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I

ABSTRACT
This is an exploratory case study guided by the qualitative, interpretive
approach to inquiry, which explored Macau pre-service (PRS) and in-service
(INS) EFL teachers‟ beliefs regarding areas or aspects of their work as
teachers and the factors that have contributed to the formation of their beliefs.
The overarching aim of the investigation was to gain information about the
beliefs by which these EFL teachers define their work. To date, there is still
little information available on Macau English language teachers generally and
none that specifically addresses the beliefs of pre-service and in-service
teachers about aspects of their work as teachers, even though these are key
factors that underpin what they do in self-reported practices. Fifty-seven
Macau secondary school EFL teachers, 30 PRS student teachers and 27 INS
practising teachers were interviewed over a six-month period.
The site of the investigation was Macau, a territory in South China under
Portuguese sovereignty for over 400 years that reintegrated with Chinese rule
in 1999. The study was conducted between 2003 and 2004 and is particularly
significant in Macau because it is a timely contribution to the process of
educational policy re-alignment as required in the New Era, a policy which
aims towards an internal strengthening of education. The recommendations
which came from this study could be useful to educational reformers, because
the study showed the important role of teachers‟ personal knowledge, a factor
that deserves to be taken into account when reform is contemplated or
proposed. The study may be appreciated for the information it provided about
actual, present-day realities and teacher education practices in Macau
classrooms, information that came directly from the descriptions provided by
the participants.
The study provided teachers with a platform on which to present their
personal views of teaching by employing a research approach that used semistructured joint interviews to access the teachers‟ „story‟ of learning and
teaching. Such a method allowed the knowledge and beliefs which teachers
held to be viewed in a holistic way, and acknowledged that a teacher‟s
knowledge derived from many life experiences.
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The findings showed that pre-service teachers and in-service teachers had
beliefs in four aspects of their work as teachers. They included the views they
have about what makes a good teacher; their perceptions and feelings about
teaching; their assumptions about students, motivation, attitudes and
preferences in activities for learning English; and their beliefs about the
medium of instruction that they believe helps teaching. Moreover, the study
identified the diverse influences or factors that contributed to shaping the
beliefs that underpin their self-reported practices. It revealed that experience
as learners and practical experience of teaching, context (teaching realities)
and teachers‟ local knowledge, contributed to the beliefs that PRS and INS
teachers have about the four aspects of their work.
Trends in the beliefs of the participants were also uncovered that showed
interesting similarities in the beliefs of the two groups, for example their
beliefs about a „good‟ (effective) English teacher and the feelings they have
about teaching. Likewise, the study showed that they share similar beliefs
relating to students, the motivations students have for learning English as well
as their attitudes towards the language itself. Significantly, it was in the beliefs
the participants had about students and medium of instruction that the beliefs
of PRS and INS teachers displayed the highest congruence, an indication of
these teachers‟ most important concerns. The study also pointed out that the
two groups also have very different beliefs, for example about what makes a
„good‟ teacher in the profession.
The overall contribution of this study to English foreign language teaching and
learning is twofold. On the one hand, the examination of the beliefs of these
two groups of teachers presented an opportunity to appreciate and understand
the diverse content of Macau student teachers‟ and practising teachers‟ beliefs.
On the other hand, and perhaps more importantly, the examination revealed
both the complexity of the nature of these beliefs and the influences that
contribute to their formation. What teachers do in the classroom is perhaps far
more complex than one might think. The findings remind us that we still have
much to learn about EFL teachers. The concerns that both PRS and INS
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teachers expressed tell much about the extent to which teachers could
accommodate change in beliefs or practice.
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CHAPTER 1

CHAPTER ONE
BACKGROUND AND CONTEXT OF THE STUDY
1. Introduction
This is an exploratory case study guided by the qualitative, interpretive
approach to inquiry, which explored Macau pre-service (PRS) and in-service
(INS) EFL teachers regarding areas or aspects of their work as teachers and
the factors that have contributed to the formation of their beliefs. The
overarching aim of the investigation was to gain information about the beliefs
by which these EFL teachers define their work.
