreters were all served by Taiwanese students and teachers of Czech language.
On such an international occasion, their engagement elevated language learning to a higher level.
It increased their sense of honor when they served the nation with the foreign language they
learned. In this regard, language learners, especially LCTL ones, are more willing to spend time
investing in learning.

In addition to foreign language, social media also played a significant role in the rise of
Taiwanese nationalism. Whether in regard to the Sunflower Movement, President Tsai’s

statement, or the Czech Senator President’s visit, all information was available on social media.
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The information was also multimodal: some were pictures, some were videos, and others were
live shows. Social media accelerated information circulation, so that the international community
would be able to receive news of Taiwan’s situation in a timely manner. The space of foreign
language might be restricted without the assistance of social media; in other words, social media
increases the applicability of foreign language. The Taiwanese have told the world about their
own national identity with world language. Their investment in language learning is attributed to
people’s self-consciousness as Taiwanese.

Those translation activities were voluntarily carried out by students and graduates from
foreign language departments in colleges dedicated to the nation’s freedom and development.
Investment in foreign language has become a way of supporting Taiwanese democracy. People
are more willing to engage with public agendas and to understand their importance. Students’
increased sense of national identity facilitates their foreign language learning. In turn, they also
realize that the language they acquire will contribute to high visibility and democratic
development of the nation, opening up a global sense of Taiwanese-ness.

The Effects of Confucianism on Education

Like English, Confucianism wields considerable hegemonic power in Taiwanese
educational ideology, particularly in regard to foreign-language learning (Kung, 2017; Niu,
2012). The principles propagated by the Chinese philosopher and educator Confucius in the sixth
and fifth centuries BC have extended their influence to Taiwan, Japan, Korea, Vietnam, and

elsewhere. Confucianism can be seen as a political ideology, an educational ideology, a way of

life, a scholarly tradition, and even a religion. The Four Books (PU&) and The Five Classics (1

#%) are, when taken together, the basis of Confucianist thought regarding the principles of
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government, society, education, and family. Although it has evolved for more than two thousand
years, Confucianism still plays a critical role in the learning behavior, moral development,
teacher-student relationships, and myriad uses of knowledge that characterize the educational
cultures of several Asian countries, including Taiwan (Moloney & Xu, 2015).
The Roles of Teachers

In the context of education, Confucius mentioned many principles that should govern the
roles of teachers and students. Confucianism treats the teacher as the source of knowledge.
Confucius claimed that the teacher should be erudite and diligent, keeping old knowledge fresh
and learning new knowledge.! For students to learn effectively, their teacher must be an
accomplished role model in an area of specialization (Tian, 2020). The canon of classical
Confucianist works often portrays Confucius as an archetypal transmitter of knowledge. This
portrayal has profoundly influenced the teaching philosophies and the mindsets of many Asian
teachers over the centuries. Above all, the good teacher must bear responsibility for all aspects of
the teaching process. As famous Tang dynasty scholar Han Yu (618-907 AD) mentioned, a
teacher is one who can propagate doctrine, impart professional knowledge, and resolve doubts.?
These Confucian principles have created a rather inflexible hierarchy that foregrounds the
importance of the teacher in the student’s learning process (Kung, 2017; Xu & Moloney, 2016).

Confucius also mentioned the role of tutoring. The teacher must guide students instead of
giving them answers directly.® If students do not know how to express ideas, the teacher can give
them hints and tutor them step by step. From Confucius’ perspective, it is important to teach
students how to think for themselves.* He emphasized the shifu (master) style of the teacher. In
Asian tradition, shifu is a respectful term for a person specializing in certain areas. Shifu master

skills and have an obligation to teach those skills to tudi (apprentice). The relationship between
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shifu and tudi is quite similar to that between the teacher and students. What the teacher and
shifu have in common is their roles as knowledge owners. In this hierarchical relationship,
students and tudi act as knowledge receivers. In other words, although students are taught how to
think, the knowledge is still mainly constructed by the teacher.

In this empirical study, I drew on the Deep Approach (DA) as pedagogy in a Turkish
language classroom. It is worth mentioning that the role of the teacher proposed by Confucius is
different from that prescribed in the DA pedagogy. As implemented in this empirical study as a
language pedagogy, the DA pedagogy supports the concept of apprenticeship (Tochon, 2014),
which emphasizes the students’ active roles in their learning. Their knowledge is constructed by
students themselves or by peer collaboration. The teacher, on the other hand, acts as a facilitator.
Learning is a student-centered activity that empowers students to control their learning paces,
methods, and themes. In the research methodology chapter, | introduce the principles of the DA
pedagogy and elaborate how it was applied in the setting of a Turkish language classroom.

The Roles of Students

The power relationship between teachers and students shapes the students’ learner
identities. Quietness, passive learning, face-saving, dependence on authority, and obedience
become key traits of proper students (Kung, 2017; Xu & Moloney, 2016). Quietness is especially
notable in classrooms where Confucianist culture is predominant: students are reluctant to ask
the teacher a question, to express their own opinion, or to risk making a mistake in front of their
peers. This reticence can have profound effects on foreign-language classrooms, where speaking
is of critical importance.

Despite the influence of Western educational thought on Confucian Asian countries over

the last century, hierarchical relations between teachers and students have not changed
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significantly (Tian, 2020). The students are supposed to absorb all the knowledge delivered by
their teacher, confident in the view that they are both expert instructors and expert language
users. In this regard, how foreign-language students position themselves in this rigid educational
setting influences how they learn a language.

To sum up, Confucianism plays a critical role in the educational philosophy of Taiwan.
Although Confucianism has profoundly influenced people’s perceptions on education, Western
pedagogies are also slowly entering K-12 practice in English language teaching. This
transformation started with teacher education and practices. Taiwanese teachers of English began
to implement new techniques and activities to teach students basic proficiency skills. The
teachers’ desire to adopt novel teaching approaches and use technology in class is also increasing
(Chen & Tsai, 2012). More importantly, instead of merely a school subject, English is seen as a
skill for social and practical purposes. Taiwanese teachers attempt to localize English learning,
so that students can apply English in the Taiwanese context. Although innovative teaching
methods seem to be used less often in junior and senior high schools, where entrance
examinations are the students’ priority, the constant development of teaching practices from K-
12 is still a good start in terms of the public’s impression of language learning.

Educational Credentialism

Credentialism is highly endorsed by Taiwanese society. Although the educational system
in Taiwan has undergone a series of reforms, credentialism still permeates the public’s
consciousness of education. Credentialing is regarded as a path to life success. While the
Western cultures tend to attribute success to innate ability, Asian societies, including Taiwan,

believe that effort, hard work, and diligence can make up for deficiency (Pan et al., 2017). Under
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the influence of credentialism, examinations have been deemed the most efficient way of
learning.

Taiwanese education in particular strongly depends on examinations as a way to acquire
knowledge and to assess student progress (Deng, 2011; Huang & Asghar, 2018; Pan et al., 2017;
Tian, 2020). In the context of language learning, almost all Taiwanese invariably have intense
common memories of preparing for and taking English examinations. We should note, however,
that although English is a required subject for Taiwanese students in junior and senior high
schools, those English classes have but one aim: prepare students for entrance examinations,
whether from junior high to senior high or from senior high to college in which teaching students
about Western culture is not a main focus. To ensure that students score highly on the
examinations, Taiwanese schools orient their language-learning methods toward test-taking.
What students learn in class is not so much the language itself as the skills for passing exams.
Consequently, rote memorization and related drills are central to learning methods at Taiwanese
schools. Rote memorization and drills facilitate students’ getting high test scores. This also
foregrounds the close relationship between school performance and credentialism (Pan et al.,
2017). This emphasis on memorization also characterizes Taiwanese students’ homework for
foreign-language courses. After class, the students spend far more time doing drills and
memorizing vocabulary than learning how to use language in context (Chang, 2012; Chen &
Yang, 2014; Duxbury & Tsai, 2010). Students’ performance is reliant on scores. In Taiwan’s
foreign-language classes, an obvious by-product of credentialism and exam-oriented learning is
their undoubted effect on students’ emotions—feelings of anxiety, restlessness, stress, fatigue,
and reluctance that many students frequently experience when learning a foreign language

(Chang, 2012; Chu, 2008).
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This section provided background information about three ideologies that influence
Taiwanese students’ foreign language learning. In the next section, I integrate the concept of
ideology with habitus to flesh out the nuanced relationships among identity, ideology, and social
structures as they pertain to Taiwanese learners of Turkish.

Identity and Habitus

In the model of investment, identity is defined as “the way a person understands his or
her relationship to the world, how that relationship is constructed across time and space, and how
the person understands possibilities for the future” (Norton, 2013, p. 4). Language learners are
situated in social structures, such as families, schools, workplaces, or other settings. In these
settings, learners interact with one another and either consciously or unconsciously learn and
accept certain social norms that they then internalize and view as their own thoughts. Once
internalized, the norms shape learners’ perceptions and behavior. The process is cyclical:
collectively held norms shape individual views and actions, which usually directly or indirectly
reinforce collectively held norms (Bourdieu, 1990; Darvin & Norton, 2015; Navarro, 2006).

The French sociologist Pierre Bourdieu (1930-2002) defined this process as a “system of
disposition” and named it “habitus” (Bourdieu, 1990). Habitus is, in short, “the generative,
unifying principles of conducts and opinions” (Bourdieu & Passeron, 1977, p. 161). Itis a
system of durable and transposable dispositions that come from an individual’s past experiences.
As a product of history, habitus produces both individual and collective practices (Bourdieu,
1990), and is thus the sedimentation of socialized life story strata. These dispositions develop in
each organism in the form of schemes of perception, thought, and action (Bourdieu, 1990). What
people consider to be their own personally crafted propensities and capacities are, upon closer

inspection, traits acquired through society and its dominant ideology. In this regard, habitus is
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highly practical because it helps people make sense of the world (Darvin & Norton, 2015). After
all, people usefully grasp their own identities and those of others by perceiving the world
according to pre-defined, ideologically informed categories of race, gender, ethnicity, social
class, sexual orientation, social class, and so on.

Over the long term, habitus is never fixed or permanent, varying across time, location,
and culture (Navarro, 2006). People who grow up in a particular context form a particular type of
habitus. If they find themselves in a new field where a different ideology predominates, their old
habitus could hinder their behavior, making them feel awkward and uncomfortable. To the
contrary, the new context might exert a transformative influence on people’s old habitus, even
radically changing it. They would acclimatize themselves to the new habitus. Therefore, identity
emerges through the struggle of habitus (Darvin & Norton, 2015). Whether they accept or resist
new habitus, people claim their identities to respond to a prevailing ideology in a reasonable and
possible way.

Cultural Capital and Social Capital

Habitus equips learners with capital, which Bourdieu (1986) described as power. In a
language-learning context, the capital that students acquire from habitus strongly influences their
learning practices (Bartlett, 2008).

Bourdieu (1986) proposed three kinds of capital: economic capital, cultural capital, and
social capital. Economic capital is property and income that is immediately and directly
convertible into money. Cultural capital comprises knowledge, skills, and intellectual credentials
that people acquire over time and that reflect social standing. Social capital consists of the
resources that people acquire from their relationships with individuals, groups, and

organizations.
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The cultural capital that learners tend to acquire familiarizes them with the dominant
culture in a society. The extent to which people acquire a habitus can greatly affect the extent to
which they acquire cultural capital throughout a lifetime (Farrell, 2010). Cultural capital is said
to be situated because it has different exchange values in different social fields (Bourdieu &
Passeron, 1977). Furthermore, cultural capital is not as visible as economic capital. It is usually
regarded as symbolic capital as it has the feature of innate property (Bourdieu, 1986). Cultural
capital is a means by which people can move up to a higher social class. For example, a person
whose résume boasts a graduate degree might stand a much better chance of acquiring a highly
valued, socially respected job than would a person with only an undergraduate degree. The
cultural capital acquired by foreign-language students in Taiwan includes grammatical and
linguistic knowledge, examination skills, passive learning styles, and competitive relations with
peers, with most of this capital gleaned from or promoted by teachers and textbooks. By contrast,
if students are situated in a collaborative learner-oriented learning environment, they form a new
habitus and acquire a different set of cultural capital, including critical thinking, digital literacy,
the ability to analyze and reflect on social issues, and the like. Regardless of where, when, or
how the accumulation of cultural capital occurs, its acquisition is a socially constructed process
(Bourdieu & Passeron, 1979).

As for social capital, it is a critical element in the learning process of students because it
offers them additional opportunities to learn their subject in and especially outside the classroom.
In few academic subjects is social capital more important than in foreign-language acquisition.
This is because learning a foreign language almost invariably involves communication, both

written and spoken. Social capital is a power that facilitates mutual acquaintance and recognition
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(Bourdieu, 1986). It is also essentially the sum total of resources that grants people access to “a
durable network for more or less institutionalized relationships” (Bourdieu, 1986, p. 248).

Much research has emphasized the role of language in the construction of social capital
(Clark, 2006; Schwieter & Ferreira, 2014; Steinbach, 2007). Clark (2006) notably argued that
language not only plays a role “in the establishment and maintenance of social capital” but also
involves “an extremely broad range of relations between individuals and groups” (p. 34).
Borrowing from this argument, I claim that in language-learning contexts, social capital refers to
all communication systems that create productive relationships among learners, teachers, and
target-language speakers. Through social interaction, language learners obtain symbolic
resources, including the trust, reciprocity, and friendship of peers and other relevant participants.
In turn, learners obtain a powerful symbolic resource: a sense of belonging, especially as it
applies to language classrooms. For learners, their mastery of a foreign language provides them a
communication tool with which they can acquire other forms of social capital. For example,
students who have acquired even moderate proficiency can participate in a wide variety of
related cultural activities outside the classroom. As a communication medium, a foreign
language strengthens students’ connectivity with teachers, peers, and native speakers. Students’
social networks expand, thereby strengthening the depth and naturalness of the students’
continued language learning (Schwieter & Ferreira, 2014).

Capital has two features: it is transmissible, and it is convertible (Bourdieu, 1986).
Regarding its transmission, capital can vary across time and from place to place. Capital tends to
reflect “the dominant ideologies of specific groups or field” (Darvin & Norton, 2015, p. 45). In
this regard, capital is also used as a mechanism of social reproduction, such as its transmission

from parents to children or teachers to students. As for the convertibility of capital, the idea here
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is that one form of capital can be transformed into another form in some contexts. Examples of
the scenario are numerous: foreign-language students’ use of a target language (i.¢., cultural
capital) can help cultivate interpersonal relationships with native speakers (i.e., social capital);
students who enjoy strong interpersonal relationships with native speakers (i.e., social capital)
can deepen their knowledge of the language and culture (i.e., cultural capital), and upon
graduating with an impressive academic record (i.e., cultural capital), these students can convert
that success into a high-paying job (i.e., economic capital).
Desire and Imagination

In the context of investment, desire and imagination are another two important elements
that make identity construction possible because they offer “possibilities for the future” (Darvin
& Norton, 2016, pp. 25-26). Norton (2010) argued that investment “seeks a meaningful
connection between a learner’s desire and commitment to learn a language and their changing
identity” (p. 4). Desire includes a longing for recognition, affiliation, or an increase in security
(Norton, 1997). Norton and Toohey (2011) explored desire as it relates to academics, and noted
that learners who invest in their education have established a meaningful connection between
their desire to learn a foreign language and the goal that they wish to achieve. Learners tend to be
willing to invest in language learning as long as they believe that such learning can help them to
attain the identities they want and to acquire a multitude of symbolic and material resources.

Likes desire, imagination plays an important role in learners’ investment-based identity
construction. From Wenger’s (1998) perspective on social identity, imagination is defined as
“the creation of the images of the world, and our place within it cross time and space, by
extrapolating beyond our experience” (p. 177). For Wenger, imagination is an important source

of community. He treated imagination as a link between a person’s experiences in the society or
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the world and his or her sense of place in it. Inspired by Benedict Anderson’s (1991) concept of
imagined communities, Norton (2013) extended Wenger’s notion of imagination by focusing on
its relationship to investment. Imagination enables learners “to re-envision how things are as how
they want them to be” (Darvin & Norton, 2015, p. 46). Instead of accessible communities, she
examined imagined communities, which refer to “groups of people, not immediately tangible and
accessible, with whom we connect through the power of imagination” (Norton, 2013, p. 8).
Imagined communities consist of “future relationships that exist only in the learner’s imagination
as well as affiliations” (Kanno & Norton, 2003, p. 242). Imagination provides a realm that allows
learners to rethink who they are and what roles they wish to play. Thus, learners form imagined
identities that facilitate their expressions of desire. Imagined communities and imagined
identities enables us to understand how learners’ identities and affiliation with communities
might influence their learning and interactions with others (Norton, 2013).

Consider the roles of desire and imagination in the context of Taiwanese students of
Turkish. The goal of these students was to learn Turkish. However, they are adult learners,
insofar as they are returning students enrolled in school part-time. Because they are not
conventional full-time undergraduate college students, neither graduating with a good GPA nor
gaining acceptance into a top graduate school is their primary learning goal. Just as my study’s
participants differed significantly in their socio-cultural backgrounds, the reasons for the
students’ decisions to study Turkish also varied widely. Some of the students were working in a
travel agency and wanted to learn Turkish because it might help them either satisfy job-related
demands or attain a higher position at work; other students had a Turkish partner and viewed the
language as an important means of mutual understanding in the relationship. Yet again, others

saw learning Turkish as a hobby that might serve as an outlet for the pressures of work and daily
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life; finally, a small portion of my students just wanted to be part of a learning community and
regarded the Turkish-language group as particularly supportive and positive. Each learner had a
different desire, thereby creating different imaginative expectations. In other words, learners
were able to express their desire through imagining their futures (Darvin & Norton, 2015), which
encouraged them to invest time and energy in studying Turkish. These characteristics of
Taiwanese students of Turkish are in line with the assertion by Norton (2016) that learners
commit themselves to learning a language on the basis of “their hopes for the future and their
imagined identity” (p. 476).

In sum, language learners bring a prevailing ideology, such as Confucianism, to the
language they are studying. This ideology infuses in the students their habitus, or a set of
dispositions that compels them to think, act, and learn in certain ways. Simultaneously, the
students’ desire and imagination shape why and even how they invest themselves in studying the
language. Language learners’ identity is not rooted in the past and the present only; compelled by
desire and imagination, which serve as their roots in the future, learners conceive a new personal
identity for themselves and invest time and effort in activities that promise to make these dreams
a reality.

Conclusion

This chapter presented a detailed discussion of identity investment in language learners in
the context of Taiwan. Identity is multiple and frequently a site of struggle (Darvin & Norton,
2015, 2016). When learners engage in language activities, they continue to recognize and
reorganize their identities—who they are and how they relate to society (Norton, 2013). In the
model of investment put forward by Darvin & Norton (2015), ideology and capital also play a

critical role in language learners’ identity investment. These two elements combine Bourdieu’s
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concepts of habitus, calling attention to the significant relationship between identity development
and social contexts and networks. As a set of dispositions, habitus is a system by which learners
make sense of the world. Their identities are formed by the prevailing ideology in

society, following a certain kind of behavior deemed most appropriate by their cultural context.
Within an individual’s habitus, learners acquire cultural and social capital. In turn,

they can also enter another habitus with this acquired capital, either taking advantage of or
practicing restraint on the knowledge and skills that they already possess, depending on the
context in which they find themselves. The acquisition of habitus and capital is a long-term
process that represents the sedimentation of socialized life story strata. This notion is compatible
with poststructuralist perspectives that emphasize a person’s identity containing several layers
based on their past experiences.

In the context of investment, however, identity is constructed not only in the past and
present, but also might also be re-constructed in the future. Desire and imagination are two
important elements of identity development. Learners seek a meaningful connection between the
desire of their own language practices and those of the target language and culture. Their
commitment to language learning also closely depends on their imagination of the
future. Through desire and imagination, language learners are able to invest in practices that can
transform their current and future habitus (Darvin & Norton, 2015).

In the next chapter, I clarify how I designed the study based on the theories discussed in

this chapter.
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CHAPTER 4 RESEARCH METHODOLOGY

Chapter Overview

This chapter discusses research designs implemented in the study. The first part of the
chapter introduces the principles of Exploratory Practice and the Deep Approach pedagogy. The
former is the research methodology I drew on in the study to combine my research and teaching
work; the latter is a learner-centered and project-based language pedagogy applied to the
Taiwanese students of Turkish. This chapter also elaborates how this research method and
pedagogy can be closely integrated and aligned with the conceptual frameworks of this study.
The second part of the chapter presents the research setting of the study, including the selection
of the research site and research participants, research design, and data collection methods. The
final part of the chapter discusses the trustworthiness of the research, the researcher’s
positionality, and ethical considerations in this study.
Exploratory Practice

Exploratory Practice (EP) is a practitioner research that integrates research, teaching, and
learning in language education (Allwright & Hanks, 2009; Hanks, 2015). It is defined as
researchers “conducting purposeful, systematic, ethical, and critical enquires into their own
practices, in their own contexts, with the aim of extending understanding(s) of educational
process and human behavior” (Hanks, 20173, p. 41). As a research method, EP provides a
practical way to carry out classroom investigation in the area of language teaching and learning.
It emphasizes that research should be part of the pedagogy instead of an additional burden, and

familiar classroom activities are used as research tools. The integration of research and pedagogy
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not only enables learners to pay attention to courses to learn as practitioners but also helps the
teacher collect data in a more efficient way (Allwright, 1996, 2000; Allwright & Hanks, 2009).
Puzzling and Working for Understanding

Unlike other practitioner research like Action Research, EP emphasizes two core
principles: puzzling and understanding. The purpose of EP is not to solve problems but instead to
identify puzzles related to teaching and learning. This is the most significant difference from
other practitioner research. Puzzles are questions that usually start with why and wait to be
understood. In fact, it is easy to misunderstand the difference between puzzles and problems.
They are distinct in terms of how to express and deal with them. Hanks (2017a) provided the
definitions of these two concepts:

Table 4.1

Initial Definitions of Problems and Puzzles (Hanks, 2017a)

Problems Puzzles

Connotative language with negative
Tone of language | emotions, such as irritation, fear,
distrust, or frustration

Combined with an expression of
surprise or interest.

Open-ended questions with an
articulation of the positive

Explanation for Closed-ended questions with easy . . . -
uncertainty, implying a willingness to

uestions explanation . .
9 P ! investigate further and to develop
deeper understandings of the issue
Purpose Find out solutions to solve Understand why it happens
Question type Questions that start with how Questions that start with why

In a language classroom, puzzling or being puzzled about an issue is the essential process

for understanding (Hanks, 2017a). In EP, teachers and language learners are encouraged to
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puzzle about their teaching and learning practices. Through the process of puzzlement, they start
thinking about the question: “What puzzles you about your language teaching/learning
experiences?” (Hanks, 2017a, p. 113). Unlike problems, puzzles may be positive. They can
include some phenomena that stir interest and surprise, such as “Why do I feel like learning more
every time | attend the class?,” “Why is it that some days I can speak/understand better than
other days?,” “Why do I like the learning atmosphere so much when getting along with my
classmates?,” and “Why am I happy with my teaching?”” (Allwright & Hanks, 2009; Hanks,
2017a). Puzzles prompt teachers and students to pay special attention to whatever it is that
puzzles them. Moreover, puzzles are more open-ended than problems because they are “suited
for discussion of successes as well as failures” (Hanks, 2017a, p. 114). Puzzles are the questions
that can lead teachers and students to discuss more and develop deeper understanding. Puzzles
may come from long-term concerns or personal questions from language teachers and learners.
They are questions based on empirical observations and the curiosity of teachers and students
(Allwright, 1996; Allwright & Hanks, 2009; Hanks, 2017a).

The second core principle of EP is understanding. Teachers and learners try to understand
their language teaching and learning puzzles before problem-solving (Hanks, 2017b). Allwright
(2001) argued that working for understanding needs to focus on something that you care about
and that is relevant to your own interests and concerns. Working for understanding connects with
research perspectives and a sense of curiosity (Allwright, 1996). Regarding how to interpret the
principle of understanding in EP, Allwright (1996) and Allwright and Lenzuen (1997) gave a
clear explanation:

Exploratory practice is not a way of getting “research” done, but a way of getting
teaching (and learning) done in a way that is informed by an exploratory perspective
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intent on developing a rich understanding of what happens in the language classroom. (p.
75)

In addition, EP emphasizes the integration of language pedagogy and working for
understanding. The teacher does not need to design additional activities to investigate how
students understand their puzzles. EP is a methodology that is built into the normal classroom
practices without sacrificing students’ valuable time and increasing the burden on teachers
(Allwright, 1999; Hanks, 2017a). As Allwright (2000) and Hanks (2017a) claimed, EP uses
regular pedagogical practices as investigative tools so that working for understanding is part of
the teaching and learning. It is integrated into everyday classroom practices, which echoes the
principle that working toward understanding is to understand people’s life in as well as outside
the class (Hanks, 2017a, 2017b).

Emphasis on Language Students’ Agency and Learner-Centered Learning

EP is a research method that emphasizes learners’ ownership. Allwright (1999) argued
that the concept of “learning to learn” is not often highlighted in language classrooms because
learning is an activity that is usually controlled by teachers. Students rarely have opportunities to
get involved in any important decision-making process. Some critical decisions, such as
language curricula, syllabi, textbooks and lesson plans, are usually decided by people who are
higher in the educational hierarchy and regarded as being qualified to do so (Allwright & Hanks,
2009). Students tend to have little space to decide when and how to learn. This can result in the
loss of not only interest in learning but also the ability to be lifelong learners after they finish
their schooling (Allwright, 1999). Based on the framework of EP, learners are regarded as co-
researchers alongside their teachers (Allwright & Hanks, 2009; Hanks, 2017a, 2019). EP
empowers learners so that teachers’ roles are less prominent (Hanks, 2015). Learners can

develop learning idiosyncratically. If students have the freedom to choose what they want to
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learn, they feel more engaged in the learning process. In other words, learners are “practitioners
of learning instead of targets of teaching” (Allwright & Hanks, 2009, p. 2).

The student-centered approach aligns with the concepts of poststructuralism that
emphasizes the role of individuals. As mentioned in the literature review chapter,
poststructuralism positions individuals as subjects that they take control of their own actions
(Baxter, 2016). In other words, learners have their autonomy to tackle and overcome challenges
in their learning. It is also useful to explore how learners (re)construct their learner identities by
exercising their agency. A learner’s agency is regarded as an “essential feature of the learner”
(De Costa & Norton, 2016, p. 589). Similarly, EP also emphasizes the importance of learners’
agency, emphasizing the notion that only the learners can do their own learning (Allwright &
Hanks, 2009). Through developing their own understanding simultaneously, they examine what
they do as learners (Hanks, 2017a). Hanks (2017b) also explained that EP supports “the ideas of
empowerment” because learners “identify what puzzles them about their language learning
experiences” by using their learning practices as tools for investigation (p. 38). The emphasis of
agency not only contributes to the learners’ active learning but also prompts them to take more
responsibility (Hanks, 2017b).

In order to emphasize the roles of learners in EP, Allwright and Hanks (2009) mentioned
five propositions (pp. 5-6):

1. Learners are unique individuals who learn and develop best in their own idiosyncratic
ways.

2. Learners are social beings who learn and develop best in a mutually supportive
environment.

3. Learners are capable of taking learning seriously.
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4. Learners are capable of independent decision-making.

5. Learners are capable of developing as practitioners of learning.

These propositions list the important characteristics of learners from the perspective of
EP. Firstly, learners are unique individuals who learn and develop idiosyncratically. Allwright
and Hanks (2009) believed that language learners are “complex human beings who bring with
them to the classroom their own individual personality” (p. 1). Learners’ background and
experiences play a significant role in their interactions with peers. Students have their ways to
learn, analyze, and interpret what interests them. Due to different background and experiences,
each learner has different understanding of learning. (Allwright & Hanks, 2009). Secondly,
learning does not happen alone. In a supportive environment, peers are the group from whom
learners can acquire resources. In the process of sharing, learners can share problems, learn
collaboratively, and receive academic or mental support from their classmates, thereby creating a
positive and enjoyable learning community. Through interactions, learners have clear
understanding of their puzzles and think about how they position themselves in the group.
Thirdly, the lack of motivation is a main concern in language learning. This results from
students’ dependence on the teacher’s disciplines and the doctrine of textbooks. In contrast, if
students are empowered, they can learn topics they like. When students take responsibility for
their learning, they also take learning more seriously. Fourthly, as mentioned in the third point,
learners are often told what to do, when to do, and how to do. Allwright and Hanks (2009)
argued that learning content and plans “tend to leave little space for learners to learn how to
make their own, necessarily idiosyncratic, decisions about what to learn, when to learn it, and
how to learn it” (p. 6). EP emphasizes the student-centered concept because it offers the

opportunity for learners to make their own decisions on learning. They take an active role in their
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learning processes, which encourages them to become independent learners. Finally, when taking
the learning seriously and making productive decisions, students can fully understand the real
meaning of learning. Each learner demonstrates different perspectives as a unique and
idiosyncratic individual. With these characteristics, they can play a role as practitioners of
learning.

Emphasis on Social Interactions

Social networks in language classrooms play a significant role in EP. Hanks (2017b)
argued that “classrooms are highly complex social situations, where traditional notions of
research simply fail” (p. 47). Allwright (1999) also claimed that a class has a small-scale culture
in relation to the greater society and emphasized the complicated social networks that arise in
language courses. According to Allwright and Hanks’ (2009) research, classroom interactions
create many learning opportunities for language learners. These opportunities not only help
learners understand better their puzzles but also facilitates the development of their language
acquisition. Students provide feedback for each other and discuss together, which demonstrates
the importance of collaborative learning in language classrooms.

The emphasis of EP on social interaction is also helpful for the researcher to observe the
exploration of foreign language learners’ identities because what they do is not simply transfer
information and ideas but “constantly organiz[e] a sense of who they are and how they relate to
the social world” (Norton, 2013, p. 50). EP gives students the autonomy to communicate with
each other, directly or indirectly leading to the (re)construction of their identities. The formation
of identities is based on the sharing of knowledge. Whenever they interact in or out of class, they
(re)organize the relationship between themselves and the society across time and space (Norton,

2010).
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The Deep Approach Pedagogy

To comply with the conceptual framework and research methodology of the study, |
choose the Deep Approach (Tochon, 2010, 2013a, 2013b, 2014) as the Turkish language
pedagogy for my participants. The Deep Approach (DA) pedagogy involves both cultural
understanding and language proficiency. Learning a foreign language is “a process of
intercultural accommodation” (Tochon, 2013b, p. 54). With the changing mode of
communication, the ways of teaching and learning world language should also need to accord
with the new learning environment in order to apply knowledge to new situations, generate new
ideas, and associate concepts to daily experiences (Tochon, 2013b).

In the construct of the DA pedagogy, depth is defined in opposition to the
commodification and commaoditization of knowledge (Tochon, 2014). Knowledge is gained
through reflective engagement in action, and it can be acquired by students who value it. In
contrast to surface learning that focuses on forms, deep learning foregrounds the link between
new knowledge and prior knowledge across various fields (Tochon, 2010). Deep learners
reconstruct knowledge and meaning into the new ones. They grasp the meaning with the aim of
transforming the material rather than storing and reproducing the information (Tochon, 2010).
Learning is a very complicated action. It is not as simple as what occurs in a traditional class,
where students simply write down whatever the teacher says. As EP argues, the DA pedagogy
also posits that leaners are social beings with personal points of view and complex social
background. The DA pedagogy believes that learning is a “negotiated process that gives a sense
to the resources in organizing them in educational projects relatable for the students” (Tochon,
2014, p. 34). This is why student autonomy becomes the most important principle in the DA

pedagogy. The following sections list four important principles of the DA pedagogy.



70

Student-Centered Learning

The first principle of the DA pedagogy is student-centered learning. It emphasizes that
“the students are placed in charge of building their own curriculum and projects to achieve their
own desired expertise, using accountability measures through instructional agreements”
(Tochon, 2014, p. 25). Student-centered learning empowers learners to be the curriculum builder
in their learning process. Their learning success is controlled by their own efforts. The student-
centered approach also supports the connection with personal interests. Learning should be a
scaffolded action in which students discover the issues they want to investigate. They are
learning for themselves, not for teachers or others. When students know what they learn is
connected with their interests, they have more intrinsic motivation. Therefore, the DA pedagogy
creates a learner-friendly place for language learners because it does not focus on the
standardized learning outcome but on a room for diversity and flexibility.

While language learners become curriculum builders, the role of the teacher is also
changed. The teacher becomes an expert in providing all kinds of learning resources and
feedback. Students may feel confused and lost in the beginning of framing their own curricula;
hence, it is time for the teacher to exert the profession to help learners build their curricula
through literacy- and culture-based thematic units and make sure that their curricula are as
flexible as possible. While students follow their curricula and do their projects, the teacher needs
to pay close attention to their learning process and give essential assistance if necessary. In other
words, the roles of students and the teacher are conceptually different from those in traditional
language courses: Students take on the major role of learning and the teacher acts as a facilitator

who provides substantial support for their learning materials.
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The student-centeredness of the DA pedagogy aligns with Zhuangzi’s philosophy derived
from Taoism. In contrast to the Confucianism that dominates the Taiwanese educational
ideology that accentuates rigid rituals, Taoism is a philosophy that emphasizes spontaneity and
naturalness. Zhuangzi, one of the representative figures in Taoism, proposes a state called wu wei
in which people can observe the way nature exists. As Zhuangzhi expresses:

I know about letting the world alone, not interfering. | do not know about running things.

Letting things alone: so that men will not blow their nature out of shape! Not interfering,

so that men will not be changed into something they are not! When men do not get

twisted and maimed beyond recognition, when they are allowed to live—the purpose of
government is achieved. [...] Lettings things alone, he rests in his original nature.

(Merton, 1965, pp. 70-71)

Like nature, knowledge is constructed by students. From the perspective of education, students
have different interpretative angles on knowledge due to their different life experiences. The DA
pedagogy brings the notion of Zhuangzi’s philosophy at play with characteristics enhancing
tutoring for high-performing learning and self-determination.

Project-Based and Peer-Oriented Learning

As the second principle of the DA pedagogy, project-based and peer-oriented learning
focuses on cultural content and social action. Projects are very helpful for language socialization;
they also support the development of language proficiency (Tochon, 2014). Projects give
students an opportunity to construct and analyze their points of view. Each student who chooses
the same theme may interpret differently. For language learners, project-based learning not only
applies their literacy practices to a real life-related situation but also supports the autonomy of
knowledge that they can express their voices at their will and critically interpret specific issues.
Furthermore, students can control the pace of learning through projects. A sense of ownership is

developed by learners. They can freely manage time and organize their work based on their

schedule. Learning becomes an enjoyable process rather than a stressful task. If the project is a
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collaborative work, it also contributes to interactions between peers. Learning develops in social,
cultural, and material contexts as a result of collaborative interactions (Warner & Dupuy, 2018).
When students share perspectives, exchange opinions, and work together, they can make better
sense of their learning (Kemaloglu, 2010). Project-based learning contributes to critical thinking
and collaborative work (Tochon, 2014). Learning is no longer a unilateral and isolated action;
rather, it becomes a multidirectional process.

Importance of Transdisciplinary Values

The third principle of the DA pedagogy is to embody transdisciplinary values.
Transdisciplinarity highlights the constant growth of knowledge and argues that knowledge
production is accomplished in the process of creation (Tochon, 2014). Transdisciplinarity
focuses on what is beyond all disciplines, which concerns knowledge integration through world-
or life-related themes or topics. Rather than a dualist point of view, the principle of middle or
third space is applied and integrated into a higher level (Tochon, 2014). It transcends the
traditional boundaries of disciplines as its values foreground a humane dimension. As a result,
transdisciplinarity provides a means for language learners to explore their relationship with their
community and society and to think about what roles they can play.

Transdisciplinarity characterizes transformative education that helps students build their
knowledge base and capacity. From the perspective of the DA pedagogy, learning is not confined
within the classroom. The DA pedagogy allows students to be fully engaged in action. It
promotes a balance between learning and service goals. Due to its transdisciplinary nature, the
DA pedagogy combines community service with instruction and learning so that students can
fulfill their civic responsibility and cultivate their critical competence. In summary, the

transdisciplinary values in the DA pedagogy offer an opportunity for students to pay close
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attention to cultural and social issues. Language becomes a means to explore information, inspire
independent thinking, and reflect on life experiences.
Learning Process over Learning Outcomes

Finally, the fourth principle of the DA pedagogy supports instructional organizers in
forward planning instead of goals or outcomes in backward planning (Karaman et al., 2012;
Tochon, 2014). Instructional organizers refer to “teaching routines used to help students
understand what is being learned and to integrate new information with that which is previously
learned” (Ellis & Friend, 1991, p. 96). Forward planning that focuses on the learning process
includes several features. Firstly, learners gather resources and organize the elements of the
curriculum by integrating multiple instructional modalities systematically. They have freedom to
link different activities together based on the content and description of each task. Secondly,
learners gather a number of thematically related tasks and spread out over a learning period.
They allocate learning time to each task and are able to adjust based on their schedule. Thirdly,
the teacher may also suggest several types of instructional organizers to students, and they can
adapt the resources based on their needs. Fourthly, students can integrate the IAPI Model into
language learning. The IAPI Model, which is mentioned in the next section, contains a series of
tasks, such as reading, watching, grammar learning, speaking, writing, interaction with people,
and so on. Compatible with learning goals, these adjustable learning tasks facilitate language
acquisition in terms of proficiency and cultural knowledge. Fifthly, in order to complete the
projects, students can customize their learning based on their subjective needs. Finally, learners
may change levels at any time to help in developing a new learning unit. Based on these features,
the emphasis on learning process makes the whole curriculum flexible. It personalizes students’

learning and helps them accommodate their needs.
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IAPI Model

As a core pedagogical planning, the IAPI Model includes two components: access and
voice. The former is composed of two tasks, namely Interpretation and Analysis; the latter
includes another two tasks, namely Presentation and Interaction tasks. Their relationship is
shown in Figure 4.1.

Figure 4.1

The IAPI Model (Tochon, 2014)
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Interpretation includes the process of students reading, watching, and listening. In the
reading part, the DA pedagogy advocates extensive reading. For the beginner level, intensive
reading is more preferrable because it helps scaffold the language learners’ proficiency and
linguistic knowledge step by step. As learners’ proficiency level increases, they have freedom to
choose real-life readings. In other words, the range of their reading materials becomes wider.
Extensive reading grants language learners permission to choose their own readings that

correspond to personal or team educative projects at the level of complexity. This choice of text
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is open in terms of theme, personal interest, length, and vocabulary complexity; however, texts
should also be within the range of what is legitimate and appropriate according to context and
culture. Due to the decisions based on personal interests, language learners read large amounts of
texts for enjoyment, with the intent to improve their vocabulary and fluency. More importantly,
extensive reading in the DA pedagogy emphasizes strategic ways of reading. In other words,
students should not be restricted to detailed linguistic understanding. They can either skim or
read thoroughly the elements that are necessary for their projects. This is how language learners
develop their reading skills. They can learn more and develop new learning strategies with
increased motivation.

Additionally, extensive reading also plays an auxiliary role in vocabulary learning.
Students usually like to use flashcards to memorize the words. However, they may forget easily
because this learning method is decontextualized. With extensive learning, students know how to
use specific vocabulary in a sentence or a paragraph and what it means in certain context. In
order to learn vocabulary, the DA pedagogy advises students to use full sentences and
paragraphs rather than isolated words. Furthermore, vocabulary is corpus-related, either linked to
a documentary or to a short story. Vocabulary learning should combine with scenario and
context as it is sometimes related to specific cultural information.

Watching is also an important part for interpretation. Watching means the use of films
and videos, which aligns with the concept of multimodality that contains multiple forms of
symbolic representations. Films and videos have several purposes in the DA pedagogy. Firstly,
they not only provide authentic materials for learners to practice foreign languages but also
introduce the specific target culture to students. Secondly, students can hear a variety of speech

used in different regions instead of the standard one heard only in the capital. Thirdly,
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multimedia like movies and videos can help students develop listening comprehension and a
greater sensitivity in the interpretive mode. Multimedia develops learners’ ability to discern
vocabulary, language structures, and cultural aspects.

Analysis in the DA pedagogy focuses on language itself. For most language students,
grammar is always a critical part in language learning. Learning grammar is important, but how
to learn is also key. The DA pedagogy proposes that grammar study needs to be placed on
language rather than on forms. Grammar is concept-based; it should be learned around themes,
ideas, and concepts. Students can watch specific grammar videos provided in each learning
module and try to comprehend by themselves first. If they do not understand, the teacher, as a
facilitator, can provide assistance if necessary. But more importantly, grammatical knowledge
should be acquired by contextualized meaning, such as short stories, commercials, coverage of
the newspapers, and so on.

Reference tools are also essential for language learners. These tools include the grammar
videos, textbooks, and handouts provided by the teacher. In each learning module, specific
grammar knowledge is provided based on appropriate proficiency level and project topics.
Students can constantly watch videos and refer to written materials. The grammatical knowledge
can also be applied to other activities, such as reading, writing, and recording.

Presentation includes tasks that encourage learners to write, speak, audio and video
record, and create their own PowerPoints or multimedia. Writing production, for example, is the
primary focus of language learning in par with extensive reading. Writing is a practical activity
for students to focus on language. The DA pedagogy proposes genre-based writing that helps

learners build thematic projects and get a concept-based grasp of grammar. It is also essential for
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the teacher to give feedback because feedback is an important component for students’
successful writing competence.

In addition to writing activities, speaking and oral expression should also not be
neglected, especially for less commonly taught languages (LCTL) students. If students do not
have sufficient opportunities to practice a foreign language outside of class, the teacher needs to
create a speaker-friendly environment for them. The teacher must be able to assess students’
language skills to guide them step by step, and to provide rich and various input so that they can
interact, interpret, and negotiate meaning. One strategy that the DA pedagogy enhances language
learners’ oral proficiency is role-playing and storytelling. In addition to applying the language to
a real-life situation, role-playing and storytelling facilitate the observations on classroom
dynamics and develop insight into personal, institutional, and social issues. These activities also
enhance students’ engagement with language learning because they have more confidence in
speaking when encountering the similar situations in their daily lives. Role-playing and
storytelling emphasize the principle that language is not learned only from textbooks; rather, it
should be applied to students’ real lives.

Audiovisual creation includes the creation of blogs, vlogs, posters, and PowerPoints
presentations, helping language learners integrate what they learn in a different way. In addition
to language skills, they learn how to digest information, organize it logically, and present it
properly for their audience (e.g., their classmates). From the perspective of visual effect, students
also need to take time to think about the organization of their presentations because creativity
and innovation become an important part of their learning. Such integration legitimates the idea
of how students use technology to demonstrate themselves and how they play an active role in

their learning process.



78

Interaction encourages students to exchange information and interact with their peers and
native speakers in the target language. Learning a foreign language never happens in isolation;
on the contrary, it is a process that engages with people. Interaction creates an environment in
which learners can take control of, and manage, their own learning in terms of content and
process. Social interaction facilitates benign communication between learners. They learn from
their peers and provide feedback to achieve their learning goals.

Interaction does not occur in the classroom only; it also includes other types of
interaction outside the classroom or on social networking platforms (e.g., e-mail conversations
and communication software). Learning is not restricted to a specific time and space. These
interactions transcend the boundary of traditional learning models, allowing students to become
lifelong learners who show passion and commitment to the foreign language. The DA pedagogy
supports the use of technology for social interaction because technology is regarded as a power
of education for emancipation. It also represents a future learning strategy that aims at real-life
actions and communication. More importantly, the interaction via technology also supports
students’ personal and professional identity growth, encouraging them to become independent
and creative social actors and critical thinkers.

Social interaction with native speakers is also crucial for LCTL learners. Students can not
only train their listening and speaking ability but also acquire relevant cultural knowledge. In
addition, social interaction exposes students to an environment in which they can learn different
accents, gestures with cultural connotation, and social rules specific to native speakers. Learning
the cultural grammar and its rules from native speakers is key to cross-cultural communication
and understanding. Such rules and behavioral patterns not only represent the signs of meaning-

making but also lay a solid foundation for people’s mutual trust. Culture is an indispensable part
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for language learning. It is superficial to learn cultural knowledge from textbooks. By contrast,
direct interaction with native speakers can facilitate learners’ experience with the beauty and
complexity of culture. Lack of knowledge and interest in the other culture is a major reason for
attrition in language learning. Although learning culture may take time, it is definitely the most
intriguing process that can motivate learners to continue their journey of language learning.

The DA pedagogy also embraces the notion that interaction can be elevated to the level
of transdisciplinary goals. Students’ increasing commitment to connect the language with
communities generates a growing number of partnerships between individuals and society. The
DA pedagogy fosters students’ transdisciplinary goals, such as civic responsibility, and reflects
on their cross-cultural and crosslinguistic service experiences. For example, Taiwanese learners
can utilize their cultural knowledge to collaborate with Turkish communities in Taiwan, or they
can use Turkish to perform meaningful and constructive tasks for society. In summary, the DA
pedagogy guides students to think about their social roles as language learners. Their learner
identities are also (re)constructed through the relationship between learning and service goals in
the DA pedagogy.

Both EP and the DA pedagogy focus on students’ agency, learner-centered learning, and
social interactions. The next section discusses how they aligns with each other to contribute to
the study.

Integration of Exploratory Practice and the Deep Approach Pedagogy

The emphasis of EP on student centeredness in language classrooms closely matches the
principles of the DA pedagogy. In the principles of EP and the DA pedagogy, learners are
capable of being independent decision makers. Learners are key because they are the only person

who can do their own learning (Allwright & Hanks, 2009, p. 2). In such, EP empowers learners
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so that teachers’ roles are less prominent (Hanks, 2015). Likewise, the DA pedagogy also
supports the argument that students should play a dominant role in their own learning. Its open-
ended projects are based on students’ aspirations and fields of interest. Teachers, as curriculum
controllers in traditional classrooms, are transformed into facilitators who provide support to the
students. Empowerment also strengthens the accountability of learners for learning actions. Both
EP and the DA pedagogy empower students to choose what they want to learn, so students see
themselves as responsible beings who take learning seriously and are willing to devote time to
learn more (Allwright & Hanks, 2009). Integrating the notion of investment (Norton Peirce,
1995), Allwright (1999) claimed that if learners are not given substantial responsibility for their
learning and for decisions related to their learning, they are less likely to invest much in
studying. This self-directed learning helps students “to take charge of their own apprenticeship
and proficiency development much better than controlled approaches” (Tochon, 2014, p. 206).
In addition, EP argues that learning does not aim at specific moments or take place in
specific areas. Based on the principles of working for understanding and integrating research into
pedagogy, EP brings language learning into students’ lives (Allwright & Miller, 2001). Learning
is a lifelong process. By the same token, the DA pedagogy also encourages learners to become
“independent and creative social actors, lifelong learners, and critical thinkers” (Tochon, 2014, p.
246). During language learning, students understand more about their lives, society, and
environments. Learning becomes part of their lives. Connecting learning to life not only prompts
students to take responsibility as independent learners but also motivates them to explore their
society. (Allwright, 1999). For Taiwanese learners, when Turkish learning and classroom
activities integrate with life-related topics, Turkish is no longer a language used only in the

classroom; rather, it is a language that they can use in their social lives. Students are willing to
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take time and effort to invest in Turkish because their investment signals their commitment to
language learning (Darvin & Norton, 2015; De Costa & Norton, 2016; Norton, 2016, 2019).
Both EP and the DA pedagogy emphasize working for an improved quality of life in as well as
outside of class. The connection between language learning and social lives not only extends
beyond the traditional roles of language but also provides opportunities for students to reflect on
their learning roles as social agents (Tochon, 2014; Tochon et al., 2014).

In conclusion, this study highlights the notion of empowerment and agency. These two
concepts are the critical principles for researchers to explore how students construct their
identities in the learning process. Unlike traditional pedagogy, EP and DA empowers students to
make learning decisions and take control of learning pace on their own. Students are the main
role of learning, and the teacher is a facilitator that provides additional assistance for learners to
achieve goals. In addition, social interaction is also the major factor that shapes identity. A
language class, usually seen as a small society, is constructed by communication and interaction
between students. Both Hanks (2017a) and Allwright (1999) agreed on the complexity of social
networks in class. Learners are social beings who learn and develop identities in a mutually
supportive environment (Allwright & Hanks, 2009). This mutual support comes from
interactions with peers and native speakers. The exchange of knowledge and life experiences
becomes an enjoyable part of their learning. In the process of interaction, students also (re)think
their own positioning (Norton, 2013). Bourdieu and Passeron (1977) stated that the person who
speaks cannot be understood unless the larger social relationships are considered. Interaction is
key to cross-cultural communication and self-understanding. Whenever students speak in or out
of class, they (re)organize their identities and the relationship between themselves and society

(Norton, 2010, 2013).
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Research Site

The research site is a Language Education Center for Adult Learners (LECAL) and is an
educational institute affiliated with a national university in Taiwan. This language education
center provides more than ten foreign language courses. In addition to commonly taught
language courses, such as English and Japanese, a great number of less commonly taught
language courses, including Turkish, are also offered. The tuition of the LECAL is affordable.
Most of the courses are in the evening of working days and weekends. Therefore, for adult
learners who are usually available after work, the LECAL has been one of the well-known
institutes for them to learn foreign languages.

There are several differences in course arrangement between the LECAL and
universities. Unlike the courses at universities, all of the language courses offered in the LECAL
are only 10 weeks long. A 10-week course is called a “level.” The first beginner level is called
Level One. After completing Level One, students can continue to enroll in Level Two, and so on.
In the LECAL, most Turkish language learners start from Level One because they do not have
past learning experience. If students think their Turkish proficiency is higher, they can enroll in
intermediate- or advanced-level courses. It is also acceptable for intermediate- and advanced-
level students to enroll in the beginner-level courses if they want to review. Overall, the LECAL
provides an extremely flexible enrollment system for adult learners regarding the course levels.
The selection of course levels depends on students’ own determination of their perceived
language readiness.

The next difference is the number of enrolled students. The minimum number of enrolled
students for a course in the LECAL is 12. That means if the number of enrolled students is less

than 12, the course will be closed. This can be a concern for students who want to enroll in
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higher levels. If the course they wish to take does not have sufficient enrolled students, they must
wait another 10 weeks until the next course is offered.

The LECAL used to have its own teaching building located in the downtown area. Three
years ago, the school authorities decided to renovate the building. Therefore, all courses have
been offered at a campus of another university since June 2017. The new location is still located
downtown; however, the enrollment rate seems to have slightly dropped. This is because,
according to the LECAL staff, the classrooms do not have a convenient proximity to a metro
station. The metro is mass public transportation on which Taiwanese citizens heavily rely.
Distance is the main reason that have students reconsider their enrollment in the course, even if
they are truly interested.

| chose the LECAL as the research site for two reasons. First, in contrast to the Turkish
department in higher education, the LECAL provides more flexibility for instructors to create
lessons, select teaching materials, and design classroom activities. Due to the administrative-
structural arrangements, fixed teaching hours, and the demand of learning evaluation, teachers at
universities may not have sufficient freedom to design their courses. Nevertheless, teachers in
the LECAL do not need to consider these factors. It does not mean that they are unconcerned
about their teaching quality or students’ learning outcome. On the contrary, the flexibility of
teaching inspires teachers to think about their course design more imaginatively and creatively.
As a teacher, I could adjust curriculum progress and design activities on my own, which allows
me to integrate pedagogy into research — one of the principles of EP.

The second reason | chose the LECAL as the research site was because of my close
relationship with the staff. | have been teaching Turkish at the LECAL every summer for six

years. We usually discuss together curriculum design and course materials. They respect my
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choices and support me. They also share with me students’ feedback so that I can adjust my
curriculum accordingly. In order to make Turkish courses better, we cooperated closely. Among
foreign language courses at the LECAL, the Turkish courses sometimes face the higher
possibility of not having a sufficient number of students enrolled. Whenever | go back to
Taiwan, they always welcome me to open a course. Close collaboration and a good relationship
between me and the LECAL staff greatly facilitated the process of my data collection.

Courses and Research Participants

To collect research data smoothly, | recruited two research assistants. Both of them were
my students who already graduated from the Department of Turkish Language and Culture.
Their main job was to explain the research to students on the first day of the class and collect the
consent form (see Appendix B and C). To initiate and respect the ethical procedure in this
research, | emailed one of the administration staff at the LECAL a Mandarin version of
Recruitment for Research (see Appendix D) to notify that students’ data would be collected for
research use. This Recruitment for Research was attached under the admission information of
Turkish courses published on the website of the LECAL. When students viewed the webpage,
they would understand that these courses were research-based.

This research was conducted in two Turkish courses: Class A and Class B. Both of these
courses began in the first week of July 2018. On the first day of class, | introduced myself and
mentioned that this course is a research-based course. Next, the research assistants distributed the
consent form to each student. They asked students to read with them line by line so that no
important information would be missed. They also left five more minutes for students to see if
they have further questions about the research and data collection process. Given that the

teacher-student relationship could result in a coercive feeling for students to believe they have no
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choice other than to join this research, |1 was not in the classroom when the research assistants
were explaining the consent form. Their consent forms were not collected until the end of the
first class because my research assistants and | wanted to give them more time to decide if they
want to participate in the research. At the end, we received 22 consent forms from students who
agreed to participate in the research.

The process of data collection took a total of 12 months (from July 2018 to June 2019).
Until the end of research, the final level of Class A was Level 5, and the final level of Class B
was Level 4 (see Figure 4.2). Because of personal reasons, some students decided not to attend
the following courses. Therefore, the number of research participants decreased to 11. Seven of
them were from Class A, and four were from Class B. All of participants were adult Taiwanese
learners. Table 4.2 summarizes the information of research participants.

Figure 4.2

Timeline of Class A (above) and Class B (below)

Level 3 Level 4
Level 2 (July- (
September- (January-March
Sepiznler 200 December 2018) 2019)
Level 2 Level 3
Level 1 (July- (Se
ptember- (January-March
September 2018) December 2018) 2019)
Table 4.2
Participant Information
. Years of learning Turkish
Class Pseudonyms Occupation (until the end of research)
Class A Meiling Accountant 1 year 3 months

. Operation personnel at an e-
Class A Peiwen P P 2 years
commerce company

Class A Longtai Businessman 1 year 3 months
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Class A Dewei Computer engineer 1 year 3 months

Class A Pingyu Civil servant 1 year 3 months

Class A Sihao Civil servant 2.5 years

Class A Yihan Tour guide specializing in Turkey More than 3 years

Freel hic and product

Class B Songhua reelance grap. ic and produc 1year
designer

Class B Tianshang Employee at a Turkish airline 1year
company

Class B Jianhong Doctor 1year

Class B Ruyi Civil servant 1year

Research Design

This study drew on learning modules from a website titled “A Deep Approach to Turkish
Teaching and Learning” (DATTL)®. With a grant from the United States of Department of
Education, the modules aim to improve the learning of Turkish as a foreign language in higher
education (Karaman et al., 2012; Tochon et al., 2011). These modules include three levels:
transitional, intermediate, and advanced. Each level has different modules that provide diverse
information about Turkey and connect language learning with people’s lives. Students could
choose a module based on their personal interests, needs, and language proficiency. Although the
modules were mainly designed for intermediate- and advanced-level learners, students were free
to adjust, add, or change the learning materials of the modules if necessary.

Each module adapts to the five goal areas for language learners developed by the
American Council for the Teaching of Foreign Languages. The five goals are commonly referred
to as the “5 C’s”: communication, connections, cultures, communities, and comparisons.

Language skills, vocabulary acquisition, and grammar studies are linked by these criteria when
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students study a module. Knowing what is being used and where, when, how and by whom is
one of the facilities provided to learners by thematic language learning and authentic materials.
The modules provide a variety of visual and audio materials for students to experience and learn
the cultural characteristics of Turkey. These materials are authentic, including the street talks,
interview videos of local Turkish people, and movies supported by the Ministry of Culture and
Tourism of Turkey. Students learn how to use Turkish from authentic resources. Thanks to
technology, students can still listen and watch Turkey-related videos without visiting Turkey.

In each module, students can find a pdf file that clearly describes what projects they can
do, what scaffolding materials they can utilize, how they can follow the guidelines to complete
the project, and what language competence they can acquire after learning the module. The
transcriptions and summaries of videos are available in case students wish to refer to them after
viewing. The key vocabulary, Turkish idioms, and proverbs that students can learn from the
modules are also listed. More importantly, useful expressions, sentence patterns, and phrases are
also provided to help students prepare oral activities. Students can practice on their own and
apply them to the social interactions with their peers and Turkish native speakers.

When their courses began in July 2018, the majority of students had either learned
Turkish only 30 hours or had never learned it before. Given their Turkish proficiency, | framed
the curriculum focusing on open-ended tasks that matches their fields of interest and real-life
issues before the DA pedagogy was implemented. | provided authentic materials for them to read
and watch, helping them scaffold linguistic and cultural knowledge. A variety of interactive
activities were also designed, encouraging them to think independently, tackle real-life problems,
and work closely with peers and Turkish native speakers. Students also needed to do research

and presented either individually or collaboratively. The goals of the open-ended tasks were to
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help students (a) raise their Turkish proficiency, (b) understand the role of Turkish in their lives,
and (c) establish a learning community in which they feel safe and valued.

From March to June 2019, their Turkish learning turned into a student-oriented and
project-based model. Each student chose two modules from DATTL based on their interests. To
help them acclimatize to this new learning mode, | firstly distributed a copy of one of the
modules as an example, telling them the principles of the DA pedagogy and guiding them on
how to use it. Secondly, students were asked to review all the modules on the website. They had
one week to think about which theme they wished to explore and then started developing their
own curriculum (see Appendix F). The DA pedagogy supports an open syllabus (Tochon, 2014).
As adult learners, they had work and family responsibilities. An open syllabus can reduce the
pressure on students and make their learning more flexible. | asked students to send back the first
draft of the syllabus, so I could give them feedback based on their proficiency level, learning
style, and work schedule. I also provided additional resources if necessary. Students were
allowed to adjust their curricula in the midst of doing projects. Before presenting their projects,
they also had opportunities to interact with their peers, exchange ideas, and offer feedback on
each other’s work. My role was a facilitator at this time, providing support to the students in
finding relevant materials appropriate to their learning stages. They took seven weeks to finish
the first project, and six weeks for the second project. The following (see Figure 4.3) is the

course timeline for this study:
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Data Sources and Collection Methods

The data sources were collected from the following methods: (a) inside and outside the
class observations, (b) semi-structured interviews, (c) video recordings, and (d) document and
artifact analysis. These data played different roles in analysis. Semi-structured interviews
contributed to understanding my participants’ learning process and different perspectives on
language learning in the past, present, and future. Observations and video recording were used to
document the dynamics of participants’ interactions with peers and Turkish native speakers.
Document and artifact analysis included my field notes, as well as the participants’ projects and
reflective journals. They served as a source of data triangulation in order to increase the
credibility and validity of the research.

The data collection process began in July 2018, which was one month after | received
Institution Review Board (IRB) approval from the University of Wisconsin—Madison and gained
access to the research site. The copy of IRB approval is attached in the appendix (see Appendix
A).

Observations

Observation is one of the most common methods in qualitative research because it offers
the researcher ways of understanding nonverbal expression of feelings and grasping how
participants interact with each other (Creswell, 2013; Kawulich, 2005). Observation is also a key
tool for EP. It helps the researcher to give non-judgmental descriptions of students’ behavior and
explore the essentially social nature of interaction (Allwright & Hanks, 2009). Aligned with the
principles of EP, observation in this study was used as a means of “trying to understand what is
going on in classrooms,” rather than “finding fault with what we see in classroom” (Allwright &

Hanks, 2009, p. 245).
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| took field notes when observing students. At the same time, | also used video recording
because | realized that it is impossible to record everything in my notes. Video recordings helped
me to catch important moments that | may have missed. Furthermore, as both a researcher and a
teacher in the study, I know that I had to keep a balanced role. In order not to interrupt students’
interactions and my observations, | asked my two research assistants to stay in class. When the
activities began, they walked from one group to another to see if students had any questions to
ask. Thus, I could pay full attention to recording the classroom situation. Although I might
sometimes answer students’ questions in the course of observations if they asked me, | still tried
not to distract them from my involvement.

The same procedures were applied to observations outside the class. When students
interacted with Turkish native speakers, | videotaped the interaction and took field notes from a
distance. During the interactions, some cultural activities that aim to learn Turkish culture and
improve Turkish proficiency were designed for students. | also played a role as a nonparticipant
to record data without direct involvement with activities and people. This was important because
| wanted students to engage in the interactions with native speakers without constantly seeking
help from the teacher.

In sum, although my observation strategies might vary between occasions, the main
principle was to keep my students in the role of independent beings in their learning processes.
Semi-Structured Interviews

| conducted four semi-structured interviews for this study. The first one was in the
beginning of the initial course in July 2018. This interview focused on students’ past experiences
on language learning within the Taiwanese educational context. The next two interviews were at

the end of the first two courses. These interviews focused on how open-ended tasks influenced
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their Turkish learning in terms of the learning strategies, their feelings about social interactions,
and learning puzzles. The final one was conducted after students finished their final course, in
which the DA pedagogy was implemented. This interview focused on their reasons to choose
specific modules, their perspectives on the learner-centered and project-based learning, their
learning strategies as empowered students, their visions for the future, and so on.

These interviews were formal. All of them were audio recorded, and durations ranged
between 40 minutes and 60 minutes. All questions in the interviews were open-ended and
incorporated with my observations inside and outside the classroom. Open-ended questions
contributed to understanding what the students really think, helping me analyze their
perspectives on Turkish learning. When interviewing students, | also took notes. My interview
questions also contained follow-up questions. These follow-up questions mainly came from the
replies of the interviewees in response to new themes, unclear ideas, or interesting stories. All of
the interviews were conducted in Mandarin but were also translated into English (see Appendix
Gto Q).

Interviews also played a complementary role for other data collection methods. In my
study, interviews not only provided additional information that I may have missed in the
observations but also helped me verify my interpretations. Furthermore, in order to elicit their
real responses, it was important for me to establish a trustworthy relationship with my students
when | conducted the interviews, especially for the first one. | think the rapport between the
teacher and students is constructed by long-term interactions. This also justified the open-ended
tasks and student-oriented pedagogy implemented in this study. When the teacher tries not to

excessively interfere with students’ learning, the hierarchy between the teacher and students is
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flattened. Students see their teacher as a friend, prompting them to share their thoughts during
the interviews. The interview protocol is attached in the Appendix (see Appendix E).
Video Recordings

As mentioned, | videotaped the interactions that occurred both inside and outside the
classroom. Video recordings served as an auxiliary method for observations. | used my
smartphone to record the dynamics of the classroom. To enhance the quality of videos and
sound, | bought a portable tripod that allowed me to move around. Students were usually broken
into several groups for classroom activities. The portable tripod allowed me to mobilize
smoothly from one group to another.

In order to capture a wide range of interactions, | usually spent three to five minutes
recording each group, depending on the complexity of classroom activities. While videotaping, |
usually kept an appropriate distance from students. On the one hand, | hoped to capture their
most authentic reactions, in that they should not have the feeling that they were filmed. On the
other hand, I tried to maintain the quality of the videos so that | could analyze the data without
much difficulty.

Video recording helped me understand the relationship between language learning and
social interactions. It also recorded nonlinguistic features that are unlikely to be revealed through
interviews, such as the class and discussion atmosphere as well as the activeness or inactiveness
of the students. These features not only contributed to capturing subtle behaviors of students but
also provided me with more ideas about their interactions so that | could ask about them in
follow-up interview questions.

After recording their interactions, | spent time viewing the videos and documented

significant moments into my field notes as complementary information. This contextual visual



94

data was very important for me to explore the relationship between learner identity and social
interactions.
Document and Artifact Analysis

The documents and artifacts in my study were mainly composed of two parts: students’
projects and their reflective journals. Projects included the students’ work in task-related
activities and final projects for the DA pedagogy. One example was the “Me Project” in the
beginner-level class in which students explained who they are, what they like, and how they
envision their future in relation to Turkish language and culture. Another example was a travel
brochure design for Turkish tourists who plan to visit Taiwan. This brochure was students’
collaborative work through group writing and layout design. In addition, I examined students’
final projects designed by the DA pedagogy. They chose their favorite modules from DATTL,
developed the curriculum on their own, and presented their final work in the last class.

Additionally, a reflective journal was part of the data I collected from students. Starting
from the courses implemented by the DA pedagogy in March 2018, | asked them to write the
reflective journal after each class. The topic of the reflective journal was self-chosen. Students
could use it as a platform to express their feelings and thoughts about student-oriented language
learning and the projects they chose from the modules. | asked them to write the reflective
journal for themselves rather than for the teacher.

The reflective journal played the following roles in data analysis. Firstly, students
recorded their learning trajectory, facilitating an examination of their learning outcomes and
reflection on how and what they can improve in their learning. Secondly, the reflective journal
helped students understand the puzzles they identified, which aligns with the principle of EP.

Through the reflective journal, students focused on things relevant to their learning. Finally, the
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reflective journal was used as a main data collection tool to explore the construction of students’
identities. Accompanied by interviews, the reflective journal helped me analyze their learning
roles.
Data Analysis

This study drew on the thematic analysis approach to analyze research data. According to
Braun and Clarke’s (2006) definition, thematic analysis is a method for identifying, analyzing,
and reporting patterns (themes) within data. Thematic analysis consists of six phrases: (a)
familiarizing with data, (b) generating initial codes, (c) searching for themes, (d) reviewing
themes, (e) defining and naming themes, and (f) producing the report. My analysis followed the
guidelines for thematic analysis. Firstly, | transcribed the audio recordings verbatim and read all
of the transcripts to acquire the depth and breadth of the data. In addition to familiarizing myself
with the data, this process also provided me with the initial thoughts before | began my coding.
Secondly, | read the data thoroughly and started my first-round coding. In the first round, | coded
my interview transcripts, field notes, and students’ reflective journals by using MAXQDA. The
main purpose in the first-round coding was to ascertain the patterns in the data. During this
phrase, | also wrote down analytical memos. As Saldafia (2016) claimed, analytical memos
establish connections between researchers and the social world they are studying. Analytical
memos facilitated the organization of my thinking process and provided an opportunity for me to
reflect on key concepts that might be useful to answer the research questions. Given the huge
amount of data, | also used analytical memos to record the obvious patterns and my personal
interpretations in case | forgot them. Thirdly, after the first-round coding, | combined relevant
codes together to think about their relationships. Some codes formed main themes, whereas

others formed sub-themes. Fourthly, | reviewed the themes and sub-themes again to make sure
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they can answer the research questions. For those codes that might not fit within a specific
theme, | either relocated them to other themes or created a new theme. Finally, | defined and
named themes. In the analytical memo, | wrote down the definitions for each theme, helping me
organize the categories of data. As Braun and Clarke (2006) suggested, the definitions I created
are consistent with the excerpts from students’ responses and field notes, which facilitated the
understanding and analysis of themes.

Applying the thematic analysis to my research data was a circulating action. The six
phrases of thematic analysis mentioned above are not strictly linear but rather a reflexive and
recursive process (Braun et al., 2018). Thematic analysis functions as an approach to integrate
the narratives of my research participants, making my analyses and results more systematic and
organized. For identity research, it also facilitated my understanding of students’ Turkish
learning and their social interaction processes, which contributed to the deep exploration of their
identity (re)construction.

Researcher’s Positionality

In qualitative research, researchers play a critical role in collecting, analyzing, and
interpreting research data. It is also important for them to constantly consider their relationship
with students. This relationship depends on the trust between researchers and participants, which
also indirectly influences the depth and breadth of data collected. This section discusses what |
did during the data collection process as both a researcher and a teacher and how | tried to adjust
my relationship with students to acquire their authentic answers.

In this study, | was both a teacher and a researcher at the same time; and sometimes, |
also needed to change my roles accordingly. As a teacher, | shared my personal experience in

learning Turkish. I discussed with my students how I learned Turkish when I was in Taiwan and
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in Turkey. | also talked about what teaching methods my teachers implemented in Turkish
classes. While sharing my learning experience, I reflected on my teaching methods: What
aspects of teaching methods can | do better? Additionally, I also shared the mistakes I easily
made when learning Turkish because | do not wish my students to experience again the same
mistakes | previously made. I tried to introduce them different learning strategies and resources,
facilitating their choices of which are appropriate for themselves. They had to understand that |
do not regulate them how to learn a language; on the contrary, students had to find out
personalized learning methods that can accommodate their needs. Furthermore, in my research,
all of my students were adult learners who had work and family responsibilities. Because of their
limited learning time, I also did my best to keep them engaged and tried to offer as many
interaction opportunities as possible; otherwise, they might easily feel fatigued after a long and
busy working day.

My other role was to establish students’ confidence in Turkish learning. Compared to
other foreign languages, Turkish is not easy to learn. Although it is written in Latin alphabet, it is
grammatically different from Mandarin Chinese and English. It is a quite common phenomenon
that at least one third of students might drop out of the class after the beginner-level class
finishes. This is also the reason why my role of building up their confidence and understanding
their needs was significantly important in the beginning. Providing mental support and guidance
in accordance with proficiency for my students strengthened my relationship with them. When
the distance between the teacher and students is shortened, the power relationship between us
also becomes invisible. To understand what learning difficulties they encountered, | usually
chatted with my students after class or used email to provide written feedback for them. Meiling

mentioned in the interview that “I feel so touched after reading the teacher’s feedback” (Meiling,
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Interview #2, Segment 298). She added that, “I usually had little confidence in learning language
due to the past bad experiences, but I would like to do my best in learning Turkish with the
teacher’s support” (Meiling, Interview #2, Segment 298). Listening to their hearts and giving
them appropriate advice are critical for the teacher because appropriate assistance facilitates
relief of their learning pressure.

As a researcher, on the other hand, I tried not to be obtrusive. In order to observe their
real reactions, I did not interrupt students’ learning processes too much. For example, while
observing their social interactions, | recorded data without direct involvement with activities or
people. During the interviews, | also acted as a good listener and maintained my objective
position without providing my personal opinions. Students had the opportunity to express their
thoughts. | asked follow-up questions if necessary. To reduce their stress, | also told them that
the interview is a way to express thoughts and the content has nothing to do with their final
scores. As a researcher, | hoped | can learn more about what they think in their minds instead of
receiving superficial answers.

While collecting data, | also regularly recorded my personal thoughts to complement
other data. If I found students’ responses were ambiguous, I would do the follow-up interviews
to ensure the completeness of data.

To sum up, regardless of my roles, I tried to reduce the power dynamics between me and
my students. Because Turkish is a LCTL in Taiwan, the teacher and students easily become part
of a learning community. A close relationship not only contributes to students’ engagement in
learning but also facilitates my understanding of their authentic responses.

Trustworthiness of the Research
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In order to examine the trustworthiness of qualitative research, Lincoln and Guba (1985)
propose four criteria: credibility, transferability, dependability, and confirmability. Lincoln and
Guba argue that credibility is one of the most important factors to establish trustworthiness.
Credibility refers to the truth of the participants’ views and interpretation represented by the
researcher. To enhance the credibility of the research, several strategies can be embraced by the
researcher to ensure the accuracy of data (Maxwell, 2013; Merriam, 1995; Shenton, 2004). The
first strategy | used for my study was triangulation. Triangulation involves the use of multiple
resources, methods, and data to confirm the emerging evidence (Creswell, 2013; Merriam,
1995). I triangulated various sources of data, including observations, interviews, and students’
artifacts. The second strategy | used to enhance the credibility was member checking. Member
checking refers to taking data collected from students back to them so that they can judge the
credibility of the narrative (Creswell, 2013; Merriam, 1995). In my study, | sent back the
transcripts to each of my participants and asked them to check for accuracy. They were also
encouraged to provide additional feedback and information if necessary.

The second criterion is transferability. Transferability refers to findings that “will be
useful to others in similar situations with similar research questions or questions of practice”
(Marshall & Rossman, 2016, p. 261). To meet the criterion of transferability, the researcher
needs to provide sufficient information and research context to make sure that the reader can
apply these to other settings or groups (Cope, 2014). For this study, | provided detailed
description of site selection, research participants, research design, data collection methods, and
data analysis. The detailed information ensured that the findings can be applied to other similar

research contexts. This research focuses on LCTL education and adult learners, with the hope

that it might be useful for other relevant language education research.
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The next criterion is dependability. Dependability refers to the constancy of the data over
similar conditions (Cope, 2014). To achieve the dependability of the research, Shenton (2004)
suggested that “the processes within the study should be reported in detail, thereby enabling a
future researcher to repeat the work,” even though the research results might not be the same (p.
71). The detailed information of research methods can facilitate the development of a refined
understanding of the methods and their effectiveness (Marshall & Rossman, 2016; Shenton,
2004). In my study, | elaborated the process of conducting the research, including how to choose
the research site, how to design the courses, and what research methods to use for data integrity.
Through the detailed description of research methods, the study can be deemed dependable for
future research with similar participants in similar conditions.

The last criterion is confirmability. Confirmability refers to “ways to ask whether the
findings of the study could be confirmed by another person or another study” (Marshall &
Rossman, 2016, p. 262). Confirmability emphasizes that the data clearly represent the
participants’ responses rather than the researcher’s biases (Cope, 2014). Like dependability,
confirmability is also established through an auditing of the research process (Creswell, 2013). In
this study, findings are based on multiple research data collected from students. To strengthen
the confirmability of the research, | used rich quotes from students to understand their Turkish
learning trajectory, the relationship between identity and self-directed learning, and the how they
(re)constructed their identities through discussions and interactions with peers and native
speakers.

Ethical Consideration
Both Creswell (2013) and Maxwell (2013) agreed that ethical issues need to be taken into

account in every phase of the research process and that it should be recognized as essential.
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While doing the research, the researcher has the right to protect students’ privacy and avoid them
being harmed, especially for vulnerable participants. In this study, | adopted several methods to
deal with ethical issues from the beginning to the end of the research process.

Prior to the data collection, | started the application procedure of acquiring approval from
the Institution Review Board (IRB) at the University of Wisconsin—Madison as soon as |
submitted by dissertation proposal in March of 2018. After receiving the approval from IRB in
June (see Appendix A), | contacted the LECAL, the research site where | taught and collected
data, to seek permission from the staff. I not only explained to the gatekeeper the research
content and goals but also clarified how I would protect students’ privacy during the research.

At the beginning of the research, | gave the consent form to the students and explained
the general purpose of my study. Students were told that they do not have to sign the form and
that they can quit in the midst of the research, even if they already agreed to joining the study.

As a researcher, it is critical to protect the confidentiality of the interview content. For
interview locations, | usually chose private and quiet places without interruptions so that students
could comfortably share their experiences. In addition, before the interview began, students were
told again the purpose of the study and how the interview data would be used. When | asked
them interview questions, | tried to avoid asking leading questions and disclosing sensitive
information. Every time | finished the interview, | uploaded the audio files into my personal
encrypted cloud storage for safety. In the phase of analyzing and reporting data, 1 also used
pseudonyms to protect their identities.

Conclusion
This chapter first introduced the principles of EP and the DA pedagogy, both of which

emphasize the empowerment of language learners in their learning process. Learners gained
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authority and agency to make their own learning decisions and claimed ownership of their future
visions and goals. In the identity research, empowerment and agency are critical notions to
understand learners’ identity construction. In the framework of EP and the DA pedagogy,
students played an independent role that prompted them to take charge of their own
apprenticeship and proficiency development. This learner-centered notion also aligns with the
concepts of poststructuralism, the epistemology used in the study that positions individuals as
subjects through which they make their own actions.

In addition, both EP and the DA pedagogy emphasize the connection with life and
society. While facing the ever-changing society in the 21 century, it is significant to explore the
relationship between language learning and social change. Language learning also changes its
functions; it becomes a means for students to discover, understand, analyze, and resolve
problems. The integration of EP and the DA pedagogy not only helped students think beyond the
box but also strengthened their roles as social agents.

Finally, this chapter presented the methods of research design and data collection. To
protect the confidentiality of the data, this chapter mentioned research ethics and the
trustworthiness of the research. In the next three chapters, | analyze the research data and present
the findings on how students’ identities influenced their investment in Turkish and how the DA
pedagogy (re)constructed their identities through student-centered and project-based learning and

social interactions.
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CHAPTER 5 DATA ANALYSIS AND FINDINGS (1)
Chapter Overview

This chapter and the following two chapters present research analyses based on
qualitative data collected from observations, student interviews, video recordings, and artifact
analysis. To provide a complete picture of how Taiwan’s adult learners constructed their
identities and how their identities influenced their investment in learning Turkish in relation to
sociocultural, educational, and ideological factors, these three chapters integrate several types of
research data and present thematic concepts. The thematic analysis is based on the three research
questions of the study and is elaborated in the discussion chapter. The themes identified from the
data are defined and explained using participants’ words. As mentioned in the research
methodology chapter, integrating the data thematically makes the analysis more systematic and
organized and facilitates a deeper understanding of participants’ perspectives on learning Turkish
as adult learners in the educational and social contexts of Taiwan.

Each chapter of data analysis addresses one research question. This chapter analyzes the
relationship between adult learners’ identities and investment in learning Turkish. Unlike school
education, the Turkish course they attended was designed for adult students who have already
graduated and begun to work. Because of the range of life and educational experiences, adult
learners have different perspectives on language learning. This chapter is divided into three
sections to investigate what roles Turkish language plays in participants’ lives and what
challenges they encountered.

Interrelations Between Identity and Investment
Investment, first put forward by Norton Peirce (1995), captures the complex relationship

of language learners with the target language. Norton Peirce argued that investment reflects “the
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multiple, changing, and contradictory identities of language learners” (p. 26). The notion of
investment attempts to explain language learners’ behavior as it might be influenced by socially
and historically constructed factors, such as ideology, power, race, gender, and so on. In order to
determine how sociocultural factors influence identity development, scholars take
poststructuralist perspectives to analyze language learners (Darvin & Norton, 2015; De Costa &
Norton, 2016; Duff, 2012; Norton, 2013). They have claimed that people have fruitful history
and experiences; their identity construction is also regarded “as diverse, contradictory, dynamic
and changing over historical time and social space” (Norton & Toohey, 2002, p. 121).
Investment attempts to understand “the relationship of the language learner as having a complex
social identity and multiple desires” (Norton Peirce, 1995, pp. 17-18). Thus, learners’ identities
are fluid. All of their life and learning experiences influence how they look at the target language
and its culture.

This analysis conceptualizes the investment of Taiwan’s adult Turkish language learners
by analyzing learning roles in terms of past experiences, present environment, and future goals.
In addition, this section includes analysis of how identity construction is influenced by power
dynamics and hierarchy in various work fields. Research on adult learner identities is much more
complex than on full-time students because it involves in multiple factors, such as personal
learning history, social climate and values, and work and family background. In the following
sections, I divide the data into three themes to analyze how learners’ social roles influence their
investment in Turkish.

Personal Interest
Having personal interest is one of the major themes that all of the students mentioned in

the interview. Regardless of underlying reasons, participants were willing to invest in learning



105

Turkish because of strong personal interests. For adult learners, diplomas, scores, or job
promotions were not their main reasons for learning Turkish. Learning this language was an
interest-driven action. Even though some of the students had Turkey-related jobs, they still
viewed learning Turkish as a hobby like gardening or piano playing. Interest and enthusiasm for
Turkish was their greatest motivation to attend 12-month Turkish courses.
Turkish is the first language I am learning based on interest [...] When asked “Why do
you want to learn Turkish,” I think there is no reason. I just like it. [...] After starting, |
found I really enjoy this learning process. Why do | need a reason? | just like it!

(Songhua, Interview #2, segment 27, 183)

In the beginning, my motivation for learning Turkish was not for a test or a specific goal.
It was more like a hobby. (Songhua, Interview #3, segment 231)

It is part of my life, because it is really part of my interests. (Jianhong, Interview #4,
segment 218)

| am learning Turkish because I like it, of course. (Longtai, Interview #4, segment 199)

People ask me why I learn Turkish. I say there’s no reason. I’'m just learning. Yeah,
there’s no reason. (Meiling, Interview #4, segment 408)

Learning a language is my interest, so | am engaging in it as a hobby. (Peiwen, Interview
#2, segment 175)

In another interview, Peiwen also mentioned her observations about the class. Each of her

classmates has a passion for learning Turkish and Turkish culture. For adult learners, learning

Turkish does not require specific reasons.
My classmates do not have specific reasons for learning Turkish, but everyone studies
very hard, because we really do not have [specific purposes]. Except for Yihan, she is
working at a travel agency. Another classmate is also learning Turkish because of her job.
But except for them, other people, including myself, are more like “What are we doing
here?” I am learning not because I have a Turkish boyfriend or because I want to
communicate with Turkish people. | am learning because this is my interest. | know some
of my classmates don’t have specific reasons. (Peiwen, Interview #3, segment 143)

As Peiwen mentioned, her classmate Yihan was a tour guide specializing in travel in Turkey.

Although Yihan joined this research in the last three months, she had already been studying
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Turkish for more than three years. When talking about learning Turkish, Yihan had a similar
comment on interest. Having studied French at university, Yihan was very interested in learning
language. Due to her work, she sometimes had to quit the Turkish class. At the time of this study,
she decided to resume learning Turkish not only because she really loved it but also because she
did not want to forget it after studying for a long time.
Learning language is, in fact, my personal interest. Yeah, and I don’t want to forget
Turkish. I mean what I’ve learned might be more than... than this course level, but I
come here as a way of reviewing. That’s why I am here. On the other hand, language
learning is like recreation in my life. It’s a thing I can do during my leisure time, so that |
don’t have to stay at home all the time. This is a hobby when I am free. It’s a way of
killing time when I’m on vacation. (Yihan, Interview #2, segment 26)
Furthermore, students’ interest in Turkish was significantly broadened through project-based
learning. They developed a profound understanding of the relationship between learning and
interest. As Tochon (2014) argued, projects benefit from students’ intrinsic motivational
impulses (p. 204). Pleasure greatly strengthens students’ intrinsic motivation, leading them to
explore the different dimensions of Turkish culture more deeply. Lack of knowledge and interest
in culture is a major reason for attrition in language learning (Tochon, 2014, p. 248). When asked
how to select a project theme, students mentioned the relationship between themes and personal
interests.
Turkish lace and Turkish songs are two of my favorite things in life. [...] I selected these
two topics based on my interest, of course. [...] I usually like to listen to Turkish songs.
I’ve been listening to them for two years. [...] This is my favorite subject. I love Turkish
songs so much! (Peiwen, Interview #3, segment 39, 59, 179)
| am interested in the themes | chose, so | want to know what they are all about. This is a
huge motivation. [...] Just like religion, my project theme. After passing one stage,
finishing articles and completing the difficult parts, you became interested and then kept
exploring it. [...] I think the biggest advantage of project-based learning is nourishing

your interest in learning a language. (Songhua, Interview #4, segment 151, 171)

If you are interested in something, you will want to keep exploring it. (Dewei, Interview
#4, segment 11)
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I can engage more with the project theme (I chose). It’s not like we are talking about an
issue in today’s class, but you are not interested in it at all. [...] I love to eat. So, when |
was thinking which project theme I’'m going to do, I chose “Turkish Cuisine and Culture”
without any hesitation. (Pingyu, Interview #4, segment 11, 291)

As per student-oriented pedagogy, students were empowered to adjust the content of the module
to satisfy their learning needs.

I like to listen to music, yeah, and besides... in that module, it says we have to perform a
traditional folkdance for the final project. So, for the folkdance part, I didn’t plan to
perform, but | decided to integrate music with dance. And | immediately thought of the
“Red Bull” performance I watched [in Turkey]. (Yihan, Interview #2, segment 233)

Some of the students even created a new module to discuss the theme they are interested in. For
example, Peiwen created her own module to discuss the social roles of Turkish songs and music
styles. Another student, Tianshang, was interested in the history and social movements of
Turkish LGBTQ groups. In 2019, Taiwan became the first Asian country to legalize same-sex
marriage, which inspired him to delve into the differences between Taiwan and Turkey in terms
of LGBTQ rights. He also created a new module to talk about this theme.

This time I created a module called “Turkish songs” for my project. I didn’t choose other
themes that the teacher gave us. I know there is a theme called “Music,” but that isn’t
what | wanted. | know myself. So, my interest was a starting point. | love to listen to
Turkish songs. When | am listening to Turkish songs, people around me cannot
understand it... Turkish songs are just awesome! (Peiwen, Interview #3, segment 83)

It [Project-based learning] was difficult in the beginning. But after reading for a while,
you will find your own direction based on your interests. Then... after heading in that
direction, you will have more motivation to keep studying. Otherwise, if the reading and
subject are boring, it would be very hard to keep going. (Tianshang, Interview #4,
segment 51)

| know it [reading legal texts] is very difficult, but then you will realize it is a foundation
for interest, otherwise the project will be so empty. This is the theme | chose for myself,
so | am willing to dive into it more deeply. It [the theme of LGBTQ rights] is also my

interest, an interest that can support my learning. (Tianshang, Interview #4, segment 55)
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In sum, interest was a significant factor in maintaining ongoing learning engagement. Although
students may face many challenges, they were willing to overcome difficulties and to devote
time to exploring issues they liked and were interested in. Additionally, learners adapted learning
content and direction according to their needs. Project-based learning further strengthened
students’ intrinsic motivation and engagement, encouraging them to continue learning Turkish.
As Songhua mentioned, “the key point of continuous learning is interest, which is kind of the
answer for my own confusion about the reason for learning it [ Turkish]” (Songhua, Interview #4,
segment 419).

Students also developed their own perspectives on learning Turkish based on interest.
Given their different backgrounds and social roles, participants felt that learning Turkish has the
following values.
Source of Pleasure

Adult students’ learning followed their own interests. When students felt enthusiastic
about Turkish, their learning attitudes also became positive, regardless of the challenges and
difficulties they encountered. Especially when immersed in student-centered pedagogy, they
displayed strong engagement with their learning. Although projects might have required a
greater time investment, they still enjoyed the process very much.

Project selection is based on our favorite themes. While researching, | can learn the

language at the same time, which makes the learning more enjoyable. (Songhua,

Interview #4, segment 419)

Of course, I’'m so happy because I can choose what I want for the project. The project

theme is one I’m interested in and one I can easily access. (Ruyi, Interview #4, segment

16)

Learning Turkish is so fun. In the two weeks | was absent, | felt so awful. (Pingyu,
Interview #4, segment 307)
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Students also felt satisfied because they could learn something different and acquire knowledge
through Turkish that people rarely know. They felt they were equipped with a unique skill that

others do not have.

| can read some information in Turkish that Mandarin Chinese cannot tell you, which
makes me really happy. This means | can utilize foreign languages to learn things that
Mandarin Chinese doesn’t teach. This makes me proud, and it’s why I’m studying a
foreign language. (Longtai, Interview #4, segment 275)

Moreover, learners feel happy and contented as they either acquired knowledge or achieved
certain goals. As Meiling mentioned in her interview, the source of her happiness came from her
significant progress when doing her projects.

The feeling of happiness... is because I finally got my answer after listening to that radio
program almost 30 times! My strategy was to keep listening. I just kept listening. I turned
on my laptop, listening again and again. I didn’t write while listening. No. I just paid
attention to it. [...] Then I seemed to understand. [...] Finally, while I was listening, I
could catch up [with the speaker]. | knew he finished this part and which part he was
talking about. In fact, | was very happy, really really happy when that happened. It
seemed like | was really progressing. (Meiling, Interview #4, segment 59)

In addition, students also felt joy from interactions with peers and Turkish native speakers as
they could finally communicate in Turkish. These meaningful interactions signified that students
were recognized as part of the Turkish community and regarded as cultural insiders by native

speakers.

Actually, I was shocked yesterday because... Yihan said a [Turkish] sentence, and |
could totally understand! I was astonished, thinking “How could I understand?”” (Meiling,
Interview #4, segment 175)

| understood [the message from my classmate written in Turkish]. He said he is in Tainan
now and will return to Taipei today. I couldn’t believe that I understood. I even copied
and pasted the message into Google Translate, and it was what | thought! Kind of fun. |
was surprised today, yeah. (Meiling, Interview #4, segment 219)

When you can communicate [with Turkish native speakers] and when | can understand
what they are saying, | feel very happy. (Yihan, Interview #2, segment 195)
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I feel so happy every time I interact with Turkish native speakers, because I’m really

using this language. This isn’t just a language in textbooks and notes only. Besides, I’'m

not really good at listening and speaking. Most of the time we message each other. | can

look it up if I don’t know how to say something, and they feel surprised and say, “You

are so Turkish!” And I feel so happy. (Pingyu, Interview #4, segment 191)
As Pingyu noted, Turkish is no longer a language spoken only in the classroom. When students
began to use Turkish as a communication tool, this meant that what they learned was integrated
into their daily lives. Using this language gave them a sense of satisfaction and achievement,
leading them to invest more in Turkish.
Stress Relief

Many adult learners interested in self-directed learning may use it as a form of stress
relief. For them, learning is not a burden but a relaxation. In addition, student-oriented pedagogy
redefines the meaning of learning because students are empowered to control their own learning
pace and adapt the content, eliminating the stress of the learning process. In their interviews,
students mentioned the conflicts between work and learning. Most challenges resulted from
insufficient time and overwhelming work stress. However, their strong interest in Turkish
supported them in continuing to spend time on this language, and they felt that learning plays a

role in stress relief.

| feel relaxed, yeah, because the teacher did not pressure us too much and let us learn at
our own pace. (Yihan, Interview #2, segment 48)

Actually, I can be very relaxed. I mean you don’t have to give yourself too much pressure

because the teacher already told us that at this level, you have your own plan, but you still

can adjust it according to your situation. (Jianhong, Interview #4, segment 19, 23)
Jianhong worked as a doctor. Due to his busy schedule at the hospital, he commented that self-

learning is his preferred method for studying foreign languages because it gave him more

freedom to adjust his schedule and obtain learning resources independently.
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I usually learn on my own, so | like the feeling of self-control... After all, the aim of
language learning is based on interest. So, | think controlling the learning content and
methods on my own is... I feel it’s like a duck to water. (Jianhong, Interview #4, segment
43)
Jianhong used the expression of “like a duck to water” to indicate that the student-centered
approach is well-suited to his busy lifestyle. Longtai shared a similar sentiment. As a middle-

aged student, he also argued that learning can help relieve the various pressures of life.

Because you like it, learning sometimes is also a way of relieving stress. Simply reading
books is also a kind of learning. (Longtali, Interview #4, segment 99)

Adult learners saw language learning as a way of relaxing. Unlike full-time students, they did not
have pressure from exams, diplomas, or family expectations. They learned Turkish because they
liked it. Even though they were busy during the day, they still liked to attend three-hour classes
once a week.
Life Enrichment
Adult learners emphasized the importance of learning a new thing or skill. It did not
matter if they could apply Turkish in their daily lives. What was important was that learning a
new language enriched their inner world. Turkish became an indispensable part of their lives,
and as they learned something they liked, learning also created new meaning for them.
After you leave school, learning becomes a kind of nourishment. [...] When you are
learning something new, you will have more excitement in your life. It is very important
to know why you want to learn and what you can learn. (Tianshang, Interview #2,
segment 59)
If something new comes into my life, I can live better. If my life is the same as usual...
Some people say this is the character of an Aquarius. I constantly need new things.
Otherwise, life would be tiresome. I don’t want my routine life. I always tell people I
want to be a hermit, but even so, I can’t live without the Internet. When you run into
anything you don’t know, this is a chance of learning. Learning for me doesn’t mean you

have to specialize in something. But it’s very important for me to learn new things.
Otherwise, my life would be so boring. (Tianshang, Interview #4, segment 99)
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Sometimes it’s just like work, life, work, life... trying to balance... I think learning
should be continuous. (Dewei, Interview #4, segment 67)

My work situation is more like half-retirement. If I don’t learn something new, you might
just gossip with friends or have no regular patterns in your life. In contrast, when I’'m
learning [Turkish], firstly, it makes my life more structured. Secondly, | have a goal.
Thirdly, I have a small sense of achievement. [...] It’s very exciting to learn a new
language. (Longtai, Interview #3, segment 203, 255)

After learning over time, you feel your life becomes enriched while you are working. [...]
For my quality of life, I have to learn new things. This interest [learning Turkish] might
support and enrich my work. I can’t know that now, of course. (Longtai, Interview #4,
segment 19, 23)

| feel my life is more fruitful, because it has something new. Yeah, your life is not just

like going to work and then going home. [...] I realize I have to go to class, or I will hang

out with my classmates for dinner. It seems like I have more things to do. But what’s

more important is | can learn something new. (Meiling, Interview #3, segment 243)

There is a goal, and there is something | want to do, and | can organize every week.

Aside from work, I’m also learning, which is different from work. Work has its progress.

When you finish, you’re done. But learning is beneficial for myself, and I learn new

things. Every week is different. [...] I feel I made some progress. But no matter how

much progress I made, it’s important to learn something new, yeah! [...] There is a

proverb that says, “You’re never too old to learn something new.” This is an attitude

toward learning. Enrich yourself no matter when; it makes your life more colorful. (Ruyi,

Interview #4, segment 10, 29)

For adult learners, learning was a process to enrich their lives and work. With respect to
their tedious work life, learning was a great opportunity to acquire new knowledge. Even though
they felt pressure from family and work, they did not see learning as a burden but a source of
pleasure and enrichment as well as a means of relieving stress.

Thus, interest was an indispensable motivating factor for adult learners to invest in
Turkish. As diplomas and scores were not their first priority, learning became stress-free. In
addition, project-based and student-oriented learning satisfied their learning needs. Although

they may not have been accustomed to this learning method in the beginning, their passion about

Turkish pushed them to persevere. More importantly, beyond their enthusiasm for Turkish,
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students also shared their vision of the future. Each learner had targets and an imagination of the
future that influenced their investment in Turkish. The next section analyzes what visions adult
learners had, what they did to achieve their goals, and how their vision influenced their
investment in language learning.
Future Outlook

In conceptualizing the relationship between investment, desire, and imagination, Darvin
and Norton (2015) argued that “learners invest because there is something that they want for
themselves” (p. 46). Based on desire, language learners envision what they want to become
through language learning. In a stress-free learning environment, students’ learning is closely
connected with their desires. Desire also opens up new possibilities for the future through
imagination. To achieve their goals, language learners invest because they believe Turkish can
realize their imagined vision. This section discusses the identities Taiwanese students of Turkish
constructed within the Deep Approach (DA) pedagogy.
Lifelong Learners

Lifelong learners refer to learners who are motivated to learn, are metacognitive about
learning, and can manage their feelings and available resources effectively (De La Harpe &
Radloff, 2000). With strong intrinsic motivation, lifelong learners have the ability to manage
time and effort efficiently, to create learner-friendly environments, and to proactively seek
learning resources. In my study, students felt that learning Turkish is a continuous action that can
be extended to their leisure time and the future. As lifelong learners, the participants regarded
learning Turkish as part of their lives. They believed that learning should not be restricted to the
present. In her interview, Peiwen explained her views on lifelong learning.

| think whether you want to continue developing this interest depends on your attitude
because | think to stick with it long-term, you have to treat it like a hobby. If you act like
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“Okey, I paid the tuition today, and I came here simply to listen to what the teacher says,”
you will never learn anything, especially with the [project-based] learning style. [...] ]
think I will be interested in this language and country for my entire life, and I will never
stop learning this language. (Peiwen, Interview #3, segment 63, 219)
As a middle-aged businessman, Longtai has a different perspective on learning from young
college students. he declared, “the meaning of learning will not disappear with age” (Longtai,

Interview #4, segment 19). He also noted,

You have to know the motivation and spirit of learning. Put age aside. Learning has
nothing to do with age. (Longtai, Interview #4, segment 207)

In fact, finishing formal education doesn’t mean an end; it is the beginning of real
learning. This is fundamental. First, learning is because of job needs, regardless of which
areas one works in. Second, your life interests. For example, you like to listen to music.

You don’t just listen but also understand its back story. This is also learning, even though

you don’t master music. (Longtai, Interview #4, segment 99)

Students saw themselves as lifelong learners because they merged Turkish with their
daily lives. No matter what it was used for, they understood Turkish as a tool to communicate,
understand each other, acquire knowledge, collect information, and even satisfy job
responsibilities.

Knowledge as an Asset for the Future

After learning Turkish, students saw the knowledge they acquired from the projects as a
personal asset. As mentioned, most of the students in this study did not have specific reasons to
learn Turkish; rather, they invested in Turkish as an asset for use at some point in the future.
Within the Taiwanese social context, the investment in a foreign language is significantly
beneficial for adult learners. Taiwan is a highly competitive society. The more skills one has, the
more opportunities are available to them. In an environment where most people speak English as

their first foreign language, learning a less commonly taught language like Turkish as a second

or third foreign language gives a great advantage. Having this asset ensures their unique roles in
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society. Although they may not know when they can use Turkish in the future, the uniqueness of
learning roles as Turkish language learners is a significant incentive for them to invest more.

Currently, there are no specific functions or goals, but I imagine in the future... Just like

my dad said, what you are learning now will become your own knowledge. You will use

it one day. (Yihan, Interview #2, segment 253)

After having already finished half of the project, | suddenly decided to change the topic. |

just felt... kind of like I was wasting my time. But later on, I felt I wasn’t wasting time.

Although I couldn’t present what I did to my classmates, the stuff I had been doing

became my own knowledge eventually. (Pingyu, Interview #4, segment 295)

Say a student speaks Turkish very well. Instead of being a teacher, she may want to

become a theater actress in the future, right? It develops a second [skill]. I like to

perform. [Being able to speak Turkish] may help me to get a job. (Longtai, Interview #4,

segment 227)

We learned study methods from the class. At least when | study by myself in the future, 1

will know some strategies. | can take out my notes or consult reference books that remind

me of what the teacher said. And | will remember things. (Meiling, Interview #3, segment

215)

According to the students, knowledge of both the language and learning methods are
assets that can be applied to their future lives. After learning Turkish through the DA pedagogy,
the student-oriented approach cultivated them as independent learners. They learned how to
search for resources and create knowledge, laying the foundation for independent, lifelong
learning.

Positioning for the Future

Whether students commit to learning a language is based on their hopes for the future and
their imagined identity (Norton, 2016). In the process of learning Turkish, students created a
vision for the future. They expected Turkish would help them achieve imagined goals. While
learning Turkish, they imagined the roles for their future selves. Each of their visions was

informed by personal life experiences. Positioning for the future gave students an imagined space

that encouraged them to invest time and effort into learning Turkish.
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Yihan worked in a travel agency. She described her experiences at the airport when
bringing clients to Turkey. Her job created an imagined identity that she wished to assume
through Turkish.

Initially, the reason | wanted to learn Turkish was because when we were at the airport in

front of an airline ticket counter, | saw a Korean tour leader. A lot of Korean tour leaders

can speak Turkish. Instead of speaking with local Turkish tour guides, they usually
communicate directly with staff at the ticket counters. That Korean tour leader was not
asking for anything. They were just chatting with the ground crew employee. | wanted to
be like him because it looks really professional in front of clients, like I really know my

job. (Yihan, Interview #2, segment 193)

In addition, Meiling’s vision was based on her past travel experiences. She liked to go
shopping in traditional Turkish bazaars. Her vision was very simple and practical. Understanding
prices was her priority for learning Turkish.

At that time, my goal was when I went shopping... you may need to bargain. I need to

understand prices, not to mention asking for directions—at least | have to understand

numbers. (Meiling, Interview #4, segment 103)

She even set a learning goal to achieve before visiting Turkey again.

At least | needed to set goals for myself for how far I would progress in Turkish this year,

so next year | can [do whatever | want]. Now it is like | am setting an annual goal.

(Meiling, Interview #3, segment 271)

Tianshang was working at a Turkish airline company. Foreign languages played a
significant role in his life. He graduated with a degree in French and pursued work related to
foreign languages. His first job was at the front desk of a well-known hotel where many
foreigners stay in Taipei. He then worked for several airline companies. Tianshang held a
different perspective from his classmates on foreign language learning.

When visiting a country, I don’t like when people don’t speak in the local language, like

greetings or simple words. I would feel awful. Like I’ve been to Vietnam once. I don’t

know Vietnamese. It’s not hard and English is also acceptable there. But I just feel like I

don’t respect their culture [if I don’t speak in Vietnamese]. Maybe it’s like what French

people think: “When you come to my country, at least you need to know how to say
‘Hello’ or ‘Thank you.’” (Tianshang, Interview #1, segment 75)
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Tianshang aimed to improve his Turkish to learn more about the attitudes of Turkish people,
such as “How do they think about current social issues?,” “What is the younger generation
interested in?,” and “What are their social taboos?” Although he was working at a Turkish
company, he was afraid of striking up a conversation with his Turkish colleagues as he was not
sure which topics were appropriate. The aim of learning Turkish is to understand the local
people’s mind.

Imagine you are walking down the street in Turkey. You want to know what they’re

thinking. [...] Like what are young people thinking? What are old people thinking? Even

their tones and manner of speaking... It seems like you’re spying on their thoughts like

paparazzi. (Tianshang, Interview #4, segment 75)

Moreover, he believed that learning Turkish showed respect for and interest in their culture. He
also wished to broaden his worldview by learning a different language.

My other Taiwanese colleagues haven’t learned Turkish. Why I am learning? I haven’t

even told my Turkish boss I’m learning. But I mean, if you visit a country, if you don’t

know how to speak their language, I think it’s very rude. Of course, this is my opinion
after | travelled. And as | said, when you begin to learn English or French, you realize the

world you’re seeing is different. (Tianshang, Interview #1, segment 55)

Tianshang expected to discover different things by learning a foreign language. His vision for the
future was established on his investment in Turkish language.

Sihao had a Turkish girlfriend. For him, communication was the most important reason
for learning Turkish, particularly since his girlfriend did not know much English. Like
Tianshang, Sihao also claimed that learning a foreign language shows respect to local people. He
wanted to understand more about his girlfriend as well as to introduce Taiwanese culture to her.

When | say Turkish phrases to her, she feels so happy and surprised. For example, after

she takes a shower, | say sihhatler olsun®... She can feel that I care about her when | use

her native language. Of course, | can share my own culture, too. (Sihao, Interview #1,
segment 375)
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Ruyi worked in a government office for more than 20 years. She visited Turkey almost
every year and regarded these trips as a way to relax. She even told me that she planned to stay
in Turkey for several months a year after retiring. Ruyi had many Turkish friends. Given her
future retirement plans, adapting to local life is important. To make her future life easier, Turkish
became an important tool.

I would like to know [about Turkish culture], because I think I will have to be involved in

local activities in the future. [...] I am actively trying to understand their culture. I ask

[Turkish people] questions if I want to know more. Yeah, when you want to know and

understand more, you ask. (Ruyi, Interview #4, segment 114)

Songhua was a freelance graphic designer who designed and created pictures for name
cards, postcards, and book covers. She did not have any Turkish customers nor any Turkish
friends in Taiwan. Her interest in Turkish began with a one-month backpacking trip in Turkey in
2018. Travelling and exploring an interesting culture prompted her to learn Turkish.

| went to Malatya.” [...] Local people’s English is not very good, so when you don’t

know Turkish, it becomes very difficult to do anything. Yeah, | was a little bit angry and

thought, “Why don’t they learn English?”” And then I started reflecting and realized this is
not the correct attitude at all! When we visit their country, we should learn their

language, right? How can you blame them if their English is not good enough? (Songhua,

Interview #1, segment 171)

One year later, she acquired extensive linguistic and cultural knowledge through project-based
learning. Her vision for the future expanded. In addition to exploring a different culture, she also
started paying close attention to Turkish politics and international relations. She then decided to
be a diplomat. To further improve her Turkish, she flew to Turkey again to attend language
courses by herself.

One sentence to summarize my relationship with Turkey: It’s still going strong. In the

beginning, | started learning Turkish just because | went to Turkey once. | became

curious about the culture and planned to visit Eastern Turkey again. Later, | got it into my
head to take a diplomacy examination. I studied Turkish diligently for the exam. My

speaking is not very good, so | went to Turkey again for a language class. | met more
Turkish friends. I wanted to improve my Turkish so we could understand each other...
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My relationship with Turkey is becoming deeper and deeper. And it’s still going on! All |

want to say is that Turkey has significantly changed my life, pushing me to try something

I’ve never thought about. After learning Turkish and visiting Turkey again, I feel more

welcome. It’s very comfortable to live there. It appears that Turkey has become my

second home. (Songhua, Interview #4, segment 395)

Based on the interviews, each student had a different vision of their future self. Their
goals and desires created their imagined identities. Identity is regarded as an understanding of
possibilities for the future (Darvin & Norton, 2016, p. 25). In order to construct their imagined
identities, they began to invest in Turkish and to set learning goals. Darvin and Norton (2015)
argued that through desire and imagination, students are able to invest in learning that can
transform their lives. In the next section, I touch on how the participants established their
learning goals to achieve their visions for the future.

Goal Setting

In a traditional language classroom, students rarely set their own learning goals. Under a
teacher-centered and exam-oriented educational system, students usually focus on how to earn
higher scores on exams. They may not think about how a language can help them in the future,
let alone how this language can construct their imagined identities. However, within the
framework of the DA pedagogy, language learning is based on students’ interests. Language
learners feel encouraged to achieve certain learning goals that represent important milestones in
their learning process and that can help them construct imagined identities.

Ruyi also emphasized the importance of goal setting. She argued that interest and goal
setting have a mutual relationship. When learners are interested in Turkish, they set goals and try
to achieve them; at the same time, setting goals motivates learners to do more for their language

learning.

You have a goal, just like in a work schedule. You have a goal about what you are going
to do this year, what you probably will do next year, and then... You need to be
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interested [in what you’re doing]. It’s not helpful if you are not interested. Because you
are interested in Turkish, you are here to learn. (Ruyi, Interview #4, segment 59)

Peiwen and Meiling created several goals for their projects. They tried to challenge
themselves to discover how far they could go.

| planned to present my project in Turkish. | set a goal for myself, yeah. Although it
sounds like a dream, | wanted to set a goal for myself. This method can push you
forward. If you are just doing the same thing as before, you won’t see the value of
progress. [...] While presenting my project, [ wanted to present the information in
Turkish as my goal... I wanted to share Turkish songs in Turkish. (Peiwen, Interview #3,
segment 83, 135)

My original goal was to interview people without reading transcripts [during the

presentation]. [...] I planned to interview people and asked interviewees questions

without any transcripts. This was my initial aim. (Meiling, Interview #4, segment 388)

Longtai was very interested in history, especially the history of the Ottoman Empire and
Central Asia. He set several learning goals for himself to read historical texts and to ultimately
discuss history with Turkish people. His learning goals focused on proficiency in reading and
speaking.

I am working very hard to keep chatting with [Turkish] people. Hopefully one day I will
be able to speak Turkish for three minutes. (Longtai, Interview #3, segment 23)

At least you can read short articles independently. This is very important. You know how
to find resources and how to speak. (Longtai, Interview #3, segment 259)

It is better for you to have basic proficiency, which will make it much easier to
communicate with others. First, I need to know more vocabulary and phrases. [...] Three
years after beginning to learn Turkish, I’ll see if I can write short Turkish sentences or
articles. Why this timeframe? Based on my experience with learning Japanese, you need
to take three to five years. What you learn from school may not be enough, but that is an
important foundation to help you read other authentic materials, such as newspapers. If |
can read newspapers in three years, | will know topics | can chat about with others.
(Longtai, Interview #4, segment 183, 191)

Songhua also established goals for her speaking ability. In an interview, she was asked
about her learning experiences when preparing for a task with her teammates. In the task,

Songhua needed to create a real-life scenario and write a dialogue. This task was designed for
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students to learn vocabulary, phrases, and sentences in specific contexts. When sharing how she
worked with her teammates for this task, she mentioned her short-term and long-term learning
goals.

My expectation was that [ would remember all [of the dialogues]. I didn’t want to read

the transcript. This was my expectation. [...] Of course, I hope one day I can talk like

this. For now, for this task, my short-term goal was to speak without reading the
transcript. [...] ’'m not sure when I will be able to use Turkish with my own sentences. |
mean, actively applying this language rather than learning it passively. (Songhua,

Interview #3, segment 163, 167, 235)

In summary, through the DA pedagogy, students created goals for their Turkish. Goal
setting also provided them with a vision for the future. Although some of their learning goals
were not fully achieved, they still tried their best. Whether or not they successfully reached their
targets was secondary to how they acted and exercised their agency in the learning process. The
DA pedagogy empowers students to scaffold knowledge at their own pace. Once students reach a
certain stage, students challenge themselves to continue to the next one. Desire and imagination
not only encourage students to invest more but also construct their imagined identities (Darvin &
Norton, 2015; Norton, 2016). Even though students encounter numerous difficulties that can
impact their learning, they are willing to accept challenges to realize their vision.

In the next section, | discuss which challenges adult learners encountered. These
challenges played a critical role in constructing their learner identities. It is worth noting that
their challenges were not the same as those of full-time students. Their identities as Turkish
language learners might be challenged by the social environment of Taiwan, imbalanced power
relations at the workplace, or unpleasant learning experiences. Therefore, | use several different
perspectives to interpret the major challenges they faced and how these influenced their

investment in Turkish.

Conflicts and Struggles
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From a poststructuralist perspective, identity is fluid, multiple, and conflicting (Darvin &
Norton, 2015, 2016; Norton, 2010; Norton & Toohey, 2011). How learners invest in foreign
language learning is associated with a dynamic negotiation of power and ideology in different
fields (Darvin & Norton, 2015, 2016). For adult learners, power relations are not present only
within the classroom but also in other realms, such as the family and workplace. When students
position themselves in different contexts, conflicts from power and ideologies result in a struggle
to define an identity.

Most researchers (Darvin & Norton, 2015; Norton, 2013; Norton & Toohey, 2011) have
emphasized the necessity of examining identity categories like race, class, gender, and sexual
orientation to understand inequalities in access to language learning. However, in this study,
adult learners display different identities. As all of my adult students graduated from school and
were working, their language learning process and life experiences were closely interrelated.
Adult learners live complex lives and play a variety of social roles. Previous life and educational
experiences mold who they are. In contrast to full-time students, they have more multifaceted
identities according to the changes in their lives. Therefore, when analyzing their struggles for
identity, several aspects—particularly the educational and social context of Taiwan—need to be
taken into account.

Transition Period Between Two Learning Approaches

The most obvious struggle that adult learners mentioned is the one between old and new
learning approaches. In the beginning, students struggled to adapt to the DA pedagogy because
they retained the habitus acquired from previous experiences. The clashes between old habitus
and new habitus resulted in a transition period during which students not only adjusted their

learning methods but also changed their perspectives on language learning. According to



123

Bourdieu’s theory, habitus is a form of people’s lasting dispositions, trained capacities, or
structured propensities regarding how to think, feel, and act (Navarro, 2006). Habitus provides a
conceptual approach to analyzing how and why language learners act a certain way. Formed by a
prevailing ideology, habitus teaches learners which ideas and actions are appropriate (Darvin &
Norton, 2015). Habitus is not fixed or permanent. It varies across time, location, and culture
(Navarro, 2006). When students enter a new field where a different ideology predominates, their
old habitus may either adjust or restrict their behaviors. Identity is therefore a struggle to inform
language learners’ habitus.

Before implementing the DA pedagogy, students experienced teacher-centered and exam-
oriented learning methods. Following Confucianism and credentialism, examinations are
considered the most efficient way of learning in Taiwan. However, an efficient learning
technique does not mean that the learning is effective for students. When asked about their
experiences of learning English at school, most participants reported feeling stressful,
unmotivated, and unhappy.

I used to learn languages just for exams. [...] Learning English is for exams. (Songhua,
Interview #2, segment 27, 131)

To be honest, I always felt unhappy during the language learning process. [...] The
learning topics were designed by others. It was impossible to know what they [topics]
were. My [English] language skills are not good enough. | wanted to learn languages, but
I didn’t know what I was going to learn. I didn’t know my goals. I was also not sure if
I’m really interested, so, I didn’t feel engaged in the process. [...] Take English as an
example. In Taiwan, we take a long time to learn English, but our English education is
still criticized because teachers’ lectures are not lively and engaging. They transmit
information in one direction. They don’t give students the opportunity to provide
feedback. They just keep talking about grammar without letting students practice or write
short essays. Students just read repeatedly. [...] No matter what the teacher taught you,
you just listened and followed. (Songhua, Interview #4, segment 23, 31, 43, 63)

Lots of pressure. For example, we had to memorize lots of vocabulary and read a lot of
articles. Something like that. [...] Say we are learning a new grammar structure. What we
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do is drill over and over again, doing lots of practice and so on. (Yihan, Interview #2,
segment 46, 98)

Our previous learning materials were standardized... I am someone who doesn’t like to
be restricted, so I would feel stressed. I mean I would think “Oh, God! Am I gonna get
left behind?” This is what | was worried about. (Peiwen, Interview #3, segment 7)

Previously, it was always teachers... Teachers taught us grammar. We listened to them in
class or they gave us practice. It is a foundation. Grammar is a foundation. But sometimes
you might miss class, and next time you would probably not be able to keep up. If you
didn’t try hard to keep up, you would be left behind. (Ruyi, Interview #4, segment 31)

I think my English is not good because when | was learning, my teacher liked to make
fun of me. Yes, that teacher liked to make fun of me in class. Then | started hating
English. (Meiling, Interview #3, segment 283)

The most common approach was to memorize the whole English textbook. What I didn’t
understand was that when | wrote down the whole sentence, the teacher deducted points
just because of the punctuation! Do you understand what I mean? I really don’t get it.
[...] Rote memorization doesn’t make any sense. [...] People used to correct my
pronunciation when | was learning [English]. After a while, I quit. Yeah, | stopped
talking. [...] We used to memorize things when learning languages. Rote memorization is
not fun at all. (Meiling, Interview #4, segment 91, 99, 203)

Students felt that learning Turkish with student-centered and project-based approaches was an

innovative way to learn a foreign language. They were excited about choosing their favorite

learning content, which was nearly unheard of in their previous learning environment. However,

some students preferred someone to establish guidelines for them. They regarded themselves as

learners who need the teacher to urge or guide their learning. In the previous learning process,

they knew what topics they would learn each week, which made them feel relieved. They were

afraid of losing their learning direction if the controlled their own learning. Based on the

following responses, adult learners attempted to balance the old and new learning approaches

and had a contradictory mentality as a result of the struggle between their learning identities.

In previous learning methods, | knew which grammar | would learn steadily and how to
apply it well. But in the situation now, even though | watched grammar videos and | did
learn, we are not continuously repeating and practicing it like before. So, even though I
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learned it, | still may not be able to use it precisely. (Songhua, Interview #4, segment
179)

It is an advantage for us to choose reading materials by ourselves. But for grammar
learning, it turns out.... I can’t keep my own pace. First, I can’t set a pace. We used to
learn through textbooks that we heavily relied on. | had a sense of how to keep my own
pace. But when reading articles [in the project-based approach], I can’t always focus on
[grammar]. When learning a grammatical structure today, | like to practice more [before
knowing how to apply it]. This is kind of a big shock for me. (Tianshang, Interview #4,
segment 15)

I can get used to it [the student-oriented approach]. But if there were another option, |
would still like someone who can push me... That would be more efficient. [...] Because
of our previous learning methods, | want to learn more from my teacher. | always feel my
grammatical knowledge is not enough. I can’t understand articles. I think [ am very
passive. | still need someone to push me. [...] To be honest, I feel confused because I still
want to be within a structure where | can systematically learn grammar, but of course |
won’t exclude the student-centered approach as a way of organizing my personal learning
in the future. (Yihan, Interview #2, segment 36, 38, 264, 268)

It [The student-centered approach] becomes an autonomous way to learn languages. But
[it would be better] if someone can lead us. In my personal opinion, leading us is still
somewhat important. (Dewei, Interview #4, segment 235)

In my opinion, it seems good to make our own decisions about learning, but | feel
ambivalent. Because it gives you freedom in learning, you may think “I’m very busy this
week, let me do [that task] next week.” But sometimes you are also busy next week. Then
you may postpone your learning schedule. Ultimately, you have to be the one who can
effectively manage your time and determine the progress of your learning. [...] I couldn’t
get used to it in the beginning because I still hoped | would gain something from the
teacher. The previous learning style let me know which grammar structure | learned or
what assignments | needed to do or review during the week. What | had to do was clear.
When you completed your work, you would think “I finished this week’s tasks!”” But now
I feel that in this learning approach... your schedule is prolonged. You have to make
good use of your time and organize your time well. But, overall, | still feel great after
finishing my projects. (Pingyu, Interview #4, segment 11, 23)

| become lazy easily, so | probably still need someone to push me. Each class has a
specific topic... I prefer the traditional learning style. [...] I don’t know which direction I
should head in. However, | am also ambivalent. I like to ask questions | want via Piazza.®
I like it, but I can’t explain the reason. (Sihao, Interview #3, segment 23, 87)

| like self-learning, but sometimes I also get lazy. For an adult learner, the reason is
fatigue from work. Yeah, just like college students who have too many extracurricular
activities... so I think sometimes having someone to push me is beneficial. (Jianhong,
Interview #4, segment 78)
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Actually, it was a little hard to get started in the beginning. For me, there were no specific
steps | could follow. I needed to organize steps on my own and find the resources |
wanted to learn with. Initially, I would think “Where am I going to find these?” I was a
little bit confused. But when | discussed with classmates or referred to the resources that
the teacher gave us, | suddenly realized that it [the student-oriented approach] is a better
learning approach that gives autonomy to students. Students are not regulated. They need
time to get used to it, of course. [...] Taiwanese students need time to adapt. It is a little
hard for them because everyone gets used to the situation where the teacher provides all
materials. (Peiwen, Interview #3, segment 31, 63)
Most students mentioned their initial ambivalence toward the DA pedagogy. Influenced by their
previous habitus, students still regarded grammar as an important opening to language learning.
Some students felt grammar should be learned topic by topic. In order to adeptly use specific
grammatical structures, they felt it was necessary to drill and to have someone (e.g., their
teacher) to give clear instructions because they were sometimes confused about their learning
content. However, their strong interest in Turkish made them willing to try a new learning
approach that provided them with an autonomy they had not experienced in previous learning
contexts.

The transition from an old to a new learning approach explains the strong conflict
between adult learners’ identities. To better analyze these struggles, the learning context of adult
learners must be considered. Self-learning provides adult learners with more space to exert
agency, but they also need more time to organize materials on their own. Adult learners usually
have professional commitments, and insufficient time to study may cause them to lose focus on
learning. Although teacher-centered approaches may create pressure, it is easier for adult learners
to review their learning progress. Pressure from the teacher may also help them to learn more,
especially when they have a busy work schedule. These pros and cons demonstrate that adult

learners accept student-centered approaches and understand their advantages, but they also feel

that the outcomes of teacher-centered approaches can facilitate their learning to an extent.
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Reticence

This section proposes two major reasons why Taiwanese adult learners prefer not to
speak Turkish. To provide a complete picture, I briefly explain participants’ social contexts.

In my study, Yihan and Tianshang were the only two students whose work related to
Turkey. Compared to their classmates, they had more chances to speak and practice Turkish.
Yihan was a tour guide who led tour groups to Turkey several times a year. While in Turkey, she
worked with a local travel agency and Turkish tour guides to organize itineraries for Taiwanese
tourists. In Taiwan, she met with Turkish friends. Moreover, due to her job, she also knew more
about Turkish culture than her peers. When her classmates had questions about Turkey, they
would ask her. She also loved to share interesting information regarding Turkish culture.
Tianshang, on the other hand, worked at a Turkish airline company. His job was to develop new
customer bases and discuss the possibility of business cooperation with other companies. His
boss and most of his colleagues were Turkish; thus, his office was a Turkish-speaking
environment. Although Tianshang had only studied Turkish for one year, working with Turkish
people helped him understand basic vocabulary and sentences quickly.

In some work environments, adult learners would deliberately choose not to demonstrate
their Turkish speaking skills. Their investment in Turkish diminished as they realized it posed a
conflict to power relations. Power and conflicts of interest can occur in the relationships between
language learners and work partners. They operates at the micro-level of everyday social
encounters (Norton, 2013). For some participants, language practices became a site of struggle.
Yihan shared her experience of interacting with a local Turkish travel agency.

We bring tour groups from Taiwan [to Turkey]. We are tour leaders, and there’s a local

tour guide and a driver. The three of us have a very special relationship. | mean,

sometimes the three of us have to work together, but sometimes... I represent Taiwan
[through the travel agency], and they represent local travel agencies. There is some
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information that we can’t tell each other. I mean we have to collaborate, but we also
compete. [...] Some people don’t know I can speak Turkish. Sometimes I have to
deliberately pretend I don’t know [Turkish]. Only when hanging out with my close
friends, I use Turkish. [...] Let’s say there’s a Turkish tour guide I don’t know very well.
Because I don’t know what kind of person he is, I won’t necessarily let him know [that I
can speak Turkish]. Or let’s say I know him very well, but he likes to play mind games. |
won’t let him know either. (Yihan, Interview #2, segment 126, 128)
For most language learners, language is regarded as a tool for making friends and exchanging
information. To shorten the distance between themselves and native speakers, they seize all
opportunities to speak the foreign language. However, Yihan’s example indicates that language
practices also have a close connection with learner’s work roles. She assessed the situations to
decide what information to share with her Turkish counterparts. For Yihan, her investment in
Turkish is closely related to who she interacted with and what occasions she was situated in.
When asked for additional information about her job, she added,
From the perspective of work, I feel our company sees me as a spy. Sometimes they want
to ask for a piece of information, but the local travel agency doesn’t tell our company.
Then our company will send me to find out the answer. For example, | went to some
restaurants privately to discuss the possibility of cooperation without telling the local tour
guide. Or let’s say we are working on a new travel plan, but the local agency doesn’t give
us details. In this case, our company will send me to discover new places, new
attractions, or somewhere else we can bring our tourists. (Yihan, Interview #2, segment
134)
From the viewpoint of Yihan’s travel agency, her Turkish skills are regarded as an important
symbolic resource that can help the company collect necessary information. As the only
employee whose Turkish proficiency is good enough to communicate with native speakers,
Yihan took advantage of this foreign language ability to achieve the company’s goals. As Norton
(2013) argued, when language learners speak, they are not only exchanging information with
native speakers, but they are also constantly reconstructing a sense of who they are. For Yihan,

interacting different groups of Turkish people conveyed different meaning. She was a language

learner when chatting with her close Turkish friends; however, she became a work partner when
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discussing travel plans with the Turkish local travel agency. Her different roles influenced when
and how to use Turkish. Her reluctance to invest in Turkish was based on business
considerations. To protect the company’s confidential information, she preferred not to speak
Turkish with people she did not know well. Conflicts of interest with local people therefore
played a critical role in Yihan’s investment in Turkish. For an adult learner like Yihan, the role
of Turkish is more than interaction; it becomes a tool that protects the business interests of a
company.