The setting for the research was Macau, a Special Administrative Region
(SAR) of China. The study was conducted between 2003 and 2004. The
participants were 30 prospective or pre-service teachers (PRS), all female, and
27 practising or in-service teachers (INS), 23 female and 4 male. The preservice (PRS) cohort was drawn from The Faculty of Education (FED) of the
University of Macao (UMAC), the same faculty where the in-service (INS)
cohort gained its formal study of teaching. FED has been officially tasked with
the training of the future language teachers of Macau. The teachers‟ beliefs in
this study involved the personal experiences which the participants had about
teaching and learning EFL, both from learning it as students and teaching it as
classroom teachers. The assumption of the study is that teachers‟ beliefs are
experience-based and context-bound.
This chapter has four main parts. The first part presents the background of the
study. It introduces the purpose of the study and the research questions. This is
followed by a discussion of the problem that propelled the investigation. The
rationale and significance of the study are also presented. The second part
describes the context of the study and also outlines the reasons for studying
Macau secondary school language teachers and their self-reported practices in
teaching EFL from their perspectives. The third part of the chapter outlines the
structure of the thesis and briefly describes each chapter in the thesis. The last
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CHAPTER 1
part of this chapter provides the terms used in the study and an explanation of
their meanings.
1.1 Background of the Study
1.1.1 Purpose of the Study and Research Questions
The purpose of the study is to investigate what teachers “think, know, and
believe” (Borg, 2003, p.81) about aspects of their work as teachers and the
factors that have contributed to the formation of these beliefs. The
overarching aim is to have information about “the beliefs with which they
define their work” (Nespor, 1987, p. 322). The study seeks to understand the
English language (EFL) teaching practices in Macau secondary schools from
the perspectives of the practitioners.
Borg (2006) asserts that teachers have cognitions which include beliefs,
knowledge, theories, attitudes, , assumptions, metaphors, conceptions,
perspectives about teaching, teachers, learning, students, subject matter,
curricula, materials, instructional activities and self. This study is limited in
its exploration to teacher beliefs and is an investigation of the beliefs held by
the two teacher cohorts in four areas namely, the beliefs they have about
teaching, teachers, students, and the medium of instruction.
This study addressed two questions by analysing the qualitative data that was
obtained during the project:
1

What beliefs do pre-service and in-service EFL teachers in Macau
secondary schools have about aspects of their work as teachers?

2

What are the sources of their beliefs?

The next section presents the problem that catalyzed the investigation.
1.1.2 Statement of the Problem
Macau language teachers, like teachers in many other parts of the world, face
many challenges. The first specific challenge is one that has only an indirect
effect on their day to day teaching but nevertheless needs to be responded to.
In Macau, the current educational reform is setting forth priorities in teaching
2
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and learning that significantly reduce the emphasis on traditional forms of
knowledge and educational practice. The goals of teaching and learning in the
New Era, that is after 1999, the year Macau returned to Chinese sovereignty,
have been broadened to include, among others, notions of life-long learning,
creativity, and critical thinking. This expanded vision of teaching and learning
has serious implications for the training of teachers. Teacher education has to
address the move towards the new teaching vision that is part of the
educational reform, and to educate teachers in the new vision.
For current teachers, the new vision raises serious questions. It requires from
them a change in teaching and learning approaches. Given their past
experience, and the educational system in which they teach, how feasible is it
for them to introduce change into schools which have mostly adhered to
traditional teaching practices for decades and still continue to do so? Are
teachers willing, ready, and able not only to embrace changing but also to do
the implementing? They might prefer to adhere to the “outmoded” ways of
teaching, viewing change as threatening to their routines, and to their sense
of security within the existing situation (Prawat, 1992; Tudor, 1996).