Similarly, as an employee who worked for a Turkish airline company, Tianshang also
had many chances to interact with Turkish people. Unlike Yihan, Tianshang spent more time in
an office. Power and professional relationships may significantly influence a learner’s
investment in a language. Tianshang described his work conditions as follows:

Most of my colleagues work independently. They have their own personal work goals to
meet. They don’t like to hang out with others. Some of my colleagues don’t like to invite
others to do things. I’'m not sure if it’s because of the character of Turkish people. I don’t
think they like to try new things. (Tianshang, Interview #4, segment 183)

My Turkish colleagues rarely ask me things about Taiwan. There is no interaction. Just
the other day, | wanted to know about politics. You could tell they were not very
enthusiastic. Then the conversation just stopped. Of course, another reason is that we are
at the office. It is not always appropriate to make small talk. We still have to work.
(Tianshang, Interview #4, segment 191)

We can’t even continue our conversation in English. Like I said, sometimes I wanted to
know what you did during the weekend. But the problem is I don’t even know how to
start a conversation in English, not to mention Turkish. | want to practice [Turkish] of
course, but I just don’t know how to start a conversation. Another new colleague who just
came this year may be much better, but we don’t see each other very often. We don’t chat
a lot. Besides, when you’re at work, you can’t keep chatting all the time. (Tianshang,
Interview #4, segment 175)

After all, we have employer-employee relations. No matter which country I’m from, |
still need to focus on my work. Especially when our relationship is not very close, [ won’t
talk too much about my life, my family. They also show indifference. Like our general
manager, he has family, so his family is more important. Let’s say one of our younger
coworkers. I know he goes to bars. But I’'m not sure if he... I am still not sure if I can ask
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“Hey, do you like to drink?” I feel they are not very straightforward in the workplace.
This is my own perception. Maybe I am just closing myself off, so I don’t spend extra
time chatting with them. [...] My younger coworker seems to not like Taiwanese and
Asian culture, so I prefer not to continue [the interactions]. [...] I also feel he doesn’t
intend to say anything more to me. For example, a few days ago, I asked him “What do
you think about [the Istanbul mayoral] by-election?”” He just said “Hm... I have no idea.”
I was like “His attitude is so conservative.” It felt like our conversation wouldn’t be able
to keep going. (Tianshang, Interview #4, segment 167)

In the office context, company culture may influence the language practices of a learner.
Company culture refers to a set of shared common values, attitudes, and behaviors of a company
and its employees. When Tianshang works in an environment like an office, company culture
and office atmosphere might impede him from investing in the language. In contrast to the
language classroom, the office is a workplace where efficiency and production are the top
priorities. Even though language learners intend to practice the language, they may feel reluctant.
The researcher asked Tianshang about their interactions during breaks or after work. He
described how he felt working at a foreign company as a Taiwanese employee.

I can’t go out with them for coffee, to be honest. Due to my work role, it’s not easy to
hang out with them all the time. They can hang out with each other. But they hired me to
manage the responsibility of developing [the customer base]. So, I can’t really say “Hey,
let’s get some coffee!” because I have my own work stress. (Tianshang, Interview #4,
segment 203)

When you didn’t achieve work goals, you know you can’t get distracted anymore. Even
though they achieved goals, or our performance is satisfactory enough, I still have my
own pressure in hitting goals, the pressure | put on myself, and that makes it impossible
to have coffee with them for 30 minutes. From the perspective of work, I just can’t. [...]
Life is life. Work is work. If I think my coworkers don’t cross that boundary, I also won’t
try to do so [by chatting with them]. (Tianshang, Interview #4, segment 207)

[Learning Turkish] can break down barriers for sure, especially in our workplace. This
could be considered my original purpose [for learning Turkish]. I mean, you use their
language as a way to break down barriers. But in our workplace, to some extent, [our
relationship] is oppositional. After all, they are the employer, and you are an employee.
(Tianshang, Interview #3, segment 27)
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Given his experiences, Tianshang had strong motivation to invest in Turkish. As a Taiwanese
employee working at a Turkish company, however, Tianshang could feel an invisible boundary
between himself and other Turkish colleagues. This boundary was mainly associated with his
role at the office. Tianshang was hired to assist the company to achieve work goals for each
season. He regarded himself as an employee, and he had a responsibility to complete his own
tasks. Because of his role, he could feel top-down power relations from a dominant group that
limited the extent of his investment in Turkish. The structures of power in the office context
placed him in an inferior position. Language learners only invest in language practices when
their desired resources and capital can be attained. For Tianshang, practicing Turkish with his
coworkers created social capital that he desired. However, his work identity conflicted with his
learner identity in the office context. When he realized which power relations existed between
himself and his coworkers, he tended not to invest in his language learning because he would not
gain his imagined symbolic benefits.

Another significant reason for Taiwanese learners’ reluctance to speak Turkish is fear of
making mistakes. According to recent research conducted in Eastern and Western countries such
as Singapore, Japan, South Korean, the United States, Germany, France, and the Netherlands,
Taiwanese students fear failure most (Fliper, 2019). A report by Programme for International
Student Assessment in Taiwan (PISA) claims that fear of failure is a major concern among Asian
students. This phenomenon does not indicate low stress resistance but rather reflects the
prevalence of the “failure-not-allowed” norm in Asian society. According to the report, Asian
students—and especially Taiwanese students—fear failure because they worry about what other
people think. In class, students compete with each other. If their exam performances are not good

enough, their family or teachers might punish them. Though some students do not experience
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physical punishment, they still feel stressed among their peers and relatives. As time passes,
students do not want to step out of their comfort zone to try new things; they become scared of
making mistakes.

In this study, adult learners also expressed their attitude towards failure. Students
sometimes ignored opportunities to practice Turkish because they felt embarrassed or scared of
being teased when making mistakes; this is a habitus resulting from the teacher-centered learning
approach. If teachers emphasize exams and standardized learning, students experience tension
and anxiety when they do not receive good grades. Students also feel pressure from peers and
family. In their previous language learning experiences, students did not receive sufficient
encouragement nor had chances to practice speaking. Therefore, when in a Turkish-speaking
environment, they are reluctant to speak due to their fear of failure. Several students commented
on their experiences when interacting with native speakers.

I’m afraid of the narrow-mindedness of some Taiwanese people. They would say “He is

dumb!” This is how some of them react. Turkish is not our mother language. Mistakes

are seen as a taboo. (Longtai, Interview #3, segment 55)

When we actually speak with native speakers, we are scared of making mistakes, and our
reactions are not quick enough. (Jianhong, Interview #4, segment 282)

The easier the vocabulary is, the more difficult it is to use. I don’t know if I can use it in
this context. To some extent, | found | have difficulty expressing the meaning | want.
Sometimes I’'m afraid of using the wrong words. (Dewei, Interview #4, segment 455)

Songhua also expressed fear of making mistakes in her interviews.

| realize | am still afraid of talking, maybe because my Turkish is not so good that I can
use it properly. Like a few days ago... in our last Level 1 class, I went to buy Turkish
desserts to share with classmates. The owner was a Turkish man. After | paid, | was
thinking if I should say something in Turkish. Then | started rehearsing in my mind.
However, | found I was speechless when looking at his face. When looking at him, | only
said, “Hello!” [in English]. I couldn’t even say “Merhaba!” [“Hello” in Turkish]. I think
my Turkish is not so good that I can express things. [...] I want to save face. I’'m thinking
about how to save face while speaking Turkish. I still cannot speak. (Songhua, Interview
#2, segment 143, 151)
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I can’t overcome low self-esteem when making mistakes. [...] In fact, my biggest
frustration is | dare not speak. This is the biggest frustration I have. (Songhua, Interview
#3, segment 27, 235)

She was even angry with herself every time she gave up a chance to practice.

| was angry with myself: “With such a great opportunity, why didn’t you use Turkish to
interact?” Yeah, I would feel a little bit frustrated when it happened. You rarely interact
with Turkish people. How could you give up this chance? | have this kind of feeling.
(Songhua, Interview #3, segment 47)

Meiling also shared her story, telling the researcher that her fear of making mistakes mainly

came from her negative learning experiences at school.

My pronunciation is not good. Yeah, | know my English pronunciation is not good. And
my classmates would laugh at me. This actually affected my learning. (Meiling,
Interview #3, segment 283)

Murat [a guest speaker] came to our class one day. In fact, | asked the assistant to write a
script for me. That script was used to introduce the guest speaker. I couldn’t read it! She
wrote a script for me. It was a short script. My original plan was to follow the script and
to read it aloud. But later I found I couldn’t read it. Even though I practiced several times,
I still couldn’t read it when | was on stage. (Meiling, Interview #4, segment 388)

When | was in Turkey, | got up the nerve to speak some Turkish. For the sentences |
didn’t know, I tried to follow the guidebook and speak. When I saw Turkish people, I
made myself speak. | was travelling with Hui and Kar [two Taiwanese classmates and
travel partners]. Kar encouraged me to practice Turkish, but when | saw them fluently
speaking Turkish with local friends, I held back. Just like when I travelled abroad with
my younger brother. I didn’t say a single sentence in English because I was afraid that he
would say “How could you not know this?”” (Meiling, Interview #4, segment 464)

Fear of failure becomes a lasting habitus for Taiwanese students, even when they are learning a

language with a new approach. This ingrained disposition can often be traced back to their past

learning experiences and family environment. Songhua and Meiling still wished to practice

Turkish, but other factors such as self-esteem, peer pressure, social stigma, and judgmental

comments hindered their investment in Turkish. They knew they had chances to practice, but
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they simply couldn’t speak as they wished to when the moments came. External social factors
affected the development of their learner identities and constructed them as inactive students.

Based on the analysis, there are several causes for students’ reluctance to invest in
Turkish. Their reticence should not be interpreted as an indicator of losing learning motivation;
rather, they still felt strong intrinsic motivation to learn Turkish. However, they also faced
identity conflicts that result from society and the workplace. The identity construction of adult
learners is complex because their identities are situated in a site of struggle.

The following section introduces the third factor contributing to the struggle with
Taiwanese learners’ identity: social expectations. Social expectations are also heavily context-
dependent and relate to how the general Taiwanese public treats LCTL learning like Turkish as
well as how Turkish language learners position themselves or are positioned by others in society.
Social Expectations

A social expectation refers to an “internalized social norm for individuals and
organizations” that people should follow (Hasegawa et al., 2007). Within the structure of social
expectations, individuals react to what society expects. At the same time, people’s behavior also
attempts to meet expectations by satisfying society’s needs. Social expectations not only modify
our dispositions but also construct our identities. The notion of social expectations is aligned
with the concept of habitus, which emphasizes “structured propensities to think, feel, and act in
determinate ways” (Navarro, 2006).

In Taiwan, social expectations regarding foreign language education put great emphasis
on English learning. This phenomenon may be analyzed at the macro and micro levels. At the
macro level, the nation has made considerable effort to promote English education. Taiwan is

heavily dependent on export-import trading, and English has played a significant role as a lingua
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franca in the globalization process. In 1998, the Ministry of Education (MOE) announced that
English education was scheduled to begin in elementary school and would continue into high
school starting in 2001. In 2002, upon Taiwan’s acceptance into the World Trade Organization,
the Taiwanese government adjusted its policy on foreign language education to accommodate the
significant need for English. From elementary to high school, English is a central subject for
students.

At the micro level, English carries cultural capital, positioning it as a “symbolic indexing
of ‘elitism’” (Price, 2014, p. 576). In addition to formal education, most middle and high school
students also go to bushiban or cram schools where they attend additional lectures for important
subjects, including English to earn higher scores on entrance examinations. Even for adult
learners, English is still important and is usually seen as a critical skill for job offers or
promotions. Countless English learning resources are easily accessible, from printed publications
to online videos. Compared to other foreign languages, English in Taiwan has a “status of
prestige” (Kung, 2017).

Given that English is the dominant foreign language at each level of Taiwanese society,
other languages have become less important, especially Turkish. The status of Turkish in
Taiwanese society is marginalized, and this influences how Turkish learners position themselves.
They regard themselves as marginalized students for several reasons. Firstly, there are
insufficient learning materials. In contrast to the resources for popular foreign languages such as
English, Japanese, and Spanish, materials to study Turkish are inadequate. Though students can
access many digital resources using technology, learning materials are not sufficiently diversified
or systematic in terms of pedagogy. Secondly, face-to-face instruction is only available in Taipei,

the capital of Taiwan. If students who want to learn Turkish live elsewhere, they may have to
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take several hours on the bus or train for one three-hour class per week, highlighting the unequal
distribution of Turkish language resources in Taiwan.

Because of English’s dominant role and Turkish’s marginalized status, there are
stereotypes about studying Turkish and Turkish learners. When people discover that someone is
learning Turkish—especially if someone is an adult learner—they ask why. For the majority of
people, the usefulness of Turkish in Taiwan is much less than that of English. They wonder why
learners do not invest more time and effort in English instead of Turkish, as Songhua mentioned
in her interview.

Most people say, “What are you doing? Why do you go to Taipei every week to learn

something you don’t know if you will use? It has nothing to do with your major.” Many

of my relatives know I’m learning Turkish. They said, “Why you are learning that? Do
you have a [Turkish] boyfriend?” [...] Why do I have to learn a language for a guy? |

don’t want that! (Songhua, Interview #4, segment 75, 79)

People around me—unlike my classmates who learn lots of special languages—feel | am

so weird. “Why are you learning Turkish?” [...] They always ask why I’m learning and

what I really want. There must be a reason. [...] People don’t understand why I am
willing to go to Taipei from Taichung every week by bus. They constantly want me to

give them a reason. (Songhua, Interview #2, segment 183)

Peiwen also shared similar experiences.

Taiwanese people think, “Why are you learning this?”” Besides, they don’t understand

[Turkish]. Just like in outer space, they don’t understand what aliens are saying. |...]

Taiwanese people still can’t understand why I’'m learning [Turkish]. But | feel engaged. |

can totally understand Turkish culture. But I feel people around me still don’t get it.

(Peiwen, Interview #2, segment 183, 191)

Social expectations in Taiwan emphasize the importance of “powerful” foreign languages.
Powerful foreign languages refer to those which can increase people’s economic and cultural
capital. After learning powerful languages and earning language certificates that prove

proficiency, people have more opportunities for jobs or promotions, although the process is still

very competitive. At the same time, Turkish learners have somewhat higher competitiveness
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because knowledge of Turkish is an unusual foreign language skill; however, its usability in
Taiwan is relatively low. As such, the general population does not intend to invest in it.
Language is not like what the public says: “It’s useless to study this!” We learn new
things from languages. Some people say, “What’s the use of learning Turkish!?” You
can’t decisively comment like that. (Longtai, Interview #4, segment 315)
Students expressed how they feel when their desire and imagination conflicted with social
expectations. The general population perceives Turkish language learners as outsiders in a
community where English is a powerful language. However, even if they are positioned as
marginalized, Turkish learners also build a learning community of their own. Confronted with
the mainstream social norms of the people around them such as family, relatives, and friends,
they did not compromise; rather, they asserted and even strengthened their identities to resist
those social expectations. They did not care if they violated expectations. They wanted to be
themselves and maintained the uniqueness of their identities.
Conclusion
This chapter analyzed three major components that influence how adult learners invest in
Turkish with in a dynamic sociocultural context. As adult learners, participants learned Turkish
mainly out of interest. They did not regard learning Turkish as a burden but rather as a way of
relieving work stress. For these students, learning Turkish was not geared toward certificates or
job promotions; it was an investment in life. Most students mentioned that their current jobs
rarely intersected with Turkish and they did not even know if they would use this language in the
future, but they were nonetheless willing to invest their time and energy because they believed
that Turkish is a valuable knowledge asset. Knowledge of this language sets them apart from
others, displaying their social particularity. In addition, adult learners also encountered struggles

derived from the habitus developed by traditional language pedagogy and general Taiwanese
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perspectives on learning Turkish. The combination of these struggles, the future outlooks, and
enthusiasm for the Turkish language contributed to the multiple identities of adult learners. As
accountable learners, they paid more attention to the learning process than to learning outcomes.
When facing conflicts between social values and personal interests, they displayed their
perseverance in learning Turkish. More importantly, adult learners discovered intrinsic value,
which is an indispensable element of lifelong learning. In the discussion chapter, | conceptualize

the relationship between learners’ identities and their investment into the Turkish language.
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CHAPTER 6 DATA ANALYSIS AND FINDINGS (1)
Chapter Overview

Influenced by exam culture and educational credentialism, Taiwanese language education
strongly emphasizes routine drilling. Textbooks are the major source of knowledge for students.
With the prevalence of technology and online learning platforms, students can access a great deal
of resources on the Internet; however, most of the content still focuses on prescriptive forms of
languages rather than authentic materials produced by native speakers. For full-time students, a
language represents an academic subject and an exam. For adult learners, on the other hand, a
language is an additional bonus toward a job promotion. Thus, no matter what roles languages
play, few people see them as a channel of deep cultural understanding or a tool for inquiry and
independent thinking. Furthermore, a teacher is the only knowledge transmitter in the classroom,
fostering students to have greater dependence on their authority. Regardless of what the teacher
provides, students usually accept their instruction without question. In terms of what to learn and
how to learn, language learners in Taiwan are subject to the current educational ideology and
societal perspectives on foreign language learning.

The curriculum design in this study followed the principles of the Deep Approach (DA)
pedagogy, which underlines student-oriented and project-based learning. This was a new
learning experience for the students in the study. This chapter analyzes the relationship between
pedagogy and identity development among Turkish language students. In the following
subchapters, | first briefly introduce the concept of cultural capital proposed by Bourdieu (1986)
and connect it to the context of language learning for Taiwanese adult learners. Then, I divide the

data into several sections to highlight important themes regarding how adult learners learned
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Turkish through the DA pedagogy. To make the analysis comprehensive, students’ artifacts as
well as their interviews are systematically presented.
Pedagogy and Cultural Capital

According to Bourdieu (1986), cultural capital is divided into three categories: embodied
state, objectified state, and institutionalized state. Cultural capital in the embodied state refers to
skills and behaviors acquired through a process of embodiment, inculcation, and assimilation. Its
acquisition depends on period, society, and social class. This type of cultural capital is also
regarded as symbolic capital because it has innate properties. Cultural capital in the objectified
state refers to materials, objects, and media. Language learners, for example, own this type of
cultural capital to help them learn language via textbooks, dictionaries, and handouts. This
cultural capital can to some extent be transformed into economic capital. Cultural capital in an
institutionalized state refers to academic qualifications, such as academic degrees and
certifications. This type of cultural capital also has a close relationship with economic capital
because it can be used as a criterion for employment, job promotion, and rewards.

What adult learners acquire through language learning belongs to embodied and
objectified cultural capital, such as learning skills, linguistic and cultural knowledge, and
perspectives on foreign languages. These aspects of cultural capital form their own habitus
(Bourdieu, 1990). After graduating from school, adult learners bring their existent cultural
capital to the Turkish language classroom. In a student-centered and project-based learning
approach, they acquire new cultural capital and form a new habitus; however, the old habitus still
influences how they absorb new knowledge. While some of the students emphasized the
importance of culture in the language-learning process, others still paid more attention to

grammatical structure. In this way, the conflict between the old and new habitus leads to
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different ways of acquiring cultural capital. This section analyzes how adult learners learned
Turkish through the DA pedagogy and what learning strategies they employed in managing the
conflict between traditional learning approaches and student-centered, project-based learning.
Use of Diversified Resources

In contrast to traditional teacher-centered and exam-oriented learning, the DA pedagogy
provides students with a variety of resources. In addition to the multimodal materials provided in
the modules, students searched for other kinds of resources on their own. Most students
expressed that the development of technology and the Internet have made it much easier to
access Turkish resources than before.

To get information about Turkey, I think technology is very helpful. For other foreign
languages | learned before Turkish, such as Korean, I could find lots of resources.
(Peiwen, Interview #2, segment 47)

We can access lots of information. [...] There are so many resources to find. [...] I found
many reports and PDF files for my projects. Like another project, | found resources
introducing the history of Turkish songs from the 1950s, and then continued to the 1960s,
the 1970s, the 1980s. I read information up to the year 2000. [...] There are so many
resources. You can randomly type “Learning Turkish” on Instagram and YouTube. There
are many resources... You don’t even need to type “Turkce 6greniyorum” [I’m learning
Turkish]. You can find everything! And Facebook Groups. You can visit every day.
There is a lot of information. It depends on if you want it [the information] or not.
(Peiwen, Interview #3, segment 31, 47, 55, 63)

For me, the two project themes | chose were easier for me because | could firstly refer to
reference books. Secondly, I could easily find materials from YouTube via the Internet.
(Meiling, Interview #4, segment 167)

| listen to songs, watch movies and YouTube. People also post pictures on Facebook in
English and Turkish. If I have time, | will take a look and read things aloud. (Meiling,
Interview #4, segment 239)

The Internet is always developing. You can search for resources anytime. This is much
better than our previous learning experiences. [...] I don’t read or watch traditional media
because I feel they can’t address what people really think about. So, I go to people’s
Instagram accounts and read comments. That’s why I like to go to Turkish people’s
Instagram accounts, trying to understand what they are really thinking. (Tianshang,
Interview #4, segment 47, 87)
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I look for some information from the Internet on my own. In fact, | think people are very

lucky nowadays. There are so many resources on the Internet. When you start searching,

you can basically find everything. [...] Actually, we don’t have to be in the classroom

today. We can just go online. I think we are much luckier than the previous generation.

There are so many resources. (Dewei, Interview #4, segment 95, 347)
All Internet resources that students searched for, from Instagram to YouTube or Facebook,
became their own cultural capital. Compared to textbooks and handouts in a traditional language
classroom, these resources facilitated students’ literacy development in a comprehensive way.
They could choose favorite resources to improve specific language skills. For example, while
some who like to listen and watch videos chose YouTube as a learning resource, others who
prefer interaction with other learners joined Facebook language groups. Among these diversified
resources, they knew what learning strategies they could apply for themselves. They even
analyzed their own learning behaviors to determine the skills they still needed to improve.

The DA pedagogy empowers language learners. Students can select resources on their
own that are beneficial to their learning. In this study, many students utilized various types of
learning materials that rarely appear in a traditional learning approach. One of the most preferred

resources was videos and movies on platforms such as YouTube and Netflix.

| watched a video introducing Taiwan produced by a Turkish travel channel. (Longtai,
Interview #3, segment 163)

When learning Turkish, I try to watch comedy shows on Netflix. Although I can’t
understand many words, I still can understand the meaning from actors’ actions.
(Longtali, Interview #4, segment 55)

I usually go online to look for Turkish dramas. [...] I try to watch and see if I can
understand. (Dewei, Interview #4, segment 176, 183)

I search for keywords online, and then YouTube... [ use YouTube a lot because it [my
project theme] is about a story. So, | went to YouTube. Many other people talked about
this story, though some of them have subtitles and background music only. I think some
people also turned the story into an opera. (Dewei, Interview #4, segment 263)
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I watch a lot of Turkish movies because I think they are very close to their real lives. [...]
I use Netflix... Turkish movies usually have dubbing, so I can listen to Turkish. When |
watch American dramas, | still listen to Turkish dubbing. I think this is a method to
cultivate your sensibility for a language. I can’t say how much I’ve improved, but at least
sometimes | say something out loud in Turkish unconsciously. (Pingyu, Interview #4,
segment 139, 163)

When | watch movies on Netflix, | usually change the language settings to Turkish. Then
it becomes like listening to Turkish and reading Mandarin subtitles. Sometimes when you
read Mandarin subtitles, you will see some interesting vocabulary. Then | play it back,
changing it to Turkish subtitles. (Pingyu, Interview #3, segment 115)

I went to YouTube to look for more resources. [...] As for movies, I recently watched
lots of Turkish movies and dramas. (Meiling, Interview #4, segment 67, 187)

Additionally, thanks to the prevalence of technology, most of the students used
smartphones on a daily basis. Compared to full-time students, adult learners usually have less
time to study. As a consequence, their smartphones became one of the learning devices whereby
they could learn Turkish despite the limits of time and space. Students downloaded countless
language learning applications to practice Turkish during their commutes.

My commute time between work and home is about 30 minutes to 1 hour. In that time, |
may open the Busuu app to learn vocabulary. I’m also following an Instagram account
that posts a motto every day about your daily learning goal. Just one sentence only. I try
to learn what it means. Sometimes it says, “You never know how far you can go,” or
something like that. It’s Turkish and very encouraging. So, I like to learn Turkish mottos
[on that Instagram account] or on the Busuu. (Peiwen, Interview #3, segment 47)

| try to create a learning environment. | like to ask my Turkish friends questions on
Instagram. They reply to me when they’re available. We even have video chats because
they think 1 might not be able to understand their replies. They just turn on the camera
and show me. (Ruyi, Interview #4, segment 93)

| use HiNative. It is an app that you can use to ask questions to native speakers. [...] You
can find people who speak Turkish or other languages. You can choose a language you
are interested in. People can ask any questions about that language. It’s also okay if you
want to answer questions. [...] One time [ was asking... how to say “t0-do list” in
Turkish. People answered, although I’'m not sure if they were correct. At least we had a
discussion. Sometimes | just want to ask random questions. You can find questions about
all kinds of languages. As long as you post questions to a specific language group, people
will answer. Sometimes I use this app. [...] Like I said, I have difficulty choosing the
correct vocabulary. Sometimes I leave comments. They [Native speakers] can help me...
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For example, some words | ask about have so many meanings. | leave my comments and

interact with them. They help me figure out how to use them. (Dewei, Interview #3,

segment 95, 99, 103, 119)
Based on students’ responses, all of these resources were discovered and managed by students
themselves. Some of the learning resources may not have been relevant to their final projects, but
the resources were nonetheless transformed into their own cultural capital that they could
leverage for future Turkish learning. The use of multimodal learning resources and methods was
attributed to students’ strong intrinsic motivation. They were willing to explore more diversified
resources to develop their Turkish proficiency.
Firsthand Information

The cultural capital adult learners acquired was not simply linguistic knowledge; it also
included other information that the general public rarely knows. For them, one of the important
reasons for learning Turkish was to avoid information being manipulated in English. Living in a
society where English is a dominant foreign language, the majority of people in Taiwan
understand foreign culture mainly not through local languages but rather through English
translation; this leads to a potential risk that the public’s comprehension of certain information is
likely to be dominated by the ideology of English. In their interviews, adult learners mentioned
the importance of obtaining firsthand information, especially with respect to Turkish and Middle
Eastern culture.

I can obtain information independently. I don’t need to rely on someone else. This is

attributed to my personal effort. [...] If we can do our best to read firsthand information,

that’s great. I can compare the contents and perspectives with my own thoughts as well.

(Longtai, Interview #3, segment 207, 211)

Language is an important tool. It’s indispensable and helps me to acquire firsthand

information. My [Turkish] friend sent me [Turkish materials]. | chose religion as my

project topic because of [Rumi’s] poetry. I searched for his poetry. I also bought a

Chinese translation. Then | realized it’s so different from the Turkish original! I guess
this 1s because it was translated from English. That’s why it’s so different, even some
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poem titles. If | find a poem very interesting and | want to read its original, | probably

won’t be able to find it. Then I realized... language is a very important tool. If you don’t

understand [Turkish], you have no choice but to accept other people’s translations, and
you will believe it should be like the translated piece. But most of the time, it is not

actually like that. (Songhua, Interview #4, segment 379, 383)

Longtai and Songhua chose not to rely on a translation if they could understand Turkish. They
believed that the meaning of the original might have been changed through translation, no matter
how precise it is. If an article is written in Turkish, the original language is much more likely to
contain cultural elements unique to the Turkish community. In other words, learning Turkish
empowers students to search for, explore, and even interpret the meaning of texts. They can
acquire deep knowledge that the general public does not have.

When describing their experiences with projects, students mentioned how Turkish
facilitated their learning linguistically and culturally. After comparison with English resources,
they realized that Turkish resources provide more perspectives from local people, which
encouraged the development of deeper understanding of specific themes.

Sometimes when you read their [Turkish people’s] opinions in English, the meaning has

been manipulated. So, I tried to avoid using English materials for my projects. Besides, if

you read in English, you also lose the initial purpose of the projects. | focused on Turkish

materials in terms of my learning. (Peiwen, Interview #3, segment 191)

| realized there is a gap between the information in Turkish and the information in the

languages | am used to, like English and Chinese. Therefore, when | searched for

materials, | mainly focused on Turkish resources. (Songhua, Interview #4, segment 219)

After doing projects, I learned about more diverse perspectives. You won’t passively

accept their thoughts either among the older generation or among the younger generation.

Since I did the projects, I’ve been able to learn about the different angles of one topic.

(Ruyi, Interview #4, segment 178)

In addition, students also shared their opinions of the role of Turkish as a LCTL. Since

English has become a significant communication tool between Taiwanese people and foreigners,

people may wonder why there is still a need to learn other languages, including LCTLs like
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Turkish. As Turkish language learners, some students argued that using Turkish can provide an
adequate understanding of local culture. There are subtle nuances that are difficult to capture in
other languages. Each language has its own perspective. If people understand world culture
simply from translated work, their visions are greatly restricted. Furthermore, students also
claimed that if people receive Turkish information in translation, their only option is to accept
the information without question. On the contrary, if they know Turkish, they can discern which
materials are beneficial for their learning purposes.

| feel that Turkish can help me understand certain issues more clearly. If | read Chinese
only, no matter how much information I have, it is just other people’s secondhand
information. If their information is wrong, | also receive the wrong information. But if |
can read Turkish materials directly... there are so many resources I can refer to, and then
I can make my own decisions about which resources I will use. (Pingyu, Interview #4,
segment 151)

| think it [Turkish] is like a magnifying glass that lets you see more clearly. Through this
language, you can... gather information that is not only in Chinese. [...] The information
you obtain will be more comprehensive. Compared to others who only understand 60%
of the original resources through translation, you can understand 100% of it! (Pingyu,
Interview #4, segment 339, 343)

Turkish lets me understand, communicate, and even consult materials. | have one more
source of information, I think. It is a tool that can help me learn more about this place
[Turkey]. (Dewei, Interview #4, segment 587)

| see Turkish as a tool, as my window. When | want to learn a country’s culture, history,
and other things, I shouldn’t learn from a third language. To directly understand a
region’s culture, it’s necessary to know the local language. Sometimes translation cannot
capture the charms [of culture]. (Longtai, Interview #4, segment 155)

Meiling also shared her travel experiences in Turkey and emphasized the importance of knowing
the local language. She realized that if foreigners who travelled in Turkey could understand
Turkish, their lives would be much easier.
I once had a blunder on the subway because the Chinese translation of the signs — from
Google Translate — was a mess! Yep... it was totally a mess. I couldn’t understand the

Chinese translation at all. [...] I knew a little bit [of Turkish]. I mean, at least | could
understand several words in a sentence, so | was very sure that the translation was wrong.
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However, a lot of people wouldn’t know that. It could have serious consequences,
couldn’t it? (Meiling, Interview #3, segment 95)

In conclusion, students used Turkish to access firsthand information. Given fewer
Chinese and English resources on certain topics, students needed to read original materials for
more information. For example, as Longtai noted, Chinese information on Central Asia is very
limited, but there are many Turkish publications on the region. Turkish facilitated students’
direct understanding of the content and context of knowledge. Learning Turkish also reduced
students’ dependence on translations. Translation is sometimes manipulated by the ideology of a
language or even that of the translator. Students believed that reading Turkish texts in the
original language enabled the acquisition of firsthand information. They could interpret and
analyze content independently, without blindly accepting others’ perspectives.

Development of Multiliteracies Capabilities

Traditional language education highlights textual formalities such as correct spelling and
grammar. It regards reading as a process of decoding the meaning of written words and writing
as a compositional translation of sentence structures. In other words, traditional literacy
education teaches students how to read and write correctly. However, this is no longer adapted to
contemporary society that emphasizes independent thinking and analysis. Language should be a
medium that helps one to understand society and solve problems. When the role of a language
changes, the role of language learners also changes. They should not just passively accept the
answers provided by teachers or other authorities. Rather, they should be equipped with
additional capabilities to become independent learners. Kalantzis et al. (2016) argued that
language learners should work collaboratively, know how to solve problems, apply divergent
ways of thinking, and discern the complexity of society. These multiple capabilities are the

reason why experts on literacy underline literacies or multiliteracies in the plural form.
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In addition to learning resources, pedagogy is also another important element to
cultivating multiliteracies. This study drew on the DA pedagogy, which focuses on language as a
role of intercultural and transpersonal exchange. In the structure of the DA pedagogy, learning a
language involves interpersonal situations; complex and dynamic contexts; and social differences
produced by race, ethnicity, gender, sexual orientation, power, class, and so on (Tochon, 2014).
The DA pedagogy integrates culture into language learning and raises students’ awareness of
certain social issues. Students see language learning as an action of caring for society and
cultivate their own multiliteracies capabilities, such as analyzing ideas from multiple
perspectives, synthesizing diversified knowledge, thinking independently and reflectively, and
increasing civic responsibility. | divide this section into five sub-sections that each briefly
explains the meaning and definition of a multiliteracies capability. Students’ interviews and
artifacts are also integrated into the analysis. The analysis aims to understand how these
multiliteracies were transformed into cultural capital.

Actively Inquiring

With the advent of the technology era, new language learning environments and curricula
have encouraged learners to be actively and purposefully engaged in their learning (Kalantzis et
al., 2016). The DA pedagogy engages learners as active knowledge-makers. They research
information and develop the capability of engaging in inquiry. Through student-oriented
learning, the participants began to inquire about more knowledge. Their curiosity about certain
issues was based on personal interests. That curiosity turned into puzzles they were eager to
explore. Their inquiry process not only symbolized a turning point in becoming an independent

researcher but also transformed them into independent learners.
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Songhua chose “Sufism” as one of her project themes. Sufism, also known as Tasawwuf
in the Muslim world, is a mystical and ascetic form of Islam that emphasizes introspection and
the inward search for God. As a Christian, Songhua was fascinated with religion and philosophy.
In her reflective journal, she described herself as a Christian who also read Buddhist texts. She
wished to know more about other religions, including Islam. Songhua confessed that she had
numerous misconceptions about Islam from Western media. The more she inquired, the more
astonished she was by her prejudice and ignorance of this religion. She shared,

In the past, | used to understand Islam from a Western perspective and from the

framework that the media presents to their audience. But since | learned Turkish and have

had contact with Turkish people, I realized this world is not what I thought! (Reflective

journal two, week 11)

In her project, Songhua sought learning materials and information on her own. She realized that
she needed to reconstruct her knowledge of Islam and its culture after inquiring about this topic.
In the interview, she described her inquiry for the projects as an endless process.

I discovered many things I didn’t know before or I didn’t expect I would be interested in.

Very strange. Like the topic of religion and politics — I wasn’t especially interested, but

then | inquired deeper and deeper. It goes from a point to a line, and then connects to

another point, becoming a plane. It keeps extending. It’s an endless process. (Songhua,

Interview #4, segment 51)

Songhua’s second project was identity and nationalism in Turkey. This project discussed
ideas of nationalism, particularly nationalism in Turkey. It focused on how nationalism might
have an effect on the identity formation process and how it might have triggered certain ethnic
and religious issues. As quoted above, the more she read, the more topics she found it necessary
to discuss. In order to understand the essence of Turkish nationalism, Songhua referred to how
Atatirk and the Constitution of Turkey defined millet (people or nation in English; see Figure

6.1).

Figure 6.1
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Songhua’s Presentation on Nationalism in Turkey: What is the Turk?
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Turk nedir?

Ataturk’in verdigi cevap

“Bu memleket, dinyanin beklemedigi, asla tmid etmedigi bir mistesna
mevcudiyetin yiksek tecellisine, yliksek sahne oldu. Bu sahne 7 bin senelik,
en asag, bir Turk besigidir. Besik tabiatin rlizgarlan ile sallandi; besigin
icindeki cocuk tabiatin yagmurlan ile yikandi. O cocuk tabiatin
simseklerinden, yildinmlanndan, kasirgalarindan evvela korkar gibi oldu;
sonra onlara alisti; onlan tabiatin babasi tanidi, onlarin oglu oldu; Bir giin o
tabiat cocugu tabiat oldu; simsek, yildinm, gtines oldu; Turk oldu. Turk
budur. Yildinmdir, kasirgadr, diinyay aydinlatan ginestir.”

Gazi Mustafa Kemal Ataturk
<https://www.ttk.gov.tr/tarihveeqitim/3756/>

Turkiye Anayasasi’ya gore

AtatUrk milliyetciligi, 1924 Anayasasi'nin 88. maddesinde ve Atatirk
ilkeleri'nde de belirtiimis olan, din ve irk aynmi gézetmeksizin, ulus tanimini
dil, kilttr ve siyasi birliktelik degerlerine dayandiran milliyetperverlik
anlayigidir.

R ERRBAFSSMHERIARFANRAIRERE - REEZNHMSETHT
BAERER - RERE - EARBUAT AR EEER -

In order to understand how nationalism influences people’s lives, she followed national and

international news to apply what she learned from the project. She realized that in the

international community, nationalism has slowly permeated countries around the world over the

late 20 years; this aroused her curiosity and pushed her to learn more about Turkish perspectives

on nationalism. In the interview, she mentioned,

The reason | chose nationalism as a topic was because at that time... my previous
presentation topic was about the summary of The Little Prince.® When preparing for that
presentation, | remember the author mentioned something about traditional Turkish
costumes which were later banned. Then | started doing research on Turkish history,
and... I began to become interested in Turkish history and politics. Another reason |
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chose nationalism was probably because | was preparing for the diplomacy examination.

Many issues are closely related to nationalism, and | found that many [negative] current

events are caused by nationalism. It’s very hateful! And I also wanted to know what

perspectives Turkish people have regarding nationalism and how they describe their

current situation based on it. (Songhua, Interview #4, segment 339)

As Songhua wrote in her reflective journal, “learning a foreign language can change
one’s worldview” (Reflective journal one, week 5). Since she began to learn Turkish, she had
been curious about everything happening in Turkey, including questions such as “Why did
Turkey send an army to Syria?,” “What is the PKK’s role in the Middle East and in Western
countries?,” “Why is Erdogan is so ruthless to the Kurds?,” “How do the Kurds position
themselves in Turkey?,” and so on. Thus, her interest in language also increased her curiosity
about other important issues.

From Songhua’s learning process, she felt strong curiosity about what is happening in the
world, and this curiosity was later transformed into intrinsic motivation that pushed her to
inquire more deeply. By using multiple sources and media, she proactively searched for the
answers to her questions. Her active inquiry became the springboard to being an independent
learner.

Tianshang chose Turkish cuisine as his first project theme. In addition to learning foreign
languages, cooking was his hobby. He once flied to Thailand on his own to attend local cooking
courses. Since he began to learn Turkish, he became interested in Turkish cuisine. Regarding
Turkish dessert culture, Tianshang had with a series of questions that he actively sought to
answer.

I’m curious about what Turkish people think about their own desserts. And I’m also

curious about the extent to which Turkish people accept other countries’ cuisines or if

there’s any possibility to re-invent desserts. Turkey is a relatively open country in the

Middle East, but what about foreign cuisine? | remember that it seemed like fewer

foreign desserts were sold in Turkey. In Japan, for example, you can find many French
and American desserts. In France, Japanese desserts can also be found. However, it
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seems that this is not the case in Turkey. Is it because they struggle to accept foreign

food, or psychologically they just don’t care about foreign culture? This really puzzles

me. (Tianshang, Interview #4, segment 299)

Based on his questions about dessert culture, he extended his inquiry to include other
relevant areas.

After learning about dessert culture and Turkish cuisine on the Internet, | would like to

know more about whether the development of agriculture, forestry, fishing, and animal

husbandry in Turkey has faced natural limits. What factors have their agricultural
development failed to transform into modern agriculture? Turkey is an agricultural
country, but do they propose reforms for different types of agricultural products?

Culturally speaking, do Turkish people accept or resist foreign culture? (Tianshang,

Interview #4, segment 299)

As Songhua described, when doing projects, students started exploring a point which then
extended into a line and became a plane. Their active inquiry was an endless process. Through
the project-based approach, their interests became so broad that their learning did not just focus
on Turkish itself, but also on deep cultural understanding.

Meiling also developed her capability for inquiry through her project. One of her projects
focused on two Southeastern cities — Mardin and Sanliurfa — as a reflection of plurality and
multiculturalism. She once traveled to these cities with her friends and was amazed not only by
the natural scenery but also by the integration of multiple languages, cultures, and religions. Her
travel experiences and the curiosity they aroused informed her project on local language use.

After learning many languages, | am kind of curious about how local people use them in

their lives. These two cities are places where many languages are mixed together. For the

people who live there, how do they change from one to the other? In Taiwan, we only
have Mandarin and Taiwanese. But people speak four languages in these cities. | am
curious about how they code-switch, how they learn, and how they use the languages. As

Murat [a Turkish friend] mentioned, her mom doesn’t speak Turkish, only Kurdish. This

situation is very common in those regions. (Meiling, Interview #4, segment 412)

Pingyu’s project focused on feminism. She told the researcher that her original topic was

about family and explored the relationships between family members and Turkish people’s
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opinions on cross-cultural relationships. While delving into this topic, however, she realized that
issues about family are especially relevant for women. At the last minute, she decided to change
her topic to focus on feminism and religion.

The more research I did, even though | was almost done, the more insufficient my
knowledge felt. I mean the more | knew, the less | understood. | became interested in
Islam because the religion influences their lives so much. But with the deadline, it was
unlikely that I could explore the topic as much as | wanted to. It was endless. The
[project-based] approach lets you start at a point and expand from there. (Pingyu,
Interview #4, segment 87)

Active inquiry prompted Pingyu not only to find more information but also to explore more
questions. She acted as an independent researcher to search for more information.

Last time I asked the assistant a question about whether Atatiirk banned women’s
headscarves. [...] Of course, this issue also involved other issues. I just wondered, “Did
Atatiirk really do this?” I read some Turkish references indicating that he didn’t ban
them. The CHP [a political party founded by Atatiirk] didn’t make a law on this until
after he died. | found many resources in Chinese that claimed he banned them by law. |
just don’t understand why there are two different arguments. (Pingyu, Interview #4,
segment 147)

Ruyi did a project about Muslim marital traditions. She chose this theme because she had
attended several Turkish friends’ weddings. The wedding traditions in Turkey and Taiwan are
totally different. Like Songhua and Pingyu, Ruyi also believed that when students are interested
in something, they will engage in active inquiry and infinitely extend their interests.

Sometimes | just wanted to search for topic A, but then other topics B, C, and D also

attracted me. [...] Just like your job, if you are interested in something, you want to

explore more and more, like mining. You keep digging and digging. | want to know why

I’m so interested. [...] Not only for language, but also... I mean I planned to do the topic

A, but then | found B, C, and D. It [The project] broadened my vision. If | travel, | may

only see something superficial. But if | do a project and collect information from all of

the Muslims living around the word, you will see their different perspectives. (Ruyi,

Interview #4, segment 54, 59, 165)

In a traditional language classroom, learners absorb whatever their teacher says. They do

not have an opportunity to train themselves in exploring doubts. As a result, students do not
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know how to ask questions, where to find questions, and how to find answers. In contrast, in a
student-oriented and project-based learning approach, learners actively inquire about the themes
they like, thereby discovering questions and finding solutions and answers for themselves. In the
inquiry process, learners also experienced processes of problem-solving and self-exploration.
Synthesizing Information
As one of the multiliteracies capabilities, synthesizing information cultivates the ability to
efficiently organize multiple resources and present information in a logical way. When managing
a lot of information, it is important for students to clearly demonstrate their findings to an
audience to illustrate their understanding of the main points. Synthesizing information also
comprises digital literacy, such as visual design and layout in online presentation platforms. For
adult learners, cultivating this skill is very helpful for their careers as they sometimes must
present business proposals to managers or customers. Thus, this skill acquired from Turkish class
was transformed into cultural capital that students could apply to their current or future work.
Some students mentioned that organizing information effectively was their first step for
projects.
What concerned me most was how to present my project. This process... I don’t think it
was too difficult or anything. For me, any information related to the topic became my
sources. | could organize the information and make my own materials. But what bothered
me more was how to present. [...]  hoped my presentation would be vivid and
interesting, not just presenting everything I collected and telling them. That’s not

meaningful. (Yihan, Interview #4, segment 76, 78)

When | was choosing my project themes, | already had several ideas. The question was
“How should I present them?” (Meiling, Interview #4, segment 23)

| first shared my thoughts with my classmates. In this sharing process, | learned to what
extent | could synthesize all the information. (Longtai, Interview #4, segment 319)

| needed to digest the information. | needed to digest first, and then | searched for more
materials. From those materials, | had to know what they meant and to figure out what 1
can do. (Ruyi, Interview #4, segment 54)
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| allocated a lot of time to reading articles for the project. | even compared and contrasted

multiple articles. [...] It is not hard to find information. Don’t be overambitious because

it never ends. But you need to find materials that work for you and that you can do a

comparison with. (Peiwen, Interview #3, segment 83)

One group task that students worked together on was designing a travel brochure to
introduce Taiwan to Turkish tourists. As an easy version of a travel guide for Turkish people,
this brochure was divided into five main categories: geography, history, transportation, cuisine,
and traditional culture. Each group was responsible for one category. Considering the features of
a travel guide, each category included texts and pictures that tested students’ ability to synthesize
multiple pieces of information and present everything comprehensibly.

Peiwen, as a coordinator in the class, was responsible for collecting all drafts from
groups. In addition to communicating with peers, she also needed to make decisions to finalize a
few details, such as layout, design, choices of fonts, and so on. Given her important role in
synthesizing the materials, when asked about design, she commented that

We had to make [the brochure] design understandable for readers, especially a travel

brochure like this. It is not only viewed by us but also by Turkish people. (Peiwen,

Interview #2, segment 115)

She believed information synthesis does not mean randomly putting everything together.
Information presentation should align with the aim of the work. As a coordinator of the brochure,
Peiwen identified her first priority as the aspects to consider and how to visually present these to
Turkish readers. She described how to design the cover to catch Turkish people’s eyes and to
display the uniqueness and originality of the brochure (see Figure 6.2).

In the beginning, | hoped this brochure could create a connectedness to Turkey, so |

chose turquoise as a cover color. I didn’t use the colors of Taiwan’s national flag because

people might associate them with some political party’s symbol. Besides, those colors
aren’t connected to Turkey, and it might be more difficult to design other parts [of the

brochure]. So, | first used turquoise to get us closer to Turkish readers. (Peiwen,
Interview #2, segment 103)
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When I was in Turkey, I had to say “Hos bulduk” [a reply to respond “Welcome™] five
times a day. Every day! To family members, neighbors, vendors, or people I didn’t even
know. They are very happy you are in Turkey. So, | wanted to give them this hospitality
through this brochure. When Turkish travelers see this, they will also feel welcomed. And
| put in a landmark, Taipei 101, telling them “You are here!” Even if they are not

physically in Taiwan, this country has already been in their heart. This was my thought.
(Peiwen, Interview #2, segment 107)

Figure 6.2

Cover of Students’ Travel Brochure
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Another skill that students used to synthesize information was visualization. For both the
travel brochure and final projects, using only text without pictures might be tedious for readers
and the audience. Visualization does not refer to pictures and photos only; it also includes
drawings that students made on their own or designed through software. For example, Sihao was

responsible for the brochure section on Taiwan’s representative tourist attractions. Instead of
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using pictures from the Internet, he believed that drawings could better attract readers’ attention.

After integrating information from written texts and pictures, he made his own drawings to

reflect the beauty of each attraction (see Figure 6.3).

Figure 6.3

Sihao's Drawings in the Travel Brochure
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Similarly, Songhua used drawings to present complex concepts in her project. As a

graphic designer, she liked to use drawing to express her ideas. While preparing for the project,

she not only wrote a summary for herself to organize her thoughts but also used drawings to

visualize complex information collected from multiple resources. The following drawing was

made to describe the formation of nationalism, with explanations in Turkish (see Figure 6.4).

Figure 6.4



Songhua’s Presentation on Nationalism in Turkey: Formation of Nationalism
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In his dessert presentation, Tianshang introduced the history of sugar and explained how

sugar is produced in Turkey. He said each region of Turkey has its own representative dessert

and argued that the development of each cuisine is heavily influenced by local weather,
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agricultural products, eating habits, and geographic locations. He also introduced basic
information and features of Turkish cuisine and desserts. He presented a Turkish dessert called
ekmek kaday:ifi, which is kind of bread pudding that can be traced back to the Ottoman Empire.
This dessert, usually covered with kaymak (a kid of clotted cream), is famous in the region of
Afyonkarahisar. To show how easy it is to make this dessert, Tianshang made it at home and
brought it to class (see Figure 6.5). By presenting a poster that integrated multimodal resources
(e.g., texts, images, and videos) and sharing his execution of the dessert, Tianshang’s
presentation was an excellent example of the synthesis of knowledge (see Figure 6.6).

Figure 6.5

Tianshang’s Rendition of Ekmek Kadayifi

Figure 6.6

Tianshang’s Presentation on a Turkish Dessert Ekmek Kadayifi
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In the era of information explosion, people receive all types of information, such as texts,

pictures, videos, podcasts, and so on. With many sources of information, learners naturally

develop a set of capabilities in selecting, organizing, and synthesizing materials. How to absorb

information and integrate it into one’s knowledge is paramount. Kalantzis et al.(2003) argued

that “meaning is made in ways that are increasingly multimodal” (p. 18). According to students’

artifacts, information can be integrated in a multitude of ways. The diversity of learning

resources in student-centered and project-based learning encouraged learners to consider how to

present information logically and comprehensibly. This cultural capital is beneficial for students

because it facilitates their capacity to transmit their thoughts effectively.

Thinking Independently
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Independent thinking is a significant skill for students. It is also a way for people to
collect and process information. Thinking independently facilitates people’s ability to discern the
things they hear and see. In a society where fake news and false information circulate,
independent thinking encourages students to think critically without being influenced by others.
Rather than learning from superficial information, they construct their own modes of thinking by
exploring and forming a balanced perspective of certain issues. Participants honed their
judgment by doing the projects and developed logical explanations and conclusions about the
themes they studied.

In her project “Identity and Nationalism in Turkey,” Songhua specified that she had an
opportunity to understand issues she had never paid attention to before. She stated, “What I
learned from the project were conceptual ideas beyond language itself. It influenced how I
interpret information and gave me a chance to think and compare” (Songhua, Interview #4,
segment 375). She also commented on the theme of nationalism and provided her own
perspective:

Nationalism is something manipulated by humans, and hatred is always at the root of the

construction of nationalism. It appears in every culture in multiple forms. To be aware of

its existence, we must never stop thinking and criticizing. We should also be careful

about being manipulated by it. (Songhua, Interview #4, segment 391)

Tianshang also developed his independent thinking capabilities by analyzing Turkish
dessert culture. He argued that food is an indispensable element of a people’s culture. How to
cook and the ingredients used reflect features of a people. He explained,

Food is an important indicator to understanding a people, their lives, and cultural

development. In the process of learning about Turkish desserts, | realized that [Turkish]

people use similar ingredients but try to demonstrate their cooking skills in different
ways. Because of the similar ingredients, | feel their desserts have similar tastes, although
they look different in appearance. [...] Through cuisine, we can really learn how this

people’s culture has developed and which direction they might be heading in. (Tianshang,
Interview #4, segment 299)
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Tianshang’s second project was about the LGBTQ community in Turkey. He decided to discuss
this sensitive social issue in Turkish society because Taiwan became the first Asian country to
legalize same-sex marriage in May 2019. He traced the development of the LGBTQ community
from the Ottoman Empire to the Turkish Republic; analyzed how Turkish society changed its
attitude toward the community; and explained the legal, religious, and social challenges they
face. He also compared the LGBTQ communities in Taiwan and Turkey and engaged in peer
discussion to understand why LGBTQ rights in the two countries have developed in opposite
ways. Based on his observations on the history and current status of Turkish LGBTQ people,
Tianshang shared his perspective.

The mindset of Turkish people is always a little bit ambivalent. Maybe it’s not

ambivalent. | mean they are always... to some extent, they always have internal conflicts.

Their internal conflict is quite big. (Tianshang, Interview #4, 287)

Like Tianshang, Peiwen also created her own theme by focusing on Turkish songs.
Peiwen said she liked to listen to Turkish songs and wished to understand how Turkish musical
styles changed in the different periods of the Turkish Republic. She introduced several
representative songs from each period and analyzed their lyrics, music, and social background.
Peiwen also compared and contrasted Turkish pop music development with Taiwanese songs.
She shared her viewpoint on the relationship between songs and social development.

| think in the process of democratic evolution, there is always a movement — power

centralization — that does not allow other voices to be heard. As a result, people use songs

as a channel for their inner voices. If recall ancient times like the Warring States Period

[circa 475 B.C. to 221 B.C. in China], songs are just like poems, where poets used

metaphors to express their dissatisfaction with the emperor and government. (Peiwen,
Interview #3, segment 203)
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After analyzing the musical style of Turkish songs, Peiwen realized that Turkey and Taiwan
have similar historical development. She argued that songs played multiple social roles in
different social contexts.
| think Turkish people use traditional as well as modern approaches to interpreting their
songs. [...] After studying the history of Turkish songs, I learned that they also

experienced torture like people during the Martial Law Period (1949 — 1987) in Taiwan. |
realized the Turkish songs we listen to reflect a period of struggle. (Peiwen, Interview #3,

segment 207)

Peiwen’s other project theme was Turkish embroidery. She was interested in embroidery
because she liked to do handicrafts. In the interview, she mentioned that her Turkish boyfriend’s
mother gave her embroidered products as a gift. She originally thought Turkish embroidery is
simply an art that demonstrates Turkish women’s artisanal skills; however, she later discovered
that their embroidery actually has deep cultural meaning. Because of women’s social status in
traditional Muslim society, the colors, shapes, and design of embroidered products became a
means of women to express their inner states, such as happiness, love, anger, and so on. After
understanding the cultural meaning of Turkish embroidery, Peiwen shared her observations on
women’s status in Turkish modern family and traditional society.

Based on my observations, the current status of Turkish women in the family is high.

Children care a lot about their mom’s opinions. Most women also regard “taking good

care of their family” as the most central task of their lives. They have the right to speak

and even become leaders, which is totally different from ancient times. Perhaps it is
influenced by religion or by Atatiirk’s reforms to women’s status. It’s not easy to make

this large-scale change. (Peiwen, Interview #3, segment 199)

As mentioned, one of Meiling’s projects introduced two Southeastern Turkish cities
characterized by language plurality and multiculturalism. Inspired by the multilingualism of

these regions, she analyzed the functions of language in a particular place. Her past travel

experiences also informed her understanding of this topic.
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[Because of] the diversity of languages in a place... The advantage is that people can
learn more than one language; its shortcoming is that there’s no common language used
for communication. In the end, language is used for communication. If it can’t be used
for communication, it will lose its function. (Meiling, Interview #4, segment 420)

Language sometimes also represents the origins of a city. Before technology was
adequately developed, language was the fastest way that people could express
themselves. It helped people communicate through letters as well as oral expression.
(Meiling, Interview #4, segment 424)

Lastly, Longtai chose architecture for his two projects. His first project introduced
Topkapi Palace in Istanbul to discuss its architectural features. His second project focused on
other important architecture in Turkey, including mosques, madrasas (a type of Islamic
educational institution), palaces, and so forth. In addition to discussing their history and beauty,
Longtai also shared his own opinions about the meaning these architectural works carry.

Architecture goes beyond people’s lives. Humans die, but architecture is still there. It
shares honor and responsibility with offspring. It is as if a building is telling one’s
children, “This is my work!” [...] Architecture is interwoven with life. (Longtai,
Interview #4, segment 267, 271)

In addition to the themes they studied, students also developed their learning strategies.
They learned how to use different viewpoints to understand things and did not need to depend on
others’ explanations. They strengthened their ability to make judgments.

| used to see the world through a screen, like watching live shows on TV. But this time
what I really felt was... you know the language and you are in the scene! It’s different. I
used to be restricted to other people’s perspectives. Their viewpoints, their perspectives,
their frameworks, their surroundings. But after learning this language, I don’t have to
depend on them. I have my strategies. It feels like I broke the barriers. [...] After learning
Turkish, I don’t have to depend on someone else to understand things. I can construct my
framework and perspectives. This is very important for me. (Songhua, Interview #4,
segment 111, 355)

At least I can understand this country’s good sides and its differences well. I can also tell
if the newspaper’s information on Turkey is incorrect. (Longtai, Interview #4, segment
199)
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In contrast to an exam-oriented learning approach, project-based learning empowered
students to think independently. Students constructed their thoughts based on personal
observations and life experiences. These thoughts were not copied from someone else. Students’
perspectives were formed through a process of drawing logical conclusions. They applied this
cultural capital by training themselves as active learners. In a world that abounds with
information, independent thinking is essential for new learners to voice their opinions and
consider important issues with a critical eye. Adult learners interpreted project themes based on
their personal thoughts, which also reflected their engagement in the learning process.

Thinking Reflectively

Reflective thinking focuses on the process of making judgements about things that
happen. Many people use reflective thinking as a synonym for critical thinking, but these two
concepts are slightly different. Critical thinking involves solving problems, formulating
inferences, calculating likelihoods, and making decisions (Halpern, 1996). It is a skill or strategy
that increases the probability of a desirable outcome. Conversely, reflective thinking is an active
and careful consideration of a belief or piece of knowledge. It is an active learning process where
students think about what they are learning, what they have previously learned, and what they
have experienced. In short, students compare, interpret, and assess their experiences in the
learning process. They reconsider what makes sense to them and create new meaning for
knowledge they previously took for granted. Reflective thinking is a dynamic process that
continuously evolves and develops.

In her presentation on identity and nationalism in Turkey, Songhua made slides to discuss
the issue of Taiwanese nationalism (see Figures 6.7 and 6.8). Due to the political status of

Taiwan in the international community, identity has been a controversial issue for Taiwanese
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people. She presented demographics data on Taiwan and the latest survey on Taiwanese identity
in both Chinese and Turkish. She also guided her peers to consider identity through a group
discussion.

Figure 6.7

Songhua’s Reflection on Nationalism in Taiwan (I)
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Songhua’s Reflection on Nationalism in Taiwan (I1)
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Songhua’s presentation prompted her to reflect on who she is. She questioned her national

identity and how she should position herself in Taiwanese society. She discussed divergences

regarding identity issues among her family.

What | used to wonder about... the education I received, such as the Three Principles of
the People!! we learned from compulsory education, and so on... Am I Chinese or
Taiwanese? To be honest, | began to think about the issue of national identity. Our family
is deep-blue supporters.'> My dad is a deep-blue supporter, and so is my mom. In short,
we are a deep-blue family. As such, we are not allowed to talk too much about politics.
But then I realized, “The [Identity issue] is not as simple as I thought!” I began to
reconsider my political stance and the information I’ve been told. I also began to reflect
on whether the knowledge I learned is purposefully constructed by others or if it was a
true reflection of reality. Therefore, when doing the project on nationalism in Turkey,
what influenced me most was my own self-reflection, my own culture, and my political
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perspectives. It was a process of re-constructing my worldview. (Songhua, Interview #4,
segment 351)

She reflected on the current social phenomenon she observed in Taiwanese society.

The difference [between the nationalism in Turkey] is that Taiwanese people haven’t
been able to build consensus on who they are. Issues from the Taiwan-China relationship,
our birthplaces, to unification-independence... Taiwanese enjoy freedom of thought;
thus, our thoughts on nationalism are also fragmented. Turkish people, on the other hand,
do not necessarily agree on President Erdogan’s hype around nationalism, but most of
them identify themselves as Muslim. They have consensus on religion. By contrast, in
Taiwan, we don’t have consensus on whether we are Taiwanese or Chinese. Politicians
can still use nationalism in multiple ways to incite people’s emotions. (Songhua,
Interview #4, segment 375)

Similarly, Pingyu also began to care about social equality after her project on feminism in
Turkey. After anlayzing the issues of headscarves and women’s status, she examined Taiwanese
society and reflected on how Taiwanese people would feel if they lived in Turkey.

Nowadays, the feminist consciousness has been awakened. Gender equality is getting

attention, like Taiwan’s legalization of same-sex marriage last year. Living in a

democratic country like Taiwan, it might not be easy for me to understand how

accessories like the “headscarf” can significantly influence politics, divide the public, and
cause social polarization... I don’t know how Taiwanese people think about this issue.

(Pingyu, Interview #4, segment 348)

The topic of the Turkish LGBTQ community also made Tianshang rethink the
correlations between family structure, individual freedom, and family relationships in Taiwanese
society. He argued that both Taiwanese and Turkish people value family relations; however, the
social development of the two countries is quite different. He began to reflect on the family
structure of Taiwan and to compare it with Turkey’s situation.

Turkish people’s family cohesion is very strong. This has barely changed. But when we

look at Taiwan, why Taiwanese families... Taiwan is small, and Turkey is a big country.

In such a big country, why is their family cohesion is still strong, even if relatives live far

away? Taiwan is small, but family cohesion is very weak and getting more and more
shaky. (Tianshang, Interview #4, segment 315)
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Finally, reflective thinking happened in relation to not only the social issues that students
studied but also to their learning attitude and strategies. They began to reflect on how they
previously understood things and to assess how project-based learning gave them an opportunity
to become more aware of weaknesses in their perspectives.

I feel what I’ve learned is so limited, or the knowledge I know is... probably not true. I

began to doubt everything that I took for granted. [...] We have to be very careful. When

dealing with problems, we cannot take them for granted. We need to carefully discover

and investigate reality. This is what | learned from the projects. (Songhua, Interview #4,

segment 363)

| started thinking from their side. After exploring their thoughts, will I share their ideas?

If I were them, how would I think? Or why wouldn’t I think like that? (Tianshang,

Interview #4, segment 311)

Before doing their projects, each student wrote down a puzzle about language learning.
The puzzle, which started with a “why” question, was something that interested them. It does not
have to be a problem and is an open-ended question that prompts them to explore. After applying
the student-oriented and project-based approach to their own learning, students started reflecting
on previous learning strategies and exploring their learning puzzles.

With the help of Exploratory Practice (EP), students had novel learning experiences.
They developed their reflective thinking to compare the DA pedagogy with their previous
learning approach. For example, Peiwen’s puzzle was “Why do I feel like I understand this
language in class, but when I use it, I still cannot speak well?” After learning Turkish through the
DA pedagogy, she developed a new perspective on language learning.

Taiwanese students are very good at being hard-working learners. We study very hard

and consult references. We think it means we’re good students if we prepare homework

and presentations well, even though they [presentations] have nothing to do with scores.

We try very hard, but we don’t learn how to apply the language itself. (Peiwen, Interview
#3, segment 239)
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In her learning process, Peiwen had difficulty in using Turkish in practice; this is because in a
teacher-centered and exam-oriented language classroom, students are passive learners who do
not have enough chances to connect foreign languages with their lives. For Taiwanese learners,
the aim of learning a language focuses on high scores in examinations. Students think studying
hard and performing well in examinations means everything, failing to realize that applying a
language in daily life is much more significant than studying alone. The project-based learning
approach exposed Peiwen to a learning environment where she could use a variety of multimodal
and authentic resources. She felt that the distance between foreign language learning and her
daily life became much shorter. Because of this learning approach, she began to reflect on
learning activities, how language learning should be, and why connecting language with life is
important.

Likewise, Tianshang engaged in reflective thinking regarding learning strategies. His
puzzle was “Why do we rely on the logic of our mother tongue to learn a new language?” After
learning Turkish through the DA pedagogy, he argued that language learners should adopt the
mindset of native speakers. He felt that Taiwanese students like to compare the grammar
between languages. While this might be helpful in understanding how to use the languages,
Tianshang believed that it is more important to learn native speakers’ thoughts and reasoning.

Let’s say I am swearing. I’'m angry. In which context, in which way can I say this... to

properly express my emotions and attitude in that moment? You may use a different tense

to say. [...] You overcome the limitations of your own perspective by thinking in terms

of a native speaker’s emotions. (Tianshang, Interview #4, segment 251)

Speaking of grammatical structure, why do Turkish people use certain grammar to

organize their thoughts? For me, grammar is a concept full of cultural logic and cultural

thinking. How to describe things has its own ingrained logic. (Tianshang, Interview #4,
segment 255)
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According to Tianshang’s perspective, there are two reasons most Taiwanese students like to
learn a new language using the logic of Chinese. Firstly, they like to “translate” sentences in their
mind. Secondly, most language courses in Taiwan are grammar-centered. After learning Turkish
through the DA pedagogy, Tianshang started reflecting on whether his previous learning
strategies were appropriate. He argued that grammatical knowledge can contain elements of
cultural logic, aligning with Tochon’s notion that “grammar is part of the target culture”
(Tochon, 2014, p. 239). In this view, studying grammar should not focus on form only.

Language cannot be learned through grammatical comparison alone. While learning Turkish,
students need to explore the mindset of native speakers. The DA pedagogy helped Tianshang
understand how Turkish people think through authentic materials; at the same time, he could also
develop his sociolinguistic sensitivity that focuses on the effect of language on society. By using
EP and the DA pedagogy, Tianshang reflected on which learning strategies are better for him and
how language learning should be, thereby improving his future learning.

In summary, EP and the DA pedagogy prompted students to rethink perspectives they
once took for granted. Reflective thinking served as a process for students to reevaluate and
reinterpret their past experiences. They deconstructed ingrained stereotypes and reconstructed
new frameworks of understanding. In the projects, they developed and extended knowledge
about language learning and cultural issues. More importantly, projects provided an opportunity
for students to rethink the status quo, interrogating what they learned and what they have not yet
known. As a result, they asked more questions, sought reasoning and evidence, and discussed in
greater detail.

Increasing Civic Responsibility
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With the advent of technology and social media, interactions among different groups
have become much easier. People’s lives consist of not only their family, school, and work but
also their neighborhood, society, and other parts of the world. People who live in different
regions are more likely to exchange information, collaborate, and attempt to solve one another’s
problems. In addition, people may also begin to pay more attention to things that happen around
the world and recognize patterns between incidents. To make society peaceful and sustainable,
they take an active role in their community and work with others. Indeed, interconnectedness in a
global village encourages people to understand how the world works and respect different
values.

Given its multifaceted nature, it is not easy to define civic responsibility. Civic
responsibility usually refers to active participation in the public life of a community. In this
study, | define civic responsibility as the thoughts and attitudes associated with democratic
values and social participation. Students with civic responsibility apply the knowledge they
acquire to current social issues; they are socially engaged and feel a sense of social responsibility
to better society. Students in this study may not have participated in civic activities outside of
class, but they did develop a democratic consciousness based on mutual understanding, cultural
tolerance, embracing diversity, questioning governmental policies and practices, and addressing
social problems. As global citizens, they learned to care about the issues around them and to
notice the correlations between events around the world. They attempted to understand why and
how things happen and to broaden their perspectives.

In her interview, Songhua pointed out that nationalism permeates every corner of the
world. She did not know that many social issues have a close connection with nationalism until

she did her project. When she watched the news, she reflected on what she learned.
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While doing the project, | was paying close attention [to international politics]. | would
search for information to know what is happening. When | read the news, | would start
thinking about what is dictating current events — then | found it was nationalism again!
And I was like “Oh, God! Nationalism is everywhere. Why is it always all over the
world?” (Songhua, Interview #4, segment 351)

While Songhua was preparing for her project, the Istanbul mayoral by-election had just finished.
About seven months later, Taiwan held a presidential election. Songhua utilized the knowledge
she learned from the project to analyze and connect these two elections.

When | watched Turkish and Taiwanese news after doing the project, | found the
concepts and knowledge | learned and the reality | saw resonated with each other.
Despite the two countries’ cultural differences, | realized that the same concept
[nationalism] was being employed in different forms. When doing my project about
nationalism, Turkey was holding a local election. I saw that Erdogan played a video
about a terror attack in an Australian mosque during his campaign rally. This is just a
maneuver to manipulate populist and nationalist sentiment for his electoral victory!
Taiwan will have its presidential election. Although I hate China, I still can see some
local political party using the Anti-ELAB Movement!® in Hong Kong to stoke
nationalism for more ballots. (Songhua, Interview #4, segment 375)

Meiling’s discussion of multilingualism caused her to pay more attention to
multilingualism in Taiwan. She shared her observations on language use among her family
members. Based on her experiences, she offered advice for the Taiwanese government on
becoming a bilingual country in the future.

Only Taiwanese and Mandarin are spoken in Taiwan. Although some people speak
Hakka or aboriginal languages, these languages will soon vanish if they are not
promoted. Like my brother’s son. Since he was born, we deliberately spoke only
Taiwanese with him until he went to elementary school. But after he started school, he
never spoke Taiwanese at home anymore. If we hadn’t used certain techniques, his
Taiwanese proficiency would have become weaker and weaker. This kind of situation
usually happens to children who were raised by their grandparents. They can understand
by listening but might not be able to speak. The government can promote [bilingual
education], but I feel its influence is limited. If the familial and social environments can’t
support [bilingual education policy], it’s not easy. (Meiling, Interview #4, segment 428)

As a doctor, Jianhong chose health as his two project themes. His first project was

composed of two parts. The first part focused on language by teaching his peers useful Turkish
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sentences when having conversations at the hospital. The second part focused on the medical
system, outlining Turkey’s public hospitals and private hospitals in terms of service, medical
quality, and medical expenses. Moreover, he described Turkey’s health insurance and compared
it with Taiwan’s healthcare system, highlighting the potential shortcomings of the two countries’
health insurance systems.

His second project focused on Turkish folk medicine and therapy. He introduced folk
practitioners and described how they treat their patients. In addition, he explored traditional
herbal medicine that Turkish people use. Incorporating his professional medical knowledge into
his understanding of Turkish and Taiwanese folk medicine, Jianhong argued that folk medicine
has its own medical benefits. Neither Western therapy nor folk therapy should be ignored. They
play complementary roles.

Based on what he knew about Taiwan’s medical system and what he learned from the
project, Jianhong detailed his perspective as a doctor on each country’s healthcare.

People have been complaining about Taiwan’s health insurance and Taiwan’s medical

system. In fact, Turkey and other countries seem to have similar problems. This is a

problem worth discussing. Due to cultural difference, each country might have a different

way of solving [these problems], and these also result in different policies and systems.

[...] No matter which country we are considering, we actually face the same problems. It

IS just a matter of time. (Jianhong, Interview #4, segment 342)

Jianhong tried to understand Taiwan and Turkey’s healthcare from a broader perspective. He
used his professional knowledge to discuss the problems of the two medical systems. He argued
that this is not an issue of which policy is good or bad and developed his understanding of both
Western and Oriental medicine.

In fact, | think medical development [between the East, West, and Turkey] must have

some things in common. For example, traditional Chinese medicine stemmed from

empirical medicine, and so did Turkish medicine. As for European and American

medicine... the articles in the module mentioned that even some medicine in Europe
came from Turkey. (Jianhong, Interview #4, segment 342)
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His understanding was then broadened further to address cultural tolerance.

Respect means tolerance. You can’t say “Mine [my system] is better.” What’s important

is seeing the bigger picture, and then you will realize that... each culture is different. This

is just a global village. Our planet is a community. This world is a community. (Jianhong,

Interview #4, segment 342)

Jianhong elevated his cultural tolerance to a higher level that emphasizes mutual respect and
tolerance as universal values.

In fact, both people and people and nation and nation face the same problem. You have

stress, so do I. You have your perspectives, so do I. But we mostly think about ourselves.

If we can open our eyes and see other people’s world a little bit more, we can be more

tolerant. Really! | feel each of us lacks this. Not to mention different countries. Even

within the same country, different groups have this problem, or different members in a

family. We can pay more attention to others. We can care more about others. Really! But

we seem to lack tolerance. (Jianhong, Interview #4, segment 342)

Students demonstrated a democratic consciousness that strengthened their sense of civic
responsibility, including addressing society’s problems, showing respect, recognizing cultural
differences, embracing diversity, and showing cultural tolerance. Students expanded the scope of
language learning to go beyond reading and writing and paid close attention to what is happening
in the world around them. Integrating foreign language learning into their sense of civic
responsibility pushed students to play an active role in understanding social issues.

To clearly express the meaning of the multiliteracies in the study, I defined each
multiliteracies capability based on students’ responses. Several excerpts from students’

interviews are also included.

Table 6.1

Definitions of Multiliteracies Capabilities

Multiliteracies
capability learned
through EP and the
DA pedagogy

Definition Excerpts from students

Discover questions proactively and | | discovered many things I didn’t know before

Actively inquir L ) S, - .
y Inquiry use curiosity to find answers or | didn’t expect | would be interested in.
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Very strange. [...] | inquired deeper and
deeper. It goes from a point to a line, and
then connects to another point, becoming a
plane. It keeps extending. It's an endless
process. (Songhua)

The more research | did, even though | was
almost done, the more insufficient my
knowledge felt. | mean the more | knew, the
less | understood. [...] It was endless. The
[project-based] approach lets you start at a
point and expand from there. (Pingyu)

Synthesizing
information

Organize multiple resources
efficiently and present information
in a logical way

| could organize the information and make
my own materials. But what bothered me
more was how to present. [...] | hoped my
presentation would be vivid and interesting,
not just presenting everything | collected and
telling them. That’s not meaningful. (Yihan)

I needed to digest the information. | needed
to digest first, and then | searched for more
materials. From those materials, | had to
know what they meant and to figure out
what | can do. (Ruyi)

| allocated a lot of time to reading articles for
the project. | even compared and contrasted
multiple articles. [...] It is not hard to find
information. Don’t be overambitious because
it never ends. But you need to find materials
that work for you and that you can do a
comparison with. (Peiwen)

Thinking
independently

Construct modes of thinking on
one’s own by exploring reality and
forming a balanced perspective of
certain issues

| used to be restricted to other people’s
perspectives. Their viewpoints, their
perspectives, their frameworks, their
surroundings. But after learning this
language, | don’t have to depend on them. |
have my strategies. It feels like | broke the
barriers. (Songhua)

| can understand this country’s good sides
and its differences well. | can also tell if the
newspaper’s information on Turkey is
incorrect. (Longtai)

Thinking reflectively

Compare, interpret, and assess
previous experiences in the
learning process. Rethink what
makes sense and create new
meaning for knowledge taken for
granted.

| feel what I've learned is so limited, or the
knowledge | know is... probably not true. |
began to doubt everything that | took for
granted. [...] We have to be very careful.
When dealing with problems, we cannot take
them for granted. We need to carefully
discover and investigate reality. This is what |
learned from the projects. (Songhua)
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| started thinking from their side. After
exploring their thoughts, will | share their
ideas? If | were them, how would | think? Or
why wouldn’t | think like that? (Tianshang)
The government can promote [bilingual
education], but | feel its influence is limited. If
the familial and social environments can’t
support [bilingual education policy], it’s not
easy. (Meiling)

Formulate thoughts and attitudes
associated with democratic values
and social participation. Develop a
democratic consciousness,
Increasing civic including mutual understanding,

responsibility cultural tolerance, embracing
diversity, questioning
governmental policies and
practices, and addressing social
problems.

Respect means tolerance. You can’t say
“Mine [my system] is better.” What's
important is seeing the bigger picture, and
then you will realize that... each culture is
different. This is just a global village. Our
planet is a community. This world is a
community. (Jianhong)

In fact, both people and people and nation
and nation face the same problem. You have
stress, so do |. You have your perspectives, so
do I. But we mostly think about ourselves. [...]
We can pay more attention to others. We can
care more about others. Really! But we seem
to lack tolerance. (Jianhong)

In conclusion, these multiliteracies capabilities acquired from EP and the DA pedagogy
become cultural capital that helps students to adapt to this new era. They have capacities that
allow them to access countless cultural resources. Importantly, these capabilities are not
independent from one another. They are complementary and co-construct the identities of adult
learners. In the discussion chapter, | explain how the cultural capital the learners acquired
facilitated their identity development.

Finally, in addition to these multiliteracies capabilities, learning strategies and linguistic
knowledge are also fundamental components of students’ cultural capital. However, how they
learned Turkish through the DA pedagogy was still heavily influenced by their previous
language learning experiences. In the next section, | analyze the learning strategies they adopted

to understand how they struggled in the learning process.
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Interference of Traditional Learning Approach

In addition to multiliteracies capabilities, language learning knowledge and strategies are
also part of the cultural capital students acquire in school. Before implementing the DA
pedagogy, Taiwanese students regarded themselves as grammar drillers and exam-takers; as
such, they paid more attention to grammatical knowledge and sentence patterns. After
implementing the DA pedagogy, they began to look for appropriate learning strategies to
improve their literacy. Moreover, through learning goals and imagined identities, they were able
to develop personalized strategies to achieve goals. In other words, they had freedom and
exercised agency in making decisions about how to learn Turkish. However, when observing
their learning behaviors, | found some students struggled to get rid of old learning strategies.
These students were still influenced by old habitus, even if they were learning through a new
approach.

Although the DA pedagogy provided multimodal resources, most students chose reading
as their major learning strategy. Reading was the most common way of learning a foreign
language for Taiwanese students under a teacher-centered learning approach. Thus, even in a
new learning environment with many resources, students still spent most of their time with
reading (see Figures 6.9 and 6.10).

In the process of doing the project, the method I used least was speaking, while what |
used most was reading. (Jianhong, Interview #4, segment 198)

Compared to other methods, | read a lot. | spent most of the time reading. [...] When I
studied on my own, | used less writing and speaking as methods. Reading became a
major way for me to practice language and understand things. (Dewei, Interview #4,
segment 323, 375)

| spent a lot of time on reading. When Turkish friends wrote messages to me, I only read.
If we needed to talk, I would figure out how to pronounce the words and reply, but most
of the time, I tried to understand what they said by reading. [...] There are few speaking
opportunities in our learning environment. (Ruyi, Interview #4, segment 76, 78)
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I think reading... the content [of the articles] is the basis of understanding. For me,
reading is the first thing | have to complete. So, reading is still important for me because |
will know what I don’t understand. (Tianshang, Interview #4, segment 143)

Several students claimed that reading is the most common method among Asian students for

learning a foreign language.

I learned a lot from reading. Why? Asian students don’t have enough chances to listen
and speak [foreign languages]. They start with reading and then go back to practicing
listening and speaking. (Longtai, Interview #4, segment 159)

The learning method | used a lot was reading. | think I am more confident in reading. |
could not always fully understand the videos, even if I watched them many times. That’s
why | relied on texts a lot. | read transcripts first and then listened. (Songhua, Interview
#4, segment 191)

Figure 6.9

Jianhong’s Notes for His Project
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Songhua’s Note for Her Project
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Students’ inclination to read in the learning process is informed by two factors. Firstly, the
learning strategies that Taiwanese students usually experience are grammar-oriented, so they are
accustomed to reading as a major learning method. In Taiwanese language education, speaking
and interaction are the least-emphasized parts of formal education. School teachers encourage
students to read textbooks and explain sentence structures and meaning without spending time on
other skills. Because of this, some students felt they had inadequate skills in listening and
speaking and preferred to use reading as their main means of obtaining information. Secondly, it
is difficult to create a Turkish-speaking environment in Taiwan. When students step out of the
classroom, they might not have opportunities to practice Turkish. However, a lack of Turkish-

speaking environments does not equate to a dearth of learning resources. Via technology and the
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Internet, students can find a wealth of authentic materials such as videos on YouTube and
Netflix. Nonetheless, limited exposure to Turkish is a major problem. As adult learners, they
have to work during the daytim12/10/2021 10:09:00 PMe and have more professional and family
responsibilities than full-time students. They might not be able to commit themselves to learning
Turkish as much as full-time students. Given the challenges of other commitments and limited
time, the quickest way for students to receive information in Turkish is reading.
Conclusion

This chapter outlined four dimensions characterizing the DA pedagogy and its
empowerment of students. The DA pedagogy creates a new habitus for adult learners and
demonstrates how the student-oriented and project-based learning approach helps learners
acquire cultural capital. Participants used this new capital to better understand Turkey, reflect on
themselves, and build new perspectives on social issues. In terms of knowledge construction and
language learning strategies, the DA pedagogy provided a unique and revolutionary experience
for Taiwanese learners of Turkish. Their old habitus still influenced their learning, but students
were still able to access a new level of language learning. The DA pedagogy empowered
students to search for the most appropriate learning strategies for themselves. They enjoyed an
autonomy that transforms the role of learners into owners and creators of knowledge. Because of
the student-oriented and project-based learning approach, they appreciated the knowledge and
skills acquired more than before. The cultural capital gained from the DA pedagogy not only
changed their viewpoints on foreign language learning but also trained them to adapt to societal
changes. The ways of acquiring cultural capital reflected how adult learners exercise agency in
the learning process and also played a significant role in constructing their identities. They began

to develop meta-learning strategies that initiated a series of processes for understanding their
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own learning roles. When confronting different cultures, they adopted respectful, reflective, and
modest attitudes to understanding cultural diversity. In the discussion chapter, | elaborate how
the cultural capital acquired through the DA pedagogy impacted the identity development of

students and influenced their investment in Turkish.
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CHAPTER 7 DATA ANALYSIS AND FINDINGS (I111)
Chapter Overview

In a traditional language classroom with teacher-centered and exam-oriented learning
approaches, it is rare to see how social interaction and collaboration occur among learners.
Language learning becomes a unidirectional process. In a competitive environment, learners are
not collaborators but competitors. However, for language learners, especially for less commonly
taught languages (LCTL) students, interaction plays a critical role in numerous ways. In this
study, I designed many in-class and extracurricular activities that provided opportunities for
students to interact and collaborate with both one another and Turkish native speakers. By
observing multiple types of activities, | analyzed how social interactions in particular impacted
students’ investment in Turkish.

In this chapter, I discuss the role that social capital plays in constructing adult learners’
identities both in class and in society as well as how social capital benefits their Turkish learning.
To better understand the meaning of social interaction in a language classroom, | first elaborate
on the concept of social capital proposed by Bourdieu (1986) and its link with my research
methodology and curriculum design. In addition, | examine the roles of social interaction in
Turkish learning from two dimensions: (a) how to construct knowledge and (b) how to promote
and strengthen interpersonal relationships. Each dimension also includes the perspectives of
interaction with native speakers and with peers.

Turkish and Social Capital

Social capital is significant for learners in the language learning process. According to

Bourdieu (1986), social capital refers to “the aggregate of the actual or potential resources which

are linked to possession of a durable network for more or less institutionalized relationships of
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mutual acquaintance and recognition — or in other words, to membership in a group” (p. 248). It
is the resources that are based on the establishment and maintenance of relationships with
individuals, groups, and organizations. In the setting of LCTL learning like Turkish, social
capital facilitates learner’s investment in language acquisition. They realize that this is no longer
a foreign language spoken only in class but a foreign language that they can use in interactions
with native speakers. With the acquisition of social capital, learners gain a sense of achievement
from real interactions and feel willing to attend extracurricular activities to acquire even more
social capital. When they apply this language outside class and use it to achieve certain goals,
they regard this ability as a reward and have more intrinsic motivation to continue learning.
Therefore, the more social capital they acquire, the more time and effort they willingly invest.

As part of social capital, the networks between students and native speakers become the
foundation of students’ investment in learning Turkish. This process resonates with the
convertibility of the different types of capital proposed by Bourdieu (1986) whereby economic,
cultural, and social capital can be transformed into each other. The process of convertibility aims
to ensure the reproduction of capital. For example, students who establish social networks with
native speakers (i.e., social capital) deepen their knowledge of Turkish language and culture (i.e.,
cultural capital); likewise, students’ use of Turkish (i.e., cultural capital) can help them cultivate
and strengthen interpersonal relationships with native speakers (i.e., social capital). In other
words, the different types of capital are inextricably linked to each other.

The notion of social capital aligns with one of the core elements of Exploratory Practice.
Exploratory Practice (EP) maintains that classrooms constitute highly complex social situations.
A class can be seen as a small-scale representation of the greater society. For EP practitioners,

foreign language students are social beings who learn and develop best in a mutually supportive
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environment. Interactions can create more learning opportunities for language learners and
contribute to their development of linguistic and cultural knowledge. Exploratory Practice gives
students the autonomy to communicate with each other, directly or indirectly leading to their
identity construction as foreign language learners. Therefore, combined with the Deep Approach
(DA), which also emphasizes the importance of social networks, EP provides a valuable
methodology to explore the roles social interactions play among Turkish language students and
how social capital constructs their learner identities.

In this study, | observed how adult learners interacted. My observation focused on two
major points: (a) interactions with native speakers and (b) interactions with peers. To analyze
how social capital influenced students’ acquisition of Turkish, I designed in-class and
extracurricular activities aiming at increasing opportunities for students to speak and collaborate.
These activities aimed to both promote language skills and cultural knowledge and to foster
project discussion. Furthermore, activities were also held beyond the boundaries of the
classroom. The selection of activity locations depended on the objective of the activity. For
example, to expose students to Turkish coffee culture, I chose a Turkish coffee shop as a learning
field. Native speakers used simple Turkish to explain coffee culture (see Figure 7.1). Students
listened and used the cooking utensils specific to Turkish coffee to learn how to make it. Then,
they had to use their own words to explain the process again in Turkish (see Figure 7.2). For
Turkish coffee, one of the important cultural elements is fortune-telling. Fortune-telling plays an
indispensable role in both Turkish and Taiwanese culture. Therefore, during the activity, students
were also asked to work together to write keywords in Turkish about fortune-telling (see Figure
7.3). They brainstormed together to use simple vocabulary to describe complex cultural

knowledge.
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Figure 7.1

Students’ Interaction With Native Speakers in a Cultural Activity

Figure 7.2

A Student Practicing Turkish by Explaining How to Make Turkish Coffee

Figure 7.3
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Students’ Brainstorming Work About “Fal” (Fortune-telling in Turkish)
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For their final projects, students had two discussion sessions to share their projects with
each other. Each session was held on the week before the presentation day and aimed at
exchanging information and collecting suggestions for improvement (see Figure 7.4). Students
were randomly divided into several groups. About 30 minutes later, | asked them to switch
groups so that they had a chance to interact with other classmates. Discussion sessions have
several advantages in terms of learning. Firstly, they familiarize students with their own themes,
training them to express and synthesize their information. Secondly, they can scrutinize their
information to determine whether editing is needed. Thirdly, they can learn how to appreciate the
themes chosen by their peers and potentially discover new interests.

In this section, I propose four themes to explain how social capital played various roles in

facilitating adult learners’ acquisition of Turkish. The four themes are divided into two major
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categories: the construction of knowledge and the promotion and fortification of interpersonal
relationships. Student interviews, reflective journals, and my fieldnotes are also presented.

Figure 7.4

Project Discussion Session

Authenticity and Instantaneity of Knowledge

In a student-oriented and project-based approach, learning strategies are diversified.
Unlike traditional language pedagogy, the DA pedagogy emphasizes the role of interaction in the
language learning process. Interaction, as a curriculum design category, refers to a process that
“encourages students to exchange and interact among themselves and with other people in the
target language” (Tochon, 2014, p. 244). With the help of interaction, students acquire authentic
cultural and linguistic knowledge that is difficult to learn from a dictionary or textbooks. The
terms “authenticity”” and “instantaneity”” denote direct delivery of up-to-date information. The
authenticity and instantaneity of knowledge does not come from printed publications but rather
from either physical or virtual interactions with people.

The following excerpts summarize students’ thoughts on how their Turkish friends

provided useful information for their projects.
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In addition to finding materials on my own, | also asked my Turkish friends for more
information [to improve my projects]. (Yihan, Interview #2, segment 60)

I interacted with Ulkii, Unal [names of Jianhong’s Turkish friends], and other Turkish

people. I learned about Turkish culture from them directly. (Jianhong, Interview #4,

segment 154)

When | was doing my first project, | met a Turkish tour guide. He took a snapshot of his

guidebook for me, a guidebook introducing Mardin and Sanlurfa, two Southeastern cities

of Turkey. (Meiling, Interview #4, segment 251)

My Turkish friend is a Sufi. | can ask her many questions about Sufism. She belongs to

that community. | learned a lot of information that other sources couldn’t provide.

(Songhua, Interview #4, segment 167)

This time I asked for help from my Turkish friend... I was doing a project about

feminism, but I couldn’t find appropriate materials. I asked my Turkish friends to provide

keywords, and | found some papers. Those materials were exactly what | wanted! Very

useful. (Pingyu, Interview #4, segment 123)

When | had questions about the project, | either went online or asked Turkish friends. I

asked them as many questions as | could. Our classmates had different schedules, so |

rarely asked them for help. I mostly asked my Turkish friends. [...] Sometimes I wanted

to know more about their culture. They would go online and send me information in

Turkish. (Ruyi, Interview #4, segment 63, 119)
All of the students mentioned how native speakers helped them to look for necessary
information, emphasizing the importance of social interactions. Some of the students’ Turkish
friends were even willing to provide personal information. The knowledge shared by native
speakers is valuable because it is unlikely to be acquired without direct communication between
learners and the native speakers. From learners’ perspective, a Turkish friend is regarded as a
walking dictionary. Having native speakers is like having a portal into Turkish society,
exemplifying the conversion between cultural capital and social capital.

Moreover, the knowledge that students acquired not only focused on projects but also

helped them to practice speaking and listening skills; this is another significant reason why adult

learners desired to interact with Turkish native speakers. Peiwen and Meiling, for example,
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shared their interaction experiences with random Turkish people while traveling in Turkey. They
mentioned how local people helped them to improve their oral proficiency in Turkish.

Turkish people’s attitude [toward foreigners] made me feel relaxed. They all said, “That’s
fine. Just repeat after me.” Even the owner of a coffee shop said, “Let me teach you how
to say ‘No sugar’ in Turkish. Okay, now, repeat after me!” I feel like these situations are
so interesting. They are very friendly, which makes me want to spend time with them.
(Peiwen, Interview #2, segment 159)

[When | visited a tourist attraction] | saw an announcement board. | was standing there
and reading aloud. I couldn’t pronounce some words. A Turkish woman who was
standing beside me taught me how to read. Sometimes I paused because I couldn’t read,
but then she taught me. [...] I couldn’t read a whole sentence. She read it for me.
(Meiling, Interview #3, segment 7)

I told my Turkish friend, “If you are available at night, you have to teach me Turkish.”
[...] He tried to explain Turkish to me in English. Turkish people are very nice. (Meiling,
Interview #3, segment 55)
Several students thought of their Turkish friends as tutors who were willing to help them use the
language. During these interactions, students had a chance to improve their linguistic knowledge
in grammar, writing skills, and speaking skills. For example, Dewei described how native

speakers helped his Turkish writing and vocabulary.

Tolga [a Turkish guest speaker] told us how to speak, how to write... He also taught us
how to write a complete sentence. (Dewei, Interview #3, segment 39, 43)

One day, my [Turkish] friend went to a park to make a video. When | watched the video,
I messaged him, “Cok deer var.”'* Then he taught me how to say “deer” in Turkish in his
reply. It was fun! [...] In Instagram messages, my friend also corrects my sentences.
(Dewei, Interview #4, segment 455, 487)

Yihan also saw her Turkish friends as teachers who explained things she could not
understand in class.

In the learning process, | feel that my Turkish friends help me. Sometimes | seem to

understand in class, but after going home, I am not sure whether I really get the concepts,

even though | took notes. When | have doubts, they are just like teachers who can answer
my questions and teach me how to use Turkish. (Yihan, Interview #2, segment 198)
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| seemed to understand [the grammar | learned]. But if you wanted me to use it, | was still
not sure if | could use it correctly. So, | asked my Turkish friends yesterday. Although he
didn’t explain in detail, he told me in which context Turkish people use that grammar,
which helped me to understand better. (Yihan, Interview #2, segment 204)

Pingyu held a similar opinion. She argued that Turkish people’s hospitality facilitated her
Turkish learning. She explained that Turkish speakers feel excited when hearing foreigners
speaking Turkish and are willing to help them. Pingyu even helped her Turkish friends who were
learning Chinese. They became teachers for each other.

We use LINE [a communication application] to talk. Just daily conversation [...] My
Turkish friends correct my sentences. Yes, we chat, but when they reply, they correct the
sentences, and | learn how to correctly use the language because of them. For example, |
said “I don’t have work on weekends” in Turkish. They said, “You should say ‘I rest on
weekends.”” I asked why. They said my sentence is misleading; people might
misunderstand and think I don’t have a job or something. (Pingyu, Interview #3, segment
27, 75)

My Turkish friends are always very happy to practice with me and actively correct my
mistakes! For example, if | ask them a question in the message, the first thing they do is
revise my question to correct or improve it. After that, they answer my question. I am
very thankful for their thoughtfulness. [...] They help me a lot, even just practicing oral
Turkish with me. [...] We mainly chat online and then... I also met Turkish people who
are learning Chinese, so | can also help them practice. | think we are tutors for each other
in terms of language learning. (Pingyu, Interview #4, segment 119, 255, 259)

In addition to messaging, Ruyi used multiple techniques to practice Turkish with native speakers.
She established a variety of channels by taking advantage of technology. Her experience
demonstrated how social capital is multiplied by different multimodal applications. Social
interaction is not restricted to face-to-face interactions only. The rapid development of
technology has enabled multiple means of accruing social capital.
For example, if I don’t understand a paragraph and don’t know how to describe it, I take
a snapshot and send it [to Turkish friends]. At the same time, | also message them,
explaining that “I don’t understand.” I even look words up in the dictionary but still don’t
understand. The translation from apps can be weird. When I can’t figure something out

on my own, | ask my friends. Their answers are more accurate. (Ruyi, Interview #4,
segment 80)
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| also use recordings. | wrote messages in the beginning, but now I can press the
recording button and read sentences. My Turkish friends will the sentences type for me.
If they don’t understand what | say, they reply with a question mark, so I know my
pronunciation is incorrect. Then I ask them to read and record the sentences for me. They
read, and I repeat again and again until they say “OK!” (Ruyi, Interview #4, segment 95)
Finally, the authentic knowledge garnered from native speakers also strengthens students’

memory of specific word usages and sentences. Direct interaction reinforces how to use a

language in an authentic setting, as Pingyu observed:
I was always struggling with how to use gibi [the preposition like] in a sentence. | asked
the teacher before, but I didn’t practice it, so I forgot. One day when chatting with my
Turkish friend, I had to use it, so | asked him. He gave me some examples. | used it
immediately at that moment, and | remember its use even now. In order to learn a word, |
think it’s important to use it in practice. (Pingyu, Interview #3, segment 51)
As a doctor, Jianhong had little time to review after class. He mentioned in the interview that he
more readily remembers the linguistic knowledge directly acquired from interactions with native
speakers. During these interactions, Jianhong actively produced the language, and native
speakers explained the language with physical movements as a response. This mutual interaction

imprinted the knowledge in Jianhong’s mind due to its activation of and anchoring in episodic

memory.

Basically, interactions with Turkish people are the most direct, most beneficial, and most
powerful method of learning. What I learned from interactions is easier to remember, like
sakwr sakwr [an adverb reduplication in Turkish]. For example, in our Level 1 course, two
Turkish friends came to our class and taught us present tense. | have never forgotten the
rules. I also learned future tense with Ulkii and Unal, which 1 still remember. Yeah, it is
very beneficial for my learning. The memory remains much longer. (Jianhong, Interview
#4, segment 278)

As cultural capital, their Turkish proficiency in speaking, listening, and writing was
greatly improved through interaction. This process demonstrated a typical example of capital
conversion. In addition, students received encouraging support from native speakers through

interactions. In her reflective journal, Peiwen mentioned that her Turkish friends analyzed her
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methods of learning Turkish and gave her advice. She said, “My friend told me I’'m good at
listening and imitating. She suggested | watch as many Turkish movies as | can. She also wanted
me to practice Turkish with her” (Reflective journal one, week 8). The encouragement and
valuable suggestions from a native speaker enhanced Peiwen’s confidence and willingness to
invest in Turkish.

Students’ descriptions of their relationships with Turkish friends support that social
capital is a critical element in increasing students’ intrinsic motivation. Taiwan’s traditional
approach to language education mostly adopts a unidirectional learning model in which the
major sources of learning are teachers and textbooks. Interaction activities are rarely integrated
into the formal education curriculum. Even if students can access a variety of online learning
resources, they still have few opportunities to speak, especially for Turkish language learners. In
my observations, | found that although some students were reluctant to speak due to the fear of
making mistakes or insufficient vocabulary and speaking skills, they still engaged in interactions
with Turkish people. Students loved interactions because they were able to use Turkish in an
authentic setting. For adult learners, applying Turkish in their lives is much more important than
drilling and rote memorization.

Horizontally Distributed Information

The horizontal distribution of knowledge refers to a process in which knowledge is
exchanged among peers and friends rather than transmitted from authorities. Horizontal
distribution emphasizes knowledge sharing achieved through multiple channels, such as daily
conversation, classroom activities, social media, and so on. In addition to native speakers,
students also acquired knowledge from their classmates. They exchanged information through

discussions, conversation, and communication applications. All of the students felt passionate
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about Turkish language and culture and therefore they liked to exchange useful and interesting
information regarding Turkey. Moreover, horizontally distributed information contributed to an
invisible learning community among students based on their shared interest in Turkey where
they can discuss, collaborate, and share knowledge not only on language but also on culture and
society.
My classmates, like Longtai, usually discuss culture with me. [...] My classmates and I
speak about lots of things, like Turkish culture, Turkish people, or what we did in

Turkey. (Peiwen, Interview #3, segment 43, 147)

Because of [my classmates’] sharing stories, I know lots of things about their lives. It’s so
much fun! (Meiling, Interview #4, segment 436)

Small class activities can help us get to know each other quickly. Everyone begins to

share their experiences in Turkey, like something that you know or that | know. This has

gradually given me a basic understanding of this country. (Dewei, Interview #3, segment

255)

In addition, during project discussion sessions, students agreed that interactions
facilitated the absorption of knowledge from different areas. Each student chose different themes
and learned about peers’ topics through interaction. The process of knowledge sharing thus
indirectly helped students to explore potential interests in other themes.

Everyone chose different themes. In addition to our individual themes, we could also

listen to other topics, such as art and embroidery. I wasn’t into these kinds of topics, but

after Peiwen finished her presentation on embroidery, | learned many things that I didn’t

know before. | learned a lot! (Yihan, Interview #2, segment 8)

A lot of cultural knowledge I know is from my peers... I found out that my classmates

are so talented! Each of them knows a lot about Turkey. [...] In the process of sharing

with each other, I found that I don’t have to memorize knowledge. Instead, I gradually

immerse myself in the culture. (Jianhong, Interview #4, segment 154)

Another dimension of horizontally distributed information refers to peer suggestions for

projects. While doing a project, students may have blind spots in the thought process. They may

ignore other important perspectives in the process of researching a topic. Mutual discussions not
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only contribute to the expansion of students’ viewpoints on specific issues but also train students
to think critically.

We gained more information [for the projects] by sharing that can fill our gaps and
understand differences [in opinion]. (Ruyi, Interview #4, segment 192)

My classmates can tell me where | need to improve. Each of them has their own
experience. Everyone can share different perspectives through interaction. (Longtali,
Interview #4, segment 319)

During discussions with classmates, different perspectives were integrated, and |
imagined how much the project could be improved. (Peiwen, Interview #3, segment 211)

[Sharing and discussion] helped me adopt another viewpoint to scrutinize my projects.
When we discussed as a group, the questions my classmates asked were useful for
extending my project content. (Pingyu, Interview #4, segment 352)

| think the biggest benefit of peer sharing and interaction was broadening my perspective

on my projects. In the process of sharing, for example, Tianshang usually offered his

opinions or asked about things he was curious about. | noticed missing information
because of his points and found more interesting ideas through his questions. (Songhua,

Interview #4, segment 387)

Through discussions with classmates, | realized the perspectives and information they

focused on are different. That is, what other people think is different from what I think. In

this way, | could learn about their viewpoints. At the same time, | was also reminded to
consider multiple angles when observing an issue to address blind spots. [...] Plus, other
students’ projects aroused my curiosity for other topics I can learn about in the future.

(Tianshang, Interview #4, segment 331)

In a traditional language class, the only knowledge owner is the teacher, who is
responsible for imparting knowledge to students. If the pedagogy is exam-oriented, the
distribution of knowledge becomes even more imbalanced. To earn high scores, students are not
collaborators but competitors. If vertical circulation of knowledge between the teacher and
students is unidirectional and runs from top to bottom, horizontal circulation between peers is

stagnant. Mutual competition prompts students to withhold information, refusing to share

knowledge with each other or to construct a learning community.
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In contrast, interaction and sharing breaks the hierarchical structure and barriers of
traditional language class. The source of knowledge does not come from textbooks or teachers
anymore but rather is constructed and scaffolded through peer discussions. When knowledge is
circulated horizontally, no one is superior or inferior to others. Each learner is equal and
valuable. The students reflected,

If my classmates ask questions, | can learn many colloquial, practical expressions.
(Songhua, Interview #4, segment 303)

We learn from each other. Like Songhua, | think her Turkish proficiency is much higher.

[...] Sometimes we interact with each other when learning Turkish. (Ruyi, Interview #4,

segment 136)

Like Ruyi’s learning strategy: homophonic memory. This is a good example of

memorizing words. Peers always have different ideas about how to memorize words,

which makes learning Turkish more interesting and helps me increase my vocabulary.

(Jianhong, Interview #4, segment 290)

According to their experiences, each student acts as a teacher in the process of sharing
information and creating opportunities to practice together. This mutual support encourages more
social interactions, thereby forming a cycle of language learning.

Meiling and Peiwen also practiced Turkish with their peers. Unlike students who see each
other as competitors in an exam-oriented class, these students learned from each other and were
willing to help their peers improve. For example, Meiling mentioned how she sent Turkish
messages to Longtai to create more opportunities to practice.

Longtai is now in Tainan. Sometimes he just makes small talk, but today | sent a Turkish

message. [ didn’t use Google Translate. I typed on my own. I said, “Where are you?” [in

Turkish], and he replied to me in Turkish, too. (Meiling, Interview #4, segment 219)

Peiwen shared an interesting in-class experience. Her classmate, Sihao, has a Turkish girlfriend.

Sihao liked to send romantic sentences in Turkish to his partner every day. In the beginning, he
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asked the teacher how to express certain ideas. However, as everyone learned about his
relationship, the whole class began to brainstorm as many romantic messages as possible.

We thought about funny sentences for Sihao. | mean we, as a whole class, took it very

seriously because he is our classmate. We helped him in Turkish, and this helped us in

turn. We could use those sentences in other situations or to joke with our Turkish friends.

| think this kind of learning method is very interesting. It also helps us remember things

longer. (Peiwen, Interview #3, segment 147)

According to the analyses, social capital distributes knowledge horizontally. Interaction is
a process that empowers students to scaffold knowledge for each other. When they become
knowledge owners, they can take what they have learned and apply it to other situations or
experiences. Knowledge sharing means that students act not only as teachers for themselves but
also for their peers. Everyone can provide different opinions and perspectives. By sharing
information, students also have a chance to communicate, thereby forming a virtuous cycle.
Additionally, mutual sharing can also arouse students’ curiosity about certain topics, prompting
them to think about something new. Hence, learning is not a unidirectional transmission but an
interactive process. More importantly, knowledge and learning resources are not a privilege
available only to specific groups. In other words, cultural capital becomes shareable with the
help of social interactions. Each member of a learning community has the right to access
different resources.
Developing Multilevel Relationships

In the process of interaction, students and native speakers developed multilevel
relationships. Those relationships were constructed on the basis of cultural and linguistic
knowledge sharing and then extended outwards to higher levels. Students’ first-level

relationships with native speakers focused on language exchange and aimed to help students

improve their language skills. Through this exchange, students began to develop a friendly
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rapport with native speakers. Peiwen described experiences about her interactions with her
Turkish friends and the family members of her Turkish boyfriend.

| feel there’s no distance between me and Turkish people. They love to teach me Turkish
because they know my Turkish needs improvement. [...] They are very thoughtful. They
change the way they talk so that we can understand them. [...] All of them treat each
individual with a friendly attitude. (Peiwen, Interview #2, segment 19)

If Turkish people visit our class, you want to make them a language partner, by which |
mean, you want to become friends or keep in touch with them after class because you
want to have native speakers to practice with. That’s why I was very excited about having
Turkish visitors in class. During our interactions, | learned new words to help me express
what | wanted to say. (Peiwen, Interview #3, segment 123)

I’m interested in culture. My Turkish friends post pictures related to their culture [on
social media], like the food they make or family get-together. | like these culture-related
pictures. Then I send messages like “I ate this before, so yummy!” I chat with them in
Turkish to understand their culture and to learn how to speak more fluently. | have
learned many words and new information from our conversations. (Peiwen, Interview #3,
segment 127)

Pingyu had similar experiences with a Turkish friend who was studying Chinese in
Taiwan. Her relationship with her Turkish friend was also based on language learning and
exchange.

Maybe because I’'m learning Turkish, she usually likes to chat with me in Turkish.

Sometimes I don’t understand... so I need to translate on my own. Sometimes... to be

able to chat with her, I bring my notes with me, regardless of where I am. (Pingyu,

Interview #3, segment 7)

My Turkish friend told me “Let’s practice Turkish tomorrow!” We met this week, and

she said, “From next Monday on, you will write a Turkish paragraph to me, and I will

also write a Chinese paragraph to you,” and I said okay. (Pingyu, Interview #3, segment
83)

A second-level relationship indicates a friendship. When students and their Turkish
friends become closer, the topics they talk about are not restricted to language learning only and
instead expand to share other aspects of life. Turkish people usually offer hospitality to outsiders,

and it is easy for foreigners to become friends with them. Importantly, Turkish language skills
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are often regarded as a catalyst for friendship with native speakers. Turkish people do not
generally expect foreigners to speak Turkish. When they find that someone can speak Turkish or
otherwise has a connection to Turkey, they are surprised and oftentimes like to learn more.

Yihan mentioned that she stayed in Turkey for a short period of time. Through this
connection to Turkey, she was able to befriend Turkish people more easily than her Taiwanese
co-workers.

I think it is because I stayed [in Turkey] before. Of course, I’'m not the only one who

makes friends with local people. My other [Taiwanese] co-workers have their own

Turkish friends. But I feel my relationships with Turkish local tour guides are much

closer than theirs because | stayed there. | know more about their work attitude and

mindset. (Yihan, Interview #2, segment 176)

Dewei believed that the hospitality of Turkish people makes them more willing to teach
him Turkish and to share Turkish culture. Their friendship also deepened his curiosity about
Turkey.

They are very easygoing and helpful. If you ask them questions about life in Turkey, they

tell you and help you. They are also very passionate, especially when talking about

Turkey. They like to share with you. (Dewei, Interview #3, segment 11)

Pingyu mentioned another Turkish friend she met on Instagram. They did not see each
other in person, but they became friend because Peiwen traveled to Turkey and learned Turkish.

This is the Turkish friend who helped with my project. In fact, we didn’t know each

other, but we had mutual friends on Instagram. We got to know each other when | went

to Turkey last time. She saw | checked in and asked me where | was. She said | could

stay at her house [but I didn’t because of my travel schedule]. [...] She asked me where I

was learning Turkish. I said in Taiwan. [...] After we chatted, she told me, “Let me know

if you need any help [for Turkish or projects].” (Pingyu, Interview #4, segment 183)

Finally, the third-level relationship between Taiwanese students and Turkish native
speakers involves the formation of a trust circle. After establishing friendship, learners worked to

understand Turkish people’s thoughts, mindset, and logic. They also attempted to think and

behave like local people; in turn, local people treated them as Turkish. At this relationship level,
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students become members of native speakers’ trust circle and are treated as cultural insiders,
which is likely to expand their network of native speakers.

Peiwen shared how Turkish people look at the habits she developed in Turkey. She also
believed that the habits she developed contributed to the expansion of her network.

When | was in Turkey, | posted many things about Turkish culture. Regardless whether
they were local or Turkish people living in different countries, they totally agreed with
me. They were like “Why is an Asian girl is doing the same thing as me?” or “How can
she drink six cups of tea a day [like Turkish people]?” They think it’s so much fun. [...]
Aysenur, my Turkish friend who came to our class, said, “Oh my, why do you love our
country so much?” She said it’s rare to see that among foreigners. She thought only
Turkish people loved their country. She didn’t expect other people to feel that way, too.
That’s why we began to chat. (Peiwen, Interview #3, segment 151)

Likewise, the family members of her Turkish friend also let her participate in the normal routine
of an ordinary Turkish family. This invitation symbolized that Peiwen was regarded as part of
their community rather than as a foreigner.
When | watch them making Turkish food, they like to guide me step by step. Even if |
don’t want to do it, they still tell me, “Sit next to us and watch!” They invite you to join
them. Unlike an Asian family, which would usually say, “Wait outside, or you might get
dirty,” they like to interact with you. They view it as a way to bring people together. I can
learn about their culture from these interactions. (Peiwen, Interview #2, segment 15)
Yihan commented on her work experience in Turkey. She argued that it is essential to
earn Turkish people’s trust if one wishes to live or work in Turkey; in order to do this, one must
understand their thoughts.
In terms of work, Turkish people think I’'m a communicative person. [...] For example, if
our company wants something or asks for certain conditions, my Taiwanese co-workers
might not be able to achieve the task, but I can. [...] I know Turkish people better. I know
how to communicate with them, and they will give me what | want. (Yihan, Interview #2,
segment 182, 186)
Based on the analyses, social capital created multilevel relationships between students

and Turkish native speakers (see Figure 7.5). In the beginning, students regarded native speakers

as language exchange partners who helped them improve their Turkish proficiency. This cultural
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capital is valuable for students because it is rarely acquired through formal education. The
connection via language exchange was then promoted to another level of relationship: friendship.
Friendship reduces the distance between students and Turkish people. The application of
technology and social media facilitates the acquisition of social capital, transcending the
boundaries of time and space. Changes in modes of communication make social capital easier to
consolidate. The last relationship level is the formation of a trust circle. Students are regarded as
insiders of Turkish culture at this stage. The trust circle demonstrates signs of mutual recognition
(Bourdieu, 1986), and relationships are not built on language exchange only but rather on a deep
feeling of acceptance and being accepted. The formation of a trust circle also includes
recognition as part of the Turkish community. When one’s network is expanded, students get to
know more native speakers and embark on constructing further relationships. In this way, the
complex social interactions between students and native speakers form multilevel relationships
that perpetuate the cycle of friendship and trust.

Figure 7.5

Concept Map for Multilevel Relationship Between Students and Native Speakers
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Creating a Supportive Community

Compared to the learning communities of other commonly taught languages in Taiwan
such as English, Japanese, and Spanish, the learning community of Turkish is small. However,
the cohesion between Turkish learners is very strong. In addition to learning together, students
built a supportive community by participating in Turkish extracurricular activities, befriending
others who were interested in Turkey, and joining pages related to Turkey on social media.

The notion of “support” includes three dimensions in the learning community: (a) support
for learning, (b) support for emotions, and (c) support for sustainable relationships. In this
section, | analyze each of these dimensions.

The first support focuses on learning. All participants in this study had the common goal
of improving their Turkish language skills. Unlike in an exam-oriented learning environment, a
supportive learning community emphasizes that learning is achieved through collaboration and
mutual assistance rather than individual actions. Students were willing to assist peers who
struggled and aimed at moving forward and growing together instead of competing with each
other. They were also willing to share learning strategies with their classmates.

A supportive learning community highlights social interaction. According to the
principles of EP and the DA pedagogy, social interaction is fundamental. Through interaction,
both discussion and sharing became essential channels for students to learn Turkish. Not only did
they exchange knowledge, but they also shared their individual learning challenges in studying
Turkish. In this study, students wrote down their puzzles with Turkish and shared them.
According to the principles of EP, the priority with these puzzles is not to solve but to understand
them (Allwright & Hanks, 2009; Hanks, 2017a). Through interactions, students may or may not

be able to fully resolve their learning puzzles. However, they can understand their puzzles better
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through dialogue with and support from their peers. Thus, this is a process in which students
reflect on their learning and consider why certain issues arise.

For example, Songhua’s puzzle was “Why can’t we use Turkish in our daily lives even if
we study really hard?” She presented this puzzle to her peers, who revealed that they faced the
same problem. Through their discussion, Songhua claimed that this puzzle occurred because
Taiwanese students pay too much attention to the formal elements of language, such as spelling
and grammatical structures. Influenced by the exam-oriented learning environment, they do not
know how to use language in authentic contexts. She commented that “the Turkish language and
students’ lives are not sufficiently close” (Interview #4, segment 415). There are few chances for
Taiwanese learners to speak and listen to Turkish. Even if they study hard, they are still afraid of
using Turkish in front of native speakers. Songhua did not specify how she could cope with her
puzzle. However, based on peer discussion and her reflection of her own, she figured out why
the puzzle confused her.

On the other hand, Tianshang’s puzzle was “Why do we always use the logic of our
mother tongue to learn a new language?” He found this to be a common phenomenon among the
majority of Taiwanese students. Given his degree in French, he had a great deal of interpretaiton
in foreign language learning. As such, he often advised his peers.

When hearing my classmates say things like “This language is so different from this other

language, it is too hard to understand,” I often recommend they avoid this pattern of

thinking. They should learn the language through its own logic. [...] As I usually say,
don’t use the logic of Mandarin to learn Taiwanese. If people can’t escape the logic of
one language, it may hinder their ability to learn another language, lowering learning

achievement. (Tianshang, Interview #4, segment 347, 359)

In an interactive learning environment, sharing one’s past experiences is an important form of

support in a community because it offers an opportunity for peers to absorb new knowledge and

to reflect on their own learning strategies.
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The second support focuses on emotions. When asked about their experiences interacting
with peers, almost all students mentioned the pleasant atmosphere in class. They remarked that
the vibrant and lively learning atmosphere intensified the connections between learners. The
pleasant atmosphere significantly increased their motivation and investment in learning Turkish.

Peiwen mentioned that her class (Class A) always had a positive learning environment.
Compared to her previous experiences, her experience learning Turkish made her more
motivated. In her opinion, a positive learning environment benefits language acquisition because
it can support students’ emotional long-term investment in Turkish.

Our class is very lively. [...] Everyone is at different stages in the learning process. Our

one-year learning experience was full of joy. A larger network was based on interactions

with the teacher, classmates, my boyfriend, my boyfriend’s family, and anything related

to Turkey. It was an amazing experience! (Peiwen, Interview #3, segment 123, 215)

On the other hand, Yihan did not expect this class to be so supportive and interactive. She
thought this class would be like an ordinary language class with a teacher-centered approach.
After several weeks, she realized that she had gradually adjusted to the class.

At the beginning, I liked going to class and being left alone. I didn’t intend to have too

many interactions with my classmates. But our class had this [interactive] atmosphere,

and then slowly... I became accustomed to it. (Yihan, Interview #2, segment 202)

Meiling had similar feeling. In one interview, she mentioned her negative past learning
experience. Because of her poor pronunciation, she was teased by her English teacher in front
her classmates; as a result, she lacked confidence in language learning. In the Turkish class, she
felt she was always behind; however, her classmates did not leave her to struggle alone. They did
their best to help her, which made her experience of learning Turkish different from her past

experience with English.

My classmates are really nice. They don’t reject or isolate me just because I fall behind.
When Longtai is absent, I can still find others to work with. Or, for example, I didn’t
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perform well in class, but my classmates are still willing to help me. Peiwen told me, “If
you don’t understand, I can teach you!” (Meiling, Interview #3, segment 255)
The supportive environment also stoked Meiling’s intrinsic motivation. Although she almost quit

learning, the warm and pleasant atmosphere of the class played a critical role in her perseverance

with learning Turkish.

| used to say that | would quit after finishing Level 2, but | feel so happy with my
classmates. So, now I’m spending one day a week getting together with them. I can learn
something. But if [ can’t [learn something], that’s also fine. (Meiling, Interview #4,
segment 103)

Pingyu mentioned her classmate Meiling. Although Meiling talked about her poor
performance in her interview, Pingyu said she likes Meiling’s personality and also many things
from her. These types of relationships typify the emotional support of a cohesive learning
community.

Meiling is a lovely girl. She always comes up with nice ideas. | think all of my

classmates are lovely, especially Meiling — probably because she likes to ask interesting

questions that arouse our curiosity. [...] I think it is important to build cohesion [between

students] in class. (Pingyu, Interview #3, segment 283, 339)

In Class B, Songhua and Jianhong also mentioned the emotional support of their learning
community. Songhua liked her classmates’ positive attitudes and argued that an interactive
atmosphere is especially beneficial for language learning and project discussion because learners
can help each other. Jianhong agreed with the importance of a vibrant and positive environment
in language learning, and he cited this as a reason for continuing the class despite his heavy

workload at the hospital.

We might face bottlenecks in our learning, but in the atmosphere that the teacher and
classmates created, the teacher is considerate, and we are supportive of each other. [...]
My teacher and classmates are so nice. They are very thoughtful. (Jianhong, Interview
#4, segment 126, 134)
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All Taiwanese students experience a stressful and competitive learning environment
during high school, which may explain why learning atmosphere is such a critical factor for adult
learners. As Longtai commented, if the learning environment were competitive, students would
not perform very well because they would not trust each other. As an adult learner, he expected a
collaborative and pleasant class atmosphere, and this became his way of relaxing after working
all day.

I don’t like negative environments. If there are negative feelings between students, we

won’t make progress. Don’t be jealous of your classmates, and don’t hold people back.

The more friends you make, the better your learning will be. A negative environment

causes unhappiness. It’s painful. A good learning environment can reduce the pressure on

students. Attending the Turkish class, for me, is a way to relieve stress from work.

(Longtai, Interview #4, segment 223)

The third support focuses on sustainable relationships. Like interactions with native
speakers, friendship among peers is also part of a supportive learning community. The topics
students discussed were no longer restricted to Turkish but broadened to include everything in
their daily lives. They cared about each other and understood each other’s needs and preferences.
They transcended the role of a classmate. This kind of social capital intensifies the cohesion
between learners. They did not see each other only as language learners but as friends who share
the same interests.

Songhua pointed out that the basis of their friendship was built through classroom
activities. Friendship breaks the barrier between students, and Songhua noticed that once
friendship was established, she had more courage to practice Turkish. The relationships between
students nourished their investment in Turkish, and Songhua was not afraid of making mistakes.

During class activities, people unconsciously divulge private information, and... because

of that, you get to know your classmates better. Our relationship became a friendship.

When you know a person better, | think your interactions become more interesting. |

don’t even feel embarrassed about making mistakes when practicing Turkish. (Songhua,
Interview #2, segment 103)
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Peiwen argued that friendship is also a key to encouraging students to attend class every
week. Although all of the students had busy schedules, they enjoyed spending time with their
peers and sharing information during breaks.

Some of my classmates joined the class for work. Some of them are there for other

reasons. But, overall, | think all of us come to class for our classmates. The role of

“classmates” is very important to us. In addition to discussing Turkish, we also share

other information in our group. (Peiwen, Interview #2, segment 27)

Peiwen noted the role of social media in the formation of friendships. She and her classmates
created a chat group using a smartphone application. Through technology, they kept up with one
another’s learning situations, even if they did not have class. The friendship among peers
extended beyond the classroom to students’ personal lives.

Strong cohesion defines our group on LINE [a communication app]. It encourages

everyone to learn and study together. [...] I feel that cohesion strengthens our willingness

to learn. Suppose we didn’t know each other, and I didn’t go to class today. I might feel

like “Fine, I don’t care. It doesn’t matter.” But because we know each other, we think “I

can learn something from my classmates.” This makes me feel much better. (Peiwen,

Interview #2, segment 27)

Pingyu shared the same feeling. She believed that her close connection with her peers
made her feel relaxed. Taking the Turkish class and meeting with her classmates became a
weekly routine for her.

We have a class where all of us can meet every week. | feel like it has already become an

important thing in my life. Taking the Turkish class every Wednesday night is a highlight

in my life. [...] I feel so pleased when I see my classmates. I feel happy when interacting
with them. In fact, Meiling once told me that “If it were not all of you, I might not
continue the class.” She also feels like her classmates are a part of her life. (Pingyu,

Interview #4, segment 271)

Pingyu also pointed out that the friendship they established was an incentive for her to invest

more in Turkish.

Perhaps | am influenced by my classmates, but I think learning Turkish is a thing that |
want to keep doing. Actually, I don’t have an imperative reason to learn Turkish. I am not
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going to marry a Turkish guy, nor do I use Turkish for my work. But just because of this

class, I hope I will continue [learning Turkish]. I don’t intend to stop. (Pingyu, Interview

#3, segment 335)

Thus, friendship overcame the boundaries between classmates. During the interview,
some students spoke about other connections with their peers. For example, Yihan’s work as a
tour guide meant that she had stayed in Turkey for several months. Due to her experiences, her
peers often asked her questions regarding life in Turkey.

Pingyu planned to apply for scholarships in Turkey. We met after class, and she asked me

some questions about it. Other students also asked me other things, like how to apply for

a Turkish visa. (Yihan, Interview #2, segment 214)

Longtai enthusiastically shared resources with Dewei, even though those resources were
not relevant to the Turkish class per se. Because of their friendship, he was willing to spend extra
time searching for useful resources for his classmate.

Dewei wants to attend a mandolin class. | asked him why, and he said it’s fun to play

musical instruments. I shared online resources with him about Turkish mandolin and

Italian mandolin, including the history of stringed instruments. So, we do not interact

only for our language class. We have other positive interactions related to other areas.

(Longtai, Interview #4, segment 203)

In sum, all three dimensions of support—Iearning, emotions, and sustainable
relationships—accentuate the critical role of social interaction in the process of language
learning. All three dimensions are critical for adult learners, especially those learninga LCTL
like Turkish. Adult learners often are too busy to study. Support from peers can help learners to
clarify what their learning challenges are, why they happen, and how to deal with them. This
support does not undermine the importance of a teacher; rather, it foregrounds the significance of
peer support as an additional learning benefit. Moreover, for the participants in this study, this

was their first experience learning Turkish. When they face challenges and frustrations, a

supportive community is transformed into a space where students can relax with their peers.
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They are comrades who share good and bad experiences, enjoy a sense of achievement, and
tackle challenges together. This strong cohesion prompts them to invest more into learning
Turkish. After this class, they realized that learning should not be an individual activity but a
mutually supportive and collaborative process.

Conclusion

This chapter analyzed the roles of social interaction in learning Turkish from two
perspectives. Firstly, students improved linguistic skills and acquired cultural knowledge through
interaction. The knowledge they learned from interaction could also become topics for future
conversation, exemplifying the conversion between social and cultural capital. Capital
conversion is highly valuable for language learners because social interactions provide additional
sources of knowledge for them. Interaction and knowledge exchange therefore increased their
opportunities to absorb information not provided by textbooks or the teacher.