In Macau, traditional teaching is clearly prevalent in the school system. In the
author‟s experience from supervising pre-service teachers during the
Teaching Practice (TP) period, student teachers apply ideas from formal
training and show their skills when their teaching is formally observed but,
when on their own, they either rely on their personal beliefs or on the
knowledge of mentors, namely the teachers they substituted for during the
TP. The knowledge of mentors seems to have more impact on them than
what they have been learning from teacher education. Do Macau student
teachers and their mentors share the same beliefs? If so, on what basis are the
beliefs shared? It might be that the formal training experience the student
teachers have with their practicum mentors has an effect on their beliefs
about teaching, an impact that the teacher education curriculum cannot
match. It may be too, that their teaching is anchored in beliefs about teaching
English that have been formed from being students and teachers in traditional
classrooms, and that the teachers continue to subscribe to these. These
3
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implicit and personal theories about teaching may be exerting the most
powerful influences on their thinking and practice. Many researchers have
argued that prospective teachers hold well-established beliefs when they get
to college. For example, it is thought they have established beliefs about
being a teacher, what it takes to be an effective teacher and what good
students are (e.g. Pajares, 1992; Nespor, 1987; Farell, 1999; Borg, 2003,
2006).
In the last decade, teacher education programs have been called to
acknowledge that student teachers have “prior knowledge and personal
understandings” that have been acquired as students during the
“apprenticeship of observation” (Lortie, 1975) and which, even if not
articulated, are nonetheless brought to their formal study of teaching. There
are also findings which confirm that teachers do indeed have a set of complex
belief systems that are not necessarily reflected in their classroom practices
for various complicated reasons, and some of these are directly related to the
context of the teaching (Farrell & Lim, 2005); for example, social structures
affect teaching (Crookes, 1997). In the case of Macau, there is also a
suggestion that ethos and environment inhibit undergraduates from
introducing change away from familiar practices (Morrison, 2004).

Many studies suggest there is a need to attend to the beliefs teachers have
because these are the lenses through which the teachers view new
information. Teachers already know about teaching even before they have
formal study. Their initial conceptions of teaching are part of broader
beliefs shaped by many previous kinds of learning and teaching experiences.
Thus, to bring about any change in teachers‟ practice, their existing beliefs
must be addressed first. According to Hargreaves (1995), educational
reformers are not very good at recognizing that teaching has a subjective
dimension, even a moral one, and that teaching is not a “technical activity”.
This means that change cannot be mandated; it can only be encouraged
(Woods, 1996). To pave the way for change and affect the process of
schooling, the first step would be to understand the values and beliefs of
those who drive the processes (Brosseau et al., 1988). Hargreaves (1995) also
4
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stresses that “Educational change depends on what teachers do and think −
it‟s as simple and complex as that” (p. 115). The implication for this study is
that any quest to have teachers accommodate change in their practices must
first begin with an investigation of what teachers think about what they do
and what they believe, regardless of whether the teachers are conscious of
these factors or not. Brosseau et al. (1988) affirm that knowledge gained
through an investigation of teachers‟ beliefs could provide useful insights for
teacher education programs and instructional leaders.
The second challenge that teachers in Macau face is closer to what they do; it
is related to how to become „good‟ or „quality‟ language teachers within the
changing educational environment of Macau. Tang (2002), for example,
observes that despite 13 years of learning English, many Macau students still
lack adequate language proficiency when they leave secondary school. While
socio-political factors such as the lack of English environment provided under
Portuguese rule might be argued to have played a key role in this, the burden
of producing „quality‟ students still rests heavily on the shoulders of teachers,
including language teachers, because, in Macau, the quality of the teachers‟
output is measured by how much chance the students have of gaining
admission to tertiary institutions. Bray et al. (2002, p. 16) report that “many of
the achievements and constraints of higher education are shaped by the
quantity and nature of outputs from the schools” in Macau. It is perceived that
the achievement of higher education will be constrained by “second-best
students” being produced in local schools. It is the responsibility of the
teachers to „feed‟ tertiary institutions with „quality‟ students. That teachers are
providers of „quality‟ student input for higher education is described well in
the following extract:
The very high proportion of private providers of education in
Macau (over 93 per cent of the overall education system),
coupled with a „market mentality‟ of education, places
several schools in competition with each other (Morrison,
2004, p. 3).
Secondary schools compete to achieve the greatest number of graduates who
pass university entrance examinations. This means that if there is a high
5
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number of students who get acceptance at the universities, then the enrolment
at Form 5 or Form 6 level is high as well. One implication is that if a school‟s
enrolment goes down, it will look harder at teacher quality and performance.
The question now becomes, how do teachers teach in order to produce
„quality‟ students? On what basis do the teachers conceptualize good
teaching? Freeman and Richards (1996) argue that, for language teachers,
teaching will be better understood if there is more information about how
they think and what they know. Without this information about the influences
on their thinking, their beliefs in particular, any attempt to channel change
into the school system is bound to be obstructed, and any attempt to improve
language teaching practices in the school system is likely to be met with
indifference. It is in consideration of these two challenges, that is, that
teachers must accommodate change and reform in the education system and
ensure quality performance and student result, that this study has been
undertaken. Teachers‟ views on the many aspects of their work need to be
heard so they can be taken into account. This study is an attempt to provide a
platform for teachers to talk about the beliefs they have about many aspects
of their work. Richards (1997, cited in Hayes, 2005, p. 169) notes there is a
need to do research that focuses on EFL teachers, “how the teacher believes,
thinks and acts is central to educational endeavour, but about EFL (English as
a Foreign Language) language teachers, we almost know nothing.”
1.1.3 Rationale of the Study

This investigation was driven by three primary concerns that are explained
below:
The first is the researcher‟s personal concern, primarily drawn from her
experience in teacher education and teaching supervision, but also from being
a member of the community from which the participants are sampled. Since
China took over Macau the educational environment in Macau has rapidly
changed. The demands of the change are espoused by the new Macao Special
Administrative Region, and appear to have been appreciated by the teachers
whom she trained. However, in personal encounters with different teachers in
6
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the community, and again from the interviews in this study, this author has
come to realise that some teachers do not have an optimistic view about the
possibility of changing ways of teaching in Macau classrooms. It occurred to
the author that this is probably because the educational reforms put in place
have not really addressed the central beliefs that teachers hold and value. In
order for the new teaching vision of the current educational reform to be
carried through, teachers‟ beliefs should be addressed first because teachers‟
beliefs form a particularly important foundation for achieving lasting reforms
(Hargreaves, 1995).
The second impetus comes from a profession-related concern of the author, a
concern that arises from being a member of the language teacher education
profession. In Macau, teacher education authorities have undertaken periodic
curriculum revisions that are not necessarily informed by local research. The
present project is an attempt to contribute to local research in order to better
inform the authorities mainly by providing insights into a context-sensitive
approach to teacher preparation and professional development. There is also
evidence there is a need to examine teachers‟ beliefs in order to make Macau
educators sensitive to their own beliefs in approaching the education of
teachers, to raise awareness of their own practices (Calderhead, 1996), and
help create teacher education programs that are more context-sensitive and
more attuned to the teaching realities of Macau.
A third impetus is from research concerns. In the Asia-Pacific region a
number of studies have been undertaken about teacher beliefs. Most studies
relate to teacher beliefs about grammar teaching (e.g. Farrell & Lim, 2005;
Richards, Gallo & Renandya, 2001). A great deal of the research on teacher
beliefs in the region is set in Macau‟s neighbour, Hong Kong (e.g., Urmston,
2003; Richards, Tung & Ng, 1992), and is done by observation. However,
although a previous study in the territory of Macau involves an investigation
of teachers‟ beliefs, the focus of the study is different from the research
reported here. Using a survey instrument, Davis (2003) looks at the mismatch
of teachers‟ and learners‟ beliefs about language learning and reports that
there are robust differences in the beliefs of teachers and learners in the study.