Secondly, students also developed different levels of interpersonal relationships through
interaction. Interpersonal relationships cover multiple levels that involve language learning,
emotions, and cultural recognition. Bourdieu (1986) claimed that “the network of relationships is
the product of investment strategies” (p. 22). Students took time and energy to establish
relationships with peers and native speakers. The more time and effort students invest in social
interaction, the more social capital they acquire. They were exposed to more people who were
also interested in Turkey and its culture through their language learning. As time passed,
interpersonal relationships gradually evolved to higher levels. What began as language exchange
partnerships grew into friendship as students shared life with peers and native speakers and were
ultimately accepted as cultural insiders by local people. This transformation echoes Bourdieu’s

argument that interpersonal interaction and knowledge exchange can be transformed into signs of
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mutual recognition. Any type of exchange represents a continuous process of socialization where
mutual recognition is perpetually affirmed and re-affirmed (Bourdieu, 1986).

As shown in this chapter, the influence of social interaction on language learners is
significant. For participating Taiwanese adult learners, who were accustomed to traditional
language pedagogy, interpersonal relationships with peers and native speakers awakened them to
the significance of social interactions in language learning. The DA pedagogy, which emphasizes
exchange and interactions between people, creates a positive learning environment for language
learners. Students jointly construct and scaffold knowledge instead of competing with each other,
and the strong cohesion between students facilitates their investment in learning.

In the next chapter, I will answer the research questions and interprets the meaning

of the findings by integrating all the data analyzed in Chapter five, six, and seven.
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CHAPTER 8 DISCUSSION

Chapter Overview

Based on the analyses of the previous three chapters, this chapter discusses and answers
the three research questions of this study. I organize the themes mentioned in the preceding
chapters and conceptualize several significant dimensions for each research question. In order to
visualize the correlations among themes, a concept map is attached in the conclusion part.
Adult Learners’ Identities and Investment in Turkish Language

This section discusses the first research question: How do the identities of non-heritage
Taiwanese adult students influence their investment in the learning of the Turkish language?
According to the qualitative analysis in Chapter five, adult learners shared three major elements
related to learning. The first element is strong personal interest. Adult learners believed that
interest is the foundation of all learning behaviors. Out of interests, they fully engaged with
Turkish and saw learning as a lifelong process no matter what challenges they faced. As Songhua
mentioned, “the key point of continuous learning is interest, which is kind of the answer for my
own confusion about the reason for learning it [Turkish]” (Songhua, Interview #4, segment 419).
Interest both nourished the students’ enthusiasm for the Turkish language and culture as well as
heightened their curiosity about other unknown areas.

Students’ enjoyment of learning stemmed from the Deep Approach (DA) pedagogy.
Adult learners do not view Turkish as an exam subject or a criterion for job promotion. They did
not feel as stressed as they did when studying English at school because they were empowered to
choose content and learning strategies on their own. For adult learners, attending the Turkish
course every week became a way of relieving the stress of work and family. More importantly,

adult learners believed that learning Turkish enriched their inner life. As Taiwanese students,
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they were accustomed to learning required materials and had to endure the immense stress of
exams. The students’ learning experience with Turkish was the first time they were liberated
from the shackles of the formal education system. Therefore, Turkish learning for adult learners
was not only for knowledge acquisition; the class became an indispensable part of their daily
lives.

The second element of learning is future outlook. Adult learners invested enormous time
and energy into learning Turkish because they believed Turkish could help them to achieve their
goals or satisfy their desire and imagination for the future. The knowledge they acquired from
the Turkish class was regarded as a type of knowledge asset that few people obtain in Taiwan.
Turkish language might not have wide applicability in Taiwanese society, but they argued that
this knowledge asset will increase its value with time. From the perspective of adult learners,
knowledge of Turkish not only raises their social status but also gives them irreplaceable social
roles.

The third element of learning is conflicts and struggles. In this study, the most obvious
factor influencing adult learners’ investment in Turkish is social roles. Unlike full-time students,
adult learners have many fruitful life and work experiences and multiple social roles. Power
hierarchies and relationships among people play a critical role in how adult learners invest in
language learning. Language learners only invest in language practices when their desired
resources and capital can be attained; however, their investment might be influenced by power
relations in the workplaces. Another struggle that adult learners encountered was the social
expectations and educational system in Taiwan. The former related to the marginalized status of
the learners of Turkish in Taiwan; the latter focuses on how learning behaviors are impacted by

the educational ideology ingrained in formal education. While the conflicts and struggles adult
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learners faced did not extinguish their inner motivation for learning, they did post significant
obstacles for students to invest in Turkish.

It should be noted that the three elements do not work independently but rather intersect
with each other. Their synthesis provides a broader framework for understanding how the
identities of adult learners influence their attitudes toward learning Turkish in a student-oriented
pedagogy. In the following sections, | explore three important dimensions in conceptualizing the
relationship between the identities of adult learners and their investment in Turkish. The three
dimensions are (a) cultivating learning accountability, (b) showing perseverance, and (c)
increasing self-value.

Cultivating Learning Accountability

When the DA pedagogy was implemented, adult learners were accountable for their own
learning. Accountable here refers to “making, keeping, and managing agreements and
expectations” (Bray, 2017). Whereas responsibility means “the state of having duty” to complete
a certain task, accountability emphasizes the social obligation in which “a person is expected to
take ownership of one’s actions or decisions” (Surbhi, 2018). In this study, adult learners were
accountable for what they learned because they were learning for themselves. They were the
ones who took actions and made decisions, not their teachers. They took responsibility for
themselves. More importantly, the tasks students carried out were only attending classes or
completing projects; their tasks also included self-assessment that focuses on answerability for
how they learned and what they learned. Thus, accountability denotes that students are
empowered to determine their own learning behaviors, processes, and outcomes.

The concept of accountability aligns with the principles of the DA pedagogy supporting

student-centered learning. In addition, the DA pedagogy emphasizes the learning process over
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learning outcomes. Accountable students do not see the completion of tasks and projects as their
only task. They are also concerned about how the learning process meets their learning goals. In
this study, after choosing the learning modules they liked, all students were asked to create a
tentative syllabus where they designed their learning process by adding relevant learning
materials and information. Students scaffolded knowledge by building their own curriculum with
the help of the teacher (Tochon, 2014). They also attached an evaluation table based on their own
proficiency to help them understand what skills they could achieve (see Appendix F). Students
were told that the syllabus was adjustable based on their progression and time management. In
my opinion, a personalized syllabus ideated by students plays a significant role in cultivating
accountability as it empowers them to make learning decisions on their own. Newell and Bellour
(2002) claimed that “to define accountability principles means to define who has the power to
call for an account and who is obligated to give an explanation for their actions” (p. 2). Indeed,
the DA pedagogy grants learning power to students, and designing a personalized syllabus and
self-evaluation also provides an opportunity for students to review their learning process and
goals. Learning goals enabled students to make decisions based on what they expected. After
finishing their projects, they could reflect on why certain goals could not be achieved and how to
improve. A sense of accountability was cultivated because they were not preoccupied with scores
and paid more attention to how to benefit themselves.

In addition to the self-designed syllabus and evaluation that helped students define results
and expectations, their commitment to learning Turkish was another factor that cultivated
accountability. Accountability alone cannot ensure students’ engagement unless students also
have a high level of commitment to learning. In student-oriented learning, adult learners do not

need to have a social obligation to the teacher but to themselves. Students’ commitment to
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learning was demonstrated by how they valued the quality of their projects and their high
demands for knowledge acquisition. When talking about her projects, for example, Peiwen
clearly pointed out the significance of learning as an accountable learner.
| thought I would be lazy, but actually | wasn’t. On the contrary, | became more
responsible. It [Student-oriented learning] taught me how to take responsibility for my
learning. (Peiwen, Interview #3, segment 23)
| cannot present crappy stuff during the presentation and tell people “This is what I did in
the past six weeks.” I couldn’t stand having a poor-quality project. | would feel
embarrassed. (Peiwen, Interview #3, segment 59)
Likewise, Songhua also set high expectations for her learning. As a diligent learner, she
expected to acquire as much knowledge as she could. She also wanted to ensure that what she
learned would be useful for her life. Given her commitment to learning, she sometimes felt

frustrated when she could not achieve her weekly goals.

I often blame myself. I always feel like I didn’t learn very well. When I become lazy, I
feel like I learn less than 1 did before. (Songhua, Interview #4, segment 35)

Commitment to learning was further reflected in the stress that adult learners placed on
themselves. Unlike the learning stress that results from the competitive environment of a
traditional language classroom, the stress in student-centered learning reflects students’ role as
accountable learners who want to both learn more and learn better. Students completed their
tasks, and they also took the extra step to evaluate their own work and performance.

I should say... it’s not necessarily a good thing if there’s no pressure in learning. I put

myself under pressure in self-directed learning. [...] The pressure is from me because I

want to do better. (Jianhong, Interview #4, segment 106)

Accountability prompted students to pay more attention to the learning process than the
learning outcomes. As accountable learners, students took time and effort to engage in each

learning phase. During my observations, | realized that although the teacher acts as a facilitator

for students in the DA pedagogy, students still tended to complete learning tasks on their own.



216

Some participants even argued that students should not be too dependent on the teacher. They
preferred not to ask the teacher too many questions. Participants felt that students should be
responsible for themselves and take charge of their own learning. Even though they felt stressed,
they were very aware of their identities as accountable learners and enjoyed the process of
pursuing knowledge.

I always think “I should learn on my own.” Why? I should reach a [higher] level and then

ask the teacher, instead of asking without doing anything. [...] I don’t like to ask about

something students were supposed to know. Instead of asking without taking any effort, |

prefer to learn it on my own and then ask. (Meiling, Interview #4, segment 23, 27)

In self-directed learning, it’s necessary to look for answers on our own. Otherwise, if |

just ask others, I don’t feel like I’'m learning. That’s why I don’t like to ask others

questions all the time. [...] I feel like I should experience the process of searching for

answers. (Tianshang, Interview #4, segment 115, 119)

Finally, accountable adult learners enjoyed the process of pursuing knowledge because
they cherished the value of knowledge. After experiencing student-centered learning, the adult
learners provided their own interpretations of learning, arguing that knowledge is an asset that is
valuable only when people actively seek it out rather than passively accept it. Their perspective,
which aligns with the principles of the DA pedagogy, further characterizes them as accountable
learners. The value of knowledge stems from the devotion of the students. When students
passively acquire the knowledge a teacher imparts, they usually accept this knowledge
unthinkingly, including ideas they may not like or agree with. In contrast, when students choose
their own themes and scaffold knowledge through student-centered learning, they understand
how hard it is to construct knowledge. They realize that knowledge cannot be gained without

investing time and effort into it. The teacher and students switch roles. When students control

their own learning process, they cultivate a sense of accountability whereby they feel that the
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amount of knowledge is proportional to their devotion to learning. As accountable learners, they
cherish the value of knowledge and see it as a reward of studying hard.

The concept of cherishing the value of knowledge was identified in students’ descriptions
of their ideas about learning. In her reflective journal, Peiwen wrote “What learning outcomes
we expect depends on how much effort we take.” (Reflective journal one, week 5). Her remark is
reminiscent of the English idiom “No pain, no gain” or the Chinese proverb “The shifu [master]
teaches skills, but how much knowledge students can master depends on themselves.”*® Each of
these points emphasize the importance of determination. The teacher and the master can instruct,
but if students truly want to understand the essence of knowledge, they must rely on themselves.
Songhua also touched on Peiwen’s idea.

If I didn’t do homework or research, I wouldn’t know what I don’t understand. If I didn’t

know what I don’t understand, I wouldn’t be able to ask the teacher, and the teacher

wouldn’t provide me with what | need. Ultimately, if I don’t try hard, the amount of
knowledge I acquire will be very little. [...] If I don’t devote effort [to Turkish], I won’t
be able to gain much knowledge. [...] On the day before class each week, | always realize
that if I don’t review something, I probably won’t learn anything. I need to dedicate

myself to learning so that | can make gains. (Songhua, Interview #4, segment 15, 63, 151)

Accountability helped students realize that the value of knowledge is created by the
learners themselves. This notion echoes the philosophy of Zhuangzhi (369-286 B.C.), a Chinese
Taoist philosopher who emphasized spontaneity and naturalness. According to Zhuangzhi,
knowledge is valuable only when learners discover things on their own. The teacher can offer
assistance but should not interfere too much. Accountable learners exemplify this concept, and
the DA pedagogy also aims to inculcate language learners with an appreciation for knowledge.

In summary, adult learners developed a sense of accountability for their learning by (a)

defining learning results and expectations through personalized syllabi, (b) committing to

learning, and (c) cherishing the value of knowledge. Unlike a responsibility assigned by an
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authority, accountability stems from responsibility for oneself. Students’ roles were not as simple
as performing and accomplishing learning tasks. On the contrary, they took ownership of their
learning through a series of actions and decision-making. Accountability provided an opportunity
for adult learners to consider what a student should be like, giving them a different learning
experience from the traditional language classroom. Students not only learned language but also
developed a deeper understanding of learning itself. The adult learners had previously
experienced the traditional language pedagogy of Taiwanese schools where foreign languages
were learned with a teacher-centered and exam-oriented approach. As adults, although they had
work and family responsibilities, the students could nonetheless seek the knowledge they were
interested in. Considering their past learning experiences and current preoccupations, the
students believed that learning is a valuable process and thus became accountable learners. They
devoted time and energy to doing their best and regarded learning Turkish as a process of
enriching their lives.
Showing Perseverance

In investing in language Turkish, adult learners faced conflicts and struggles that are
notably different than the challenges of full-time students. These struggles derived from power
relations in the workplaces, the old habitus of the traditional language learning environment, and
attitudes on foreign language learning influenced by the hegemony of English in Taiwanese
society. Adult learners had strong intrinsic motivation to learn Turkish, but sociocultural factors
nonetheless influenced their investment and reconstructed their learner identities.

The research data clearly conforms to a poststructuralist perspective wherein individuals
are never outside cultural forces (Baxter, 2016). Taiwanese learners of Turkish often face

pressure to conform to socially approved patterns of behaviors. Under the pressure of social



219

expectations, work environment, and the educational system, the construction of their identities
might be affected (Baxter, 2016; Darvin & Norton, 2016; Norton, 2013). Regardless, the
participants demonstrated their strong interest in language Turkish. Learning Turkish was
regarded as a source of excitement and pleasure. Thus, despite facing struggles in learning
Turkish because of the social status accorded to Turkish language learners, the students
continued to invest in Turkish.

Perseverance is the outcome of resilience and reconstruction of identity. Perseverance
refers to the persistence of learning motivation and a refusal to give up due to difficulties.
Perseverance emerges when students have strong learning interests. When students are interested
in learning content, they discover ways to overcome obstacles and to achieve their goals.

Perseverance was a central trait for adult learners of Turkish for two reasons. First, in
terms of learning strategies, student perseverance stems from accountability. As described, adult
learners took accountability for their own academic progress and enjoyed the process of learning
Turkish. Because students felt that they were learning for themselves rather than for others, they
persisted in overcoming any challenges they faced. The second reason the adult learners
persevered was based on their beliefs about failure. For these students, failure is a necessary
stage in life. Unlike full-time students, the adult learners encountered more frustrations due to
past learning or work experiences. They interpreted learning Turkish through the lens of their life
experiences. They held that there is no need for perfectionism, but effort is key. Turkish was a
challenging language for some of the learners, but, giving up was out of the question. For
example, Sihao compared his learning process in Turkish with “riding a bike on a slope and
moving forward to another slope.” (Sihao, Interview #3, Segment 115). Sihao continued striving,

even though he sometimes fell behind. Likewise, Longtai also commented on perseverance:
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Say the teacher expects students to do 90%. If | can complete 50%, it is still good
progress. At least I didn’t quit. I never say give up! (Longtai, Interview #3, Segment 175)

I know it’s not easy to study Turkish. It’s OK if we fail. It’s impossible to be perfect. We
don’t have a Turkish-speaking environment [for Taiwanese learners]. But since we like
Turkish, let’s learn it. It is beneficial for us. (Longtai, Interview #4, Segment 207)

Yihan and Tianshang, who worked in Turkish-speaking environments, also persisted in
learning Turkish despite challenges in the workplace. Although a conflict of interest happened
between her company and local Turkish travel agencies, Yihan was still willing to take time to
invest in Turkish. To understand Turkey and its people, she said, “In addition to finding
materials on my own, I also asked my Turkish friends for more information” (Yihan, Interview
#2, Segment 60). For Tianshang, although he did not have the chance to practice Turkish due to
the hierarchical relationships of his Turkish company, he still expressed his “desire to pry” to
understand the attitudes of Turkish people by following relevant social media accounts
(Tianshang, Interview #4, Segment 87). Since he could not invest in Turkish at his workplace, he
persevered and used other means to achieve his goals.

In conclusion, regardless of the challenges of learning or sociocultural factors, the
perseverance of adult learners demonstrated a strong belief that “we are making an effort, though
our learning process is not as smooth as expected” (Songhua, Interview #4, Segment 423). Some
participants acknowledged that they learned slowly. However, in the student-oriented learning
environment, they did not feel as stressed as they had in school, and they regarded the stress as
part of being an accountable learner. Accountability also intensified the perseverance of adult
learners, helping them to be unafraid of failure and to adjust their learning pace. Their learning
outcomes may not be perfect, but at least they felt content with the overall learning process.

Through perseverance in learning Turkish with the DA pedagogy, adult learners confirmed that

“Frustrations encourage me to study harder” (Songhua, Interview #4, Segment 411).



221

Increasing Self-value

Taiwanese society emphasizes English and the practicality of knowledge, and people
regard language learning as a goal-oriented behavior. Compared to learners of commonly taught
languages, Turkish language learners are marginalized and have access to fewer learning
resources. In recent years, the Internet and technology have opened gateways to online
information, but the overall content available for learning is not as diversified or authentic as
content for other foreign languages. Moreover, because of the hegemony of English, Taiwanese
society holds a bias toward less commonly taught language (LCTL) learning. Peiwen mentioned
in the interview that she is often labeled by her friends as “an alien” (Peiwen, Interview #2)
because she does not conform to socially “approved discourses in terms of how [to] speak, act,
and behave” (Baxter, 2016, p. 37).

As such, adult learners refused to comply with dominant discursive practices. Firstly,
they were not learning Turkish for an examination and therefore did not worry about assessment
of their learning performance. Secondly, adult learners regarded Turkish as a unique source of
cultural capital. Adult learners construct a distinct identity based on increased self-value to resist
the social norms of English hegemony and LCTL learning in Taiwanese society.

The increase in self-value among adult learners stemmed from the combination of two
factors. The first was adult learners’ awareness of conflict between their learner identities and
social roles within a given context. An investment in a foreign language means an investment in
a learner’s own identity (Norton, 1997). When adult learners’ investment in Turkish was
restricted by sociocultural factors, the construction of their identities was also impeded. The
second factor was adult learners’ desire and imagination. Desire opens up new possibilities for

the future through imagination (Darvin & Norton, 2016). When learners have a specific vision
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for the future, they are willing to invest in language learning. Adult learners also invested
because they felt that Turkish would give them symbolic resources. Importantly, the combination
of desire and imagination transformed the restrictions to identity development into
reinforcements of the drive to invest in Turkish. In terms of learners’ visions for the future,
Turkish holds both knowledge value and social value by conferring learners with a singular skill.
As Longtai mentioned, “I know knowledge that other people don’t know, and I am proud of it”
(Longtai, Interview #3, Segment 207). The combination of these two factors creates an identity
that is not easily constructed among commonly taught language learners.

In student-oriented learning, adult learners made an effort to learn Turkish so that they
would acquire less common information. In this way, adult learners could play a role as
knowledge leaders and transmitters with regard to Turkish language and culture in Taiwan. Thus,
knowledge of Turkish leads a value to students that facilitates their social interactions. Turkish
language skills represent “knowledge that can improve oneself, even though not everyone can
understand it at the beginning” (Peiwen, Interview #2, Segment 183). It boosts learners’ self-
value. After finishing the final course, Peiwen mentioned that her friends did not see her as an
alien anymore but as “half Turkish” (Peiwen, Interview #3, Segment 43). She played a role as a
provider of information about Turkey among her friends. Her investment in Turkish therefore
enhanced her self-value and gave her an irreplaceable social role.

More importantly, the increase in self-value laid a solid foundation for lifelong learning.
Through student-oriented learning, adult learners were made aware of the social value that
Turkish carries, which motivated them to continue investing in language learning. Their passion
for Turkish will not fade, and they will continue to devote time and effort to learn about Turkey

in the future. Furthermore, as a result of the habitus acquired through the DA pedagogy, adult
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learners will seek various kinds of information and resources. To maintain their self-value, they
will remain actively involved in Turkish learning. For adult learners, their role as a leading
source of knowledge about Turkey and Turkish among friends and the respective social value of
this role encourages lifelong learning.

In sum, there are three major elements—personal interest, vision for the future, and
struggles—that characterize the relationship between learning Turkish and social roles. These
elements interact with each other and construct multiple identities that are specific to adult
learners. Identity development among adult learners is more complex than it is for full-time
students. In response to the first research question, identity development is closely associated
with social roles and the influence of student-oriented learning. The next section discusses the
second research question regarding the relationship between cultural capital, identity, and
language pedagogy.

Identity and Pedagogy

In this section, I discuss the second research question: How does student-oriented and
project-based learning facilitate the acquisition of cultural capital and the development of the
identities of Taiwanese adult learners of Turkish? According to the qualitative analysis in
Chapter six, adult learners acquired various types of cultural capital from the habitus created by
the DA pedagogy. This cultural capital goes beyond linguistic and cultural knowledge to include
multiliteracies capabilities that equip language learners to cope with a rapidly changing society.
Several themes are useful in analyzing how cultural capital is beneficial for adult learners’
Turkish learning.

Firstly, in contrast to traditional language education, the DA pedagogy offers diverse

types of authentic learning resources for language learners. For students of Turkish, who lacked
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adequate language learning materials or were accustomed to acquiring knowledge from
textbooks, diverse and authentic learning resources benefited them in terms of literacy
development and culture learning. Students did not have to focus on knowledge of formal
conventions but rather on effective communication in diverse settings (Kalantzis et al., 2016).
Additionally, diverse and authentic learning resources present multiple perspectives on an issue
or event. Students are not restricted to a single perspective and can therefore develop
independent thinking skills.

Secondly, adult learners argued that Turkish language allow them to access firsthand
information. As mentioned, in a society where English is the dominant second language, the
public in Taiwan mainly acquires cultural knowledge about a specific country or region not
through a local language but through English. Study participants felt that Turkish allowed them
to explore authentic sources of knowledge regarding Turkish culture without translation. Each
language has its own logic to convey the thoughts and ideas of native speakers. If all information
is in English, other world languages will lose their roles in gaining insights into specific cultural
perspectives. Accessing firsthand information in Turkish permits students to both gain local
knowledge and to obtain deeper information not readily available to the public.

Third, 1 listed five multiliteracies capabilities (see Chapter 6) that adult learners
cultivated through the DA pedagogy. These capabilities—inquiring actively, synthesizing
information, thinking independently, thinking reflectively, and raising civic responsibility—are
forms of cultural capital that are useful in adapting to societal changes. Inquiring actively
involved discovering questions and finding answers proactively. Synthesizing information refers
to organizing different types of resources efficiently and presenting information in a logical way.

Thinking independently focuses on constructing modes of thinking and formulating a balanced
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perspective on different issues. Thinking reflectively means interpreting previous experiences
and creating new meaning for knowledge. Finally, raising civic responsibility emphasizes the
development of democratic awareness to express thoughts associated with democratic values and
social participation. The analysis illustrated that the DA pedagogy integrates culture into
language learning and raise students’ consciousness of social issues. Language learning is not
simply improving proficiency but is learning to pay more attention to society.

Last but not least, the data also demonstrated how the traditional learning approach
influenced students’ acquisition of cultural capital in the DA pedagogy. Despite engaging with
new learning strategies and diverse learning materials, adult learners were still influenced by old
habitus cultivated through traditional language learning methods, such as a focus on reading over
other proficiency skills like listening and speaking. Moreover, the lack of Turkish language
environments in Taiwan meant that adult learners did not have many chances to immerse
themselves in a Turkish-only setting.

Based on the analyses above, | argue that all of the cultural capital that students acquired
contribute to a sense of agency. Agency refers to “people’s ability to make choices, take control,
self-regulate, and thereby pursue their goals” (Duff, 2012, p. 417). In the DA pedagogy, students
are the main actors in learning. Agency provides them with an opportunity to re-interpret the
meaning of learning and experience the process of learning. When identity development is
attributed to the exercise of agency, students can decide what kinds of learners they want to be.
In a student-oriented learning environment, learning strategies are diverse. Students exercise
their agency to engage in meta-learning, by which they can consciously assess and reflect on
their own learning strategies. In addition, agency also developed multiliteracies capabilities that

informed students’ respectful and modest attitudes towards cultural issues, transforming learners
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into world citizens. Students positioned themselves to analyze events and express thoughts from
a more elevated viewpoint. The following section is divided into two parts to discuss how agency
plays a role in constructing and re-constructing the identities of adult learners.
Developing Meta-learning

The DA pedagogy provides many types of learning materials in each module. When
making decisions about their learning, students consider both which learning contents will be
helpful for their linguistic development and cultural knowledge as well as analyze which
learning strategies will benefit them. Students set their own learning pace and transform learning
into a process of self-assessment and self-reflection. In other words, they develop meta-learning
skills. Meta-learning means “learning to learn” or “taking control of ones’ own learning” (Biggs,
1985). It is a process in which students learn about their own learning strategies. Meta-learning
regards learning as a conscious behavior, meaning that students consciously develop and regulate
certain learning strategies to achieve desirable outcomes for a particular context (Jackson, 2004).
Unlike those who blindly follow the teacher’s instructions in a traditional language classroom,
students in learner-oriented learning actively evaluate their learning strategies. With the
opportunity to analyze the strengths and weaknesses of their learning approaches, meta-learning
can be seen as a way of knowing oneself better and constructing learner identity. Some students
mentioned how they examined their learning style and exercised agency to choose appropriate
learning strategies.

If I learn on my own, I will know what my weaknesses are so that | can improve them. If

I know which learning strategies are suitable for me, I don’t need to use textbooks or stay

in class with my classmates. [...] In this kind of learning environment, |1 know what my

strength is. Is listening better for me or is reading? | will better understand how I learn.
(Peiwen, Interview #3, Segment 19)
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While Peiwen summarized how learner-oriented pedagogy influenced her approach to learning
Turkish, Songhua evaluated her learning performance when the DA pedagogy was implemented.
In my opinion, the most important part of learning a language is output. Listening is
important, of course, but output is also critical. That’s why there are two skills that | care
about, but I still can’t master: speaking and writing. (Songhua, Interview #4, Segment
183)
As Peiwen and Songhua illustrated, students began to be aware of the skills they needed to
improve because of the agency that learner-oriented pedagogy stimulates. In addition, several
students mentioned how the tasks designed in the learner-oriented and project-based approach
guided them to develop their own learning strategies. In the following excerpts, Peiwen and
Tianshang shared their learning experiences on projects, and Jianhong talked about the
relationship between learning and the reflective journal.
When | design [my projects], | am aware of my weaknesses. | know what difficult stages
| am in, so | allocate more time for them. [...] I put more effort into these stages because
I know where my weaknesses are. (Peiwen, Interview #3, Segment 83)
I know what my learning weaknesses are and try to compensate for them. When the
learning became project-based, | realized that my knowledge was still insufficient. For
example, | feel like I need to familiarize myself with certain grammatical points or the
use of six grammatical persons [for tenses]. | think | should take some time to review
this. (Tianshang, Interview #4, Segment 19)
In addition to writing down what | learned during the week [in the reflective journal], |
also noted what | learned on my own during my free time. | think it [the reflective
journal] also constitutes a process of leading students to learn in a self-directed way. The

reflective journal prompted me to practice listening and writing. (Jianhong, Interview #4,
Segment 39)

Based on these excerpts, students utilized projects and the reflective journal to explore
their own strengths and weaknesses in learning. They exercised agency to make decisions on
learning and to better understand what kinds of learners they are, which in turn allowed them to
take advantage of appropriate strategies to improve learning performance. However, some

students still focused on traditional learning strategies, such as reading dominance. For example,
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Songhua regarded reading as a “safer method” for learning compared to other learning strategies,
meaning that she absorbed the most information through reading (Songhua, Interview #4,
Segment 191). Although reading is often regarded as the most common learning approach,
Songhua exercised agency to determine how much control she had over her learning. From the
perspective of learning, no matter what kind of learning strategies students use, it is essential for
them to be the master of their own learning. In addition, due to work and family stress, adult
learners might not be able to allocate sufficient learning time for themselves. After assessing
their strengths, they can better control learning pace. Their approach to learning will improve
through clear learning directions and better time management.

In addition to self-assessment, meta-learning also develops self-reflection. Self-reflection
is a process that prompts students to dive deep into their thoughts to think about their previous
learning methods. Staring with “how” and “why” questions, they reflect on how their learning
strategies are effective, how they need to be corrected, why they are appropriate or inappropriate,
and so on. More precisely, self-reflection involves the process of comparing past learning
performance and current learning performance (Jackson, 2004). Students collect feedback for
themselves through self-reflection. They attempt to identify the reasons for their specific learning
behaviors.

Meiling provided a good example of self-reflection. Compared to her peers, she felt that
her learning lagged behind. After completing two projects, however, she ruminated on her
learning strategies and reflected on her previous approach to learning Turkish.

| used to copy and paste whole articles in Google Translate. After understanding its

meaning, [ wouldn’t read things again. That was a completely wrong method because

anyone can do that. [...] But I don’t do that anymore. (Meiling, Interview #4, Segment
175, 219)
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She then adjusted her learning strategies by interacting with native speakers to improve her

Turkish.

Now I have more courage to speak [with Turkish people]. If they don’t understand, that’s

okay. I’ll repeat. [...] In the process of learning Turkish, I realized that I’m also changing

my learning methods. | am not following what I did previously. We used to focus on
reading and writing. I’'m not following that anymore. (Meiling, Interview #4, Segment

199)

Influenced by her unpleasant previous experiences in learning English, Meiling was afraid of
applying foreign languages. She recalled travelling in Turkey, saying ruefully that “I should have
interacted with local people more often; I think | totally wasted the opportunity [to practice]
during my five-day trip” (Meiling, Interview #3, Segment 39). When asked if the change in
learning strategies had a positive influence on her future learning, Meiling said that she was
unsure but that she was “progressing well and [felt] more relaxed than before” (Meiling,
Interview #4, Segment 203).

Additionally, self-reflection takes place during the process of understanding the puzzles
formulated through Exploratory Practice. Instead of searching for the best solutions, students are
able to analyze their learning behavior, which helps them understand why certain puzzles
happened and—as a second step—how to improve them. Sihao, for example, mentioned his
difficulty in reading and listening comprehension. Self-reflection prompted him to reevaluate his
previous learning strategies and think about possible solutions.

Am | too dependent on Google Translate? | always open Google Translate without

thinking when using Turkish. Should I memorize more vocabulary? Perhaps I wouldn’t

be so panicked if I knew more words. (Sihao, Interview #3, Segment 687).

When investing in Turkish, adult learners also started reflecting on their previous

learning methods. The excerpts of Meiling and Sihao express the notion that self-reflection

provides a valuable opportunity for students to take a step back and observe the whole learning



230

process with a broader perspective on what can be improved. Students, especially adult learners,
are sometimes so busy with the issues of their personal lives and work that they fail to pay close
attention to what they can learn from their previous learning experiences. If they pause to reflect
and think deeply, they can change learning strategies and explore better learning directions that
benefit future performance (Lew & Schmidt, 2011). Although the challenges they encounter
might not be able to be resolved immediately, they can nonetheless rethink their roles and have a
clear picture of what kinds of language learners they want to be.

In conclusion, as important learning strategies, both self-assessment and self-reflection
are central to process of cultivating meta-learning and adjusting learning behavior for maximum
efficacy. The DA pedagogy emphasizes student-oriented and project-based learning and
encourages students actively develop and reflect on the learning strategies they prefer. Students’
agency intensifies the development of meta-learning and prompts learners to focus on the
processes of knowledge production and learning attitude formation (Jackson, 2004). Meta-
learning not only guides adult learners to take control of their learning but also changes their
attitude towards language acquisition, which is difficult to achieve in a traditional language-
learning setting.

Treating Other Cultures with Respect and Modesty

Adult learners developed multiple multiliteracies capabilities through the DA pedagogy.
As mentioned, multiliteracies capabilities, including inquiring actively, synthesizing information,
thinking independently, thinking reflectively, and raising civic responsibility, are transformed
into cultural capital that helps students adapt in a rapidly changing society. In the face of
constantly new information, interpreting and forming an independent viewpoint become

significant skills. As language learners, adult students discover, appreciate, and reflect on every
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dimension of both local and foreign culture. Equipped with these multiliteracies capabilities, they
have a broader vantage point that fosters a respectful and modest attitude toward culture in
general.

According to the argument of American Council on the Teaching of Foreign Languages,
language learners should cultivate global competence that includes investigating the world,
recognizing and weighing perspectives, acquiring and applying disciplinary and interdisciplinary
knowledge, communicating ideas, and taking action (American Council on the Teaching of
Foreign Languages, 2014). It is significant to develop global competence because diverse groups
of people have more chances to interact both physically and virtually nowadays. Learners need
to know how to be aware of cultural differences and how to interact with sensitivity and
empathy. For foreign language learners, understanding cultural differences provides an
opportunity for them not only to appreciate the particularity of the target culture but also to
examine their own perspectives. More importantly, learners can act respectfully without negative
judgment and are willing to listen to others for mutual understanding. Foreign languages exert
their influence on effective communication and are expected to create a harmonious environment
around the world.

The concept of global competence aligns with the attitude of the participants toward
Turkish culture after they completed projects. Multiliteracies cultivate a respectful and modest
attitude for students to understand social and cultural phenomena in Turkey. In this study, adult
learners became aware of and appreciated cultural differences. When facing unknown or
uncertain topics, they did not immediately judge them based on personal biases or limited
knowledge. Multiliteracies capabilities lent students an inquisitive attitude toward the target

culture. They took time to search for information from different sources.
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For example, Songhua chose religion as her project theme, which is often regarded as a
sensitive topic. She was a Christian. However, unlike some conservative Christians, she also read
Buddhist scriptures and attended traditional Taoist activities in Taiwan. For Songhua, studying
religion was a means of understanding and respecting the target culture. In the process of
acquiring information from multimodal resources and thinking reflectively, she realized that her
biases toward Islam mainly came from the mainstream media. Many facts that she had taken for
granted were called into question. She utilized all kinds of resources to search for information.
Her Christian identity did not bias her against Islam or the Muslim community; rather, she held a
respectful attitude to comprehend Islam and incorporate it into her individual perspective as a
learner of Turkish. As she mentioned in her reflective journal, “I hope this project can provide
another viewpoint for the public to understand Islam” (Reflective journal two, week 11). To
provide multiple perspectives, she invested time in studying Turkish and learning more about
Islam. The cultural capital she acquired from the DA pedagogy demonstrated her identity as a
respectful learner of Islamic culture.

In addition, students also displayed their modest attitudes toward cultural issues. They did
not place themselves in a superior position when trying to understand the target culture. Instead,
they identified cultural strengths from the projects and considered whether advantages could be
gained from the different cultural approach. Using multiliteracies capabilities, appreciating and
interpreting the target culture modestly became a significant source of learning. For example,
Jianhong completed his projects about the medical system in Turkey. Familiar with the
healthcare system in Taiwan, he compared and contrasted medical insurance in the two
countries. He concluded,

What’s important is you need to see things from a bigger picture, and then you will
realize that each culture is different. [...] You can’t say “mine is better.” [...] We must
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open our eyes and see other people’s world a little bit more.” (Jianhong, Interview #4,
Segment 342).

Jianhong thus displayed a modest attitude regarding the target culture. He was willing to take
time to understand and cultivate cultural tolerance. When comparing his own culture and the
target culture, he did not undervalue or overvalue the various perspectives. He took a humble
position to analyze questions.

Similarly, when creating a travel brochure to introduce Taiwanese culture to Turkish
people, students also exhibited a modest attitude. The brochure was collaboratively designed by
students. They were aware of their relationship with the brochure as a process of understanding
self and others. It did not simply show the cultural dimensions of Taiwan; it prompted the
learners to consider how to present cultural tolerance through design details, including layout,
content, and color selection. For example, students decided to use turquoise and the Taipei 101
skyscraper as the major elements of the cover to demonstrate the integration of Taiwanese and
Turkish cultures. In the cuisine section, they omitted foods with pork for Muslim travelers. The
brochure aimed to introduce Taiwanese culture; but all of the ideas, content, and design elements
were based on a Turkish perspective. Peiwen, the coordinator of the brochure, mentioned, “We
should get rid of our identity as a Taiwanese person and position ourselves as a Turkish person to
think about why this [information] is important to me” (Peiwen, Interview #2, Segment 87). The
brochure was not just a presentation of Taiwan but an integration of the cultural elements from
Taiwan and Turkey to show respect and put the countries in dialogue.

Overall, the relationship between cultural capital and identity development has two
dimensions: the development of meta-learning, which focuses on language acquisition; and
treating culture with respect and modesty. Both dimensions require the exercise of agency that

contributes to the cultivation of multiliteracies capabilities. Taiwanese students who experience
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teacher-centered and exam-oriented learning never have the chance to think about what learning
means to them. The DA pedagogy transforms language students into conscious learners who do
not blindly accept instructions from other people. Students take control of their own learning and
critically reflect on the process of knowledge acquisition. Moreover, by exercising agency,
students acquire multiliteracies capabilities that are essential to adapting to ever-changing social
situations. They obtained a higher level of cultural capital and know that a respectful and modest
attitude toward their own culture and the target culture is essential to understanding cultural
differences. Mutual understanding not only facilitates the acquisition of deeper cultural
knowledge but also constructs learners’ identities as world citizens (Tochon, 2014).
Identity and Social Interactions

This section discusses the third research question: How do Taiwanese adult learners of
Turkish construct their identities through social interactions? According to the qualitative
analysis in Chapter seven, social interaction influenced two dimensions of students’ investment
in Turkish: the sharing of knowledge and the strengthening of interpersonal relationships. In the
process of interaction with native speakers, adult learners regarded Turkish people as a fount of
information and an opportunity to apply what they learned. Students therefore acquired linguistic
and cultural knowledge through interaction that rarely appears in textbooks. They obtained
authentic information. Social capital is a critical element in increasing students’ intrinsic
motivation. Because of the limitations of classroom practices and the social environment in
Taiwan, the learners in this study cherished and actively engaged in each cultural activity.

At the same time, adult learners also developed multilevel relationships with native
speakers. Their relationships started with language exchanges to improve language skills. When

the relationship grew, they became friends and discussed topics beyond language learning,
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sharing life experiences, values, and perspectives on various issues. At this stage, the common
knowledge of Turkish became a significant bridge between students and native speakers. After
the friendship established a solid foundation, a trust circle was formed. This is the highest-level
relationship and gave students a chance to understand and even imitate the Turkish mindset.
They were also asked to participate in daily activities as community insiders. The formation of a
trust circle signifies mutual recognition (Bourdieu, 1986).

Social interaction among peers was also fundamental. Unlike a traditional language
classroom, the learning environment in the DA pedagogy provides a friendly setting for adult
learners to share knowledge. Given their mutual interest in Turkish language and culture,
students exchanged information in numerous ways, such as discussions, conversations, and
smartphone applications. Knowledge sharing contributed to the formation of a learning
community where they realized that peers should help each other. Unlike their previous learning
experiences, learning Turkish was not a lonely journey for adult learners. Moreover, the value of
knowledge sharing was also recognized in project production. Students offered valuable
feedback on each other’s work, and discussions exposed students to different perspectives and
prompted reflection on their own projects.

The supportive learning community constructed through interaction focused on three
aspects: (a) support for learning, (b) support for emotions, and (c) support for sustainable
relationships. Support for learning means that students not only exchanged knowledge but also
shared learning challenges and gave one another advice. Support for emotions manifested in a
collaborative learning environment where students helped their peers instead of perceiving them
as competitors. Emotional support from peers rendered students more willing to invest in

language learning. Similar to friendship with native speakers, support for sustainable
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relationships involved the extension of friendship beyond the classroom. Students cared about
their peers and interacted in as well as outside of class. They did not see each other as language
learners only but as friends who shared the same interests.

Thus, the acquisition of social capital is closely related to the development of cultural
capital. The relationship adult learners built either with native speakers or with peers was
partially established on a foundation of shared linguistic and cultural knowledge. The closer the
relationships became, the more knowledge they acquired. Capital conversion (Bourdieu, 1986) is
significant for learners because it signifies the variability of the sources of their knowledge. In
other words, interaction becomes an additional approach to language learning. This was a
revolutionary change for the participants. They were not initially accustomed to interaction, but
they ultimately actively engaged in each interaction session and believed that interaction was
significantly beneficial to learning Turkish. In a learning environment full of interactions, adult
learners constructed identities that would never appear in a traditional language classroom. In the
following section, | outline two dimensions of the relationship between social capital and identity
development among adult learners.

Reinforcing Self-awareness

Social capital is attributed to intercultural exchange and cultural sharing. In the process of
interaction, students act as a cultural bridge to exchange information by which they not only
learn Turkish culture from native speakers but also introduce Taiwanese culture to Turkish
people. Intercultural exchange is a beneficial means of increasing interactions. More importantly,
when interacting with native speakers, students notice and compare cultural differences, thereby
acquiring cultural grammar and achieving the goal of cross-cultural communication (Tochon,

2014).
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For adult learners, learning Turkish is a process of reinforcing self-awareness, which is
composed of two aspects. The first aspect involves understanding their own social particularity.
The DA pedagogy highlights connection between students’ lives with language during social
interactions. Compared to participants’ previous experiences of foreign language learning, they
were exposed to the applicability of Turkish in real life rather than only as a language in
textbooks. When chatting with native speakers, adult learners felt they could acquire authentic
knowledge. As a source of cultural capital, their Turkish language skills lent them a special
social role in Taiwan. Through capital conversion, they acquired knowledge from native
speakers that others rarely know. The combination of cultural capital and social capital made
adult learners aware of their particularity and irreplaceability within the Taiwanese social
network. They represented a small number of people who can interact with Turkish people in
their native language.

In terms of language and cultural learning, adult learners realized the advantages of
interacting with native speakers. Given the scarcity of information regarding certain Turkish
cultural issues, students believed that interaction with native speakers facilitated the gathering of
authentic information. If students randomly obtained knowledge from the Internet without any
verification, the information may have been incorrect. To avoid this, “asking Turkish people
directly helped [us] learn more details” (Pingyu, Interview #4, Segment 107). Adult learners
could access this type of information because they knew Turkish. Moreover, native speakers
even offered additional information about specific topics, and with the help of social interactions,
adult learners obtained much more information than they expected (Pingyu, Interview #4,
Segment 115). Through this back-and-forth relationship, adult learners realized how important

they are because they not only acted as information receivers from native speakers but served as
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correct knowledge transmitters as well. With greater self-awareness, students’ investment in
Turkish also increased.

The second aspect of the reinforcement of self-awareness refers to reflection on and
intensification of self-identity, mainly focusing on the construction of national identity. Turkey is
a country with strong national identity. However, after the fall of the Ottoman Empire during
World War I, Turkish people suffered an identity crisis. Mustafa Kemal Atatlrk, a military
captain later known as the founder of modern-day Turkey, laid a solid foundation for the Turkish
Republic and transformed the derogatory term “Turk,” which originally referred to uneducated
villagers, into a symbolic term for Turkish nationalism. In this way, the Turkish people
established a state without being colonized by the West. Atatiirk became a revered figure for the
majority of Turkish people. A common saying — “How happy is the one who says I am a Turk”
(Ne mutlu Tarkum diyene) — reflects the significant role of nationalism in Turkish society.

National identity in Taiwan is totally different. Taiwan’s formal country name is the
Republic of China (ROC), which was founded in Mainland China in 1911 by the Kuomintang
(KMT) political party. In 1949, the KMT was defeated and retreated to modern-day Taiwan
because of the civil war with the Chinese Communist Party (CCP). It lost its sovereignty in
Mainland China but did not attempt to change the country name because the KMT still claimed
legitimacy. In 1971, the government of the ROC was expelled from the United Nations. Its
membership was replaced by the People’s Republic of China (PRC), founded by the CCP. From
then on, the international community began to recognize the PRC. When referring to “China,”
most foreigners associate the term with the PRC rather than the ROC. The similar country names
are confusing; hence, several name-change campaigns replacing the term “China” with “Taiwan”

have been launched. These ongoing campaigns can be seen as a sign of the strengthening of
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Taiwanese identity. In addition, due to China’s growing political suppression and military
threats, more and more Taiwanese people dislike the term “China” and do not identify
themselves as Chinese. This phenomenon grew more pronounced after the Hong Kong protests
in 2019. According to the survey of national identity conducted in July 2020, almost 67% of
Taiwanese respondents viewed themselves as Taiwanese and only 4% as Chinese (Election
Study Center, National Chengchi University, 2020). Among those below the age of 30, 83% did
not consider themselves Chinese. Due to historical reasons as well as recent social and political
factors, Taiwanese national identity has intensified; however, the issue of national identity in
Taiwan is still not as clear-cut as it is in Turkey.

When interacting with Turkish people, the students were aware of their strong pride in
their culture and people. This was a cultural shock for Taiwanese students. Compared to their
Turkish friends, students felt that Taiwanese people “have lower cultural consciousness”
(Peiwen, Interview #1, Segment 451). Having lower cultural consciousness is not about whether
they had cultural knowledge but about which identity they should reveal to introduce Taiwan.
One common question often asked by Turkish people was “You said you are Taiwanese, so why
is your country name ‘China’?” This question prompts Taiwanese students to reflect on how to
interpret and represent their country. When Turkish people spoke about Atatlirk, the Taiwanese
students began to think about whether and how to introduce Sun Yat-Sen.® They struggled with
how to explain this historical figure (Pingyu, Interview #2, Segment 23). Still, Taiwanese
students were willing to promote their country in other ways during interactions. They do not put
emphasis on Sun Yat-Sen and instead prefer to explain the differences between Taiwan and

China and to share Taiwanese cultural knowledge. They attempted to raise the visibility of
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Taiwan to Turkish people. This process contributed to increasing self-identity and national
consciousness.

The increase in national consciousness also encouraged students’ investment in language
learning. Turkish became a means for adult learners to display their Taiwanese identity because
they wished to promote Taiwan in Turkish. To accomplish this, they learned expressions from a
variety of Turkish resources that introduce Taiwan, including magazines, videos, and news
reports. By using Turkish, adult learners learned about Taiwan from different perspectives and
rebuilt their national identity. The knowledge they gained was transformed into cultural capital
that prepared them for additional social interactions.

In short, social capital increased self-awareness among adult learners, which indirectly
encouraged students’ investment in Turkish in two ways. Firstly, adult learners were aware of
their special social roles as providers of authentic information regarding Turkey. This increase in
self-awareness drove them to adopt a meticulous attitude toward learning Turkish, thereby
increasing their accountability. Secondly, increased self-awareness also prompted learners to
reflect on their country. Before interacting with Turkish speakers, students might not have paid
close attention to how Turkish people think about Taiwan or how to promote Taiwan to
foreigners. However, because of project-based learning, students had the opportunity to consider
how to highlight Taiwanese identity through information exchange. Thus, the influence of social
capital was not restricted to language learning only but extended to students’ perceptions of
different social roles during interaction.

Showing Solidarity
Solidarity emphasizes interdependence between individuals. It is a unity where

participants see themselves as socially equal and connected (Scollon & Scollon, 1995). Learners
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support each other as comrades who can share joy and tackle challenges together. Based on their
common interests, they are willing to help their peers achieve goals. The DA pedagogy supports
a sense of unity through constant dialogue (Tochon, 2010, 2014). The cohesive social bond
between learners intensifies and extends beyond the classroom because they become friends who
often spend free time together.

Encouragement is a significant part of solidarity. Compared to other commonly taught
language courses, there are only a few Turkish courses available for adult learners in Taiwan,
which made participants cherish their course as a valuable learning opportunity. The learners
formed a learning community where they provided academic and mental support for each other.
When peers faced difficulties, students encouraged them, boosted their confidence, and gave
them hope. This caring dynamic was remarkably different from the learners’ previous learning
experiences. Traditional language classrooms emphasize students’ individual performances. In
an exam-oriented situation, students see each other as competitors. However, a student-oriented
pedagogy builds solidarity among learners. Learning is no longer an isolated action but is a
process that learners engage in together as a community.

Based on my observations, Peiwen liked to encourage her peers in class. She oftentimes
acted like a teaching assistant for Meiling. Meiling, who lacked confidence in her learning ability
and felt she lagged behind, usually had difficulty comprehending sentences. Peiwen read with
Meiling and heartened her with comments like “You definitely know this word because we’ve
learned it before” (Peiwen, Interview #2, Segment 143). Peiwen also kept Meiling company after
class. In their learning community, mutual support was an important factor sustaining students’
investment in Turkish. During her interview, Peiwen said, “I do not have a lot [of linguistic

knowledge], but at least | can teach [Meiling] what we’ve learned before” (Peiwen, Interview #2,
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Segment 143). To encourage Meiling, she sometimes prompted her to recall information from
previous lessons; if neither of them could remember something, they would check their notes and
review together. Peiwen commented that: “I want to change her attitude toward language
learning through encouragement” (Peiwen, Interview #2, Segment 143). Meiling provided a
vivid metaphor to describe how her peers’ encouragement influenced her Turkish learning:

I feel like I’m just floating. I get stuck. I can’t even swim ashore. Sometimes I feel like

I’m sinking to the bottom, but they [my peers] pull me up. (Meiling, Interview #3,

Segment 299).

To show solidarity, students provided one another with support and encouragement. The
learners still sometimes felt frustrated in the learning process, and some did not believe they
would be able to complete class tasks or projects on their own. However, their peers encouraged
them by sharing their own learning experiences and saying, “I can do it, so you can make it,
too!” In brief, encouragement gave students the power to make progress and realize their
potential. As Meiling described, she was going to give up on her project; however, due to
encouragement from her peers, she finally completed her project and felt it was much better than
she expected. Encouragement drives students to accomplish their goals and intensifies the
cohesion and solidarity between students.

Solidarity also facilitates the circulation of knowledge. In student-centered learning,
circulation of knowledge refers to students’ willingness to share knowledge with peers such that
all learners benefit. Unlike an exam-oriented language learning pedagogy in which students see
each other as competitors, the DA pedagogy concentrates on interaction-centered learning and
creates a harmonious environment. Students share all the information they know, such as
learning strategies and resources, cultural knowledge, updated news, and so on. In terms of

solidarity, knowledge is no longer concentrated within a certain group of people; rather, it is an



243

asset that each individual in a learning community has the right to access. As such, knowledge
does not lead to the formation of a hierarchy in social interactions. Thus, solidarity triggers the
circulation of knowledge and creates a learning environment based on sharing.

The circulation of knowledge also provides additional learning opportunities for students.
For example, Peiwen brought her Turkish friends to class. As she had substantially benefited
from interacting with native speakers in terms of speaking and culture learning, she hoped her
classmates would also benefit from such interactions. A learning community based on solidarity
creates a harmonious environment in which students are willing to share their cultural and social
capital with peers. Students progress together, and sharing elicits positive responses that prompt
other students to reciprocate and share what they know. Students understand that knowledge is
constructed through interaction and collaboration, and the sense of solidarity makes them more
engaged and willing to overcome challenges.

In summary, social capital helps adult learners better understand their roles in the process
of learning and in society. For the participants of this study, they viewed themselves as
transmitters of accurate information about Turkey to people who might not be familiar with
Turkey and its culture. Their abundant cultural and social capital contributed to the particularity
and irreplaceability of their social roles. At the same time, they felt a sense of accountability for
their learning because they supplied a major source of linguistic and cultural knowledge for
friends and family. Social capital also reinforces self-awareness through reflection on cultural
and national identity. How to introduce Taiwan and Taiwanese culture to Turkish people
stimulated students’ investment in Turkish. Social capital also creates a harmonious learning

environment in which learners help each other, jointly face challenges, and move forward
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together. An environment based on solidarity shows them that language learning is not
competitive but is a process of mutual support and progression.

This chapter answered the three research questions and discussed how the DA pedagogy
contributed to the success of adult learners in terms of Turkish linguistic and cultural acquisition,
the cultivation of multiliteracies capabilities, and identity development. The following table
summarizes the major characteristics of the DA pedagogy and contrasts it with traditional
language pedagogy in Taiwan.

Table 8.1

Contrast Between Traditional Language Pedagogy and the DA Pedagogy

Traditional language The Deep Approach
pedagogy pedagogy
Main role Teachers Learners

Multimodal and authentic

Source of knowledge Textbooks; teachers materials; peers and native
speakers
. Exam-oriented; emphasis on Project-based; connecting with the
Process of learning o . .
textual formalities target culture and life experiences
. . I . Synthesizing information to
Objective of learning Achieving high scores on exams . . s
develop multiliteracies capabilities
Knowledge distribution Vertical Horizontal
Learning mode Unidirectional Interactive and exchange-based
. . " Focus on learners’ interests;
Learning environment Stressful; competitive . .
supportive and collaborative
Conclusion

Based on the results of the qualitative analysis and discussion, identity development

among adult learners is closely related to habitus and capital. The habitus of adult learners



changes across time, space, and culture (Navarro, 2006). The following concept map displays
how the identities of adult learners transitioned from past learning experiences into a DA-
designed classroom (see Figure 8.1).

Figure 8.1

Concept Map of Identity Development of Adult Taiwanese Students of Turkish
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As shown in the concept map, the identity development of adult learners is divided into three
stages: stress, struggling, and growth. Past experiences learning a foreign language (mainly
English) served as a starting point for identity construction. Under the influence of Taiwan’s
education system and social norms, adult learners believed that language learning is a
mechanical process focused on exams and standardized materials. The habitus they acquired in
this stage emphasized dependence on teachers and the preference for formality in writing and
speaking. Students saw themselves as learners who constantly drilled grammar without learning
how to apply the language to different contexts. Their relationships with peers were marked by
tension. They competed with each other rather than working together. Group collaboration and
the circulation of knowledge were stagnant. Some students might be teased by peers for their
learning performances. The cultural capital acquired from this stage mainly included test-taking
skills, standardized learning resources, and the knowledge imparted by teachers. In an
educational system that uses exams as the sole form of evaluation and teachers as a major
knowledge source, language learners are not motivated to think about how to learn or why they
are learning a language. The habitus cultivated in this stage prompts them to focus only on the
final outcomes of learning.

In contrast to traditional language pedagogy, the DA pedagogy focuses on learners’
empowerment. Student-centered learning strengthens learners’ accountability, pushing learners
to exercise agency in learning and be accountable for their studies (Kalantzis et al., 2016).
Agency is regarded as an “essential feature of the learner” (De Costa & Norton, 2016, p. 589)
whereby learners make decisions on how and what to learn. Additionally, project-based learning
replaces standardized evaluations of students’ learning. Guided by students’ personal interests,

project-based learning acknowledges that each students is an individual and “deserves the right
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to be recognized in his or her unique characteristics, skills, aspirations, and realizations”
(Tochon, 2014).

In the DA pedagogy, cultural and social capital act as power to influence students’
learning (Bartlett, 2008; Bourdieu, 1986). The two types of capital cultivated learners’ abilities to
navigate a great deal of knowledge, negotiate diverse cultures, and reflect on their own social
positioning. Language learning in the DA pedagogy is not restricted to traditional literacy
practice that involves decoding meanings alone; rather, learners understand how they learn and
how they see their role in relation to society by utilizing different types of resources (Tochon,
2010). Thus, the acquisition of capital facilitates the identity development of students.
Recognizing their positioning in the learning process, students take the time and effort necessary
to invest in Turkish in the present and future. Hence, in the growth stage, adult learners
constructed or reconstructed their identities by incorporating the habitus of student-centered and
project-based learning.

Learners’ transition from the old habitus to the new habitus was usually characterized by
a period of struggle. Their identity development faced conflicts resulting from the influence of
past learning experiences, social perspectives on LCTLs, the effects of English supremacy, and
power relations and conflict of interest in the workplace. In terms of their relationship to
language learning, adult learners first relied on old habitus when implementing the DA
pedagogy. They relied heavily on reading to acquire cultural capital, echoing the teacher-
centered language pedagogy of the Taiwanese education system. Even though a variety of
multimodal resources were available, most of the learners still believed that reading was an

effective learning strategy that helped them acquire knowledge.
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In terms of learners’ socially constructed relationship to language learning, sociocultural
factors such as the hegemonic dominance of English in Taiwan and adult learners’ work roles
also influenced how learners engaged in learning. The indifferent attitude of the public toward
LCTLs relegated Turkish learners to the margins, while professional hierarchies created a system
of power relations that changed how adult learners interacted with Turkish co-workers.
Influenced by these socially constructed factors, their investment in Turkish was inhibited to an
extent because they realized their roles would not allow them to acquire a multitude of symbolic
and material resources. For this reason, the concept map uses a line with double arrows to
demonstrate that adult learners struggled with old habitus and sociocultural factors when
constructing or reconstructing identities with the new habitus. Although learners’ identity
development was challenging, the DA pedagogy revolutionized their experiences of learning and
encouraged them to investigate the essence of Turkish language learning.

After experiencing the DA pedagogy, many adult learners developed a profound
understanding of language acquisition. Student-oriented and project-based learning provided a
special, customized experience that accentuated each student’s unique characteristics. Turkish
became more than the language itself, raising identity development to a higher level where
students developed awareness of language learning and embodied transdisciplinary values such
as tolerance and respect for cultural diversity.

In the next chapter, | summarize my study and explain its uniqueness and significance for
LCTL teachers and students. In addition, I discuss the study’s limitations and explore its

potential for future research.
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CHAPTER 9 CONCLUSION
Summary of the Study

In the contemporary society, the traditional literacy practice is not sufficient for language
learners to adapt to societal changes. The approaches and goals of foreign language learning
need to be changed. Learners should regard foreign languages as a means of exploring
knowledge, discovering questions, and understanding issues. To help them understand the new
meanings of language learning, empowering students plays a critical role because it connects
students’ interests and prompts them to cultivate other capabilities through foreign languages.
The self-directed approach changes learners’ perspective on learning. They begin to think the
essence of language learning and reflect on their roles in the learning process.

This study aimed to explore the identity development of Taiwanese non-heritage adult
learners studying Turkish through a student-oriented and project-based pedagogy grounded in
Tochon’s (2014) Deep Approach (DA). The DA pedagogy created a new habitus for adult
learners to learn Turkish through multimodal resources, authentic materials, and interactions. It
also empowered the participants to play an active role in making learning decisions. Based on the
qualitative analysis, the DA pedagogy had three meanings to the participants. Firstly, students
connected personal interests with learning, laying a solid foundation for being lifelong learners.
They understood their values as Turkish learners and cultivated a sense of accountability.
Secondly, as accountable learners, students exercised agency and cultivated multiple
multiliteracies capabilities through the project-based learning. These capabilities encouraged
them to address social issues, appreciate cultural diversity, and demonstrate cultural tolerance.
Accountability also transformed students into conscious learners that initiated a series of

processes for assessing their own learning strategies. They took control of their own learning and
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attempted to find a way to improve themselves. Thirdly, the DA pedagogy provided interaction
opportunities for students. Social interaction not only strengthened the circulation of knowledge
but also contributed to the formation of a learning community. Students realized that knowledge
and peer solidarity in a learning community were scaffolded through group collaboration, which
facilitated their investment in Turkish.

This study formulated three research questions that explore the relationship between adult
learners and Turkish learning in the Taiwanese sociocultural context and how the DA pedagogy
and social interaction (re)constructed students’ identities. It can be concluded that the identity
(re)construction of adult learners was influenced by many factors, including learning
backgrounds, future outlook, work environments, social context, teaching and learning
approaches, and peer relationships, and so on. They are social beings with rich cultural and
historical backgrounds. The identity construction of adult learners is composed of past
accumulation, present development, and future imagination. With the combination of multiple
factors, students managed time and effort to invest in Turkish, but they also encountered
difficulties and challenges. The results indicated that their identity development was fluid.
Students constantly adjusted their roles in their learning process. The DA pedagogy helped them
better understand their learner identities and encouraged them to think why and how to learn
Turkish. The participants integrated language learning into cultural knowledge and developed
their sensitivity for cultural and social issues. The Turkish courses designed by the DA pedagogy
provided profound insights for Taiwanese students into foreign language learning.

In the following sections, | underline the significance of the study to note what is unique
in terms of the research process and findings. In addition, I evaluate the study’s limitations and

further applications with policy recommendations.
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Significance of the Study

This study aimed to expand current research on LCTLs and to discuss the relationships
between literacies, identity, and pedagogy. The analysis and findings offer several important
insights.

Firstly, this study suggests that the hierarchy between teachers and students should be
broken in the educational context of East Asia. In Taiwan, students are accustomed to absorbing
knowledge from their teacher, which results in excessive dependence on knowledge authorities.
Their learning inclination toward authority creates a misconception that the teacher is the only
knowledge provider, causing students to neglect other sources of information.

This study revealed that adult learners constructed many identities by exercising their
agency, and this agency enabled them to make learning decisions. They realized that foreign
language learning in the DA pedagogy has more important implications than in traditional
language pedagogy. The student-oriented approach offers opportunities for students to explore
their own learning potential and to search for appropriate learning strategies. The project-based
approach also encouraged students to inquire through multimodal resources and helped them
develop a great variety of multiliteracies capabilities to keep pace with an ever-changing society.
For some Taiwanese students, they initially needed time to adapt to this learning approach, but
they realized that they could learn much more than they expected. The DA pedagogy not only
improved their language proficiency but also contributed to the formation of students’ identities
as lifelong learners and critical thinkers. In sum, teachers are not the only sources of knowledge,
and the forms of knowledge are diverse. In this technology-dominated era, students need to

develop multiple identities to think independently and critically and to show respect for different
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groups of people and cultures. During language acquisition, teachers act as facilitators, but
students must also play an active role to understand the meaning of language learning.