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To this author‟s knowledge, no major research has been specifically carried
out on teachers‟ beliefs and self-reported practices in Macau secondary
schools; and most especially there are none that focus on pre-service and inservice language teachers‟ beliefs regarding aspects of their work as teachers,
which is the specific context of this study.
Furthermore, as professionals at work, teachers must be given a „voice‟.
According to Johnson (1994) and Golombek (1998), the experience of
articulating their deeply-held beliefs could empower teachers in the sense that
they are then able to provide their own rationalisations and principles from
their own experiences as learners and teachers working in a particular context.
This opportunity for articulation is important for Macau teachers since there is
a commonplace observation among them that their work is “very tough”, even
“suffocating”. They seem to be not satisfied and they struggle to cope with the
challenges in their jobs. There could quite possibly be a sense of release in
talking about those challenges that might well result in a new level of energy
to cope with their teaching situations.
1.1.4 Significance of the Study
Firstly, this study is particularly significant in Macau because it is a timely
contribution to the process of educational policy re-alignment as required in
the New Era, a policy which aims towards an internal strengthening of
education. The recommendations which come from this study can be useful to
educational reformers, because the study shows the important role of teachers‟
personal knowledge when reform is contemplated or proposed.
Secondly, the study may be appreciated for the information it provides about
actual, present-day realities and teacher education practices in Macau
classrooms, information that comes directly from the descriptions provided by
the participants. The findings of this study, based on what these teachers say
works for them from their actual experiences, teaching conditions, and
practice, might well be valuable for conceptualising teacher supervision
principles; it would allow them to be specifically tailored to fit, and thereby
enhance, Macau teacher learning and teaching context efficacy.
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Finally, the study provides teachers with a platform on which to present their
personal views of teaching by employing a research approach that uses semistructured joint interviews to access the teachers‟ „story‟ of learning and
teaching. Such a method allows the knowledge and beliefs which teachers
hold to be viewed in a holistic way, and acknowledges that a teacher‟s
knowledge derives from many life experiences. This study focuses specifically
on the participants‟ existing beliefs that are known to be shaped or influenced
by personal experience, that is, their particular experiences in learning and
teaching English.
The next part of the discussion describes the context or „environment‟ and
why there is a need to study Macau secondary school language teachers‟
beliefs. It introduces first the system of education in Macau and then presents
the specific context of this study of Macau teachers.
1. 2 The Context of the Study
1.2.1 The System of Education in Macau
The educational system of Macau has been described as fragmented, or “polycentred”, an „uncoordinated collection of subsystems imported from Portugal,
the People‟s Republic of China, Taiwan, and Hong Kong‟ (Pinto, 1987, p. 20,
21). It is, as Ieong (1993) has aptly said, a system which has suffered from
neglect, and in which
there is neither organization, nor overall planning all the
way down to approaches and methodology, syllabus design,
materials construction, evaluation, etc., in the English
learning and teaching process (p. 8).
For hundreds of years the educational system remained stagnant and starved of
vision; it was without organization, planning and identity. This is the system
that the new administration is trying to change and the system in which
teachers are expected to exercise their agency to implement change. It has
been suggested that Macau has supported a laissez-faire approach to education
for centuries, but it is an approach that has failed to provide Macau with a high
quality of education (Hei & Morrison, 1998). For centuries there was very
9
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little government intervention in Macau‟s education. In fact, there was really
no direction provided at all until the sunset years of Portuguese rule. The
concept of education being a “public good” is only a very recent phenomenon.