Secondly, this study indicated that social interaction not only helps improve students’
linguistic and cultural knowledge but also reinforces their self-awareness. Influenced by an
exam-oriented and teacher-centered pedagogy, students often see each other as competitors.
Adult learners initially followed a kind of habitus in which they did not interact much despite
having no exam stress. The DA pedagogy created a new habitus. Students learned from their
peers through discussions and classroom tasks. Cultural capital and social capital played a
complementary role, and interaction created a supportive and pleasant environment. Students
were willing to take time and effort to establish connections with peers and to study Turkish
together. Additionally, social interaction strengthened students’ self-awareness and solidarity by
evidencing their own roles in interpersonal relationships, which also benefited their investment
in Turkish. Students engaged in interactions with peers and native speakers that were later
transformed into solid, multilevel relationships. To maintain these relationships, they continued
to invest in Turkish and to engage in self-reflection regarding social interactions.

Finally, this research redefined the concept of language learning within the Taiwanese
social and educational context by illustrating that language learning does not simply focus on the
standardization of forms and structures or correct or wrong answers; it is a process of
understanding the self, peers, and society. Through students’ interviews and analysis of their
artifacts, the findings indicate that adult learners utilized Turkish to relieve work stress and
gained a sense of enrichment and achievement by learning. Turkish also helped students to
construct an imagination for the future and to define the kinds of individuals they wanted to be.

Turkish became a means to comprehend society and reinforce their own social positioning. In
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short, this study offers empirical evidence of how language learning facilitates identity
construction in Taiwan, a society in which language learning is still an exam-oriented activity. In
addition, this study deepened understanding of the relationship between non-heritage LCTL
learners and LCTLs. Previous research on Turkish language education has mainly focused on
teaching and the discussion of pedagogy. However, this study connected the concept of
pedagogy with students’ identities and literacies, thereby not only expanding the scope of current
LCTL research but also contributing to future research on LCTL education in Taiwan.
Limitations

Despite the contribution to Turkish language education in terms of research themes and
methodology, this study faced three limitations. The first one was time constraints. Given that
most participants were adult learners, they did not always have sufficient time to study Turkish.
All students came to class on time; however, due to work and family responsibilities, they had
little time to review lessons and work on projects. During the interviews, the most common
challenge they mentioned was time commitments. They sometimes needed to use lunch breaks or
stay up late to complete projects, which could impact the content and quality of their work. In
addition, the LECAL offered limited numbers of class hours for learners. Each language class at
the LECAL was scheduled for only three hours per week. Compared to university students, adult
learners had very limited time to expose themselves to Turkish. Most participants had never
studied Turkish previously. Because of students’ inadequate exposure and limited class hours,
the teacher sometimes needed to play a dominant role in helping them reach higher levels of
proficiency, which was unlikely to observe the relationship between their investment in Turkish

and the self-directed learning approach.
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The second limitation regards translation of the interviews. All of the participants
answered the research questions in Mandarin Chinese. | translated all responses into English and
did my best to represent students’ sentiments. Although the translations aimed to follow the
meaning of the original texts, the intended meaning of interviewees may nevertheless have
undergone some changes because Mandarin Chinese and English are not equivalent languages.

The final limitation regards my roles as a researcher and teacher at the research site. In
this study, | taught and framed the curriculum as a teacher as well as interviewed and collected
data as a researcher. From the students’ perspective, they might have tried to provide answers
they felt | preferred. Although my students and I had a good relationship and a comfortable
environment was created for the interviews, a power imbalance from the hierarchical teacher-
student relationship might still have been present. On the other hand, my comments on data
analysis and interpretation might have also been influenced by my personal preferences and
biases regarding students’ class performances because of my background and identity as a
teacher.

Suggestions for Future Research, Teaching, and Learning

After understanding the significance and limitations of the study, the findings of this
study can be extended further. This study focused on the social context of Taiwan and discussed
how social norms and ideologies specific to Taiwan influenced identity development among
Taiwanese learners of Turkish. Future research might examine the identity issues of language
learners in other countries or regions because each society a unique social context that might lead
to different findings.

Secondly, this research explored how students construct their learner and national

identities through the DA pedagogy. Additional studies might discuss other identity topics such



255

as gender, social class, and sexual orientation and extend the research scope to examine their
relationships with the self-directed learning approaches. In addition, these identity topics might
also be examined in other Asian society because these topics have rarely been discussed in Asian
research on literacies and language pedagogy.

Thirdly, this study took 12 months. As the findings suggested, adult learners had a strong
personal interest in learning Turkish. Future research might recommend a longitudinal study to
see how learners’ identities would change over a longer timeframe. Identity is fluid, and different
timelines construct identity in different ways. Identity construction and development is a lifelong
process (Reeve, 2017). Whether and how other identities and learning behavior will be
(re)constructed in the long run is worth observing.

Fourthly, this study applied research methods to adult learners. Additional research might
shift the focus onto exchange students who stay in Turkey at least six months or one year. These
students interact with native speakers and experience cultural differences firsthand. Given that
they might have different perspectives on language learning and cultural issues, it would be
intriguing to examine how exchange students construct their identities through the DA pedagogy.

Fifthly, studying how Taiwanese teachers of Turkish draw on student-oriented and
project-based pedagogy to teach and how they construct their professional identity as LCTL
teachers would also provide interesting insights. Like students’ identities, Taiwanese teachers’
identities are also influenced by local educational ideology in terms of teaching practices and
teacher-student relationships. Student-oriented teaching might be a revolutionary change to their
teaching philosophy. The research on LCTL teacher identity development might also provide a
different theoretical and empirical dimension for LCTL teacher training as well as contribute to

the development of LCTL language education.
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After conducting the study, | would like to share my recommendations for language
teaching and language curriculum design. Firstly, although learners learned and understood
many cultural and social issues, the DA pedagogy also provided an opportunity for the teacher to
develop professional knowledge. The modules provided by the DA are so culturally diverse that
teachers might not be familiar with all of them. However, to offer constructive feedback for
students, teachers also need to take time to do research. From this study, | realize that the teacher
and students learned mutually, which broke the teacher-student hierarchy. The DA pedagogy not
only helped students’ learning but also encouraged teachers to develop themselves and
reconstructed their professional identities.

Secondly, in today’s language learning contexts, language and culture are two separate
topics, especially in LCTL courses. Students usually start with pronunciation, grammar, and
sentence structures in the beginner level; cultural topics, on the other hand, are designed for
intermediate-level courses. The bifurcation of language and culture is taken for granted by some
teachers and students. The DA pedagogy breaks the bifurcation and emphasizes the link between
language proficiency and cultural knowledge. Although some curriculum design strategies are
restricted by class hours, administrative-structural arrangements, and evaluation criteria, this
study provided language teachers with fresh insights into how learners can benefit from culture-

based and contextualized language learning.
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FOOTNOTES

1 The original is FH : TRBAMMENFT - ILIBEIR - 5 (@8 - AIELD) [The Master said,

“If a man keeps cherishing his old knowledge, so as to continually to be acquiring new, he may

be a teacher of others”] (Lunyu, Exercising government).

2 The original is BT& - Fi& - =3¢ - Bt (BMER) [A teacher is one who transmits
knowledge, provides for study, and dispels confusion.] (On teaching).

$The original is FH : "&B/MFE ? B - AERERE - 2= - HINEM G
Mm% - 4 (@& - FZFES/L - £) [The Master said, “Am I indeed possessed of

knowledge? | am not knowing. But if a mean person, who appears quite empty-like, ask anything

of me, I set if forth from one end to the other, and exhaust it.”] (Lunyu, Zhi Han 9, 7).

“The original is ¥H : " AMEARY - AHEA - 82— - ALI=MBKk - AIAED - |

(#tMmE5 1) [The Master said, “I do not open up the truth to one who is not eager to get

knowledge, nor help out anyone who is not anxious to explain himself. When | have presented
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on corner of a subject to anyone, and he cannot from it learn the other three, | do not repeat my
lesson”] (Transmitting 7). Confucius emphasized the importance of flexibility in thinking. The
role that a teacher should play is to guide them to figure out the ideas.

5 http://deepapproach.wceruw.org

6Sihhatler olsun is a Turkish blessing phrase used when someone gets out of the shower or has
a haircut.

"Malatya is a city located in Southeastern Turkey.

8 Piazza is a free online gathering place where learners can ask, answer, and explore.

9The Little Prince or Le Petit Prince in French, published in 1943, is a novella by French
writer Antoine de Saint-Exupéry.

0PKK is the acronym of Partiya Karkerén Kurdistané, which means Kurdistan Worker’s
Party.

1 Three Principles of the People is a political philosophy proposed by Sun Yat-Sen who was
the founder of Republic of China in 1911. The KMT, the ruling party in mainland China during
that time, followed Sun’s philosophy. The KMT was later defeated by the Chinese communist
party in the civil war. After retreated to Taiwan in 1949, the KMT still followed Sun’s
philosophy to rule Taiwanese. Even if the KMT is not a ruling party in recent years, its followers
still claim it as a cornerstone of the nation. All of the high school students in Taiwan were asked
to study it as a subject until 2006.

12In a political spectrum of Taiwan, “blue” refers to the KMT and its supporters. Their
political stance is pro-China. They are nationalists and claim that Taiwan and China should be
unified. “Green”, on the other hand, refer to the DPP and its supporters. Their political stance is

pro-Taiwan, which argues that Taiwan is an independent country.


http://deepapproach.wceruw.org/
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13 Anti ELAB-Movement or Anti Extradition Law Amendment Bill Movement is a social
movement that took place in Hong Kong in June 2019. The movement was embarked by a
controversial extradition bill that local people believed that it would undermine Hong Kong’s
judicial independence. It has now been transformed into a broader movement demanding
democratic reform.

141n this sentence “cok deer var,” the students used the strategy of code switching. Code
switching is when a speaker alternates between two or more languages in one conversation. This
example shows that the student combines Turkish (¢cok and var) and English (deer) to make his

sentence.

SITEEA -

15The original is Bl A SE3EFT -

16 Sun Yat-Sen, known as Sun Zhong-Shan, is the founder of the Republic of China and the
KMT party. During the time when the KMT was in power, each student needed to study his
Three Principles of the People. After democratization since the 90s, his influence in Taiwan has
greatly decreased, but his statues and portraits can still be found. His name Zhong-Shan also

often appears in some infrastructures, streets, or schools in Taiwan.



276

APPENDIX A

IRB Approval

THE UNIVERSITY

WISCONSIN

MADISON

Education and Social/Behavioral Science IRB
6/13/2018

Submission 1D number: 2018-0644
Exploring Learner Identity Through Literacy Practicesand

Title: Interactions for Taiwanese Learners of Turkish
Principal Investigator: FRANCOIS V TOCHON

Point-of-contact: YAO-KAI CHI, FRANCOIS V TOCHON
IRB Staff Reviewer: LAURA CONGER

A designated ED/SBS IRB member conducted an expedited review of the above-referenced initial
application. The study was approved by the IRB member. The study qualified for expedited review
pursuant to 45 CFR 46.110 and, if applicable, 21 CFR 56.110 and 38 CFR

16.110 in that the study presents no more than minimal risk involves:

Category 7: Research on individual or group characteristics or behavior (including, but not limited to,


https://arrow.wisc.edu/arrow/sd/Rooms/DisplayPages/LayoutInitial?Container=com.webridge.entity.Entity%5BOID%5B53837F9862188E4D8E6682CD1EA2DB5C%5D%5D
https://arrow.wisc.edu/arrow/sd/Personalization/MyProfile?Person=com.webridge.account.Person%5BOID%5BB627067F27359C46AB5BD923CE09E0A1%5D%5D

277

research on perception, cognition, motivation, identity, language, communication, cultural beliefs or
practices, and social behavior) or research employing survey, interview, oral history, focus group,
program evaluation, or quality assurance methodologies

As part of its review, the IRB determined this study does not require continuing review either under
federal regulations or institutional policy, or both. Please note, however, that although this study is not
required to undergo continuing review, you must still submit the following to the IRB:

1. Changes of protocol prior to their implementation (unless the change is necessary to
eliminate an apparent immediate hazard to subjects)

2. Addition of new study personnel

3. Funding updates

4. Reportable events (unanticipated problems, noncompliance, new information) in
accordance with institutional policy

5. Closure report

In addition, please be aware that the type of funding that supports a study or whether the study falls
under FDA regulations can affect whether continuing review may be required in future.

To access the materials approved by the IRB, including any stamped consent forms, recruitment
materials and the approved protocol, if applicable, please log in to your ARROW account and view the
documents tab in the submission's workspace.

APPENDIX B

Participants’ English Consent Form

UNIVERSITY OF WISCONSIN-MADISON
Research Participant Information and Consent Form

Title of the Study: Exploring Learner Identity Through Literacy Practices and Interactions for Taiwanese
Learners of Turkish

Principal Investigator: Dr. Francois Tochon (email: ftochon@education.wisc.edu)

Dissertator Researcher: Yao-Kai Chi (email: ychi5@wisc.edu)

Research Team Members: Yi-Jen Wu (email: j5571@nccu.edu.tw) and Yi-Yun Chen (email:
fd90720@gmail.com)

DESCRIPTION OF THE RESEARCH

You are invited to participate in a research study about learner identity regarding non-heritage learners of
Turkish.

You have been asked to participate because your work effects this population of students.

The purpose of the research is understanding how students’ identities make them invest in literacy
practices and the learning of Turkish language and what roles student-oriented, project-based pedagogy
play in the development of the identities of Taiwanese students of Turkish.

This study will include non-heritage Taiwanese learners of Turkish.
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The research will be conducted in ten-week-long Turkish courses offered by The Language Education
Center for Adult Learners (LECAL). The courses will be framed by the researchers from novice-low level
to intermediate-mid level. The core concepts of the curricula are student-oriented and project-based
learning. Students will have the opportunity to write and speak through teamwork with peers and
interactions with native speakers.

WHAT WILL MY PARTICIPATION INVOLVE?

If you decide to participate, you will be interviewed twice by the researchers during a ten-week-long
course. The first in the first two weeks of the course, and the second in the week after the course finished.
Each interview will last for approximately 30 minutes. All interviews will be audio-recorded.

Classroom discussions for class activities and projects will also be examined for this research. During the
discussion, a researcher will be taking observational notes. Audio recording will be used in small groups

discussions and video recording will be used in whole class discussion. Both audio and video recordings

of those who consent to participate will be analyzed for research purposes.

At the end of the courses, each student or several groups of students will present their final projects. If
you consent to participate, these projects will also be analyzed by the researchers to obtain more
information on the relationship between peer interactions, language learning, and identity construction.

ARE THERE ANY RISKS TO ME?

The risks of participating in this research is minimal. One risk is that students may feel it is intrusive to be
videotaped and audiotaped during discussions. Additionally, there is a risk that confidentiality may be
breached, though the research team will make every effort to keep this from happening.

ARE THERE ANY BENEFITS TO ME?

Through this study, you may better understand your sociocultural roles as Turkish language learners in
the Taiwanese society. You will also have opportunities to think the relationship between writing,
interactions, and identity.

After interview, the research team members will offer you a small honorarium that comes from Turkey in
order to thank you for your participation.

HOW WILL MY CONFIDENTIALITY BE PROTECTED?

To protect privacy, you will be asked to choose locations for the interview. Even if you opt for public
places, the researchers will ensure that the potential eavesdropping is minimized to the barest minimum.

While there will probably be publications as a result of this study, your name will not be used.
Pseudonyms will be provided in the place of your actual names. If you participate in this study, we would
like to be able to quote you directly without using your name. If you agree to allow us to quote you in
publications, please initial the statement at the bottom of this form.

WHOM SHOULD | CONTACT IF | HAVE QUESTIONS?

You may ask any questions about the research at any time. If you have questions about the research after
you leave today, you should contact the Principal Investigator Dr. Francois Tochon by email at
ftochon@education.wisc.edu. You may also contact study team members Yi-Jen Wu and Yi-Yun Chen.
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If you are not satisfied with response of research team, have more questions, or want to talk with someone
about your rights as a research participant, you should contact the Education and Social/Behavioral
Science IRB Office at 1-608-263-2320.

Your participation is completely voluntary. If you begin participation and change your mind, you may
end your participation at any time without penalty.

Your signature indicates that you have read this consent form, had an opportunity to ask any questions

about your participation in this research and voluntarily consent to participate. You will receive a copy of
this form for your records.

By initialing, | give my permission to be quoted directly in publications without
using my name.

My Printed Name:

My Signature: Date:
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APPENDIX E

Interview Protocol

First interview

N

12.

First, can you please introduce yourself (including your educational background)? In what way
did this background help you define what you like and who you are?

Before Turkish, what foreign languages have you learned? For how long?

Why did you want to learn these languages? What stimulated you in this direction? Please give
me some more details.

How do you improve your language competence? Is it different from a language to another?
How meaningful is your learning experience? What value or meaning do these languages give to
you when you learn them?

What learning experiences have you had when you learn foreign languages in Taiwan?

Based on 6, what are the advantages of these learning approaches and experiences?

Based on 6, how can they be improved? Did they contribute to who you are now?

Please describe your most unforgettable memory in the trajectory of your foreign language
learning.

. What is your motivation for learning Turkish?
. Do you have any native Turkish friends? If you do, what have you learned from your interactions

with them?
Based on 11, how do you define each other’s interactions? In what context?

Second interview

1.

hw

~No

9.

Do you appreciate having some freedom to learn what you want and the way you want to learn it?
When you can decide your own learning content and pace, what does learning mean to you?
When you are in charge of your learning, how do you feel? Are you used to get that form of
empowerment?

Based on 2, what are the differences from your previous learning experiences? For example?

In addition to taking Turkish courses, do you read/watch any Turkish-related contents?

Were you able to choose a project in class that satisfies you fully? Please explain. (time) When
you cooperate for your final project with your classmates, how do you feel? What do you think
about this approach?

Based on 5, in what way does it influence your Turkish learning? How did you notice?

How does writing production and sharing help you to learn Turkish?

Please talk about your experiences when you interact with Turkish native speakers (in class or out
of class).

What did you learn after you worked with teammates for the final project? Did it change your
sense of what learning means? How would you define meaningful learning?

10. Use a metaphor to describe your Turkish learning process. Why?

Third interview

1.
2.
3.

Share your experience when you interact with Turkish people.
What makes you feel positive and negative during interaction?
Questions from the researcher’s field notes.



4.

5
6.
7.
8
9.
1
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Why did you want to choose ___ (topic) for the travel brochure? How did you team cooperate?
How to help you learn Turkish when creating the travel brochure?

What are your challenges when creating the travel brochure?

How did you feel in peer collaboration? What did you learn from it?

In the process of learning Turkish, what made you feel positive or frustrated?

How did you deal with frustrations?

What role did writing play in your learning?

0. Use a metaphor to describe your Turkish learning process. Why?

Fourth interview

1.

ok~ wn

10.
11.
12.

13.
14.
15.
16.

You mentioned a metaphor to describe your Turkish learning. After taking this course, how do
you describe it? How does it influence your learning strategies?

How did you learn on your own with limited time?

Share your perspectives on self-directed learning.

How did peer interaction influence your perspectives on learning?

When listening to your peers’ project presentation, what did you think and how did you feel?
Do you appreciate having some freedom to learn what you want and the way you want to learn it?
When you can decide your own learning content and pace, what does learning mean to you?
When you are in charge of your learning, how do you feel? Are you used to get that form of
empowerment?

Based on 7, what are the differences from your previous learning experiences? For example?
Why did you choose ___ (theme) for your project?

What did you learn from your projects?

How did you let your peer understand your projects?

After completing two projects, what relationship did you create with Turkey and Turkish
language?

If one day you have to explain your projects to your Taiwanese friends, how will you explain?
How did your projects help your reflection?

How did you feel to write a weekly reflective journal?

Do you think group project discussion can help you? How?
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APPENDIX F

Sample of Student-designed Curriculum and Evaluation

B

F£—3 FEEEZE-TURKIYE'DE KIMLIK VE MILLIYETCILIK

£_B MEFREE—R - A& ARE&HEEEFTE

e 8 1. “Kalemler: Mehmet Altan"

BEIREAL+ERHE+LE

HUB £ h 2. “Abant Platform: the Kurdish Issue"
FIEEAL+BEMBE+ 05

ERabc| EEETBEARIPTANRSE + flashcard BIF

BNE BEBNEEEE Glogster B ERRF

Et8 o=

F)\E F®EE- DIN VE FELSEFE - Project 2: Mevleviligi ve Sufiligi Aragtirma
HNHE BEY R EMRE BERMEOIEE BTl

H1iE RIRE project WA - EREE - EFRCIE

Ft—#  ESHEERN RERREE - EFTE

FTE  HEARER - #5EF  BRBERHEE

F+=8 HRI=




Grammatical
Structure

Vocabulary

Evidence of
Critical
Thinking

Minimal errors
(comprehension not
affected)

AESE IR R AR
RUSOE - WA
ROICEE -

Occasional errors
(comprehension not
affected)

FES TR IR AR
RXOE - WHERRR
D8R - MREEBEIE

Errors sometimes
interfere with
comprehension

RS IR
XA - WHERRS

RS - MBAE
55 -
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Errors frequently
interfere with
comprehension

Aessc 2R ERE
HISOE - BERRFL
I8 - SRR
85 -

Uses rich and varied
vocabulary

HEHRF R
#ARC - EEERAESY
EEE - WERBRE
REEHEM -

Uses a moderate
variety of vocabulary
and descriptors

SEHEFREEE D
FARC - TEISAERAESD
B WERBHS
FEEHEM -

Uses limited
vocabulary (minimal
variety)

SEARF RS
& - MEABEIEREH
= - EIRERRESE
B2 WERRRAEE
FRER D -

Vocabulary
inconsistent with
course level

SEMERFREDE
DAGEC - FEESRERTAE
HBELAT  BRE

o
HE °

Clear evidence of
critical thinking-
application, analysis,
synthesis, and
evaluation. Postings
are characterized by
clarity of argument,
depth of insight into
theoretical issues,
originality of
treatment, and
relevance. Sometimes
include unusual
insights. Arguments
are well supported

Beginning of critical
thinking; postings
tend to address
peripheral issues.
Generally accurate,
but could be improved
with more analysis
and creative thought.
Tendency to recite
facts rather than
address issues

Poorly developed
critical thinking

Does not enter the
discussion




287

APPENDIX G

Translation of Excerpts (Dewei)

Interview
& HEIE English
Segment
KEESMMAREFHEE WESSEY X 4 heloful i )
. . N . They are very easygoing and helpful. If you as
g, =] L 3 B , —Ut ~ [=] . . .
Inte;\élew AHY - B2 AR R LEE them questions about life in Turkey, they tell you
Segment EZ2ME - At EEBR - SABME | and help you. They are also very passionate,
N N ially when talking about Turkey. They like to
11 EIER . E ST HAR . especially g y. They
A%E’J ?/\E%EJEE&H B - it share with you.
P E SRR -
i S (LIS S IR T PRt /EAE TS | A RE .
|nte;\3/)|ew 1%1:!:1@5& = EE‘(?‘&%F% uglu\¢ﬂ<% /L,\Tixug Tolga [a Turkish guest Speaker] told us how to
Segment EEERUF - ARRithiE=E R M., IR E A speak, how to write... He also taught us how to
39 _E=EgaF write a complete sentence.
KEZAAME HiNative - B2 0] L3R
BAaEAMA - [ BERIEEA.. OES
S EEAN A, EREFES \ L
AELHANA  BEREESHAL - | use HiNative. It is an app that you can use to ask
2. MOLUEECAEIMAEZE - A | questions to native speakers. [...] You can find
S EPIRIEN - (AR ERER T people who speak Turkish or other languages. You
N ) can choose a language you are interested in.
MUEIZ - [.] B—REARHERIE... to- People can ask any questions about that language.
dolist BIEEESE . Totes. . EaA It’s also okay if you want to answer questions. [...]
N~ P, T One time | was asking... how to say “to-do list” in
. B BEXHAMEREHAY - B Turkish. People answered, although I’'m not sure if
Inte;\é'ew Z/hmNEEEEeaER.. ThES they were correct. At least we had a discussion.
T . o Sometimes | just want to ask random questions.
:\t =B D_E\E ZFIE\D‘EIEI\‘/\ . . .
Sggﬁ;gnt FrHEEMER—ME MIRENRE - 5 You can find questions about all kinds of
T Pl EwE.. BENWEEEE - IRRZEE | languages. As long as you post questions to a
103, 119
' 3 P—EEEE e EAEDEE specific language group, people will answer.
. e a Sometimes | use this app. [...] Like | said, | have
ME&E  BRHEERERE - [... 1 BRE difficulty choosing the correct vocabulary.
THERMIEE  oAEEETHRE  Ais | Sometimes | leave comments. They [Native
. . — speakers] can help me... For example, some words
= Go== I EN
FHE (BS) ME. BRLFERHE F | ask about have so many meanings. | leave my
EZW—2 - T EMEZEH... AW | comments and interact with them. They help me
REOZHMAERSEESD  RETE | sureouthowtouse them.
BRI —2R—[E] - i = & KA E
HEWERERE -
i 3 FEEZE AKE! B A
Inte;\?/)'ew NEBARRERERARERMEBAA Small class activities can help us get to know each
Segment X mBEAFEHBEAEECET other quickly. Everyone begins to share their
555 HEY. &2 — 3B E RS experiences in Turkey, like something that you
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M- mEBEE—E. EEEREHELE
HAE—LEEARWEERA

know or that | know. This has gradually given me a
basic understanding of this country.

Interview ne
#4 ERECHEBHRA - (RE—EBEH If you are interested in something, you will want to
Segment | £FFE - keep exploring it.
11
Interview . T . .
wa RBERESE TEEE - ERTER.. Sor_netlmes it’s just I|ke_ work, Ilfe, work, life...
Segment | pEEEmEm NS ETE trying to balance... | think learning should be
BReFEEXEE ‘ continuous.
67
RUREHCERE LK - HERES
IBEANEEEZEN AL LEESER | | look for some information from the Internet on
EHWE . AR EES . HA T my own. In fact, | think people are very lucky
Interview nowadays. There are so many resources on the
#4 ﬁ[%ﬁﬁ%iﬁﬁﬁﬂ NEERE - [...] Internet. When you start searching, you can
Segment | FESKEBERA—FTEEHZE G2 basically find everything. [...] Actually, we don’t
95, 347 . R have to be in the classroom today. We can just go
AIUECH HHEJ:DM HEHRFRAR online. | think we are much luckier than the
HEE I BE—R W =EERZ  EREN previous generation. There are so many resources.
£% -
Interview | REMREBLHKXEREE - [.] THH
#4 J I usually go online to look for Turkish dramas. [...] |
Segment MBHE - MASSEE - IREIE try to watch and see if | can understand.
176, 183 | BEARBEIZISE -
, AetEERECBEEXNAFHES
Interview . It [The student-centered approach] becomes an
#4 & - REBABHMEEE - LRSI autonomous way to learn languages. But [it would
Segment | EEZE%. . RECSEM - osEEE be better] if someone can lead us. In my personal
235 RS E D . opinion, leading us is still somewhat important.
REHMW
A% FHCEASRT - A% YouTube - | search for keywords online, and then YouTube... |
. o use YouTube a lot because it [my project theme] is
lnte;zlew YouTube #EHY - AWERIRMUEAR about a story. So, | went to YouTube. Many other
Segment B9 FRIEIRT YouTube - &= ATE | people talked about this story, though some of
N - them have subtitles and background music only. |
263 E . BRERERER . EE
LEBREN  HERLERBT  #S5 think some people also turned the story into an
&z - FIRMIFRIEAE S LLEINE opera.
HRZT - UERESERS - BAaK
ntervi HoEETEHEESE - [... ] RAOE kM Compared to other methods, | read a lot. | spent
n e;zlew BESEY. EAECEKNE 28R most of the time readir?g'. [...] When | §tudied on
Segment | r/s o L s/ N my own, | used less writing and speaking as
323 375 BREMECREEL®RD - RRAMIE methods. Reading became a major way for me to
' REWER REEEEDIEELEET practice language and understand things.
- ET#-
Intervi The easier the vocabulary is, the more difficult it is
n e;zlew HWESBH SR TS E M - FARA to use. I don’t know if | can use ifc ir.1 this context..
Seagment | s o e . " To some extent, | found | have difficulty expressing
9155 BEEEARULUMAEEE - RERFL the meaning | want. Sometimes I’'m afraid of using

the wrong words.
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REHFEREESZERENER
RHREOAEF -

- B

mEE—RxM (tEERLR ) HBE—

One day, my [Turkish] friend went to a park to

NE#ER - T © cok deer var -
Interview EAESE - FmiT - ¢ . \_‘_@ make a video. When | watched the video, |
#4 FE FEEIITENIX - BBRER messaged him, “Cok deer var.” Then he taught me

Segment | g t751H - [.JNRGEEEE (1G) B how to say “deer” in Turkish in his reply. It was
455, 487 fun! [...] In Instagram messages, my friend also

E_ = :':EIZI

= thEE. BN ERSEMBESE | rects my sentences.

= MEEH L -

| ESURSEERS. BWERTH . .

Interview | _ n . Turkish lets me understand, communicate, and
#4 BE - BEEREER  mEEE 7@ even consult materials. | have one more source of
Segment | BwIICEIE . E—ETE . ERO information, | think. It is a tool that can help me
587 learn more about this place [Turkey].
PEBERBEEMASW—EIR -
APPENDIX H
Translation of Excerpts (Jianhong)
Interview
& 2=5E English
Segment
HEHEF/H LINERERS - B2 ' X ed .

. N . s n Actually, I can be very relaxed. | mean you don’t
Inte;\élew AREEBEC - BRZEMATE - £ have to give yourself too much pressure because
Segment R EIREAE—ENETE F O 2= the teacher already told us that at this level, you

19, 23 B ORI RE R AR - FRAEE have y9ur own plar?, bu‘F you still can adjust it
according to your situation.
backup -
Efzeﬁ$71 EREBIME - RBECT
BEERCHIBRBRYETHE K& In addition to writing down what | learned during
. - the week [in the reflective journal], | also noted
= ! La,'n
lnte:#\dlf'ew S8 (RBER ) E EEES S what I learned on my own during my free time. |
Segment H—E8%E - —@AH - PRMEEIE think it [the reflective journal] also constitutes a
39 BTGB . S ENEEREAT process of leading students to learn in a self-

/L:\ uEL*‘KE’]E—t _JZTEJilL:\
BEEN—ERBE51E -

FOEmE

directed way. The reflective journal prompted me
to practice listening and writing.
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HIEMZEER - FILUHEESEFECE

| usually learn on my own, so | like the feeling of

i 4o BB =z pEih = At H ,
Inte;\élew E. ARERSESHENZEE - Fi self-control... After all, the aim of language
Segment URESBECUMRIEEBRIARIRA | learning is based on interest. So, | think controlling
43 HEE  RTERSELEaEKE the I.e’arrTlng content and methods on my own is... |
- feel it’s like a duck to water.
e
=+ 2 D Op R & 33 551 =
BHRRERBENBECEREE - o2t | like self-learning, but sometimes | also get lazy.
Interview | @A EM SR —E FPERE - & For an adult learner, the reason is fatigue from
#4 e - W ow work. Yeah, just like college students who have too
=4 ‘/\/\ /|\\ ==z x . .
Segment FIERNREFZRR LEAR - & - many extracurricular activities... so | think
78 BAREOREEHEIEFH K - ¥ - FT | sometimes having someone to push me is
LB BEmE—THE OK A - beneficial
EZERESBERBRINEBBEENARS
Interview | 2= @ ¥ - BFEBERNHEEEE I should say... it’s not necessarily a good thing if
#4 /i e e e there’s no pressure in learning. | put myself under
i/_\ \ ° > E‘ = Elk = = ’
Segment CHaRY - [ IURBREIERS pressure in self-directed learning. [...] The pressure
106 BEmMEECL#N  BREEZZ M | is from me because | want to do better.
el
RESOEEE LiBEIRSE - ol Z23B(E
. We might face bottlenecks in our learning, but in
S5 - LGS aie A B4
Inte;\ilew R7 - BREMGRSERRRRN the atmosphere that the teacher and classmates
Segment S5 REBEBAFE. ZEnEE::mp created, the teacher is considerate, and we are
126,134 | SAEARSEAAENH - [.] tXHE supportive of each gther. [...] My teacher and
B classmates are so nice. They are very thoughtful.
SERSEMMIREZRE - RE -
RENIERAEHEREZR... AR IEIR
- B FEEHAEAS T | ShEE A DS A lot of cultural knowledge | know is from my
Interview _ \ peers... | found out that my classmates are so
#4 RELEERMRA - [.JHEERZIREL | talented! Each of them knows a lot about Turkey.
Segment HEWI FEEAREERIEDENGE [...] In the process of sharing with each other, |
154 found that | don’t have to memorize knowledge.
=] E =Y /Nl 4= B4R
B - ARERLBAUSET - B2R Instead, | gradually immerse myself in the culture.
2R EABBE B2
. L A=) X7, B .. ..
Inte;\ilew iR Ulkd, Unal 32 Bt £ AZ7E - TE I interacted with Ulkd, Unal [names of Jianhong's
Segment Bt P AR LE native speakers - 3&83R 1M | Turkish friends], and other Turkish people. |
%54 HTAE - learned about Turkish culture from them directly.
Interview . .
44 FEEDMYBEST - 20T LERYS In the process of d0|r?g the p.rOJect, the method |
S t i o o o used least was speaking, while what | used most
Interview | _ _ A N A
#4 MEEEN—EBD - £ —ED - It is part of my life, because it is really part of my
Segment | Ao EEFHEMAT—IL - interests.
218
Interview _ _ Basically, interactions with Turkish people are the
#4 BERXFETAZREE EEEDN most direct, most beneficial, and most powerful
Segment ENEEEINAR  MEBREERFE method of learning. What | learned from
278 interactions is easier to remember, like sakir sakir
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MRE =5 « 182 sakir sakur + BRE AL

SAY - BE—RBIEE - BWmIE -
—B5%E - —EXE - BREBRLEE
RIE LR - BBIRHE EREIRE TRV ED

AL - PLRERDARERRD
- ¥ SR Ulka, Unal firPEeo2
R - RRAHLBLR - Y
% - REEARIA.. PETEHRL:

[an adverb reduplication in Turkish]. For example,
in our Level 1 course, two Turkish friends came to
our class and taught us present tense. | have never
forgotten the rules. | also learned future tense
with Ulki and Unal, which I still remember. Yeah, it
is very beneficial for my learning. The memory
remains much longer.

BAEN - LERERE - ABTIIEREX -
H oA : FE AL AT
lnte;zlew FHFIEEIR native speaker BRYZFEAIE When we actually speak with native speakers, we
Seament & AEARBL - 1BICHE  FAAEESE are scared of making mistakes, and our reactions
282 HARET - are not quick enough.
EEMER MBS B RO iRIE - BPRIREFRY Like Ruyi’s learning strategy: homophonic
Interview | % - I E@F —LLELBEF memory. This is a good example of memorizing
#4 . words. Peers always have different ideas about
— LSRRI - EER . , .
Segment AERARRT B3R - SER LR how to memorize words, which makes learning
290 MREBZETHHEBEXGEHFENIEM T — | Turkish more interesting and helps me increase my
EHRIRIR BN T — LB - vocabulary.
RAB—EESEENRR (FE) E
EEK  T2MNES. HEgge+tEH People have been complaining about Taiwan’s
. o s o health insurance and Taiwan’s medical system. In
MHEBENER - & RMEREE fact, Turkey and other countries seem to have
Interview | EHRE @ E2—ERES ( FR similar problems. This is a problem worth
#4 _ . discussing. Due to cultural difference, each country
g ° E = N ] ’ )
Segment B) - BREAAR - AR might have a different way of solving [these
342 ;FH WFEELRKNEIEREA— problems], and these also result in different
£ . FEBEEFEENEER policies and systems. [...] No matter which country
_ o == we are considering, we actually face the same
( Hﬁﬂ’\]ﬁ:ﬁé ) - RERERRAE problems. It is just a matter of time.
95 .
EEAVEBENBRRBET —T
" s In fact, | think medical development [between the
ﬁlﬁ LERERLIRHT - LR EA East, West, and Turkey] must have some things in
Interview | FYBRZEth Bf4cEaBREARAYL | IR+ HE common. For example, traditional Chinese
#4 = 4T » o medicine stemmed from empirical medicine, and
Segment DRUERERNR - BBRXMMAE so did Turkish medicine. As for European and
342 Z HETIRENEEHEERET EE | American medicine... the articles in the module
EEE - BoMg— LR mmE SN 4 H mentioned that even some medicine in Europe
- came from Turkey.
HA AR B AV A B aB 2R AN -
| _ REZEWNZ. BEMEEEES - FBE | Respect means tolerance. You can’t say “Mine [my
nte;xlew oTpE Ty chakyEsE o pEsE/p T system] is better.” What’s important is seeing the
Segment o 2 bigger picture, and then you will realize that... each
%42 —RFLEMARE - RERERIRBL | culture is different. This is just a global village. Our

BARRIXEEZA—1ZRT - T2 —1E

planet is a community. This world is a community.
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HEKAY - thIKZE —(EH RS - W
EHRE—EHEENES -

Interview
#4
Segment
342

HE  RKERERR  BIXEBEXKE - A
BAZE  HEAREEEEH R
B AREE.. REEBH  RhBER
- MRE—ENER  BBE—EWE
] OEEEHMBEZEEC - B2
HERZESHRIRAFE  2EFAINL
FRERIA—FERE - BBIRBALEER OIS
B EN - REHFBEARRZERE - £
ERAEARBR - HEER—BEZRHN
ARGHEETZERT  A—EXRE
EE’\JIWI StEEET - E EARA

ZEMA—H.. BEREBZEAIA
—Rhmh.. B8 EE’J-@%ﬁ%M%ﬁ
Z =8 -

In fact, both people and people and nation and
nation face the same problem. You have stress, so
do I. You have your perspectives, so do |. But we
mostly think about ourselves. If we can open our
eyes and see other people’s world a little bit more,
we can be more tolerant. Really! | feel each of us
lacks this. Not to mention different countries. Even
within the same country, different groups have
this problem, or different members in a family. We
can pay more attention to others. We can care
more about others. Really! But we seem to lack
tolerance.
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APPENDIX |

Translation of Excerpts (Longtai)

Interview
& IR English
Segment
i 22 A YL FELER . R ) ) )
Inte;\sllew BNRERIRAREZRE  HEEC I am working very hard to keep chatting with
Segment MEEAMIE — K LIE R =281 | [Turkish] people. Hopefully one day I will be able
9 to speak Turkish for three minutes.
23 X e
, HEEZANMEAS - BEHRE St . )
Interview | R o _ I’'m afraid of the narrow-mindedness of some
#3 B, ERSR  BEESFZANME - Taiwanese people. They would say “He is dumb!”
Segment | EAAKHEES= RAEEDH mother This is how some of them react. Turkish is not our
55 N e mother language. Mistakes are seen as a taboo.
language FIER 7> - FEASIRIEERY -
Interview v
#3 HBEZEE YouTube THEESENME— | | watched a video introducing Taiwan, produced by
Segment | @pRis - a Turkish travel channel.
163
H H t&EI \ s > \
Inte#rt\élew THEIRVEAZE AT EILLEE] 50 Say the teacher expects students to do 90%. If | can
Segment o RtEBEBEAET  2OHLBER complete 50%, it is still good progress. At least |
S - :
175 WEE - KL give up | didn’t quit. I never say give up!
PUFIRERIRR S B LSRN - 1R% L : :
i e N My work situation is more like half-retirement. If |
Interview BEBMWRA - BRFIRARMELH don’t learn something new, you might just gossip
43 )\uﬁuﬁ S EAEELEEE - RmERE with friends or hav? no regglar patter'ns in your Ii'fe.
Segment —— _— In contrast, when I’m learning [Turkish], firstly, it
20% 255 & £S—EEHE F_EFEIR makes my life more structured. Secondly, | have a
’ —ﬁlzeE/J\/J\E’\Jﬁ‘ZEﬁEK -] B goal. Thirdly, I have a small sense of achievement.
o . [...]11t’s very exciting to learn a new language.
(85 ) REE -
Interview P i -
#3 Efd (tBEHEZE) fALE - BR I know knowledge that other people don’t know,
Segment | g4t —(FE pride - B - and | am proud of it.
207
|~ \ s o5 ==
HOLUBURCEERA - AEASER | can obtain information independently. I don’t
Interview | A - EthE2—EBHEME] - [...] WER | need to rely on someone else. This is attributed to
#3 =S ES—FHEE . = my personal effort. [...] If we can do our best to
Segment BOLES—FHRE - BOE—E read firsthand information, that’s great. I can
207,211 | JEEEFM - OIIBREEREMAABEC | compare the contents and perspectives with my
BoEREE - own thoughts as well.
Interview s N At least d short articles independentl
“3 EHhEENECT LB I EEEEY least you can read short articles independently.
R This is very important. You know how to find
Segment | & . ZREE  THEM - BH -

259

resources and how to speak.




294

Interview 3 .
#4 learning S{EEIE - HEWBEAZER | The meaning of learning will not disappear with
Segment | pEZEEEATINL - age.
19
EBREETHRZER  EE2FECE
ELESE  ETES  BILE _ _ _
Interview | BE—lb . [ ] 35T AERES After Iearnmg over tlme, you feel your life
24 becomes enriched while you are working. [...] For
Segment 7D HREBEBIINEE - FFIUFEEIE | my quality of life, | have to learn new things. This
- interest [learning Turkish] might support and enrich
19,23 SER - SERE T AT S SR my work. I can’t know that now, of course.
EthA—TE - BHNIFEEE - RZ2
HARE
_ RIREBLENRE  RERMEEL _ _
Interview . - When learning Turkish, | try to watch comedy
#4 Netflix - BEAVREER - BB NER shows on Netflix. Although I can’t understand
Segment | TigRZ= . BAENVE O LIFEMY catch | Many words, | still can understand the meaning
55 from actors’ actions.
TR -
BROBEZI  HEAZER - B2E
£33 4 B s == In fact, finishing formal education doesn’t mean an
SRS SERERN - £ end; it is the beginning of real learning. This is
Interview | ERAITIFRZE  AEMHE - IﬂfE’\J fundamental. First, learning is because of job
#4 =EE . s —— Ex needs, regardless of which areas one works in.
Segment | ™= P H_ME - BoEENER - B Second, your life interests. For example, you like to
99 MEENELY LRI . EMETHEME | listen to music. You don’t just listen but also
S 2= understand its back story. This is also learning,
WS - SR SRR even though you don’t master music.
58 -

i S SA1BIBE B E AN B I . . .
Inte#r}xew ARBMAEE - ARBBSER rwm Because you like it, learning sometimes is also a
Segment —i&  AREZEENE—TERE - way of relieving stress. Simply reading books is

99 ag E@g%m%g%ﬂ . also a kind of learning.
HEPEERES (LEHR) €E
18- ZRMES - %—"“’tﬁ&”’“‘“ﬁﬁg | see Turkish as a tool, as my window. When | want
Interview | BRBZEMWEEELZERT - A28 | to learn a country’s culture, history, and other
#4 s 5% b o Py things, I shouldn’t learn from a third language. To
Segment SRS RRA - BELER 7B directly understand a region’s culture, it’s
155 HENXL - BEREEMAESIERS | necessary to know the local language. Sometimes
SEREEENRE - BRNEAEE translation cannot capture the charms [of culture].
AHEERERK -
, BN HRHEBHLERS - KTE ) )
Interview T s s A | learned a lot from reading. Why? Asian students
#4 0 ? R NGRS ~ SRAVEHDR don’t have enough chances to listen and speak
Segment | 5 . EELEML TR TR - AEEERE [foreign languages]. They start with reading and
159 then go back to practicing listening and speaking.
MR REZE MR -
Interview —Exﬁamﬁﬁﬁ HEEEFE - AR E It is better for you to have basic proficiency, which
#4 will make it much easier to communicate with

Segment

BEERIR - E—EREFNRESZ—

others. First, | need to know more vocabulary and
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183,191 | gy . BaZEEmE—g - [.]RBERZE phrases. [...] Three years after beginning to learn
_ PR Turkish, I’ll see if I can write short Turkish
—FEG  BEARER—EEENE T | sentences or articles. Why this timeframe? Based
= . GRS - BESEREE - B | on my experience with learning Japanese, you need
. o to take three to five years. What you learn from
e ? MHKEHBRE - —R=FF A school may not be enough, but that is an important
£ BREWRIME F—E R foundgtlion to Eelp you read othefr authenti((:j
BRERLRODER - FRE R materials, such as newspapers. If I can reac
HEERAMINESLRE - FEIRERD newspapers in three years, | will know topics | can
M. WAZER AR - §) | chataboutwith others.
MEAR - PRI =FRESTERA - mBE—
1@ topic target - AIAE - LOERBRAAVED
e
Interview e ey
#4 ﬁ%ﬁ%iﬁﬁy ' EZR%QE% m‘ﬂ s ) A A A
Segment | & I am learning Turkish because | like it, of course.
199
Interview . , .
#4 ZOECTOUTE—EBRZENEE - < At least I can understand this country’s good sides
Seament | = . and its differences well. | can also tell if the
9]]_99 EIRMI - S EHMERAVEER - newspaper’s information on Turkey is incorrect.
f (1212 ) AN RESPRAEE - B | Dewei wants to attend a mandolin class. | asked
. R fthaEE - MR E e A IREEE LT him why, and he said it’s_ fun to play mu_sical_
Interview | s meeem instruments. I shared online resources with him
#4 It WAAEME LR —L2RKkILH about Turkish mandolin and Italian mandolin,
Segment | 2y - AR - EHERLEYFEDD including t_he history of stringed instruments. So,
203 N . N B we do not interact only for our language class. We
HEGE - FIUARRBEER have other positive interactions related to other
L BARARHEBRELAENDR . | ¥
H (o TS A B8 35 b BE A E . . .
Inte;me IREFIEAE R BROE) T ERERE R You have to know the motivation and spirit of
Seament . SEIRERNE BB EFEER IR learning. Put age aside. Learning has nothing to do
207 % - with age.
Interview R¥FEEER - KMICHERE - A9 I know it’s not easy to study Turkish. It’s OK if we
#4 BEE=ZEM - IMRAS G A IER fail. It’s impossible to be perfect. We don’t have a
Segment | js= . vos g5 ks Turkish-speaking environment [for Taiwanese
507 5 BERERMREEN - BESE B learners]. But since we like Turkish, let’s learn it. It
HAEGE is beneficial for us.
BAEEE 22 H  RAREEA
B DIBERINR - EeRE . AE Idon’_t like n.egative environments. If there are
‘ = N g 5 negative feelings between students, we won’t make
Interview B%F - IABRENAR - HERZ— progress. Don’t be jealous of your classmates, and
24 EFRAE - S—EKRE . M2 —(@AtF don’t hold people back. The more friends you
Segment s . make, the better your learning will be. A negative
223 = - REKNE ERE LA RS environment causes unhappiness. It’s painful. A

BER - HAREN - FH—E (238
BRI ) OJLUR BT A—E - SAFREE
18 £ > 2 — 1R EENE - TAF EA9RIE -

good learning environment can reduce the pressure
on students. Attending the Turkish class, for me, is
a way to relieve stress from work.
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A—EMRS - tEEBEBFYE - X

Say a student speaks Turkish very well. Instead of

=
Interview :
w4 FEELHE  MEBESH . HARY? being a_teacher, she may want to become a theater
Segment o e s — N actress in the future, right? It develops a second
57 MR2REE_ME - HESBESE - WL [Sklll]. I like to perform. [Belng able to speak
SWEH FE - Turkish] may help me to get a job.
Interview BEAGZBBARLED - ASie - B A_rchitecture_goes be_yonq people’s lives. Humans
4 BEASEEIE  MEHMKY TR —ER die, but archltgt_:ture is still thgre. Itghare§ honor
Segment | mxn= e PN N anq rgqun5|bl!|ty with offsprmg. It is as ifa
267 271 BAEML - SR HR TERRE building is tellmg.one’s chllfiren, “This is my
’ B, L BREEEBG - work!” [...] Architecture is interwoven with life.
RiFEB T EEHO LSS — b8 Hm | can read some information in Turkish that
Interview i s Mandarin Chinese cannot tell you, which makes me
#4 R - SHREBRREN - UFAZHE | really happy. This means | can utilize foreign
Segment | 3BEZHINERBOTRHY  ERE languages to learn things that Mandarin Chinese
275 L e e s . doesn’t teach. This makes me proud, and it’s why
BRLLREEEE - BHEEINE - I'm studying a foreign language.
Interview e ARE—MARGR TRIBEREMIEZ | Language is not like what the public says: “It’s
24 B,  FREEZE=SE8ynEm . 25 useless to study this!” We leain new’ things from
Segment | 4238 . 7L AR T RS EES langqages. Sqme people say, Whgt.s the use of
315 XA LA TIRRERE l_earmng Turkish!?” You can’t decisively comment
B! 7, BB EEERr - | likethat
. — Ex% = = A=
Inte;zlew RRFEBNZECHETIOOSE BR[| 5t shared my thoughts with my classmates. In
Segment EECUZ THRECHEEENEZ this sharing process, | learned to what extent |
319 i - could synthesize all the information.
, BEHEIUKBETREZTERRAEHN
Interview L ) _ My classmates can tell me where | need to
#4 75 - SURSHEECHEE - Fil improve. Each of them has their own experience.
Segment | AR - KREAEIEERERE Everyone can share different perspectives through
319 g . interaction.
APPENDIX J
Translation of Excerpts (Meiling)
Interview
& E=E English
Segment
, RETEMNEREERES - [...]ES | feel so touched after reading the teacher’s
Inte:z“ew BEMEBCER  RWESEEEAH feedback. [...] | usually had little confidence in
Segment NN Ei“% " N o learning language due to the past bad experiences,
508 BEL - BZEMBERELR - HBE but | would like to do my best in learning Turkish
RIS HEYF T - with the teacher’s support.
E4 PO — U EEIE - Bt [When | visited a tourist attraction] | saw an
Interview o N announcement board. | was standing there and
#3 ENET  SZER  ERELEEH% reading aloud. | couldn’t pronounce some words. A
Segment | Kk . (TEH) KEESE—FEE Turkish woman who was standing beside me
7 taught me how to read. Sometimes | paused

WERR B MEUEREPERT

because | couldn’t read, but then she taught me.
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RECR - TALEBBREAE - ik
g% \/u\ [ ]1&57_%@6/14\*&% ! ﬁﬁ’,%

EXHZEEZW ?%?kﬁ—@%%é’@%ﬁ
AL - RS C REER

[...] l couldn’t read a whole sentence. She read it
for me.

i = = Zx
Inte;\élew HEZERE T RRERRARER I should have interacted with local people more
Segment o HERIBAX  RIBEE—MER | often; | think | totally wasted the opportunity [to
tice] during my five-day trip.
39 'K - prac
Interview | ZAEMESR B LMREEEHNEE - I told my Turkish friend, “If you are available at
#3 Ja— N . RN night, you have to teach me Turkish.” [...] He tried
Segment REBF AL - [.] M E FRAERE to explain Turkish to me in English. Turkish people
55 HREE  HEMMATEBEZLEOM - are very nice.
BT FRIZE 7 - RaBE)
A th Y B ) e WY Tt | or\ce had a qur.mder on the.subway because the
o s . o Chinese translation of the signs — from Google
=BT/ - FRAREAEERPIE Translate — was a mess! Yep... it was totally a mess.
Interview | 1+ - [.] ABHKIEE— 2B E (& | couldn’t understand the Chinese translation at
#3 SN o e 1 (54 all. [...]  knew a little bit [of Turkish]. | mean, at
Segment ) - BERERESEA DA E B EAE least | could understand several words in a
95 F . RO DR ERR S EE AR Ay o sentence, so | was very sure that the translation
BN - O 2EEZ AERENESE was wrong. However, a lot of people wouldn’t
e . know that. It could have serious consequences,
AHEBEE  BASERERBEENER | couldn’tit?
% ?
REESLERFER THE  2PL | 4 stud ods £ e |
We learned study methods from the class. At least
i A (%2
lnte;\élew BREACEEIRGE - JUE—ES when | study by myself in the future, | will know
Segment T - 0T . SN - E 28] | some strategies. | can take out my notes or consult
515 = . aeREmResReEE - 7 reference .books that.remlnd me of what the
teacher said. And | will remember things.
MBI -
REBHEGAELERAEIE - BE2HER I ) .
| feel my life is more fruitful, because it has
ntervie ANERZ T —HHOERARER - something new. Yeah, your life is not just like going
#\él w e e — e A IR to work and then go.ing home. [] | realize | have
Seagment e —— to go to class, or | will hang out with my classmates
243 EERT - [ HBRVNEBEEZ LR for dinner. It seems like | have more things to do.
WEBERE . (J@s 7T — g But what’s more important is | can learn
something new.
o - SRR TR - i
ERARMAREEAENREY - AZ My classmates are really nice. They don’t reject or
Interview | AABMRNEEEEEBER - BAETER isolate me just because | fall behind. When Longtai
#3 . is absent, | can still find others to work with. Or,
=L A —L s _~< H 7’ 7
Segment BEREEAAENRE - FHEEFRMA for example, I didn’t perform well in class, but my
255 SIRFEEA ; HEZBHR - F—EATEER | classmates are still willing to help me. Peiwen told

RO E - HRIEAY - M= cover

me, “If you don’t understand, | can teach you!”
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R - SEMSELIR R - MR IRAE R
TR |

EVREBHRBC—EBRSR  E—FR

Interview § N N At least | needed to set goals for myself for how far
#3 BDEFTERITEREE BRN X I would progress in Turkish this year, so next year |
Segment 2 ¥ mMERERIEEEMEIFEE can [do whatever | want]. Now it is like | am setting
271 T an annual goal.
HZMFRHE -
, BERBBHENEAY  ERREES . -
Interview | L o o I think my English is not good because when | was
#3 RYHFRHE - EZMEZRFR - learning, my teacher liked to make fun of me. Yes,
Segment | ¥ . IREEMGEESEZHEEY HEE that teacher liked to make fun of me in class. Then
283 e s o | started hating English.
- ABRRUMRIRBEM -
Interview | REFAEN - ¥ RAERERESH My pronunciation is not good. Yeah, | know my
#3 = B e i s English pronunciation is not good. And my
, 9K [=] B&s , Hf& =
Segment AW - REEREE FEX - HES classmates would laugh at me. This actually
283 EEREFEDN—EANESR - affected my learning.
; B SRS Y y L W ,
Inte#rt\élew BIEam@sEBEd 85 - A7 | teellike I'm just floating. | get stuck. | can’t even
Segment B RRERAEINTE  JLTHRER | swim ashore. Sometimes | feel like I'm sinking to
299 REHIFESR T - the bottom, but they [my peers] pull me up.
; N b BE AL ISR = #8
Inte;\élew HEEEMETENER  ARHER When | was choosing my project themes, | already
Seament FTY o RERBEEEEEIR  EREK had several ideas. The question was “How should |
923 =S - present them?”
RERAHR THREZEZEBCOR LK
- MERRAR. ATEREECEL
K REANMBAEZEET | —FEHNE I always think “I should learn on my own.” Why? |
. should reach a [higher] level and then ask the
. FRY 2= WA 48 , =
lnte;\dlflew T REECRLRBEZN - AR teacher, instead of asking without doing anything.
Segment ERMNRAAREEETHLEZN - [.)B T [..] 1 don’t like to ask about something students
23, 27 TR A REREAEN S - B we're supposed to know. Instead of asking without
o L ) taking any effort, | prefer to learn it on my own
BAREEER - thin " EMEREZE and then ask.
MEMNSE, @ PEAHBAREERNE
2 BAMBECKBY  HBER -
RENKZ.. SEBDERER TR="1 The feeling of happiness... is because | finally got
Bo% ROESZESHRT | HHiEE my answer after listening to that radio program
. - 2 e 5p - e almost 30 times! My strategy was to keep
mE—ER  RENHREZ—ER - AN listening. | just kept listening. | turned on my
Interview | 2TNEFTE  —HE—HIE . K38 M laptop, listening again and again. | didn’t write
#4 T e mEETEm AT | 3o . while listening. No. | just paid attention to it. [...]
Segment fTE - SERBEER - 25 - HILE Then | seemed to understand. [...] Finally, while |
59 REOWEE—BEE ... BEREFEE | waslistening, | could catch up [with the speaker]. |

BH-LRALR[..]&E  IRER
BRE  HESATLUR EthrIESE
MEHCEMEERCART L - Kl

knew he finished this part and which part he was
talking about. In fact, | was very happy, really really
happy when that happened. It seemed like | was
really progressing.




299

EEBM—EHHER - AERRIEZR
2 - ENERRE  HFREAENAZE
RBERE -

i > . 2
Inte;\ilew FE YouTube EBERM - [.1EF | went to YouTube to look for more resources. [...]
Segment Wz BEOE I AV TEEEBER As for movies, | recently watched lots of Turkish
67. 187 e . movies and dramas.
L] [V a— S
BEBRENMEERGER - Bl
HAEREEFEG TR - IREZEELEB The most common approach was to memorize the
o A SAB L AREEEEIE ? B whole English textbook. What | didn’t understand
EESEREMFAH - RIS IR 7 3 was that when | wrote down the whole sentence,
Interview | SBHHEEIERE - [..] EMBERMEHEE | the teacher deducted points just because of the
#4 RRBEAERE - [ RUGIBESH punctuation! Do you understand what | mean? |
Segment | _ .. . _ e . really don’t get it. [...] Rote memorization doesn’t
91, 199, EERBRARMERS  WARAIER make any sense. [...] People used to correct my
203 Z ATV ERMERRRT - % . pronunciation when | was learning [English]. After
NN U a while, I quit. Yeah, | stopped talking. [...] We used
= . \BTEASE= & S8
HEAR S - [ URIBRESH 2R to memorize things when learning languages. Rote
Bl - BIEEMTE L BFAENEET] | memorization is not fun at all.
CEMBREL LT BRMAEEY -
. N . L s N | used to say that | would quit after finishing Level
A = Fé- = AY ) AY T o= .
Inte;zlew HRABRR LRAFAL 7 - HRER 2, but | feel so happy with my classmates. So, now
Segment FEEEFETC—AERBIER 2., F8{L I’'m spending one day a week getting together with
— s them. | can learn something. But if | can’t [learn
103 Irdt  BA—% - B S EA
i BMRA - AROL OR8N something], that’s also fine.
R
_ ERAETHRECHEEEREEER _ :
Interview - e e e e e At that time, my goal was when | went shopping...
#4 7 BERCIEERRE - RBRFBEE you may need to bargain. | need to understand
Segment ¥ RERMBEAEY  EOREEE prices, not to mention asking for directions—at
103 least | have to understand numbers.
E—RHEF -
_ A EFBEHEMSEEREENREA ,
Interview A . For me, the two project themes | chose were
#4 2 FEHRELEZSIUE  F_E easier for me because | could firstly refer to
Segment | f5E F1EZYouTube B+ EEY - F 18 | reference books. Secondly, | could easily find
167 e materials from YouTube via the Internet.
= =it e
Interview | EE@IEX.. FREXHRFHE.. IBEFEHE | Actually, | was shocked yesterday because... Yihan
#4 R, . said a [Turkish] sentence, and | could totally
=0 E I s ;% & | _I ..
Segment RS 7 —EEY RS LR understand! | was astonished, thinking “How could
175 RFEHE - B EEOREZIELR | | understand?”
MERE—EMESERNEERT . . ol | |
. . . e | used to copy and paste whole articles in Google
. IRIBELE T EE & . &l L .
lnte;zlew Google 12 - AERERMEELER - #) Translate. After understanding its meaning, |
Segment EIREMATEEELEERAM - FiE wouldn’t read things again. That was a completely
175.219 | BEERBERNST - SEEE2S— @R wrong method because anyone can do that. [...]
] = ~EFE X

SEERANTTIA - EREMIARILUHRI—

But | don’t do that anymore.
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%= - [ IRERER - FEGBAS
BHEEEMLE -
RELLMERME - EREPEDR - A Now | have more courage to speak [with Turkish

, FAXMBE—R - [...] KELFERZ | people]. If they don’t understand, that’s okay. I'll
lnte;;zlew FMESREBEEZ=HH - IR repeat. [...] In the process of learning Turkish, |
Seament | oz ) . G realized that I’'m also changing my learning

%99 BRAEBRLAINANESZM - LBIAZ | methods. | am not following what | did previously.
LEREERSIENN « .. % - BEEESE We used to focus on reading and writing. I’'m not
. following that anymore.
BEEERD -
Interview
#4 L ios N L . I think | am progressing well and [felt] more
=B 1E s i s Y o
Segment HRRBEDH - LA TR relaxed than before.
g
203
BEXREATEER  ARhEE LA A )
. R . . R Longtai is now in Tainan. Sometimes he just makes
N} SR IATE D e
interview | EUSE) - REHDAFALIT - A | small talk, but today | sent a Turkish message. |
Segment E= google Bl:ENZE - B CH] - BAERIR | didn’t use Google Translate. | typed on my own. |
» id, “ ?” [in Turkish], and he replied
21 3 ? 48 R.e7 % said, “Where are you?” [in
9 REERNE ? BRSEE - B AR to me in Turkish, too.
AR - Mt EE L3 -
_ REET(ABENL NG  MERER I upders'tood [the message from my c!assmate
Interview N written in Turkish]. He said he is in Tainan now and
#4 EarE - SRghadt - EAMEIE - will return to Taipei today. | couldn’t believe that |
Segment | iZissinh FETEE . BT BEY understood. | even copied and pasted the message
219 B . SERAWE . Y into Google Translate, and it was what | thought!
TRY LUESIESE Kind of fun. | was surprised today, yeah.
- BE YT - REFBEENRE
Interview _ | listen to songs, watch movies and YouTube.
#4 EH?WJWKEEEE%B@HE% - E—1E People also post pictures on Facebook in English
Segment | @z . TEEEYMN - B+ BEZ and Turkish. If | have time, | will take a look and
239 SEEE . AN — T read things aloud.
b =! 2= -+ NI/ X — °
Interview | E—REME—MHW|EERE - FHPH | When | was doing my first project, | met a Turkish
#4 N N tour guide. He took a snapshot of his guidebook
—([FE , JiE 45
Segment 7B %TE%W%/JT’}%?HHE'"D for me, a guidebook introducing Mardin and
251 ¥ MENBEMERDINEDREFH - Sanliurfa, two Southeastern cities of Turkey.