During the many decades of Portuguese colonial rule each school in the
system took its own path to providing education to the people of Macau. It
may be said that each school in Macau created its own “system”, and that
there were “different systems” of education rather than “a system of
education”. Moreover, as described in Rosa‟s (1989) paper each system
struggled to meet the territory‟s needs – but “barely succeeded in doing so”
(p.6). The different systems that flourished had something in common:
traditional teaching was the favoured medium of instruction. Just as in schools
in Hong Kong, Macau schools traditionally fostered “an educational culture
which ... [was] transmissive, teacher-centred, and examination-based”
(Urmston, 2003). In such a “culture” of instruction, teacher-dominated
instruction was the norm; students occupied the whole day listening to
teachers who spent a great deal of their time delivering the content of the
curriculum. There is no “Macau-oriented core curriculum” (Adamson & Li,
1999). Schools adopt syllabi and curricula from other countries on a largely ad
hoc basis. Three subjects are the main focus: Chinese, Mathematics, and
English. Adamson and Li (1999, p. 43) claim that it is not easy to make
generalizations about the “typical experience of school children” in Macau
because of the variety of curricula. Despite the diverse curricula, Macau
schools share common features in terms of schooling tradition, teaching
materials, and language of instruction, in the language for writing instruction
in particular.
With regard to the number of schooling years, each school also varies. The
primary, junior secondary and senior secondary cycles vary according to
which model a particular school adopts. The Portuguese model follows a 4 + 2
+5 +1 pattern; the PRC 6 + 5; and the Taiwanese 6 +3 +3. The principal model
modified from Hong Kong's English-medium system had a 6 + 5 + 1 structure.
This means that a student attends 6 years of primary education and 6 years of
secondary education that comprises 5 years of secondary education and
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culminates with one year of preparation for entry to the university. The variety
of models reflects the haphazard way in which the Macau educational system
has developed.
In regard to teaching materials, until 1990 there was no textbook published
specifically for Macau private schools (Almeida & Bray, 1994). Of particular
relevance here is the fact that many of the textbooks used in the language
classrooms come from Hong Kong, and other English textbooks are from the
UK although some schools have introduced books from Australia, for
example, spelling and vocabulary textbooks.
The medium of instruction in schools is a matter of the school preference.
Because of the lack of a centralized educational system in Macau, the
language of instruction is decided by those who run the schools. Some schools
operate in Portuguese, others in Chinese, and yet others in English. There is a
fourth category referred to as „Luso-Chinese‟ which include those schools
which are run by the government and use Chinese as the main medium of
instruction but teach Portuguese as a compulsory subject. Chinese, which in
this study refers to Cantonese, the region‟s dialect, is the medium of
instruction used in majority of Chinese-medium schools in Macau, but there
are also schools that have long history of teaching some subjects in
Putonghua, the official language in mainland China and Taiwan. In recent
years, especially since 1999 when Macau reverted to Chinese sovereignty,
English has been emphasized in all schools in an attempt to strengthen the
region‟s „international competitiveness‟.
In general, students in Macau acquire knowledge of at least three „languages‟
by the time they finish high school: Chinese (Cantonese and/or Putonghua),
English, and Portuguese. Students may have studied in several schools,
Chinese-medium, English-medium, Portuguese-medium, before entering a
tertiary institution. It is not uncommon to find students in Macau who begin
their primary schooling in a Chinese-medium school when their parents are
convinced that their children must first have a solid foundation in the Chinese
language, before being transferred to an English-medium high school. There
are also some students who spend their whole schooling years in one English11

CHAPTER 1
medium school when their parents are convinced that English is important to
prepare their children for future university study, either locally or abroad.
Other students may have studied in Portuguese high schools, as knowledge of
the Portuguese language opened doors to civil service employment in the old
regime. The participants in this study all graduated from some of Macau‟s
secondary schools thus gained knowledge of the three „languages‟ (Chinese,
English, Portuguese) before they entered college. They also displayed varying
levels of competence in these languages.
Education in Macau has been provided by different „sponsoring‟ bodies for
hundreds of years. They include the government of Macau, religious groups,
community organisations, and trading associations. Of the 127 education
providers, only 33 schools (36%) were run by the government, 25 (19.7%) are
operated by religious groups, and the rest by trading or cultural associations,
individuals, societies and cooperatives (Bray & Koo, 1999). This situation has
created in Macau what Bray and Koo (1999) called “a muddled system of
administration and curriculum though reforms in the 1990s began to improve
the situation” (p.41).
Regardless of which school parents choose for their children, in general nearly
all students in Macau attend classes that range in size from 30 to 60 students.
Since the 70s, large class sizes were a norm in Macau schools. In the last
decade, however, schools have tried to reduce class sizes. According to the
information from the Macau Daily Times (Education & Teaching, 2008), the
total number of students is 87,150, the average class size is 34.6 students, with
a decrease of 1.5 students for each class. And the total number of schools is
82. According to the DSEJ (Direccao o Servicos Educacao Juventude)
statement, while the estimated total number of students has decreased, the
number of teachers has recorded an increase. The total number of teachers for
the school year 2009 was 5,344, which is a growth of 4.78 percent, compared
with that of last year. The teacher-student ratio was also decreased from
1:17.7 of last school year (2008) to 1:16.3. In the New Era, the government of
Macau is trying to solve the problem of large class size to optimize teaching
and learning.
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In sum, Macau teachers teach and students learn in schools that are
autonomous and varied in their offerings, curriculum, schooling years,
materials, and language of instruction. A student‟s experience in Macau‟s
middle school system is varied, as is a teacher‟s. In the light of such diversity,
this study set out to explore the beliefs of two cohorts of teachers who share a
common background. The two cohorts who participated in this study both
gained their primary and high school education from the middle school system
of Macau described above. Both cohorts undertook training in teaching from
the same teacher education program that prepares and produces English
teachers for Macau schools. Given a common educational background, in
terms of previous schooling and instruction and formal study of teaching
experiences, what beliefs do these cohorts of teachers draw on in their
practices? In Macau‟s New Era, where the changing educational environment
brings new expectations, how ready are these teachers to accommodate new
priorities into what they already know and believe about their work as EFL
teachers?
The next section describes the changing educational priorities of Macau as
these have an impact on the work of language teachers.
1.2.2 The Educational Priorities of Macau in the New Era
There is a growing research culture in Macau; however, very little research
has been conducted yet in the area of language teaching. This situation can be
largely explained by the historical development of education in Macau. Macau
reverted from 400 years of Portuguese rule to Chinese sovereignty in 1999.
However, its status under a „one-country, two systems‟ policy of reintegration
is to be preserved (to last for fifty years after the political transition). As might
be expected, this situation affects the quality of the current education system.
This had already become a matter of concern even in the pre-transition years.
Education in Macau was a very complex issue before the reintegration of
Macau with the motherland. Rosa (1989a, cited in Bray & Hui, 1992) warned
early that “unless the educational problems can be solved, there is no way to
ensure a smooth transition of sovereignty that will lead to prosperity and
stability” (p. 307). Education has been a matter taken-for-granted for hundreds
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of years, since the arrival of the Portuguese in the 16th century. In the 1990s,
as political transition approached, the colonial government of Macau quite
evidently stopped being complacent and became more interventionist, a move
seen as a strong “craving for an identity” in order “to promote self-confidence
within the new framework” (Bray et al., 2002, p. 16).
The post-transition years saw a turning to education as the key to sustaining
Macau‟s social stability and economic prosperity. The Secretary of Education
in the colonial period had predicted that the best investment for Macau‟s
future was in education (Rangel, 1991, cited in Cremer, 1991). Upgrading the
“human capital” is important to Macau as it faces the challenges of the
economic restructuring and China‟s accession to the WTO (Lam, 2002). This
point was underscored in the policy address for the fiscal year 2004 when the
Chief Executive of Macao called for
the upgrading of its [Macau education system‟s] overall
quality … hire good-quality teachers who possess all the
necessary academic qualifications as well as real knowledge
… tertiary institutions will strive to meet the highest
international standards while simultaneously enhancing the
provision of the kind of teaching and research required by
our society.