, BB EEHRERERIHAZEER - & | My original goal was to interview people without
Inte#rtzlew SRR - [.] HELIER . AR reading transcripts [during the presentation]. [...] |
Segment | wEDERER | EISRMEE - B planned to interview people and asked

= = & ZIXXNEOE] interviewees questions without any transcripts.
388
SRS -  EEREAWEGS - This was my initial aim.
Murat A28 —FREMMRHS - HERP
Murat [a guest speaker] came to our class one day.

_ FEXZMHERE 7 —% - &K | In fact, | asked the assistant to write a script for
Inte;;\ilew TENBMEITE - BRISAER | F2 . me. That script was used to introduce the guest
Seament . e p e ' . speaker. | couldn’t read it! She wrote a script for

%88 MEHR 7 - MR 7 —REH - BOH me. It was a short script. My original plan was to
BNBM . RABREHN BB REE follow the script and to read it aloud. But later |
R —ETS - BEBESELE . & found I couldn’t read it. Even though | practiced
oK HY = E=EBE
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ARZREBRLEERT BRARER
SAZE  BERMBEFNSREZE - &
HIF Fa@IEALR -

several times, | still couldn’t read it when | was on
stage.

Interview | AZBHATERE T ? a2
#4 I w < . People ask me why I learn Turkish. | say there’s no
0 . AR ESRT . ¥ . Nl (= ) )
Segment W - FAARERNT - W - S B ER T reason. I’'m just learning. Yeah, there’s no reason.
408 L o
RIEREFFHEEMEM T E 7TRES
EES  MAESREER?RER?E
. e = After learning many languages, | am kind of
B SRS E=ERISHK .
miE T R RS ESERSRIT - 5 curious about how local people use them in their
RER—EMTT - EEZTEESERSE | lives. These two cities are places where many
BRSIR - MhF/EE IR 2 23 e languages are mixed together. For the people who
Interview X . R live there, how do they change from one to the
#4 olEEm R BEIEIREE - O 2PIALE other? In Taiwan, we only have Mandarin and
Segment | yhmiaIfEES - R YEMEMS Taiwanese. But people speak four languages in
412 these cities. | am curious about how they code-
yEdE 7 im s Eg A S g et =
BEFRSHHEEE.. REHTHEM switch, how they learn, and how they use the
MEZREYR - EEEEYE . EEEE languages. As Murat [a Turkish friend] mentioned,
g - her mom doesn’t speak Turkish, only Kurdish. This
F - ERFAE Murat thFAE00 - s | 0 O peak v v
situation is very common in those regions.
AL REEEE - mEEEER
B2AD . wEES -
_ ST phSZ REM , 422 . . .
B S HFERSHZERYE - FRER [Because of] the diversity of languages in a place...
Interview | OJIZE—IEE=Es  AHEEEE LA The advantage is that people can learn more than
#4 sEgk_ | mmsipo—o s one language; its shortcoming is that there’s no
Segment AEWE ESREEAREEN - U common language used for communication. In the
420 R ESIBETEMEMNER - BI’KE | end, language is used for communication. If it can’t
THEET - be used for communication, it will lose its function.
SEgmpbiah S (E i I RAYIEE Lar?guage sometimes also represents the origins of
Interview s . o a city. Before technology was adequately
#4 EVEAENWER - APIEEZIRIRER | developed, language was the fastest way that
Segment | sEECHIASTEES  BBRILE people could express themselves. It helped people
424 communicate through letters as well as oral
=i | SRR S EEE AT L o )
SaE - STTRXFABBIES expression.
SEWANESEREE  NEAER Only Taiwanese and Mandarin are spoken in
N U N Taiwan. Although some people speak Hakka or
= e Nep e
o MERKRAS - EXETILEAS aboriginal languages, these languages will soon
MiEE  SEELEESNEEHEKLE vanish if they are not promoted. Like my brother’s
= . 2SR \ERA AR - B sop. Since he.was.born, we deliberately spoke only
Interview N Taiwanese with him until he went to elementary
#4 ZEABHARERE At N2 school. But after he started school, he never spoke
Segment | 57 . —HEMESEES . BEH/)E Taiwanese at home anymore. If we hadn’t used
428 certain techniques, his Taiwanese proficiency

% LBREMABRERE 7 - IRAZE
FEANRRELES - MRS ERESAES]
BEBEIEET EENBRESEER

REBEERTBDNDHEANEZT - BS

would have become weaker and weaker. This kind
of situation usually happens to children who were
raised by their grandparents. They can understand
by listening but might not be able to speak. The
government can promote [bilingual education],
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& BAIAKEHR Y - A B EED
PI#E - BRIGEIBR/UEER - IR
ZELZREARELS - RE -

but | feel its influence is limited. If the familial and
social environments can’t support [bilingual
education policy], it’s not easy.

Interview | _ ) o .
#4 ZEMmM (P2 ) WN=E - BBREE Because of [my classmates’] sharing stories, | know
Segment | N ETE - HEEEE | lots of things about their lives. It's so much fun!
436
i s . When | was in Turkey, | got up the nerve to speak
ELEIRE ARG - ASHHREEN some Turkish. For the sentences | didn’t know, |
MY T X AERWMIBEIRDEE | tried to follow the guidebook and speak. When |
w7 ER 4+ ARECLE - (BREs saw Turkish people, | made myself speak. | was
Interview | © N ‘ . B L f\“ travelling with Hui and Kar [two Taiwanese
#4 Kar [ - #28 Kar —EEBIHEARE L classmates and travel partners]. Kar encouraged
Segment | v . EZ4EBESMANET - KAI— me to practice Turkish, but when | saw them
464 . N L " . fluently speaking Turkish with local friends, | held
QREAASR 7 - RIRBHLER - R back. Just like when | travelled abroad with my
tH—aEVEAR T  —FEREERE younger brother. | didn’t say a single sentence in
2 EERIREIE | Engllsh because | was afraid Fha”t he would say
How could you not know this?
APPENDIX K
Translation of Excerpts (Peiwen)
Interview
& 2=5E English
Segment
SREIXRBZNEE - PAEE—F
—HHEIREM - RBIEARIRE
M BB R R E R B A S When | watch them making Turkish food, they like
i = ? to guide me step by step. Even if | don’t want to do
, EE UEMRBAZBMESESE - M | it, they still tell me, “Sit next to us and watch!”
|nte;;/|ew SREER—IER - AETMNAG SR They invite you to join them. Unlike an Asian
Seagment o o . o family, which would usually say, “Wait outside, or
915 B2.. "RENEEW - RAZRSE you might get dirty,” they like to interact with you.
® . RES, o 2MERE - They view it as a way to bring people together. |
. can learn about their culture from these
{8 =300 . B8
REBRRAESD  ERtMEBSHEES | o o
EHOABEBRMA T - BT EEEE
BB B RIS -
Interview e . N | feel there’s no distance between me and Turkish
#2 HE SR MHEERER MR BT EERE people. They love to teach me Turkish because
Segment | g . B S ERBHIF+ they know my Turkish needs improvement. [...]
19 They are very thoughtful. They change the way
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A ERtPMHERMREREREER
FHLEE - [ HEMMSRABIEY)
B FIEE SRS ERIRE - [..]
—ZEARERNREEHEE—REA -

they talk so that we can understand them. [...] All
of them treat each individual with a friendly
attitude.

HFITEEFANBRERERT - B
AXBE—HLBE - — LR - [L]FRE
BEERBRNEMERMBBNEE -

Strong cohesion defines our group on LINE [a
communication app]. It encourages everyone to
learn and study together. [...] | feel that cohesion

Interview -
4o EAMEEERADE . RSKE st.rengthens our willingness to Igarn. Suppose we
Segment e pm - . didn’t know each other, and | didn’t go to class
927 = RERE " O2EW, RS today. | might feel like “Fine, | don’t care. It doesn’t
T 2RABSKAXRNE =B iE matter.” But because we know each other, we
s think “I can learn something from my classmates.”
r s = S dpEogEa
RIEFXSKAEMBIRAX MM | 1pic makes me feel much better.
B, REBEEREHN -
BEAZR T LEMLER - K7 HMER
_ Ef 2 oEREERMAZEAT Some of my classmates joined the class for work.
Interview § . N . Some of them are there for other reasons. But,
#2 REMLR ME 'R, EHAEY overall, | think all of us come to class for our
Segment | FHFIREIESEE - FFLUSERE4AE | classmates. The role of “classmates” is very
27 < g5 /8 7 e important to us. In addition to discussing Turkish,
H. HBBAKREIR TIHIIERRUI - | \we also share other information in our group.
85 ZEINRT -
, BETHENEN - RESRRZEFE . . .
Interview iq e N To get information about Turkey, | think
#2 BEIN - AREHREL X ZAIRIHE R technology is very helpful. For other foreign
Segment | ;BE . AESEHMES . SBYE languages | learned before Turkish, such as Korean,
47 . o I could find lots of resources.
7 BRZERY -
Interview | RSN ELEEIRECNEIARAES We should get rid of our identity as a Taiwanese
#2 s ~ N ' person and position ourselves as a Turkish person
,,,,,,,, A s el s B4 MK
Segment BARSED) - ZHBME - LONEARE to think about why this [information] is important
87 MEBTERIEESE - to me.
—FABRENEEREZRTEERES
\spm L NN In the beginning, | hoped this brochure could
te - FIEAZE T LBHE - RERE create a cg(;nnleftedneZS to Tlurkey chI) I ch;se
Interview ERRSEBENEEZRAS - 8B | turquoise as a cover color. | didn’t use the colors of
4o ENEE RS wReRNENEE - Taiwa.n’s national.flag becausg People might
Segment 2 e 4 n associate them with some political party’s symbol.
%03 MmERTERENRBEE Y - ERED Besides, those colors aren’t connected to Turkey,
HE FEHESHERTEE . BEIEYE and it might be more difficult to design other parts
el o . [of the brochure]. So, I first used turquoise to get
T S TR \ :
SRS - & PTLIBR LR us closer to Turkish readers.
HEERZIRM A EERE -
. KL+t EEESXHEEBRBARY Hos When | was in Tulrlkey, I had,:co .say .Ho,s bulduk” [a
Interview L e L reply to respond “Welcome”] five times a day.
#2 bulduk - 8K | IR AZER - 2@ Every day! To family members, neighbors, vendors,
Segment | x@mmBmm A HE. BREA—TEE or people | didn’t even know. They are very happy
107 you are in Turkey. So, | wanted to give them this

BBAR - MR OIRER - FRLAF

hospitality through this brochure. When Turkish
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AR IEE B ERABE/ M+ £ - BRI
B EARZE TIE | FRAL L BB
WERE - B B —EAR - R
MBI EENRERREEEESE -
FEMARILESE - ROZIEERE
27 WBEMRLETY  EERERNE

A8 o

70N

travelers see this, they will also feel welcomed.
And | put in a landmark, Taipei 101, telling them
“You are here!” Even if they are not physically in
Taiwan, this country has already been in their
heart. This was my thought.

HEXIERERD - 2ERFARD

Interview We had to make [the brochure] design
#2 HEE - LEBEEREFM - AZR understandable for readers, especially a travel
Segment | SrR—EEREES  SEMBESHA brochure like this. It is not only viewed by us but
115 s also by Turkish people.
Inte;\zliew TR A BENES B2 DER I do not have a lot [of !inguistic knowledge], but at
least | can teach [Meiling] what we’ve learned
Segment | (measE EEE - before
143
i ( TEEA ) WREERERSR
5 - s Turkish people’s attitude [toward foreigners] made
B s —E TRBmE% - I} me feel relaxed. They all said, “That’s fine. Just
Interview | IRFE—IE , - EANEMNLEEZEMH; repeat after me.” Even the owner of a coffee shop
#2 S T T e S v . N said, “Let me teach you how to say ‘No sugar’ in
Segment R AEMIERISHE - 2K - RIS Turkish. Okay, now, repeat after me!” | feel like
| IREEBR : REE these situations are so interesting. They are very
159 !, MHREESRAR MMAREAS h h
RS . ER BRI E R — friendly, which makes me want to spend time with
~ “ them.
t o
Interview L -
#2 BRSERMER  FAUHESIEERS Learning a language is my interest, so | am
Segment VEPL RIS AR - engaging in it as a hobby.
175
Inte;\zliew KBS (+EHESE) FEEARAS [Tur.kish language skills] represent knowledge that
can improve oneself, even though not everyone
Segment | gt At - can understand it at the beginning
183
HREEZARSR - tMAMES " IREM
EIRER2EEM ? , mEM
e, S Taiwanese people think, “Why are you learning
ATE  BRREEIKZE— - T this?” Besides, they don’t understand [Turkish].
Interview | K7 ERINE NTEB(TERE - [...]=E A& | Justlike in outer space, they don’t understand
#2 . s . . e what aliens are saying. [...] The Taiwanese public
Segment REMIERREWEHS (BT still can’t understand why I’'m doing this (learning
183,191 | X ) - AJE2EHBCEZOLFAR - ¥ | Turkish). But | feel engaged. | can totally
SERMERR 2SR - o 2R understand Turkish culture. But | feel people
around me still don’t get it.
BREREXFAENATRLBIEE
# -
Interview TETRE FEROHMEREY - BAR Our previous learning materials were .
43 standardized... | am someone who doesn’t like to

KEMAZ—ERE S WIEERER

be restricted, so | would feel stressed. | mean |
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Segment | A . FRLIES FIRRESFEES - 2 would think “Oh, God! Am | gonna get left
7 . . behind?” This is what | was worried about.
REERT 'TE 7 HEASRA
£? . mMEHXELNZEERE -
MRFE I LIBEBREE - R oA
BERMELLERTS - SHEABESS R EM _
N . . If I learn on my own, | will know what my
2 - AERRMREANBECHEBCHE weaknesses are so that | can improve them. If |
Interview | BEEMNEZHFANEE - KMARSE know which learning strategies are suitable for me,
#3 N . . y - | don’t need to use textbooks or stay in class with
2 7| = =_
Segment ZLIER 2R L H:E’_\E%;F%Tﬁ ng my classmates. [...] In this kind of learning
19 IREFEMAE—ZBOMT - [.] FTLIHBER | environment, | know what my strength is. Is
A . \ . . . (ot
BRI . B AE R T S e - 5 listening better for me or is reading? | will better
o ] o understand how | learn.
EMHEBERT)  UEZHBESE - T2
EEREZE2BHIER LR 7 -
ERMES—RBUENREEE B
Interview | HEZEZEW FaMEFEas  EAE I thought | would be lazy, but actually | wasn’t. On
#3 . - N = ap the contrary, | became more responsible. It
Segment ERAERENIASHECRE  FiR [Student-oriented learning] taught me how to take
23 ME&AEHRAIE LAEZMm—ER responsibility for my learning.
(v
RAoMUERENTWSEERZT -
[.]REENEIFEES - [...] EHEE
HEPEIIEEBIRE - pdf 18 - BTt We can access lots of information. [...] There are so
S s ) 5 many resources to find. [...] | found many reports
= - THAVEAMEE N Z1E 1950 F5 and PDF files for my projects. Like another project,
15 - REEEER 1950, 1960, 1970, | found resources introducing the history of Turkish
. 1980 - ZAB IS 2000 - [...13 o songs from the 1950s, and then continued to the
Inte;\é'ew " éi‘i’ﬁpg J [--.] EEE@ 1960s, the 1970s, the 1980s. | read information up
Segment NIEBZ - BEEIRTE IG, YouTube BEE to the year 2000. [...] There are so many resources.
31 47 55 | 1 learning Turkish - #8%... fRIBAER You can randomly type “Learning Turkish” on
63 N . - wnie.e | INStagram and YouTube. There are many
FRSTAT I Tiirkge dgreniyorum - fREFS | [osources... You don't even need to type “Turkce
3 - MmBMMPEENEE REZ=ERE - 6greniyorum” [I’m learning Turkish]. You can find
PR T T B E - 5 iR everything! And Eacebook Firoups. You can visit
every day. There is a lot of information. It depends
FoIlPIBREE - MEZEMBECStA® | onif you want it [the information] or not.
- HMBSRAENAS - BIRER
Xz
HERBSEZBEAME—FIE - BFK | Actually, it was a little hard to get started in the
- xR - BAREEES . BENSEE beginning. For me, there were r'10 specific steps |
Interview o K L could follow. | needed to organize steps on my
#3 — el BRI follow BIRE - AIBHE own and find the resources | wanted to learn with.
Segment | HETHRESE  BCERBEENS Initially, | would think “Where am | going to find
31, 63 these?” | was a little bit confused. But when |

7 —FRBRHEEER " REEME
H? . HERHBIIER  JREER

discussed with classmates or referred to the
resources that the teacher gave us, | suddenly
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2ER2 - YR EMUESE ST —
EXOEHERMBHRE - HTEEE
A FREES EENRSELELORES
EFERNBELG - AZRBERE - B
VR AMEBERE —REEN - [...1 58
BANHEHSZEA . BEE—REBN
HE - BERNEE MR - REARE
2 TRERTY - BERT

realized that it [the student-oriented approach] is
a better learning approach that gives autonomy to
students. Students are not regulated. They need
time to get used to it, of course. [...] Taiwanese
students need time to adapt. It is a little hard for
them because everyone gets used to the situation
where the teacher provides all materials.

%Boya (L7 8 ) NEtHEMEE
_ SHIp IR %% (BIESE F R/ )\ - Turk|§h Iac'e an<':l T}Jrklsh songs are two of my
Interview ‘ favorite things in life. [...] | selected these two
#3 [..] BENRRERZUEBEE - [...] topics based on my interest, of course. [...] | usually
Segment | IARTEATETHRT  ASRY+ like to listen to Turkish songs. I've been listening to
39, 59 . them for two years. [...] This is my favorite subject.
FWEBEERME - [ ARENZ I love Turkish songs so much!
REBNTEB  BENRKERLHT -
B—EEMRENRA - RMZEE
Interview | B . REXMERF—ELTH - [...] X My classmates, like Longtai, usually discuss culture
#3 = - . with me. [...] My classmates and | speak about lots
Segment (E EAREMMFIERELR - ARTNE of things, like Turkish culture, Turkish people, or
43,147 | BEEXK - A2RELTEHHEHE RN what we did in Turkey.
7 MEREEIHOEE -
REBMNAEHNEEAMEFNER
_ = ., I gletetes TE=__
NG - BOJRERVERA Busu HARE— T My commute time between work and home is
B - I 2F—FIG - AAEFKAEH | about 30 minutes to 1 hour. In that time, | may
_ —BIG TERNE— RS Kme | open t'he Busuu app to learn vocabulary. I'm also
Interview | __ . following an Instagram account that posts a motto
#3 BWEERZME - SARIR—aR - Fild every day about your daily learning goal. Just one
Segment | e LERGEEHBESE . oA | sentence only. | try to learn what it means.
47 . = Sometimes it says, “You never know how far you
REEEHR " MXEAANERECE | ) go,” or something like that. It’s Turkish and
BZEE,  HEEEDR BRIt very encouraging. So, | like to learn Turkish mottos
5 ,.\\TQENEJ—)]M FlRE RSN E [on that Instagram account] or on the Busuu.
FiEB/NENZMA Busu E82E -
ERESRARERSNREREL — &
Interview | W@5A - SHARGR " HIEE/NEE | | cannot present crappy stuff during the
#3 . - o s . presentation and tell people “This is what | did in
swEnltsFE & bs SLit . .
Segment 7 EhfERsE  E-ERFEsel the past six weeks.” | couldn’t stand having a poor-
59 B, ABFOPER  MEHEBE | quality project. | would feel embarrassed.
K o
Interview | BB EBENICARIRELEB LB EH I think whether you want to continue developing
#3 5 2= (] B 4 pp—— " this interest depends on your attitude because |
Segment ZREEEND  HRERSELTE think to stick with it long-term, you have to treat it
63,219 | HEBRABEESRA - IRRZILEE like a hobby. If you act like “Okey, | paid the tuition
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B T4 SR T HmER
BEEMETE,  ERIREERHBEALE
R BEZHMIREN LRSI - [..]
RERE—EFERTERERESS
RO EEI RO BB EEESHE
x - B EFELENESBEE

A=

=1

today, and | came here simply to listen to what the
teacher says,” you will never learn anything,
especially with the [project-based] learning style.
[...] I think I will be interested in this language and
country for my entire life, and | will never stop
learning this language.

oI B CRETRIRE - s o] UEnE s

When | design [my projects], | am aware of my

. SUEE e e A3 (3 .
lnte:#\élew OB - B AEREEREE weaknesses. | know what difficult stages | am in, so
Segment AE - RO EARFERE N Z LR I allocate more time for them. [...] | put more effort
N . N i i hese stages because | know where m
83 | Z-[.REEE I I 8 y
2% - [L]HE ?ELE%EEM&E h weaknesses are.
MEECIHHEME -
BRI A MM ZRERN X ANEIE - Hh
AERTIESZHWER  EE2R=TH | allocated a lot of time to reading articles for the
Interview R N . o project. | even compared and contrasted multiple
#3 REBHNARZXEEES - [ HEER articles. [...] It is not hard to find information. Don’t
Segment | IR  HWEAMELRESL  AAE be overambitious because it never ends. But you
83 el S 4 e O f e e T need to find materials that work for you and that
FEKEEHAT - JRIRIEREE— you can do a comparison with.
ERZRA AN - RO IEEERY -
RERtZECEBCKER (L
) HFRARENKIEERER This time | created a module called “Turkish songs”
BAE SR IR E S (RIS - for my project. | didn’t choose other themes that
Interview h - e the teacher gave us. | know there is a theme called
#3 OZAMEARHBENS L. HECH “Music,” but that isn’t what | wanted. | know
Seg8rgent B OB AEERESR  2RECHE myl-self. So, ?y Ii(r)t:rest wa\sNahsta:ting Ipoint: | love
. N . to listen to Turkish songs. When | am listening to
X , of B3 /H = Eh Fl A .
WAL - PRSI LH Turkish songs, people around me cannot
W EXREXIBEIEE - B AEEEL understand it... Turkish songs are just awesome!
B ARG ERI |
REXREBEHRTEZAI WS &
EBHOR T—LEEE - wE. #A
. . \ e | planned to present my project in Turkish. | set a
SIS EENE BEHEME . )
ERERMEERREX - ERAHE goal for myself, yeah. Although it sounds like a
| , BOREBR - FILUSTERESINKM | dream, | wanted to set a goal for myself. This
nte;\élew IMREE A EAERTIE - BAneEs method can push you forward. If you are just doing
Seament | 5 L - . the same thing as before, you won’t see the value
8?? 135 & RINRER ERGE—E—H - B0k of progress. [...] While presenting my project, |
’ SEEELSHWEE [ EREEENE wanted to present the information in Turkish as
. o o my goal... | wanted to share Turkish songs in
% BEEBALXENZREBHRA | 1oon ¢
FHRAT - ERERMERE—REEN
HiZ  BEERIXHIZELH] -
Interview BRI (T A ) FIE L - RETEEIEA If Turkish people visit our class, you want to make
43 them a language partner, by which | mean, you

ER—ERENHZRER - 2R

want to become friends or keep in touch with
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Se%ggent o (REEMAEERMERL - 2 themkafter class becausiyo: want;o have native
. N speakers to practice with. That’s why | was very
(A = e Ao =—R
RERERFHG  BRRZEBEZS excited about having Turkish visitors in class.
MEFERZEATRFER  FILUIERZ During our interactions, | learned new words to
STE e RIS + A BRI SEHE L - help me express what | wanted to say.
ARERESERMBES  HAZEE—
LEZ NZ0EAAEERESRE
—ERBRENSIE -
RAEMENLEEBEER - [...) RMESEL
YHIBR AR —HEAFES « SERIAH Our class is very lively. [...] Everyone is at different
. . . - stages in the learning process. Our one-year
ZEBHBEE - 3 E—EHNEEE . . .
lnte;\élew SBEAE - A8 E-FNRERES learning experience was full of joy. A larger
Segment BER  EREXZE-FE - C-EBEA X network was based on interactions with the
teacher, classmates, my boyfriend, my boyfriend’s
123, 215 . HARRK . =H
A~ EH \ﬁ BRASY - THEA family, and anything related to Turkey. It was an
5 RE—EAEEXRNELE  EEH amazing experience!
RS RASTRIIS R |
ABEECAEH I LEESIERE
. S — X EMERRA - &
MEDHEY - F2MMEERER A I'm interested in cuItur.e. My Turkish frignds pqst
pictures related to their culture [on social medial,
, BAEN  EMEREEHEFILR like the food they make or family get-together. |
Inte;\3/|ew 75 . EEMEREEESR T EEEAR like these culture-related pictures. Then | send
Segment s / L N messages like “I ate this before, so yummy!” | chat
%27 LERIZHE - REFIZ D 5 TR BABER | with them in Turkish to understand their culture
IR - BLEEEENETE#EMP | and to learn how to speak more fluently. | have
. R R learned many words and new information from
£ Y o= iF O =
b - MEEERBUMAELEER | | conversations.
BEEE  HARIZFEHSWIRMMEIX
REY - RS FBMFIE LR -
MEARESATEENEZEL - BX
P . N My classmates do not have specific reasons for
T Y E/H =) HHTLR -
FENRRBETEBL AR - AR learning Turkish, but everyone studies very hard,
PMEREEMTE.. BHRI - BAME | because we really do not have [specific purposes].
RA%E 22 EETES TE Except for Yihan, she is working at a travel agency.
Interview - Another classmate is also learning Turkish because
== B= = o]
#3 BE - IEMIREMEA - HithATZE of her job. But except for them, other people,
Segizn:gent nerm—E "HRAESKEN ? |, 61F including myself, are more like “What are we doing
here?” | am learning not because | have a Turkish
N N = y=N==| =
HEC ARKBECHUARARERZE boyfriend or because | want to communicate with
TAHEEERLTPER AT ERN - F Turkish people. | am learning because this is my
= A - 4B ey 4 m interest. | know some of my classmates don’t have
2 —EER - SEIRSEIRES specific reasons.
A tPEES BB RESS -
Interview | o= EESE—LEETIF - 7 We thought about funny sentences for Sihao. |
#3 = = e 1 [ B JU—— mean we, as a whole class, took it very seriously
Segment RAMAZELERNSFERRE because he is our classmate. We helped him in
147 Z MmMERMERABESNANEED Turkish, and this helped us in turn. We could use




309

fi - AAEEEFAM - ARMIBLDF
HEEMLC=RERINIK - 2
TARR - HBREEHNBBRS

- mE o UEARKENERZ -

those sentences in other situations or to joke with
our Turkish friends. | think this kind of learning
method is very interesting. It also helps us
remember things longer.

CERTETBEENRE - HRE RS
RETEEAME (INE) FERES
AT ASNZ2EEMBERN LA - thif
MEBREHIE  REBGEH 'EEEA
TOMAR TIRFE—ARRIEIE ? o REM
BIEER IR B TEEXRE

When | was in Turkey, | posted many things about
Turkish culture. Regardless whether they were
local or Turkish people living in different countries,
they totally agreed with me. They were like “Why
is an Asian girl is doing the same thing as me?” or

Inte;\élew TPUE AL ? | BRESEE - MEsLE “How can she drink six cups of tea a day [like
Seament . e s Turkish people]?” They think it’s so much fun. [...]
%51 ARG - [...] BT LRI ERY Aysenur, my Turkish friend who came to our class,
Aysenur - fIFAZIREIIK - iR T K said, “Oh my, why do you love our country so
. . . i much?” She said it’s rare to see that among
, 11 ‘E/Ewtﬁgwt_:é“h 7 5'_‘_'\
- R 2R RSB E B IR A foreigners. She thought only Turkish people loved
B ? ., c  MEMRRE#HS - EES1E | their country. She didn’t expect other people to
MUERE+ A\SEEECHNES & feel that way, too. That’s why we began to chat.
W N\ = 1IX M= '
MmeEsNERWATREEEENS
PR MR EIIX -
BNRERMBEREXEBMMAERES
BHEERE  BEECKHEEBE—ET . Sometimes when you read their [Turkish people’s]
. . R _ . opinions in English, the meaning has been
Ve A BYHEREER . ) . . .
lnte;\élew P E R R % AN SR manipulated. So, | tried to avoid using English
Segment EMHNEE BN LEBAEYEEBERG - materials for my projects. Besides, if you read in
 /HE s Y English, you also lose the initial purpose of the
191 EREMNEEENER ' 7
ORERAERE QL‘ BREE 5 projects. | focused on Turkish materials in terms of
EEBEFERZLUEXNRE - ZUMHE | my learning.
RARE M -
. e .
MEECHER RSN T ERXME Based on my observations, the current status of
FPPMNURERSH - KKEIEE "§2 | Turkish women in the family is high. Children care
yﬁy%ﬂqzﬁ 5o ﬁzﬁ%gﬂagy%yﬁmﬂgag Eﬁy¥ a lot about their mom’s opinions. Most women
WD =] g Mg N N
Interview S _ . also regard “taking good care of their family” as
#3 FEARIERANES - BROES the most central task of their lives. They have the
Segi;ngent o= EES=85 . Bal righ'TItodsfp;eak anfd even become Ieaders%which is
_ N . totally different from ancient times. Perhaps it is
4 o = 37, = k E;zIEED =
ARERE - M ERBRANTENLE influenced by religion or by Atatiirk’s reforms to
FABUREZESHIUNERESR - 2 women’s status. It's not easy to make this large-
- i e — le ch .
BABENXEHETRES - Seate chanee
' BIAERINELBED . BE5—@ | th|nk.|n the process of democratic evolutlor.1, .
Interview | N . there is always a movement — power centralization
#3 BERVIRE : ZEIBUE - ABRFFEME | —that does not allow other voices to be heard. As
Seg(r)nsent BEYIE . ARAS TR NEMISI aresult, peop:ce use”songs asa chanlnkel fErtheir
. . inner voices. If recall ancient times like the Warring
ERITENEE - MREWPIEXZ

States Period [circa 475 B.C. to 221 B.C. in China],




310

Al - BRI SR ENZHERN - &5
ARREG A RERERE T RER
AmmiEEES -

songs are just like poems, where poets used
metaphors to express their dissatisfaction with the
emperor and government.

HBSEZTHEAMMERERM L
RELRERIERNMESEANGA[.]

I think Turkish people use traditional as well as
modern approaches to interpreting their songs. [...]

Interview . . .
43 METEENTHECEAAE - hiE After studying the history of.Turklsh songs, I.
S t _ e . learned that they also experienced torture like
eggn7en AR 7 MRS ERBRIANRESE - R | people during the Martial Law Period (1949 —
RIBEERWN + It 2RE 7T —FB B 1987) in Taiwan. | realized the Turkish songs we
. listen to reflect a period of struggle.
AESREMER R - ’ 88
i E &IE\ E'A \ B[ 3 2h= y -
lnte;\élew EIRFIS AR - BE fESA During discussions with classmates, different
Segment EROEREE - ol DIEERREIERAEAEE) | perspectives were integrated, and | imagined how
511 B DR R R - much the project could be improved.
SEELXERME—EAHFEL - HM . .
l Taiwanese students are very good at being hard-
_ ERENMEER - BE - BEEBEXE | working learners. We study very hard and consult
lnte:#\é'ew BT - B FEMERERIFHEIR - 4 !’eferences. We think it means we’re goF)d students
Seament - e /s 2T . . if we prepare homework and presentations well,
239 EEE—ERB D HEFLLRIESR - Pl even though they [presentations] have nothing to
KPR EE  AEAFTFHER do with scores. We try very hard, but we don’t
o learn how to apply the language itself.
BERSHER - PRIy The Tangfiag
Reflective Y . n s
journal BEFITEENAR -  MEBCTES What learning outcomes we expect depends on
one NSNS how much effort we take.
week 5
Reflective | HMARAS R RIZE R - #BEEENR | My friend told me I'm good at listening and
journal % MEEHRZEZLR . o |m|t§t|ng. She suggested | watch as many Tur'klsh
one movies as | can. She also wanted me to practice
week 8 | Bt - Turkish with her.
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APPENDIX L

Translation of Excerpts (Pingyu)

Interview
& #E5E English
Segment
fit (tEHRR ) tJgERthEBREE
B+ HREGRIE  FItEEER
, BIREWIK - MEEET X - A%BAB | Maybe because I'm learning Turkish, she usually
Inte;\élew BEREESENEY  BENES likes to chat with me in Turkish. Sometimes | don’t
Segment s sy understand... so | need to translate on my own.

7 CEHE - REARBEHTE. HEH Sometimes... to be able to chat with her, | bring my
SEATEREMIIK  RIBEEREMERS.. | notes with me, regardless of where | am.
MERZLEBRGHMHE  RESER
NEXBLFES L -

AR MEZB LINE - I EREE
EPOEN.. miEHsE - [ M (
BRMR ) =R - SR We use LINE [a communication application] to talk.
= MZEEESE L - ABMM | Just daily conversation [...] My Turkish friends
. =wenBHIBEDL - ABREEIF correct my sentences. Yes, we chat, but when they
Interview ) reply, they correct the sentences, and | learn how
#3 HADRC TR - B to correctly use the language because of them. For
Segment | wEIBEEREZEEBR - SheRO example, | said “I don’t have work on weekends” in
27,75 Turkish. They said, “You should say ‘I rest on
PRI S5 14 i
meEm " REARRELE, - REM weekends.”” | asked why. They said my sentence is
=0 TREZEUREBARAENRE | misleading; people might misunderstand and think
NN R N I don’th job thing.
BRI BHEREBRE L - thRE onthatealjoborsomething
ARABITFBERESZRIAZRE - B
RIRREILIFER -
. . - . . | was always struggling with how to use gibi [the
= N .
Inte;\sllew P& ZAT gibi AEF - TR —E ALK preposition like] in a sentence. | asked the teacher
Segment ERTIEEEBEW - SAEBBEIKIFE | before, but | didn’t practice it, so | forgot. One day
51 AREE . BEEM= Y% . BAT when chatting with my Turkish friend, | had to use

it, so | asked him. He gave me some examples. |
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FEMURBENER  HNTR Y - 2%
FE—R.. RN ZRHRBMET - A&
TREtERFTEEER - thigE 7 —
EhlF4a% - JeERE N XHELER
7 AR e 2 B E TR RIARCEE
Ky HMBSMEENFTEZEEM
ER - F o URERMIE—EF i
3 o

used it immediately at that moment, and |
remember its use even now. In order to learn a
word, | think it’s important to use it in practice.

TABREMERBEMERRREER L

My Turkish friend told me “Let’s practice Turkish

. m il N =k =
Inte;\élew X8 mEMEEERER MRS tomorrow!” We met this week, and she said,
Segment H tMERBEMPALEE—FBL  RE— “From next Monday on, you will write a Turkish
83 | BINMNERE R BOIHX gg[gg[ggE o e ,‘?’;‘r’“'jvlvs'!iz'j)"k;“yr'te a Chinese
SHEIR - RBHERSRLT -
% Netflix WEMERIREETEMEH S
EEU.. Btk E=sE"EY s+ | When Ihwatch r:nolvies on Netflix, | usuallylfw;tch it
. o R . to... I change the language settings to Turkish.
. IRT =] [} A S
Inte;\élew BEX - REMEAELIXIAN - R Then it becomes like listening to Turkish and
Segment BEDLIYZE - AREELIYEZEEGE reading Mandarin subtitles. Sometimes when you
115 =Lt . f - BEREERGSES . 5 read Mandarin subtitles, you will see some
o = interesting vocabulary. Then | play it back,
MEBER - RARBFEAN LT changing it to Turkish subtitles.
% o
EMERERENRIUE  HHEEHR
RERERMT - REUERE.. KB Meiling is a lovely girl. She always comes up with
Interview | tPAAREROE - ERZIEEMHE nice ideas. | think all of my classmates are lovely,
#3 P e N especially Meiling — probably because she likes to
A K| A i = R — LE 52512
Segment B - Dt RRR M ER — LR R ask interesting questions that arouse our curiosity.
283,339 | WREIE BRI EEREMEAXTEE [...] I think it is important to build cohesion
REEMRSE - [ RBEW AL [between students] in class.
N2 —EREBHBIEIL -
R RARBRIZNEEG - FILIEERE
Ea ey =l — T — £
AREER—ME.. ME—EM T ES Perhaps | am influenced by my classmates, but |
, 15 - RERE - tEF.. ARRIREEEE | think learning Turkish is a thing that | want to keep
Inte#rt\élew + 38— EEERTRIER - R doing. Actually, | don’t have an imperative reason
Segment s e . R, to learn Turkish. | am not going to marry a Turkish
%35 ERHBBEEME - AERZRTLIF LT | guy, nor do I use Turkish for my work. But just
ENERZ - BEERAMEEENNG because of this class, | hope | will continue
£ AR R T e s — B [learning Turkish]. I don’t intend to stop.
' = =n, 1Y =Kk
NE - BAGERBPERRGE -
Interview BEETECErEEENEE— 4. In my opinion, it seerr.15 good to make o.ur own
decisions about learning, but | feel ambivalent.
#4 ELRSFNER BRENES. B

Because it gives you freedom in learning, you may
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Sigm;ént EES2¥NEE - AASKATABE thir;l}( “I'm verykbusy this week, let me do [tlhatb
, . task] next week.” But sometimes you are also busy
, N EEmAa e ke | Fpysa
By - FIMEBRBREER - HEE next week. Then you may postpone your learning
HRIC BTEERM - BEARET | schedule. Ultimately, you have to be the one who
. . PRI N ffectively manage your time and determine
& W AR T A R — cane
RFFOARIC - AIRDIRER —BIEE the progress of your learning. [...] | couldn’t get
B SENHRECLAEE—EZEREES | used to it in the beginning because | still hoped |
SIRBEMETEENRT - [ RS would gain something from the teacher. The
Y SR, e e previous learning style let me know which
B—RELAREE ERAEZEEH grammar structure | learned or what assignments |
RO RS EIEESAE -8y needed to do or review during the week. What |
A,_ N . e e e . had to do was clear. When you completed your
4 |2 = 28 it \
AT LRSS - BRERE LH O work, you would think “I finished this week’s
BHEHE T BMESTE ~ EFBEIE | tasks!” But now | feel that in this learning
EHEEE « SHEEMSE - BT approach... your schedule is prolonged. You have
) : . to make good use of your time and organize your
MEE.. B2 - BZERBRENERE.. | time well. But, overall, | still feel great after
IR M AOS BLLEARRE - tbgy/) - | finishing my projects.
MERTRNEHE - (RIESHR &8
IR T | L BRREEEAAME..
RERUET  BECABARE =
Hzhr - BEREREREETSITH L
7 EETECRERZEREN -
EEERBESDIR AT EEEH - MAZRS
X PSS EEEEE . BIES | can engage more with the project theme (I
Interview i RN i chose). It’s not like we are talking about an issue in
BE == =5 Y= y N
#4 BEEAREBER [ ERHKEC today’s class, but you are not interested in it at all.
Segment FREMRBIEHA - RS ESLTE [...] I love to eat. So, when | was thinking which
11, 291 R s e project theme I’'m going to do, | chose “Turkish
MR, = B = — A
R REAER - RS EREH Cuisine and Culture” without any hesitation.
= "EE ., BE -
R EES.. nERHESLRET
By BRBESRMAL - 2.
. N e N i The more research | did, even though | was almost
Iy E [‘Zy Ty B \E [‘Z / ’ 1Y !
RAELS - HEBECHAME - %7 done, the more insufficient my knowledge felt. |
) FUAEH PR H(EE - EPEBEE | mean the more | knew, the less | understood. |
Inte;\dlflew B o D] L P8 o2 2 B 2 2 it 4P became interested in Islam because the religion
Segment < o s g X . influences their lives so much. But with the
g87 X% - BREBLRER - AR deadline, it was unlikely that | could explore the
Y—EHEEIDELTEIEE  AAEEN topic as much as | wanted to. It was endless. The
o - [project-based] approach lets you start at a point
F =, BRE At =] = /=]
LTHHKTU EjEE,f/J\E/]jELEKXBE 1/J\7~E and expand frOm there.
OU—BEZBEED—ER  —EB
BREZE -
(EE) BAMEEEEREENEK My Turkish friends are always very happy to
Interview oy o R 1o practice with me and actively correct my mistakes!
mE ZEH4 JEEER | Bl ) o
#4 RE - WEEEBAERAESR | A For example, if | ask them a question in the

HRE 7 —EBD - KARIBRZLE

message, the first thing they do is revise my
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Segment | A EFRIFRENRE  BEE2% question to correct or improve it. After that, they
119,255, | s 9 e . answer my question. | am very thankful for their
259 BREFNHE - REBEEEY & thoughtfulness. [...] They help me a lot, even just
BPREOEERESERA - [ HE practicing oral Turkish with me. [...] We mainly
EHPEENRES  RELABRERIE chat online an.d ther?... | also met Turkish people
who are learning Chinese, so | can also help them
MEAERME  BEEMSRBEHEKOZ practice. | think we are tutors for each other in
1 - REBSEHRT - [] EBHMEE T | terms of language learning.
LHEIR - AEIRR.. Ol th BIBTERE
Bohxmt A - REROEM I LIER)
thfEES LH - HESESRLEESR
BRESEHSIELNEEME -
Interview © et it s <
#4 HRESERB L AT IMUME (ESH Asking Turkish people directly helped [us] learn
Segment | &5 ) more details.
107
EREEFRK (TEHE) k. AR
. SAEEMYETE  BE2R—ERAT This tlm(.e | asked for help from my Turkish friend...
Interview | . e | was doing a project about feminism, but |
#4 1R match B R} - REHZFHARER couldn’t find appropriate materials. | asked my
Segment | gtzaFpEmpRERT B ERE—L Turkish friends to provide keywords, and | found
123 n e e et e e some papers. Those materials were exactly what |
MY EE  WMEERZENRE BT | Lanted! Very useful.
RIBETY - FEHA -
REBREEEEETRN  ELEHE
ARNFER - BRHEEE LRGP
BB LRSS - | watch a lot of Turki'sh mov'ies because | think'they
. are very close to their real lives. [...] | use Netflix...
nterview [...] RZAIFAZEHEAR (Netflix)... E&M | Turkish movies usually have dubbing, so | can
w4 MESRSW - FRSEs 7Tl Iis'ter'1 to Turkish. When I watch Ar'neric:':m.dramas, I
Seament | g mr . e - still listen to Turkish dubbing. I think this is a
138 163 B HBEXRE - REERLIX KB method to cultivate your sensibility for a language.
' BEEREENERNTTE  BABER | can’t say how much I've improved, but at least
, sometimes | say something out loud in Turkish
2/, GEE/DER — £
ML TREVABES—EAN | 0t
E  RENMEECEH —LEHEN
T -
e o Last time | asked the assistant a question about
EXRFEEERM (B ) —ERHE - B whether Atatlirk banned women’s headscarves.
RE AT EEEERSEZ |FEMEYR [...] Of course, this issue also involved other issues.
. = B S BN B RS RS | just wondered, “Did Atatirk really do this?” | read
lnte:ﬁzlew [.]EREL&ERE (EEgiE some Turkish references indicating that he didn’t
Segment EHE - REHER "HARBMEMM TE | ban them. The CHP [a political party founded by
147 HEE? |, BERE T — L+ TR Atatirk] didn’t make a law on this until after he

N2 BRI - MEEER B
& HMARBTUMHBZREERE

died. | found many resources in Chinese that
claimed he banned them by law. | just don’t
understand why there are two different
arguments.
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B - ABRZPER G R MABL
RIE - BRMAERDUEMENREA -

?Ja%f% BRESUUIEBE 7 BIBER
BENEERSR  ARURERETD
K BEESHZRIAN_FER - ®

| feel that Turkish can help me understand certain
issues more clearly. If | read Chinese only, no
matter how much information | have, it is just

Inte#rtzlew AR - thsE TR EETENE other people’s secondhand information. If their
Segment information is wrong, | also receive the wrong
%51 JEMREOUUERBELIXNER - £ information. But if | can read Turkish materials
= MERZHOOIDIBTR S E - gﬁﬁ directly... there are so many resources | can refer
P - to, and then | can make my own decisions about
UREEURBISHAREERAR which resources | will use.
EZEREER -
‘%— EH A= =T B =
ERMAMSEHHAMELA - RE This is the Turkish friend who helped with my
ERPADE TE?‘MFﬂl:ﬁ@ﬁ IGIFA& - | project. In fact, we didn’t know each other, but we
SEBETEERSE F—RBE+E had mutual friends on Instagram. We got to know
Interview | . . SR ) ) each other when | went to Turkey last time. She
#4 HE - thERETEHEITF - SEREGR saw | checked in and asked me where | was. She
Segment | yRIBIEEINE - IR IR D] LUK (P said | could stay at her house [but | didn’t because
183 _— e of my travel schedule]. [...] She asked me where |
R[] EERREMER L - ik was learning Turkish. | said in Taiwan. [...] After we
BE - [.1M—WZEMMSR  BF chatted, she told me, “Let me know if you need
TEEDT IR - any help [for Turkish or projects].”
RESSRIRMMESHHBREAL - AR
HEEBECENRULIERTERE | feel so happy every time | interact with Turkish
sFe  mrEemEEk | s native speakers, because I’'m really using this
Interview e \/\ i s language. This isn’t just a language in textbooks
#4 |- mE - HENER  REERY - R and notes only. Besides, I'm not really good at
Segment P K2R - ABROES listening and speaking. Most of the time we
191 - message each other. | can look it up if | don’t know
F.EE’J%@%,TETL,{% AP & & how to say something, and they feel surprised and
ESR TIRENELIA ! AR say, “You are so Turkish!” And | feel so happy.
?Jzﬁatémﬁﬁﬁm\ °
E—@Bﬁ&{-‘t C RREERFOLR
[T 24 AR EE PR —E We have a class where all of us can meet every
1&53&’\]%%@ HEREEEESm | week.|feellike it has already become an
. sm arm . Eses important thing in my life. Taking the Turkish class
lnte;zlew LR MEB—EEL-[]HR every Wednesday night is a highlight in my life. [...]
Segment BEEEIERERRER - EEU(/%E— | feel so pleased when | see my classmates. | feel
= happy when interacting with them. In fact, Meiling
271 ; ° W HE
tle BRRAL - BEXK - HHER once told me that “If it were not all of you, | might
IRFRE - MR E AR - ﬁi&ﬁﬁ% not continue the class.” She also feels like her
BT it EeEEmE A\ DS classmates are a part of her life.
FEPH—EELD -
Interview BRI R EE E A BT E AR T — After having already finished half of the project, |
4 suddenly decided to change the topic. | just felt...

* - IEHERAERETE  mEBS.. w

kind of like | was wasting my time. But later on, |
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Segment | 25 ERBEBREHRE 2K felt | wasn’t wasting time. Although | couldn’t
295 o present what | did to my classmates, the stuff | had
WEESEEMZTERE - REMML been doing became my own knowledge
RIALRAFELAEIR LA - ol | eventually.
ALEREM M EEMECH -
Interview | 2+ X2—HEMNRBOWNSIE @ B8
#4 N " N . Learning Turkish is so fun. In the two weeks | was
Segment LRAVIBMIEEF - HANRSECH absent, | felt so awful.
307 ?ﬁg?ﬁ%E@%B%EEZ% °
BB (X ) AMEBE—ENKE
-MEele.. BERYUESERE - I think it [Turkish] is like a magnifying glass that lets
_ Eﬁﬁ?@%; B, IREILERR | Yousee morg clearly. .Through'thls Iangu:?ge, you
Interview s R can... gather information that is not only in
#4 ReXWHEAERZEEN - ¥ - [L1# Chinese. [...] The information you obtain will be
Segment | B EHES  AEBELH . ALHE more comprehensive. Compared to others who
339, 343 N s only understand 60% of the original resources
AFHTE 100 PHUEH, - AEMB L 60 through translation, you can understand 100% of
DR - B MERAILIBECSEER | it!
& 100 7Y !
BOSUREEERE - Al FEEEE Nowadays, the feminist consciousness has been
EXWZET  SEMEEFEEERN awakened. Gender equality is getting attention,
. _ N like Taiwan’s legalization of same-sex marriage last
E4H o SEEAR Y
Inte;zlew B - SEREFABHER - HEFRE year. Living in a democratic country like Taiwan, it
Seament IHREAETEENE "5EM , EENINE might not be easy for me to understand how
248 B ARSI - MERE 5 accessories like the “headscarf” can significantly
v R influence politics, divide the public, and cause
FRAEHIL... - AFEEEAHRLEE | social polarization... | don’t know how Taiwanese
ANHENES2HEE ? people think about this issue.
. A [Sharing and discussion] helped me adopt another
AN— ok =5
Inte;\A/fleW ( PER REEMECMUS—ER viewpoint to scrutinize my projects. When we
Segment E%ﬁiﬁilﬂé\ TEEERN ZBE discussed as a group, the questions my classmates
352 . BB EY SRR AN GE (AR B 5 - asked were useful for extending my project

content.
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APPENDIX M

Translation of Excerpts (Ruyi)

Interview
& E=E English

Segment
MEeEBSE—EER REE—LE
D s EREEEETLEEE . B There is a goal, and there is something | want to

v D g s B do, and | can organize every week. Aside from

TR - MRRRBME - IR work, I’'m also learning, which is different from
R—tz . THERE—@EEE  SKERI work. Work has its progress. When you finish,

. N PR — - you’re done. But learning is beneficial for myself,
Inte#rtzlew FERME - BEBWBEEHECREE | J1g)1earn new things. Every week is different. [...]
Segment B MBE#FHEHHN  SEEFEEHEA— | feel | made some progress. But no matter how

10, 29 B - L] EEEaCEES - B2 much p.rogress I made, it’s |mpor'Fant to learn
something new, yeah! [...] There is a proverb that
ERAEELSZD  BOEZBEZ2RHH says, “You're never too old to learn something
AR ¥ [ FEEREERE . new.” This is an attitude toward learning. Enrich
yourself no matter when; it makes your life more
e EEBNEE  EEEARED | Lo
o -\ LIFEEEZ T -

H =h 4 ; =4 AN s . \—g %E ¥ '\ AY =
Inte;zlew ERZRAL - ARESESEHING Of course, I'm so happy because | can choose what
Segment 2% RoIERECEN  EFEaC | want for the project. The project theme is one I’'m

16 AREY  TERESSIEMET interested in and one | can easily access.
Yl X S \ o
| _ HMZRE 2/ - BLEEMBCSUE Previously, it was always teachers... Teachers
nte;\élew i - b i2ph o B o ol o 2 P48 T P4 taught us grammar. We listened to them in class or
Seament | = = A e At e o they gave us practice. It is a foundation. Grammar
931 & - ZERM - SREREABEXAZ— | is a foundation. But sometimes you might miss

BER  BEEmERASIERE LA

class, and next time you would probably not be
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FHRBLERNRRA LR - olsELI2RF
ZIRAE - (RIRRBEERE LR - R
REER—BEER -

able to keep up. If you didn’t try hard to keep up,
you would be left behind.

REHEPEER - & - AAPBLEER

Interview | EEEE  ABREEHRASHNER - I needed to digest the information. | needed to
#4 SRS AR B T | A A i digest first, and then | searched for more
Segment FERECIBLEER - BEENETER materials. From those materials, | had to know
54 IEZME AR TCEIEZERHMEUT what they meant and to figure out what | can do.
E °
BRERRAZEEXEA (EXE) - O
72 gk X o of
BRAEH £ BCD H - [ IMETIF Sometimes | just wanted to search for topic A, but
—iZ . RUR - SEREMSEE - R then other topics B, C, and D also attracted me. [...]
EEAEE e —EAEERR . Just like your job, if you are interested in
o B e “ something, you want to explore more and more,
Interview | BEE—% - —HIZE - —H¥Z - E— | like mining. You keep digging and digging. | want to
#4 BHREEME  BAHEAEM -] R know why I’'m so interested. [...] Not only for
Segment Dipe  srm—rn - language, but also... | mean | planned to do the
54, 59, ERES  MEULL. AREEZAE topic A, but then | found B, C, and D. It [The
165 % . (BE3RBCD - EWEBIEA - 8 | project] broadened my vision. If | travel, | may only
. PN see something superficial. But if | do a project and
%= ., OBt/ phasE |,
BARS - MEMRRZMATHRE - & collect information from all of the Muslims living
BERE2EINREERA - BBRMERS around the word, you will see their different
RE I RS EERISEM - #fnfgE | Perspectives.
EN—LREE - ENmMAALA 1% -
You have a goal, just like in a work schedule. You
ntervi RE—EBEE  mEIIFEE BB have a goal about what you are going to do this
n e;xlew ESETMAARE - RPBEAEMAEE year, what you probably will do next year, and
Segment e o o - then... You need to be interested [in what you're
g59 HERE.. ZAEA  RFEER doing]. It’s not helpful if you are not interested.
B B—5EtEamms =k . Because you are interested in Turkish, you are
here to learn.
EREIBBNRE - LRRERN -
BSRATEM+ APE - HESEERIY _ o
e wr o e When | had questions about the project, | either
MEBEM - - EEAKTMBER - B | went online or asked Turkish friends. | asked them
Interview | EHEREELENH - ARWEBERBEA as many questions as | could. Our classmates had
#4 CkE W IR R ‘ — g3 different schedules, so | rarely asked them for
Segment B8 BEEHRSEH - BESE help. | mostly asked my Turkish friends. [...]
63,119 | LEER/D - LE&R/D - LT KE D EER™ | Sometimes | wanted to know more about their
+ ABELERS - [ HEREEMEY culture. They would go online and send me
o . information in Turkish.
SMMRE - s E S LAEINER
AR BIXWERGERE
Interview | B5i& - BEEMLERS - MBMMESR I spent a lot of time on reading. When Turkish
#4 b St gpiais U friends wrote messages to me, | only read. If we
Segment o HBEE  ARE - NRAFE needed to talk, | would figure out how to
76, 78 HEEORE - EME X VH#EAEEEE | pronounce the words and reply, but most of the
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REEMDO . BERER - REEH
EEREERSE  MEMMERMTE - [.]
AREERERSEEW -

[ﬂ]]]l:}

time, | tried to understand what they said by
reading. [...] There are few speaking opportunities
in our learning environment.

LB mE—REAE - BBRAKD:
A BICIAENR - RBEBE - KU

For example, if | don’t understand a paragraph and
don’t know how to describe it, | take a snapshot
and send it [to Turkish friends]. At the same time, |

. o 222G sy ERU 7 e 2
Inte;zlew B - HE—BRAKTHRENE also message them, explaining that “I don’t
Seament B EAEEREEZRZHAN B ExzmE understand.” | even look words up in the
980 HHBRER TR - FE A EE Y R dictionary but still don’t understand. The
_ 3 = i translation from apps can be weird. When | can’t
BH - REBEHREA LR - RMEER figure something out on my own, | ask my friends.
Y. ESth{BE R - Their answers are more accurate.
?ﬂi?ﬁ?ﬂi%ﬂﬁﬁ%’%%%ﬁﬁ@mﬁiﬂﬁ
B EN S 7E IG Ll ~ L0 - she | try to create a learning environment. | like to ask
Interview . = . R i my Turkish friends questions on Instagram. They
#4 mEIARARER  thHEERELH - reply to me when they’re available. We even have
Segment | ¥ . EEREEET  AABRRKE video chats because they think | might not be able
93 . \ . BT B to understand their replies. They just turn on the
&~ BHEAE  EERAMBERIEL | Lmera and show me.
EthF 4K E -
RIREEHE  EHRBEAEN - A
BiMIE.. BHRINESHE.. RERL | also use recordings. | wrote messages in the
RER S  ABINPB—aS LK - A% beginning, but now | can press the recording
. e - \ - " button and read sentences. My Turkish friends will
|nte#r#z|ew PR EIE T THR - MBRBIH | 1 contences type for me. If they don’t
Segment A FRAMERMPEFE=FIRSE - B understand what | say, they reply with a question
w PN k, so | know my pronunciation is incorrect.
95 = % =T S ﬁj\i T ==k mark, yp
RAEEERE A ERFAL Then | ask them to read and record the sentences
FABREF4EFEE , - MABLIR A TS - for me. They read, and | repeat again and again
HRERBEE—R - —HFIMFER agree | until they say “OKI”
S OK - ¥ -
RELLBRBZAE (TARIE) I would like to know [about Turkish culture],
Interview | REESERUBERMAMMA L] HE because | think | will have to be involved in local
#4 activities in the future. [...] | am actively trying to
7 3 ABEE
Segment FENERAMFIRYL - AR REHE understand their culture. | ask [Turkish people]
114 MERER - & - ERIMREEANE - B | questions if | want to know more. Yeah, when you
(L . BhAEERY - want to know and understand more, you ask.
, TMEMREM - HALE  GREXEBEM . .
Interview We learn from each other. Like Songhua, | think
#4 BE - BAGLEERS - [..)REENE | her Turkish proficiency is much higher. [...]
Segment | ZEEMMBEEEENEIE  MEEHES Sometimes we interact with each other when
136 . learning Turkish.
i
Interview | RMEEDIE B EBERESL - % - After doing projects, | learned about more diverse
#4 o — O = perspectives. You won'’t passively accept their
Segment SHE - EBRIBT - AERERRE thoughts either among the older generation or
178 g - AREMMEE - tMPXZM™ | among the younger generation. Since | did the
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WA - WE—EE - FE—8
& OIRHSKMEBELE - OJEERE
H - 5—EEOLERS - % -

projects, I've been able to learn about the
different angles of one topic.

Interview
#4
Segment
192

BBPZOLINBEZNEN - I8
SMAE  THRZIEEENEE -

We gained more information [for the projects] by
sharing that can fill our gaps and understand
differences [in opinion].

APPENDIX N

Translation of Excerpts (Sihao)
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Interview
& R English
Segment
THENPBEEAZNEMEFEMER/NX
ntervi BNER - bt R8r0REZES | When | say Turkish phrases to her, she feels so
n e;\j/_'ew B4+ BE sihhatler olsun... ¥IARLE . fthst happy and surprised. For example, after she takes
Seament | smse e re s a shower, | say sthhatler olsun... She can feel that |
275 BS - BME.. REAMPIESIRMETE | care about her when | use her native language. Of
ZmahEET | AT EAMEE - KA course, | can share my own culture, too.
FHaMAZE—LE.  HECHXEH -
RRESWEL - FRUCIREREER—H
BENRBERILRY - BREERLE . :
} | become lazy easily, so | probably still need

) RES—IE... BBE—ER topic %B1% - FLEE | someone to push me. Each class has a specific
Inte;\élew Eﬁglrﬂg}{%%ﬁﬁq R [ ] ﬁ%ﬁx%ﬂggffuﬂﬂ topic... | prefer the traditional Iearning Sty|6. [..]1
Seqment ) e . don’t know which direction | should head in.

2% 87 — @S ER - Ez2ER - 2 However, | am also ambivalent. | like to ask
' BFES - EBEE piazza BEET questions | want via Piazza. | like it, but | can’t
2. RRERAN  BRMELRE | P e reen
EURME - AR AL RATE -
lnteq;\élew HOLBR T —@ I ARERRE—E [Turkish learning is like] riding a bike on a slope
Segment N and moving forward to another slope. I'm still
%15 bR BEAEEERT - keeping striving.

, K EALZLKMEE google WENRZE 1 ? R | Am | too dependent on Google Translate? | always
Inte;\g/lew E|+EneEEEEg  RERSYy open Google Translate without thinking when
Segment | =2 4 ag e o S ot e using Turkish. Should | memorize more

687 HENET - BEBECHRAMNTFTRM vocabulary? Perhaps | wouldn’t be so panicked if |

ABEEREKY -

knew more words.
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APPENDIX O

Translation of Excerpts (Songhua)

Interview
& 2=5E English
Segment
7 Malatya [...] ZEBBE IR O] AR AR SR
1R BRI E 7T AU SRER R B BT | went to Malatya. [...] Local people’s English is not
FRUUR A E T ERI5R - ESZ 51585 | very good, so when you don’t know Turkish, it
. N . . becomes very difficult to do anything. Yeah, | was
P Y=Y o Wi, SRIETL_ RFES/E
Inte;\lnew BERER -8 REA-EREREM a little bit angry and thought, “Why don’t they
Segment g BEMAASMTERAEREYEEF? learn English?” And then | started reflecting and
.l s — o A 32 [ £ lized this is not the correct attitude at all! When
171 RBBERETEE CEtEEEeEE |0
éé;}:%%}i% SRR LSS we visit their country, we should learn their
EMRAY | ERHMEBIABEZRA | language, right? How can you blame them if their
SRZEEARNESIE - REEZH | Enelishis not good enough?
ARFE GBS ?
Interview ) S AR . »
#2 HUREESHERER—ELR 7 EH | used to learn languages just for exams. [...]
Segment | gy - [ EBHEEERTER - Learning English is for exams.
27,131
TEHHESEEZS —EARA T HEBEEE
MES - [L] T RBHEEETE? Turkish is the first language | am learning based on
N = °|... I = - H
Interview pf' . ) . N a § interest [...] When asked “Why do you want to
#2 HETLRBRTE MEERK-[..12 learn Turkish,” | think there is no reason. | just like
82e7gm1§2t FBK  BESEBRED  RRER :t. [...] After starting,hl f(c;und | rt(ejally enjoy?this
) o S S . earning process. Why do | need a reason? | just
REXEEBRE  HATEZEEER? like it!
M RSE |
HELEHER  FEENSGEELE
CHER, - AR L. BAE 7T — zurilng class activ]icties, people u(;mo;sciously]c )
. ] - . ivulge private information, and... because of that,
bEf= e bl = _ , = A
Inte;\zl'ew ERARZEE TEEA—R - HEIR you get to know your classmates better. Our
Segment MBI B ERR - AR IR relationship became a friendship. When you know
y N o better, | think your interactions become
103 %8 ’ BES ) a person g
= 54_26: ﬁmlb_jﬂﬁiﬁmt}—'&E more interesting. | don’t even feel embarrassed
W - MEIRENRERTAZER A | about making mistakes when practicing Turkish.
FEE -
EAR o EES B eAHIERS | realize | am still afraid of talking, maybe because
PR, s my Turkish is not so good that | can use it properly.
B ER - FIUKREABERL Like a few days ago... in our last Level 1 class, |
Interview | &  ZBEIR - iEEIRX. BE—=F went to buy Turkish desserts to share with
#2 SEAk B - N .. classmates. The owner was a Turkish man. After |
o HEY8EL - SRipEE
Segment ARMERBEELERMRML - B paid, | was thinking if | should say something in
143,151 | BIRE LERARADZ - 2 —MLE | Turkish. Then | started rehearsing in my mind.

HER  R[EHMEERAEE - X
FERERMER R EAEZHM LT

However, | found | was speechless when looking at
his face. When looking at him, | only said, “Hello!”
[in English]. I couldn’t even say “Merhabal”
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X ? AEFFYRD 3 B rehearsal Bk
REBRRBBEIMMBEEALLR - &
EEMABRFIETE "Hello!, - EBAE
2R - FiE Merhaba E3:E R HI2K - ¥ - FR
MEEBSEEEZESERBIR I
FZRERIR - [..] ERBEREFIE - BE
SE#BIZEHSERLERE T &
BB ALK -

[“Hello” in Turkish]. | think my Turkish is not so
good that | can express things. [...] | want to save
face. I'm thinking about how to save face while
speaking Turkish. | still cannot speak.

HEENA  AELIBEERZES
RESHOA  HEBHUALESHRS
B BRWMESTEHGE[.] e

People around me—unlike my classmates who
learn lots of special languages—feel | am so weird.

Interview | = “Why are you learning Turkish?” [...] They always
#2 .. MERTERE - REEBERN ? ask why I’'m learning and what | really want. There
Segment ME—EEE—ARRNWEN [.] AKX must be a reason. [...] People don’t understand
183 why | am willing to go to Taipei from Taichung
=== TAA LN AN L B EE
HREMEMES PRSI - RIRES every week by bus. They constantly want me to
S ERFFEEE LREE - AEE— | givethem areason.
BHER A MM —EBES -
Interview | (RAAERBIESIRECIHMEMES | | can't overcome low self-esteem when making
#3 N NP N mistakes. [...] In fact, my biggest frustration is |
R H=5 e =]
Segment O e [ HRESARIRIT R dare not speak. This is the biggest frustration |
27,235 | B ERHESEANBI - have.
ERSEMRECEEREERFIIR I was angry with myself: “With such a great
Interview | BE%E - SABIREEREATERA | opportunity, why didn’'t you use Turkish to
#3 s W e . P interact?” Yeah, | would feel a little bit frustrated
h ¥ REERRISEEEE : . _ \
Segment HIM - - MEBMENEEES when it happened. You rarely interact with Turkish
47 % ROUBHESIREARM - IREER | people. How could you give up this chance? | have
F+ERH  SEEENRE - this kind of feeling.
HECOWHAERZLEEMEETET
R BAZER  HECHEBHAEE
g e . . . My expectation was that | would remember all [of
=, AR S AR e A N 3=
H [.] BAARAH BT Q_Eﬂl/XL the dialogues]. | didn’t want to read the transcript.
Interview | & Fi#& - ARUSHERAFEIAKERE | This was my expectation. [...] Of course, | hope one
#3 BE . WREREEYE  BAECSKWERE day I can talk like this. For now, .for this tas!(, my
Segment | O b A S 4] e . short-term goal was to speak without reading the
163, 167, mERBEEMLEE MR AZ2ERE transcript. [...] I’'m not sure when | will be able to
235 BF - [.] FEBEB—XRO D ERIEE use Turkish with my own sentences. | mean,
e - O s actively applying this language rather than learnin
BASFEmERRTLAEE SR | P gHae 8
7 - EFEIEREREES - mA2
WENEE -
; — 4 B35 315 A=K Ny =k g
lnte;\élew FGSENERMERAZR 7B In the beginning, my motivation for learning
Segment s T —ETEEENERZ  BHER Turkish was not for a test or a specific goal. It was
531 e=_ [EEE - more like a hobby.
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RURBE D RM—ENINREZ LB M
— M research - FRIMAZRIRE - A
FRERZPOERBZE - ABRERIR
BREMAAEYBIHNENERR - PR
BRSRUNREALZ NN - BAED

If 1 didn’t do homework or research, | wouldn’t
know what | don’t understand. If | didn’t know
what | don’t understand, | wouldn’t be able to ask
the teacher, and the teacher wouldn’t provide me

Inte;ziew AEESHNNEEMERPMED - [...]5 K | with what | need. Ultimately, if | don’t try hard, the
5 s E amount of knowledge | acquire will be very little.
ngnégnt HEANLNE - TIBFWEREEE [...] If I don’t devote effort [to Turkish], | won’t be
151 TE& - e ENIIESRZEEINOFNGE | able to gain much knowledge. [...] On the day
_ SEET before class each week, | always realize that if |
c[LIHELERII—RBMEEEE -
. don’t review something, | probably won’t learn
ﬁﬂ%?“zL AERTESE - HEET anything. | need to dedicate myself to learning so
SRR 2R STIRE - siERA | that| can make gains.
AERIARNEME  WEBABW
& -
ms28 TR AZRLON - 8
it e [ ] IBI@RI AR EFEEIERE
. R To be honest, | always felt unhappy during the
IR A
HOTRERAAAELRE - B language learning process. [...] The learning topics
BEUAY  REEBRES - N AHFE | were designed by others. It was impossible to
HREEYSHE . RSN ET R EE know what Fhey [topics] were. My [English]
o language skills are not good enough. | wanted to
=TE - BUAEEECHER LA learn languages, but | didn’t know what | was going
. FRIU R AR BB AR o = R EE to learn. I didn’t know my goals. | was also not sure
Interview IV . if I'm really interested, so, | didn’t feel engaged in
#4 BA - [ EAMSESERSR - BREE the process. [...] Take English as an example. In
Segment | EEH J”ZE HWEERE B2 J,%H'F_:” Taiwan, we take a long time to learn English, but
23, 31, 43, e our English education is still criticized because
63 BRRABAY - RARTHESR teachers’ lectures are not lively and engaging. The
) . y gaging. They
FEAEAERMEIMAE - @E%‘% transmit information in one direction. They don’t
FESEERTE  eEZEYES give s.tudents the o'pportunity to provide' feedback.
ey just keep talking about grammar withou
. They just keep talking about g thout
— 18l feedback EREENF - FEZHR5 letting students practice or write short essays.
CEME - R BARBEEE/ B Students just read repeatedly. [...] No matter what
— the teacher taught you, you just listened and
N &
B BENRSE  —EEENR - [...] followed.
PRI Z Z AT B ESIRER - IR
£ -

. ,_A_”_|_|ﬁ/ = \,‘—l—'. N
lnte;zlew SREERER  HS "REBECRA | often blame myself. | always feel like | didn’t
Segment et 2ESE ﬁ,ﬁﬁ’]ﬂﬂl;c, I EEEET learn very well. When | become lazy, | feel like |

learn less than | did before.
35 MSRFE LR -

_ BRWEZRHRIREAHE - FESSHIE | | discovered many things | didn’t know before or |
lnte;z'ew BEAAEMYER 252N - 5E didn’t expect | would be interested in. Very
Seqment | mosmse . strange. Like the topic of religion and politics — |

951 RHEHSEW - BUaRAME - AR wasn’t especially interested, but then | inquired

BRBEEY - REZHIZHR - £

deeper and deeper. It goes from a point to a line,
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ERE—1RAR - BERTER - NER
—fEl - MBS —EHELE  RENZE
—fE=5eR YRR -

and then connects to another point, becoming a
plane. It keeps extending. It’s an endless process.

—MRNX RIS BFEN - MEESE
Z Fadt - B—EAHNEZEFMAIR

Most people say, “What are you doing? Why do
you go to Taipei every week to learn something

Interview | M - IRIRNEZE—BHREZENSHE - 2R you don’t know if you will use? It has nothing to do
#4 s s 75| | 3 A B8 - 2E N with your major.” Many of my relatives know I'm
Segment SRARARER L - MREHES : learning Turkish. They said, “Why you are learning
75,79 TROTEZE?BFERAIE! 4 [.] 41T | that? Do you have a [Turkish] boyfriend?” [...] Why
B—EEAT —EBAB—@ESZS= . R do | have to learn a language for a guy? | don’t
want that!
NES e
ZHEMEEEASREE —EHR
BHEGEEERERTEN  JZ2MRIR
EEED. BeE=nE R TIHEE | used'to sge the world through a 'scr'een, like
j B e watching live shows on TV. But this time what |
& gAY - ARRUAIZRE really felt was... you know the language and you
PINEBEWAES  MEMENEE - 1 are in the scene! It’s different. | used to be
. W - N restricted to other people’s perspectives. Their
38 =] A8 N AL
Inte;xlew RS  EAMKRE - IRMERE viewpoints, their perspectives, their frameworks,
Segment O ERERBECE. BE=SY their surroundings. But after learning this
111, 355 % . BROLAEEBM . BETEED language, I.don t have .to depend on them. | have
. o ‘ my strategies. It feels like | broke the barriers. [...]
B7TA - TR BERIEBRERLE - [L..] | After learning Turkish, | don’t have to depend on
B7EREZE=S % BRARESEBERIA someone else to understand things. | can construct
) . . - my framework and perspectives. This is very
EESEE  RUUECERBERES | important for me.
SENERNBCHAE - BHRRSR
EEREZMN—(ERE -
HAAHTFBE2REEY - XMESREME
BETEEEEW - FFAA=... 52— | | aminterested in the themes | chose, so | want to
. BRARIEN S - [..] @BERHDE knoYV what they are e.lll abo.u'F. This is a hyge
Interview . ) N motivation. [...] Just like religion, my project
#4 W87 —fERzE BEBREXEE theme. After passing one stage, finishing articles
Segment | ==, EEMIBEDGBT ZE =10k and completing the difficult parts, you became
151,171 interested and then kept exploring it. [...] | think
1 SRS (S . >
IAREBZE  RREEAE - [ the biggest advantage of project-based learning is
BEE—(EASANEHIET O IEEY nourishing your interest in learning a language.
A= 2 B ERIE -
BT AR Z#HIELK - PFIBARS
Interview | BB MMIBERN - HEBBEARK My Turkish friend is a Sufi. | can ask her many
#4 £ S 2 28 B8 7| — L S questions about Sufism. She belongs to that
Segment MEBERBIEMANERZIR — LS community. | learned a lot of information that
167 EREMEBBAZN -  BRMBECSTE | other sources couldn’t provide.

BEZRER -
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BZRN ERGAUEREREHER
oI IRILE B RMESOL - WHER
HFHFHERTE - 0 2RERMRARLERE

In previous learning methods, | knew which
grammar | would learn steadily and how to apply it

I = ’ o \% x: 2 o EE =) \ : \
Inte;\ilew = - REREBRREA AR well. But in the situation now, even though |
Segment HEZ O BREET  BREMNBEISCE watched grammar videos and | did learn, we are
179 B EEE M RS s Lsmar not continuously repeating and practicing it like
[BEREFERRMLRAEER A LR before. So, even though | learned it, | still may not
iz - RPSREBEIMERRE - FILIE | be able to use it precisely.
MBEZET - HOBER AR E
-
HEAH - HOEBSEESREZNE ) "
. - ot e In my opinion, the most important part of learning
PANI= - , =4k Bz &= =R bavs
Inte#rtzlew NERL - EXNRRERE - TRHAK a language is output. Listening is important, of
Segment HEETEREER - FFUIOFRMNESE course, but output is also critical. That’s why there
N y = = g kills that | care about, but I still can’t
183 = _E = . _EDE‘ £ are two s "
=R RE X REAFHIR master: speaking and writing.
7 o
ERERANANEZEREIL - KBS
| , REERTE—ELERLZZHMTT - EEE | The learning method | used a lot was reading. |
nteq;zlew BIRBWHS - EAaREn EEERE think  am more confident in reading. | could not
Seagment S R 5;_ N always fully understand the videos, even if |
911.91 BAE  HOERITRSTEZR watched them many times. That’s why | relied on
g IR EERMEBEYA L - EFt | texts alot. | read transcripts first and then listened.
RMERXAE - AEBEE -
BREAIIN - KREBEBHNES 2 red th X .
. - . | realized there is a gap between the information in
. 3= fz=in | 27 ZAA
lnte;z'ew RIANPXFAESEMHR - BREBAE | 1,04sh and the information in the languages | am
Segment BESINEN ZEEERE  FrLlE used to, like English and Chinese. Therefore, when
. s 2o - s b . | searched for materials, | mainly focused on
21 & A BEA E . =h ’
9 REEERERNE  HWEEELE Turkish resources.
hRHY -
Interview | MNREEBM—LBBEAIEE - F oIt
#4 . , N . If my classmates ask questions, | can learn many
V= EI\ =< I—JE ZEAL ,
Segment HFED - B2 —EROBORE - R colloquial, practical expressions.
303 ERNRERA -
RiETE2mAAlERE B4 E The reason | chose nationalism as a topic was
. . . ) i because at that time... my previous presentation
& REESEZMHNET - R/ | topic was about the summary of The Little Prince.®
TFMEE - B BREMERRED When preparing for that presentation, | remember
the author mentioned something about traditional
i ZFRENRENES g RBWEEIE . .
Inte;\ilew FRENRIEFSE - RERRRLL Turkish costumes which were later banned. Then |
Segment BRMEHELEESAFES - 785, | started doing research on Turkish history, and... |
339 ST SEEIUA Y MR E L s AR began to become interested in Turkish history and

BEED - R1%  BEREIRENSE
RS - JERRBEF BRIEH D ELE
wIRRE - BERZEBELREKRE

politics. Another reason | chose nationalism was
probably because | was preparing for the
diplomacy examination. Many issues are closely
related to nationalism, and | found that many
[negative] current events are caused by
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FAMG  RENBRRSESHER
BERERK - BERAUBER A&
tREMELTHEEREHSEERTE
RV RATE R LUK M PIROIRAR -

nationalism. It’s very hateful! And | also wanted to
know what perspectives Turkish people have
regarding nationalism and how they describe their
current situation based on it.

MR RIRC (BIFRELR ) - S
EMRREBRENESIE - REBEED

While doing the project, | was paying close
attention [to international politics]. | would search

Interview for information to know what is happening. When
-+ /i S A EOAN =
#4 MERFRE - MEEBERBTENE | | read the news, | would start thinking about what
Segment | zrimur  SEBEYVERMKETSE | 5i3IEs | is dictating current events — then | found it was
351 nationalism again! And | was like “Oh, God!
r y= =1 2=
B "KW - SERARZERA Nationalism is everywhere. Why is it always all
B RTE—EHBERERRL?, | overthe world?”
REMTIRECHBEATRZEEM..
HIHNAE - MERMNSENERZ
BEEHN=REEW REMFE. ZE
B mETERRNEEZRE  BcS What | used to wonder about... the education |
NREEHESE . REteERERS received, such as the Three Principles of the
T — n People!! we learned from compulsory education,
#EE - LRERMARZREN - HE and so on... Am | Chinese or Taiwanese? To be
EFEN  EEENERETNE - HPExX honest, | began to think about the issue of national
. . o i 1
HER AR ASSFEAN  BARE |denF|ty. Our family is deep-blue suppprters. My
dad is a deep-blue supporter, and so is my mom. In
ntervi REE . HIBIREE - B2 —EREEMZR | short, we are a deep-blue family. As such, we are
nterview .
4 IS - W  AREHERELERIE not aIIowe.d to tI:aIk too mut.:h ?bout Polltlcs. But
Seament o . e . then | realized, “The [Identity issue] is not as
%51 AHE BEHESHLABEEE ! simple as | thought!” | began to reconsider my
MERBEENMENREECHEEA T political stance and the information I've been told.
e - . I also began to reflect on whether the knowledge |
b)) CERED A« B RRIESE|IWE ; :
%« LURBPTRER - HPTRSERH learned is purposefully constructed by others or if
il o RBEHRUHBEREBRBEBHR | it was a true reflection of reality. Therefore, when
EUEEEAS WA FUSEZERK Fiomg the project on nationalism in Turkey, vyhat
o o . s influenced me most was my own self-reflection,
B BERCENESE ? TUESER my own culture, and my political perspectives. It
BIss—HuEE BEERANS was a process of re-constructing my worldview.
HECABHWKRE - IRBCOHXIE IR
HONECAE - RECHE RRSRE
B —EBE -
BENESBECR2INRATFYD @ EXK
BEETWMEISE . RogeepRr2% | | feel what I've learned is so limited, or the
. . . L knowledge | know is... probably not true. | began
= | i B3, 78 TR 2= . }
Inte;xlew 8 BRGARSEEMRRESHS - & | gount everything that | took for granted. [...] We
Segment [RARBIEFTEANES - [..] BRPEIE have to be very careful. When dealing with
363 Bl - BB L Y S A IS R B PR E problems, we cannot take them for granted. We

BSEFRER - WRBR/NOMEE
BEAEIENEHEZTE  BZ2XFRE -

need to carefully discover and investigate reality.
This is what | learned from the projects.
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HESEMIERERIREEIEZRIRNR

=
E o

R

g

MASEZEBELEH  EENHE
- RESRREE - AMEFIRES
HEMIE - XEReEXEEE - o
PIEE— a8 2 m Eih 77 AR
AR - AN ENEEREIRNEE

When | watched Turkish and Taiwanese news after
doing the project, | found the concepts and
knowledge | learned and the reality | saw
resonated with each other. Despite the two
countries’ cultural differences, | realized that the
same concept [nationalism] was being employed in
different forms. When doing my project about

Interview | 5 - [Eff R ERAMITER - K nationalism, Turkey was holding a local election. |
Seg#m4ent ML TEERGE FRAUEMEESTR saw thf‘:lt Erdogan p!ayed a video ab'out 3 terror
375 WL  FoRaRE  SRREE attack !n an Austra'lla.m'mosque during his
campaign rally. This is just a maneuver to
EERBENFERI | mEEMANRD manipulate populist and nationalist sentiment for
TRUB G FI%E | BT BRI - BB his electoral victory! Taiwan will have its
o — ) e s . . presidential election. Although | hate China, | still
=ULBERIRERRNAEERE can see some local political party using the Anti-
o EANEREETRREEEENE ELAB Movement in Hong Kong to stoke
o nationalism for more ballots.
95 .

. . N The difference [between the nationalism in
ARHEZEEARNBECHRKRR— Turkey] is that Taiwanese people haven’t been
BREERF LR  HEH - A% - 345K able to build consensus on who they are. Issues
B... EEAREZTMES - FagR | o the Tawan-China relationship, our

birthplaces, to unification-independence...

_ BEERURBEERN - THEAMEF | Taiwanese enjoy freedom of thought; thus, our
Inte;\ilew RBIERTSEWIERBEESME « B4 thoughts on nationalism are also fragmented.
Segment B EEE S HE S « A% Turkish people, on the other hand, c{o not

375 = = PAESE 7] = necessarily agree on President Erdogan’s hype
EMHEsE - REsE . BHEIEE= around nationalism, but most of them identify
s < . N themselves as Muslim. They have consensus on
BAREPENIBERER - BiaA religion. By contrast, in Taiwan, we don’t have
MESULIEEIEBARNEEERR consensus on whether we are Taiwanese or
EXIBEIELE - Chinese. Politicians can still use nationalism in
multiple ways to incite people’s emotions.
Interview | BEESEBEEINWEBHE=S NS HHE What | learned from the project were conceptual
#4 R i ideas beyond language itself. It influenced how |
Segment = HEEREGSHOER - 2 W interpret information and gave me a chance to
375 EERABENOHS - think and compare.
o . ] . Language is an important tool. It's indispensable
REEEREZNTIR - tEEHIE and helps me to acquire firsthand information. My
WNE—FERNADHHENITE - 0 [Turkish] friend sent me [Turkish materials]. |
SEBMARIE  RARERtSE. chose religion as my project topic because of
Interview [Rumi’s] poetry. | searched for his poetry. | also
#4 H— AR RAREBERARFMASA bought a Chinese translation. Then I realized it’s so
Segment | g . BieERPES  HERASS different from the Turkish original! | guess this is
379, 383 because it was translated from English. That’s why

PR - RE IR MR TR ARAOE
H2IE | DJRERERRE RN R i
BIERBENBRN - REMERS - &

it's so different, even some poem titles. If | find a
poem very interesting and | want to read its
original, | probably won’t be able to find it. Then |
realized... language is a very important tool. If you
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MEEE e AR A—1 - ERERRTY
FEEIA—IR - AR E... S KPP HK
BI-RABBRERR  REEHKTE
TRRRXOEEERAT - BRTHEE
AR - W - plEEB.. FSEN
E—EREZENTEH ERNRURAE
7 AREARBERE RV R R B AR
B - REMREFEMER R EEER
KeBERT - BEBURERSREE
ARBERT -

don’t understand [Turkish], you have no choice but
to accept other people’s translations, and you will
believe it should be like the translated piece. But
most of the time, it is not actually like that.

REENRNBONT - BANHHER

RBEFoILIAEMASENEE -

I think the biggest benefit of peer sharing and
interaction was broadening my perspective on my

Interview e . projects. In the process of sharing, for example,
o o v i - L g
#4 BREXAESEENZNREE - RE A Tianshang usually offered his opinions or asked
Segment | &k EMIFSHIEES - = EEX Y about things he was curious about. | noticed
387 S 250 3 T 2 20 e 3 =% missing information because of his points and
BRIERIRRR RIS - 2 EB found more interesting ideas through his
MRIESIE - BIREMEEEBNIEE - questions.
RETEEWMASBRMERNER - M Nationalism is something manipulated by humans,
: N s e = o and hatred is always at the root of the
Inte;zlew NIREEZRRIRZHBORE - T construction of nationalism. It appears in every
Segment ZEEREIRESRENE  RPEESH culture in multiple forms. To be aware of its
391 BT - BRI RN . ex'lsft('er?ce, we must never stop thinking and .
. criticizing. We should also be careful about being
B/ B R4k - manipulated by it.
—OEBERN LT EEZBEREE
T5ERT . - REEY . RRERA , o
. N U One sentence to summarize my relationship with
A7 —#TER - §XEHS - BES Turkey: It’s still going strong. In the beginning, |
ETEIIMEIMRER+EE - SABRBENET started learning Turkish just because | went to
N i N Turkey once. | became curious about the culture
A A F R4 A AEEE
BRBUAHERR & - EMREREE and planned to visit Eastern Turkey again. Later, |
IHRHENZIE - B 7 EEBEFELE S | gotitinto my head to take a diplomacy
. B3I ApEAsORAEEELER examination. | st.udlfed Turkish diligently for the
Interview e . exam. My speaking is not very good, so | went to
#4 RSB BRURBEZLTEEM | Turkey again for a language class. | met more
Segment | & . AT EEIESEABE BB . | Turkish friends. | wanted to improve my Turkish so
395 we could understand each other... My relationship

A LEENREGEAER - DEIRE
ET | RERTEEAHAESTRR
ZUE  HEREARZLIBBNE -
BYLTEEBEATER  ERSHT
B RRRIBEZNER - EIER
EEREEE - LEEMR S
—fEEH T -

with Turkey is becoming deeper and deeper. And
it’s still going on! All | want to say is that Turkey
has significantly changed my life, pushing me to try
something I've never thought about. After learning
Turkish and visiting Turkey again, | feel more
welcome. It’s very comfortable to live there. It
appears that Turkey has become my second home.




330

Interview
#4 M I EE T EE N E - Frustrations encourage me to study harder.
Segment
411
Interview e e R o 5
#4 HEREABHEEERLFNEERA The Turkish language and students’ lives are not
Segment | ghem sufficiently close.
415
i FiL4EEEEE  BEEK = r . .
Inte;zlew FRAFEEE  KEZNERE The key point of continuous learning is interest,
S W,  E2AECHFRILE—ERE which is kind of the answer for my own confusion
egment L .
419 . about the reason for learning it [Turkish].
Interview | EEEERAEEACAREMMAEE  — Project selection is based on our favorite themes.
#4 sErTonAns | mpnIgiEos | tgEas While researching, | can learn the language at the
Segment BT BEEES  REEN same time, which makes the learning more
419 IR A KIRF - enjoyable.
Interview N f
#4 R —E TESHERAELXRT We are making an effort, though our learning
Segment | (BEE24RE , WEHZ= - process is not as smooth as expected.
423
Reflective .
journal BYMNESZE  HRBRTERTRE Learning a foreign language can change one’s
one e worldview.
week 5
Reflective BERHBBIRERISZEELR - %P8 | In the past, | used to understand Islam from a
journal S e ERIB R . (BB B V;]lestercr;. perspective an: fromdt.he framewgrk that
tWo S AL A SRR . B the media presents to their audience. But since |
week 11 + A RAZRERE -+ 58 learned Turkish and have had contact with Turkish
SERPIEHEF people, | realized this world is not what | thought!
Reflective o _
journal HAZERFEUUS N REARR I hope this project can provide another viewpoint
two for the public to understand Islam.

week 11

BRI T R PEREREL -
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APPENDIX P

Translation of Excerpts (Tianshang)

Interview
& #E5E English
Segment
AREMBEEHBARLE  RATESR
T3 BEATBERBELEZRZE - & | My other Taiwanese colleagues haven’t learned
won (EEZR - REAEEASAE Turkish. Why | am learning? | haven’t even told my
Interview F =" o Turkish boss I’'m learning. But | mean, if you visit a
= Ny = A=A Seh s gy N . )
#1 = RB/RAER[L.IEREZER | country, if you don’t know how to speak their
Segsrgent BIRGRIERATE LR AEE - O E5k1e language, Itr}ink it's verlyll r(;;de. C?f coursj, thfi]S is
N . . my opinion after | travelled. And as | said, when
S k s vl A& —+4 s &' N . - )
HBH - MARFWER FR BUOA you begin to learn English or French, you realize
XPlE - BB EEINEREA— the world you’re seeing is different.
7‘3% °
BRAZEHD—RAER 7 EADHEE 1 When visiting a country, | don’t like when people
. e o N don’t speak in the local language, like greetings or
A, TI0E A 4 = s
Inte;\:{lew RO - FTEHENY - BEREE T AR simple words. | would feel awful. Like I've been to
Segment RECBERES  FFgiBRE#E | Vietnam once. | don’t know Vietnamese. It's not
75 B— - BAEEMEE . HEME hard and English is also acceptable there. But | just
= Ny = A’ =B /.

AIEE  BRXMREZEE  REH

feel like I don’t respect their culture [if | don’t
speak in Vietnamese]. Maybe it’s like what French
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MBREBAEEARNILE - tJERE
FLLAEATEEBRIE - REIFAIEZR -
RIF S BE—(EIRYT - B -

people think: “When you come to my country, at
least you need to know how to say ‘Hello’ or
‘Thank you.””

Bz S AER 2% - MWEBEET
B —TELEORE - [ BRBERF

After you leave school, learning becomes a kind of

Inte;\zllew WEFEMSE  RAEESHRY - = nourishment. [...] When you are learning
Seament | ; R - - something new, you will have more excitement in
g59 EEZn.. SERTEIREEERE your life. It is very important to know why you
oYk - EAMEEAODEZEMEE | wantto learn and what you can learn.

& EEREEW -
2V —ERE - BARRISERMES
L - HBAR... EolgEtEEER@... thE&E [Learning Turkish] can break down barriers for
_ SEAREANES . HE2RER—E sure,' especially |n. qur workplace. This coqld be
Interview e N N considered my original purpose [for learning
#3 ARBES AR, ASHIME... T Turkish]. I mean, you use their language as a way
Segment | —EfREEHEE  BEANIEE FES to break down barriers. But in our workplace, to
27 7 e i W some extent, [our relationship] is oppositional.
A . REEEREREA AU After all, they are the employer, and you are an
B BREZMERET - BIREWEEFE | employee.
Y
BOUNEERAZ—ETE - =28
St LENRBAR & R
2. 8BEBECK.. BB H - =—E2 It is an advantage for us to choose reading
. N | sy | BET ) materials by ourselves. But for grammar learning,
HRFIENIEL S jﬂz'ﬁu it turns out.... | can’t keep my own pace. First, |
_ FIRBEEHNENIELAERKMMT | can’t set a pace. We used to learn through
Inte;\ilew BLESE « (BR A BEAE L ANE SR STEN textbooks that we heavily relied on. | had a sense
Segment e of how to keep my own pace. But when reading
915 TR EEE  RER/NEEER— articles [in the project-based approach], | can’t
K% BNEEHERE gjﬁ,ﬁg always focus on [grammar]. When learning a
o S8 A Ty o s N grammatical structure today, | like to practice
BEEEE.. fIEHS XS EEHFH more [before knowing how to apply it]. This is kind
ZEEEEERE ?ﬂéﬁ‘éﬁiﬁyﬁﬁﬂaﬂ » of a big shock for me.
PRLUE R HRREEARN... E2—18
HZIL -
1J\ ZHEECOWRETERE - REME
—1% - project WERAEER V1% - £ | know what ;ny Iiarning hweak}r:eises are e:and try to
. L R X N compensate for them. When the learning became
lnte;zlew ’ﬁg& RELAIWESLEBFHIEZ project-based, | realized that my knowledge was
Segment HMHE—RBHES - HEZIRE...EFILLAT | still insufficient. For example, | feel like | need to
19 — k. BREIE.. B NEAE - 7 familiarize myself with certain grammatical points

K. HECHERFE
&

AR R — 1Bl

or the use of six grammatical persons [for tenses]. |
think I should take some time to review this.
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MEERERE  MULIBRERELER
7 BIRFPILIBIR BB LIRS
EHRZ Y - [ BRABEIRERRE

The Internet is always developing. You can search
for resources anytime. This is much better than
our previous learning experiences. [...] | don’t read

lnte;zlew YT - B EEEEEREEIARE or watch traditional media because.l feel they
Segment | # s . . N can’t address what people really think about. So, |
4% 87 BITE - FRURERAR IG EHRA T go to people’s Instagram accounts and read
' HWEELEEEHSE  BEEH - —12 comments. That’s why | like to go to Turkish
| s e - people’s Instagram accounts, trying to understand
=hy=__ . Am &7 A5
MIBE—R  RUEFRERBARM what they are really thinking.
191G BENBAERENERTE -
] N7 , = N
BIFRIATREE - D 2RAH eyz It [Project-based learning] was difficult in the
_ % mERBRECHEBERZIREN | beginning. But after reading for a while, you will
Inte;zlew —@5mE - B FFLEEESRET Y find your own direction based on your interests.
Seament | 4 e e Then... after heading in that direction, you will
951 & REEBRAEEBERFETNE - ER | have more motivation to keep studying.
B —@&... BRE A ~ B EEE KRN Otherwise, if the reading and subject are boring, it
S E SR E S T would be very hard to keep going.
am - ARERNER BER °
RKHEE (FEEER ) REE - o] 2RSS
MEIRE—E... BBE—E VR %3S (E E il I:now it [reﬁ\dingI legal tex]tcs] isc\‘/ery diffficult, but
) . then you will realize it is a foundation for interest,
£ qBE 4L R A /E B YOYgE .
Inte;zlew HRARFS - BAREEERER otherwise the project will be so empty. This is the
Segment FRiMERECHNEE  REEEE theme | chose for myself, so | am willing to dive
. 2 som aw i i deeply. It [the theme of LGBTQ rights]
55 537 o (AR B T 2 into it more ply
ELLBMAMNTIAEE 117@%]‘5’] B2 is also my interest, an interest that can support my
— B - 2RI LGRRAVEBES | learning.
BrEEN—EAD -
FEREELTEHEE 7 REZEMBAX
- B AR [ ] SR ERA S EE Imagine you are walking down the st'reet in
Interview . . Turkey. You want to know what they’re thinking.
#4 BHE - EARZEERBMTE? EEE | [.] Like what are young people thinking? What are
Segment | :m& | iEFEZESET . RIAE—EER)\ old people thinking? Even their tones and manner
75 of speaking... It seems like you’re spying on their
+ ] = \ N =] ' * . .
HIEEREOHBASOBEELER | g0 uents ke paparazsi
85 -
RUNRBFHRAER - BT BIEE
N N o N If something new comes into my life, | can live
FEE 7Y o BN =
HOERILERY - ERNRHREBARA better. If my life is the same as usual... Some
H—IZNFE - BEAREB2/KAEERR | people say this is the character of an Aquarius. |
S5 . BB A ESS SR . SH| constantly need new things. Otherwise, life would
Interview - . . ) be tiresome. | don’t want my routine life. | always
#4 HIRR - EEZERES - R BIER tell people | want to be a hermit, but even so, |
Segment | (R {RAEE. K t1EHEABE routine [y | can’t live without the Internet. When you run into
99 anything you don’t know, this is a chance of

R - JR2HEBREBRARRAREE
Bty B8 - ZAREBXLULER
T JEBEERREAERBME
ERIRSKERBEAERRA - &2 —

learning. Learning for me doesn’t mean you have
to specialize in something. But it's very important
for me to learn new things. Otherwise, my life
would be so boring.
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B2EE - [...] KNEB LB ERZ
E—HSEENNAEM Y - BESMH
NRABHRREREE - FAIHETE
BRMERAES 20 -

HERBRCKBRBEAIBTEENE
& BEREZECSEFTEBCERER
B ARIRTHABNRE  HE8

In self-directed learning, it’s necessary to look for

Interview . . e answers on our own. Otherwise, if | just ask others,
#4 BREFBRBEMEIFTREHEHAIBE | don’t feel like I’'m learning. That’s why | don’t like
Segment BEEMEHSEE  AARAESHER to ask others questions all the time. [...] | feel like |
115,119 . . . ... | should experience the process of searching for
BRAFASEAAR « [JMR2RE | . e
EEEEF - HEBCEREZEME
=L
EREEHRE  AREE.. BTN of |
| think reading... the content [of the articles] is the
. e . YT e
Inte;ZIeW ANEEZ—EREM - [..] HHRR basis of understanding. For me, reading is the first
Segment ETEREZEMEMNE—HSEIE - B | thingl have to complete. So, reading is still
143 BTN BB S Sy . BT Lr:zz:’;i:;;or me because | will know what | don’t
BIRA BB S RFETE R -
HALHE=HME LFEEE - BLIERAR
EEM—BIALTY - KOEHER
ERAt LES.. FRIZ2RMMEEBA | After all, we have employer-employee relations.
BRI T - BAE AR AZNY No matter which country I'm from, | still need to
ey b e ) focus on my work. Especially when our relationship
EE - REBLESE - RREMMAKE is not very close, | won’t talk too much about my
3R ERAME R - £FMEBESA life, my family. They also show indifference. Like
_ - e our general manager, he has family, so his family is
PP s s ) #4
RORAEIE - A - PO AU R more important. Let’s say one of our younger
THEEE - IMRRMEBLLERELR - H | coworkers. | know he goes to bars. But I'm not
BHMAEME B - (BRENAR sure if he...  am still not sure if | can ask “Hey, do
Interview ’; L = o A you like to drink?” | feel they are not very
#4 .. WEEAETHZAZER ! straightforward in the workplace. This is my own
Segment | 2 (RER=HISE ? BESESMMET perception. Maybe | am just closing myself off, so |
167 don’t spend extra time chatting with them. [...] My

fERZ £ - B B/MAAKEEZRNE

B HEF  SEERHECHHN - HE
C.. THFEHECKR - IUTERR
AR BRI EIRMFIIER. . [...] BIELE
FENEE  HEBESHFEAZRER
SEERIINE - BB FA... #hlF
GG ELERE.. [...] RTLB B2
ARENRERERESWELMTE - &
HPRASBERR - IRBBERME

younger coworker seems to not like Taiwanese
and Asian culture, so | prefer not to continue [the
interactions]. [...] | also feel he doesn’t intend to
say anything more to me. For example, a few days
ago, | asked him “What do you think about [the
Istanbul mayoral] by-election?” He just said “Hm...
I have no idea.” | was like “His attitude is so
conservative.” It felt like our conversation
wouldn’t be able to keep going.
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gnfar ? thiian « IR WIREEAHIE
ZERER  PERBSELIRT S
e - FrBUF IR HEABII RN X -

HEIEERRER BB N X8R
& BEHBEBRN - BREREZ[RR
BRI TLEHE - oI 2BESHER

We can’t even continue our conversation in
English. Like | said, sometimes | wanted to know
what you did during the weekend. But the problem
is | don’t even know how to start a conversation in

H -E/\ ° \r‘—é
lnte;zlew XEEALN - EAARALX - HE English, not to mention Turkish. | want to practice
Segment SAAEGHE . O E2EFBALIK - BIN—1E [Turkish] of course, but | just don’t know how to
— - ; ion. her new colleague who
175 SN KT E T —% - (BEE start a conversation. Anot g
Hgfﬁ‘j—?mjﬁb t\@ 5 fBR7 just came this year may be much better, but we
IR AEME - ¥ - REBENY.. don’t see each other very often. We don’t chat a
ses=m o T B T/ FART e S — lot. Besides, when you’re at work, you can’t keep
chatting all the time.
BIIRE -
hMAEBEZEEREMIEN - BEE
B ES 18 3 o= =T
ARBRRELR - #H=ZEE=ERT Most of my colleagues work independently. They
ntervi MEE A2 EEEMEMAX - EH | have their own personal work goals to meet. They
n e;zlew 47 1 44 (B [5) 28 K 2 2= 80 o5 I A\ SRt A+ don’t like to ha,ng'out wfth.others. Some of my
Seament - o o o colleagues don’t like to invite others to do things.
911.83 ESHA - FARBEZAZTEREAN I’'m not sure if it’s because of the character of
EHE? R AEERMEHUES 1t Turkish people. | don’t think they like to try new
w N , X things.
PEFNEYNERERER.. REBR &
ER@2 -
GHRMEMPAZNTEHEFS - MFAHRD . ,
= >0 25 ek /S BR AL . - My Turkish colleagues rarely ask me things about
SRHRBLEREE - IR B LB — | 1aiwan. There is no interaction. Just the other day,
Interview | EE& - siEIBRARIEERE —SLEDS | wanted to know about politics. You could tell
#4 ; FREAR | Bk K~ sgp they were not very enthusiastic. Then the
Segment RIRERRIR - RER—RZBRE R conversation just stopped. Of course, another
191 BEEREIER - FET - BABIN | reason is that we are at the office. It is not always
—Et 2 AEAN - RO — B appropriate to make small talk. We still have to
work.
BELEAREH - REEERIE LN -
HKIRMMEE—EEBMLE - REER
BEotgE - AARM TIERTEER | can’t go out with them for coffee, to be honest.
. Due to my work role, it’s not easy to hang out with
_ , N =
lnte;zlew SR —EmmeE - A - o1z them all the time. They can hang out with each
Segment KERTEERN FHEBAEETED other. But they hired me to manage the
503 HEE . FFLURTAER M - "% . = responsn’blllty of derIoplng [:che customer base]';
So, | can’t really say “Hey, let’s get some coffee!
BFMPEE, - HLTFEBHECSTIE | because | have my own work stress.
RERBRAE -
Interview | BRI BEZERELIELAWER - H | When you didn’t achieve work goals, you know
#4 P —— vo . b g you can’t get distracted anymore. Even though
Segment ERERBMARBUE - LA they achieved goals, or our performance is
207 ... tFE O] LUERI—LEH1Z - 5& | satisfactory enough, | still have my own pressure in
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EHMEENEEEBEOMRELRE O
EHEERARNFERET  BORE
WEANRE - RPA IR —EE T =
ISP INGEE /N - B TAE_EEZR
- BENELEBORBIEA - [ EERE
a - TEERLIE - HABSHZEEN
FERNRE - EmAEE.. BEEAR
BHHE -

hitting goals, the pressure | put on myself, and that
makes it impossible to have coffee with them for
30 minutes. From the perspective of work, | just
can't. [...] Life is life. Work is work. If | think my
coworkers don’t cross that boundary, | also won’t
try to do so [by chatting with them].

EEMsmFEE —EREE - HER - Bl
AEBER  HEERHEE - ZERFE

Let’s say | am swearing. I’'m angry. In which
context, in which way can | say this... to properly

Interview . . .
24 WREBZE THOERE FHBERE express my emotions and a'lttltude in that
moment? You may use a different tense to say. [...
Segment " > 28 2 35k v (] 32T 4 fr rY different t t [-]
251 EEBREIML - HREEEER DA, RS You overcome the limitations of your own
FAABMEEETY - MRoJLEBCD B perspective by thinking in terms of a native
B . R LLRE O A R E e speaker’s emotions.
VI eSS alfNTB%E °
BIEIOCENZRE 7 - BERTEREERN
, MOEEMABENELE - ZBENE Speaking of grammatical structure, why do Turkish
Inte;zlew g2 | BISTIE WIS B (R (LiE people use certain grammar to organize their
Segment . . o P thoughts? For me, grammar is a concept full of
255 8] RYEREN—ERS - BN cultural logic and cultural thinking. How to
B A AT NRESENEEEDR describe things has its own ingrained logic.
2 o
| _ EREBERNBHEMETENRE T The mindset of Turkish people is always a little bit
nte;\élew & FEESRFE - s —E .. 5l ambivalent. Maybe it’s not ambivalent. | mean
Segment - . . they are always... to some extent, they always
287 BETEHER - MANEHEROA have internal conflicts. Their internal conflict is
EETBEAH - quite big,
B rB—ERE - £FEE - Xb o o _
. ieE . A Food is an important indicator to understanding a
HRMERER - PERSTHEHIMN people, their lives, and cultural development. In
BB  BITEEHEELERNE thelprc:jce;s o[f Ieakrnihn]g ab01|Jt Turkish (lziesserts, I
. . . realized that [Turkish] people use similar
= = B T2 N = . . . .
Inte;\ilew M- BEUARNT A RIRSE AR ingredients but try to demonstrate their cooking
Segment I - FBERAIHENABY - B skills in different ways. Because of the similar
= . y i dients, | feel their desserts have similar
299 EE - Rt ERINBE L EEHE | NErediens
EE'j FREAE D?%AEH#H - B tastes, although they look different in appearance.
R ERARE - IZEEREF B REEAR [...] Through cuisine, we can really learn how this
% - [.] EBRYeE  SEMNTLUET—E people’s culture has developed and which
R M B RS R A A ) direction they might be heading in.
RV s R IV AU Bl BeZE(E) °
. SEZSE TR - IB+HEE A LS5 H I m_curlous about what T’urklsh people think about
Interview . P - their own desserts. And I’'m also curious about the
#4 RNEL  PMIBEE - LEEAH extent to which Turkish people accept other
Segment | REMERNBHEMNE  SEHER countries’ cuisines or if there’s any possibility to
299 re-invent desserts. Turkey is a relatively open

Woget - ETBEE-—EEPRitE

country in the Middle East, but what about foreign
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HEFMEE - BEEHRRBZIHNRY
NERE - XE20NQ?RELDRE - £
BEHEM  HFERERCB D INRAEHF
E - AIERH AT UEBRIRZIAT -
VAR EAB 1A EME - 8
PG+ - ELEHEGFEHD - 2t
EEERE FENRBRZIMERY ?
HEEMPIORE L ~ 0B L - HRAINE
MAELEBAEY - ENERERMARE
[E?5E%  MOES ARER -

cuisine? | remember that it seemed like fewer
foreign desserts were sold in Turkey. In Japan, for
example, you can find many French and American
desserts. In France, Japanese desserts can also be
found. However, it seems that this is not the case
in Turkey. Is it because they struggle to accept
foreign food, or psychologically they just don’t
care about foreign culture? This really puzzles me.

ERMMABNBEE L - BEREKEE
EAE EBRNREXE - mMERTS
H SRR /EEIEENEMNRN LR

After learning about dessert culture and Turkish
cuisine on the Internet, | would like to know more
about whether the development of agriculture,

Interview | && - 2EERANEIE ? #9FIE51 | forestry, fishing, and animal husbandry in Turkey
#4 . has faced natural limits. What factors have their
Segment RBE - RERERIDSAERBHRR agricultural development failed to transform into
299 FR? TBEEHZEEFEARE - BEERE | modern agriculture? Turkey is an agricultural
s SEAEEE? ﬁfAS‘U‘j' country, but do they propose reforms for different
N ' types of agricultural products? Culturally speaking,
B TEEABRIMEUENERE - do Turkish people accept or resist foreign culture?
BRELN 2 BB FRA 2
MERRBE.. PN EBERRM
Interview | EEERE - FiHENR.. REEEMNE | started thinking from their side. After exploring
#4 - - their thoughts, will | share their ideas? If | were
Segment RIAGERTEZE - HEAEEMIBE them, how would | think? Or why wouldn’t | think
311 EB?MRFIEEMNAE - HEEE | like that?
B2 ER.. HBTENAZIEE?
AN X ER RN EERAVEI - mE
E—IRERBEE BN - BREREFL | Turkish people’s family cohesion is very strong.
. SEEE . AHEERYENSE. = Th.|s has barely Fhanged. But.\.Nhen w.e Ioo!< at
Interview w N ) Taiwan, why Taiwanese families... Taiwan is small,
#4 BER/) - T EEEEKX - BE | and Turkey is a big country. In such a big country,
Segment | EEAWEE - BELSEE - BER why is their family cohesion is still strong, even if
315 relatives live far away? Taiwan is small, but family
=5 oy =
DRBEEGEEEREES ? SEE cohesion is very weak and getting more and more
I BRIRRELEAEER D - mHE | shaky.
B R SR -
BBRIAMSHEIER . O LRIBEE Through discussions with classmates, | realized the
. . perspectives and information they focused on are
4] 38 s 4 =
lnte;z'ew ARER - AEERN AR AEAR different. That is, what other people think is
Segment I ERABHERRENA—IZ - EiF different from what | think. In this way, | could
331 olfR FEE R AWER - RRFTRES learn about their viewpoints. At the same time, |

C - HEZNAERED  HE—IR&

was also reminded to consider multiple angles
when observing an issue to address blind spots.
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IR Y= TN =F I I =P
HREMERFERVERE - MBS
HWHMBENG S LB HECEE
HRZABTEEE -

[...] Plus, other students’ projects aroused my
curiosity for other topics | can learn about in the
future.

Interview
#4
Segment
347, 359

RIBEFEEHRRR " IREEE XA
B - (FEE1E - FERIEAR -
RENZREMREENERERL - 2
HREANRONEEERSE - [ 0E
HECEREANE - FAZELEREN
BHBEABESHE -  REINBAHOAE
KRR SHESEEBESHERMER

When hearing my classmates say things like “This
language is so different from this other language, it
is too hard to understand,” | often recommend
they avoid this pattern of thinking. They should
learn the language through its own logic. [...] As |
usually say, don’t use the logic of Mandarin to
learn Taiwanese. If people can’t escape the logic of
one language, it may hinder their ability to learn
another language, lowering learning achievement.

APPENDIX Q

Translation of Excerpts (Yihan)
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Interview
& E5E English
Segment
B—REAENEETA—X R TECS
YEBS - RIETBEEER . y
MRS - HPVECIDIRRIER AR Everyone chose different themes. In addition to
ntervi B... ECNER K E RIFEERE - BIUIERE | our individual themes, we could also listen to
n e;\zllew W EREETESMERS - BLFIHE other topics, such as art and embroidery. | wasn’t
Seagment e s - e into these kinds of topics, but after Peiwen
g8 BEMEE B RRE - HEtRRER finished her presentation on embroidery, | learned
MES . % . S 2IPRFTRESE many things that | didn’t know before. | learned a
%  RABEENRSF—HBUTR |
HMBERORT - 1222 7RSS |
BESHARRAKMERECHE
W8 REHARETEE - mEHHA
BRENIEEALEE. thEEZ s | Learning language is, in fact, my persgnal interest.
s o g T s o y— Yeah, and | don’t want to forget Turkish. | mean
E£% - RHBERIU—EEEI what I've learned might be more than... than this
Interview | [BEE - FILIFRSMBHET - 2% | course level, but | come here as a way of
#2 R s N = . . reviewing. That’s why | am here. On the other
Segment HEEEHGE - MR- EHE. IR hand, language learning is like recreation in my
26 —BARE—1% - MEREZERETLL | life. It's a thing | can do during my leisure time, so
LM —EEE A RE—EEES tchat | don’t have to stay at home all the t_irTme. This
. s . = is a hobby when | am free. It’s a way of killing time
%E ° %%T%E‘jﬂ%ﬁ%ﬁﬂgﬁﬁ%ﬂ%ag_1@@ when I’m on vacation.
MESHRHENREE - BSEN—E
A e
\DL\;JEJ,-EB’ =p=! ‘:E:E H=E , \‘E;EI
RELIAR - BRAER %?ZE | can get used to it [the student-oriented
ZHRZEE—EAILIRERT... ERXE | approach). But if there were another option, |
BANE - [ BA/NESRENS would still like someone who can push me... That
s ek - L would be more efficient. [...] Because of our
. I - RREEMS LBANRAZIE previous learning methods, | want to learn more
Inte;\zl'ew BAREZHN  BEBEBECHUER from my teacher. | always feel my grammatical
,I e pmie . k ledge is not h. I can’t understand
Segment | M - XEEHERE - BEESWER o oCBe B o Sronen | can e o
36 38 articles. I think | am very passive. | still need
264 268 E EEEBAE[..]REERKIEZ | someone to push me. [...] To be honest, | feel
’ BEES  FEBRESEE—EeS confused because | still want to be within a
_ s . . structure where | can systematically learn
2B ESCEERE - ABUAHE | grammar, but of course | won’t exclude the
FARHxZERE B4 EECEER student-centered approach as a way of organizing
o my personal learning in the future.
A
MRART - WHRSEERZEERS Lots of pressure. For example, we had to
Interview | RZMEBEF - ABREEWNRZXE 4 | memorize lots of vocabulary and read a lot of
#2 N N R articles. Something like that. [...] Say we are
Segment B9« [..] EEIER S A BB BRI SOR learning a new grammar structure. What we do is
46, 98 REHME—EEENEMEE - M | drill over and over again, doing lots of practice and

REBEETER -

SO on.
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i EEERKEN Y OEEREN
Inte;\znew RBESERERN - ¥ - T2RERN | feel relaxed, yeah, because the teacher did not
Seament BRI 7 ZENSHEARFLZHNES - pressure us too much and let us learn at our own

"8 DERMECHERE T HESE - pace.
#2 BRTESER BRI HEEEER In addition to finding materials on my own, 'I also
Segment S R S5 P E asked my Turkish friends for more information [to
60 T HIRIRETS =~ ° improve my projects].
CERAERNMEREZ2IRNEENS
o - EREERE - HASEBEKEEH
ot B/ RRFE v s 0R Y= B
SAREEA - RS IRS [+ B A What concerned me most was how to present my
B BRIRBVEFOREIRTHMEE | project. This process... | don’t think it was too
. 4 HE—EEROEE . % e difficult or anythlr?g. For me, any information
Interview . . . . i related to the topic became my sources. | could
#2 LR - IO DI A IAIRTT - 2 | organize the information and make my own
S(;%m7e8nt BHERLEREE EREZNE - 5 materials. But what bothered me more was how to
) . present. [...] | hoped my presentation would be
[==] £ o N E S TN £
RERII - [] HECHERHE vivid and interesting, not just presenting
EE2EF—ERER - RAEEFHW—E everything | collected and telling them. That’s not
R FERWERNFASEE 5 | Meonne
Bl RE2EIRESR - A2 E
=/ .
FENTA
KMEETBRE  BMAZEKN - 2%
SMEE - AEHMME - BEE
% BA=—EZBENEGTNEREIY _ _
. s B el e We bring tour groups from Taiwan [to Turkey]. We
PMEANFERMA=—ELAZEIE - o are tour leaders, and there’s a local tour guide and
SENBEIR  EYRENEE=E . 54 a driver. The three of us have a very special
. N £ it dd 1 /= N relationship. | mean, sometimes the three of us
B PRRNZEEMARITL - HAXE have to work together, but sometimes... |
—EENARBEZH HHE 2N EZE | represent Taiwan [through the travel agency], and
&fF  BRE—LHINEG - [.]5 they represent local travel agencies. There is some
Interview o _ . 9 information that we can’t tell each other. | mean
#2 —EAMBARHEBRELX - REBR we have to collaborate, but we also compete. [...]
Segment BMEaEZEMRERE LR - K1E Some people don’t know | can speak Turkish.
126,128 | . o = " o o Sometimes | have to deliberately pretend | don’t
MEEREENAR - HRNWELER know [Turkish]. Only when hanging out with my
Bk - ®FIREIFMWAARE —FENZE close friends, | use Turkish. [...] Let’s say there’s a
Sy S g Turkish tour guide | don’t know very well. Because
= BRERT - [
z iﬁﬁ{mﬁfﬁi%%;‘th¥ [-] | don’t know what kind of person he is, | won’t
EEMNERERIE A B - SEFIEAF | necessarily let him know [that | can speak Turkish].
BHME—EEREHYA  BASEKSHE Or let’s say | know him very well, but he likes to
BEASE (BEELY)  ARRD play mind games. | won’t let him know either.
3 S B =1 , BYER
BRMZR - BE2FHANBMA O - BLEM
TR - HASEMAE -
Interview BEETESERSE  BAASE—% From the perspective of_work, | feel our company
4o sees me as a spy. Sometimes they want to ask for a

EHERBREE - SIBERIRE this

piece of information, but the local travel agency
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Se%gllent ABTADE — A EEE 2= R doesn’t tell our company. Then our company will
= \ . send me to find out the answer. For example, |
THASIFMARRE - MR ERE went to some restaurants privately to discuss the
EREEX - AEE..EWER - FE | possibility of cooperation without telling the local
. TN S S sy s t ide. Or let’ ki
B - SRR FRREESE - | I i the local agency doesn' give us
RER—LEEBRERMMAKXSIENEE | details. In this case, our company will send me to
HEH - B E 2B E—(E ) — discover new places, new attractions, or
ASE - (B2 S S SRR R somewhere else we can bring our tourists.
E S = RITF BFF \
BE - SEIREEXRBERBRNMA -
RE=M  NEBHEAUEEET -
RECGARKERTINEFE - PIREK
= AE R =47
AR, RRRABER MBI I think it is because | stayed [in Turkey] before. Of
Intervi R - BHRAREKN - EREZEMHW course, I’'m not the only one who makes friends
n e:ﬁ\zl'ew BB . APt A B S EE - EEE with local people.' My other [Taiw§nese] co-
Segment - o workers have their own Turkish friends. But | feel
176 MR - IR HRBEHELLMFIER my relationships with Turkish local tour guides are
28 AAEREERESEZR - A% much closer than theirs because | stayed there. |
EAE L EE A G EBEESEM know more about their work attitude and mindset.
1FﬂE/J/LJ\/£
REGRELFLSENRE  RUEE1L
ANESHE—ELERFEBNSES - [...] In terms .Of work, Turkisf[1 p]eople thinkll’m.fa
. —— o e communicative person. [...] For example, if our
lnte;\zllew KRR — A ERA Bt Rz A company wants something or asks for certain
Segment . BIAEERAEE  BRE#EMME | conditions, my Taiwanese co-workers might not be
182, 186 SHME - [ RENSH T ALLBTE able'to achieve the task, but | can. [...] | know '
~ Turkish people better. | know how to communicate
MBEMBEZRERMFER - ZRBMIFIZ | with them, and they will give me what | want.
ERRBTORE -
%E%}J%E/p\é.]miya/]/p\/i /_xEﬁ_
REBEMEHSHORHE - ERERZEAT
HiEE @ HED—EEBNERE - BE Initially, the reason | wanted to learn Turkish was
SBEAMMEE L THES . SRS M b.ec'auseT when we were at the airport in front of an
airline ticket counter, | saw a Korean tour leader. A
ntervi HEWBEY  BEMIRMZELSIMME | lot of Korean tour leaders can speak Turkish.
n e;\zllew ERENX  MASEERAEET Instead of speaking w.ith Ioce.\I Turkish tour guides,
Segment o " . they usually communicate directly with staff at the
193 HARENX - REREINBEERE ticket counters. That Korean tour leader was not

BRMEE.. mERESR I —EEK
REIMERAERINE/NEIK - HE

BHRUBEER T  ARRECERHE
EEEAIELRME—EREESEL

ER—RERIR -

asking for anything. They were just chatting with
the ground crew employee. | wanted to be like him
because it looks really professional in front of
clients, like | really know my job.
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Inte;\zliew AIDERABEAN (BREAL ) BE - i When you can communicate [with Turkish native
Segment EEMAERYDIESENRE  FE— speakers] and when | can understand what they
195 ﬂﬁﬁﬁlr}é_ﬁlrﬁE/\J@% R are saying, | feel very happy
KESTEEEARET - A ENIE
HUR  EAENEEERD FETK :cn th(e;I Ie;rlning process, | feel that my TurI;ish ;
. e riends help me. Sometimes | seem to understan
Inte;\zl'ew R - HEE MARIEE 7 - BAAY in class, but after going home, | am not sure
Segment £ HoxzEY R EEERAS whether | really get the concepts, even though |
foo | e - RGO fe | o0k e hen] b douts ey e
P ENFZEEZM—SNEBE - me how to use Turkish.
OEEEE  mERMhMERER -
HER—HHBTERIEET  mEE
ntervi LR AETEMBMEWET - HEE | At the beginning, | liked going to class and being
n e;\zllew FAESREMEEBEAZNRE o2 !eft ann'e. I dic.ln't intend to have too many
Segment | g sk S i 1 _ interactions with my classmates. But our class had
502 FR2MmEAEEN—ERE - KB this [interactive] atmosphere, and then slowly... |
181800, /EE - 7181855 AR H{PIR03s | became accustomed toit.
i -
REERHEE (0X) - BEZERIM
RAMM KO DUEER - FRELZ
REES LS - /.\\Tﬁﬁ’ﬁflﬁlﬁﬁiﬁ'fﬁﬁﬁ?ﬁﬁ I see;ned to und(ejrstand [the grammar Illlearned]. .
SUUNVIR But if you wanted me to use it, | was still not sure i
lnte;\zliew K- BEREER TEEM - RER I coulc}/ use it correctly. So, | asked my Turkish
Segment imﬁ@%%ﬂlx/{féa_m_ju,uﬁﬁﬁ OER friends yesterday. Although he didn’t explain in
504 BES NRSN—ERE - s detail, he told me in W'hICh context Turkish people
use that grammar, which helped me to understand
- ENSRAERRENRIELTAEER | better.
T RBEATEBRENREZERT
B EBLLRE & -
—RBERERR  ARtBEEPRE
Interview | TEHHBES  PRLUMEBIATNEE - Pingyu planned to apply for scholarships in Turkey.
#2 i . w . . We met after class, and she asked me some
Segment BEA-EFE B MERMOERSEN questions about it. Other students also asked me
214 = BRI —ERBNES other things, like how to apply for a Turkish visa.
1% -
S mmaE e | . SR
ARHMEMEESR - & REIL.. | like to listen to music, yeah, and besides.... in that
Interview HENESEBEAEMAREE - £5&% | module, it says we have to perform a traditional
e#2 € WS REEECK—EEAR folkdance for the finall project. So, for the
Segment o - S g folkdance part, | didn’t plan to perform, but |
233 E \gtfta + FTAECRAE At BR B 5 S2BE RO ED decided to integrate music with dance. And |

- BIEER. BRBERHEECH -
1E| AWREEREENEREEM ) EE

immediately thought of the “Red Bull”
performance | watched [in Turkey].
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PESE—IRE  RKEHUARER 7R
ZRIEBRABE Red Bull K& -

Interview
#2
Segment
253

HARIREAZ— BB T ERNIIESZ
HR - BEHBFHR. mIRREER
B - REBNEERA - MEME
Cl - DE—EB—KEHE -

Currently, there are no specific functions or goals,
but I imagine in the future... Just like my dad said,
what you are learning now will become your own
knowledge. You will use it one day.
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