The New Era set its target as quality education, quality teachers, and tertiary
education that meets international standards. A legal document, Macao 2020,
provides guidance for Macau‟s development in the post transition years and
sets strategies to achieve it. Education is seen as offering a key to Macau‟s
economic prosperity through its production of „qualified‟ professionals.
1.2.3 The Role of Higher Education in the New Era
The New Era recognizes that education is essential to economic progress as
“almost every modern and developed country has a well-established
educational system, and a higher education that aims to train up professionals
of different disciplines is an industry that may generate tremendous economic
benefits” as stipulated in Macao 2020 (Ieong, 2000, cited in Bray et al., 2002,
p. 13). This implies that producing qualified professionals is an institutional
responsibility. Producing a bilingual population is sought in the New Era. In
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the speech delivered on May 10, 2002, at the opening ceremony of the
“International Seminar on Language Teaching and Translation for the 21st
century”, by the Secretary for Social Affairs and Culture of the Macao SAR,
he stressed that “Macao is an international city, a meeting point of SinoWestern cultures. Only speaking one‟s mother tongue is insufficient for the
present era”. He claimed that monolingualism will disadvantage Macau. He
highlighted the importance for Macau of having “bilingual talented personnel
of high quality” (Chui, 2002) and the disadvantage of being able to speak only
the mother tongue. In the New Era, Macau seeks the kind of education that is
responsive to its long-term needs and it puts this responsibility on to higher
education. It is in the document Macao 2020 that the government set its initial
vision of becoming a „medium size international city‟ under China‟s „One
Country, Two Systems‟ ideology. There are a number of strategies focusing
on many aspects that are set out for meeting the needs of Macau in the New
Era.
1.2.4 Macau‟s 5th Internationalization Strategy: The Promotion of
English
The Macao 2020 document specifies eight strategies for internationalisation. It
is the 5th strategy, the promotion of English that is relevant to this
investigation because it is here that English is explicitly seen as playing a key
role in developing Macau for recognition on the international scene. The
previous regime failed to promote English, but present day Macau views
English as crucial if Macau is to achieve superior status in international
business and cultural exchange. The importance attached to English is also
evident in the document stipulation: “if we have to choose between English
and Portuguese, we should prefer English” (Ieong, 2000, cited in Bray et al.,
2002, p. 14).
Globalization is the major factor determining the importance of English in
Macau but market forces have further strengthened its role especially in the
past two decades. English is now becoming the most important foreign
language in Macau. Macau has the reputation of being the „Oriental Monte
Carlo‟ (Lam, 2002) with an economy dependent on tourism and the gambling
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industry. In the last five years, the monopoly on the gambling industry has
been relaxed and doors to foreign investment have been opened. As a
consequence, knowledge of the English language has become vital to business
in Macau. For Macau students in particular, knowledge of English allows
Macau students access to better employment opportunities. For students who
take up courses in English, and even more specifically for students who want
to become future English teachers, good language proficiency is even more
than a passport for university admission. Notably, the promotion of English in
schools rests on the shoulders of teachers trained in teacher education
institutions.
1.2.5 The Role of Teacher Education in Enhancing Language Teacher
Quality
FED has been officially tasked with the training of the future language
teachers of Macau. The pre-service cohort in this study was drawn from the
faculty and this is where the in-service cohort gained its formal study of
teaching. FED is responsible for enhancing teacher quality and the
government supports it in this. It establishes links with schools in Macau to
provide student teachers with opportunities to learn and practise their craft
through observing experienced teachers at work teaching in the classroom and
through teaching assistantships.
To promote the professional development of experienced teachers in language
teaching, and the improvement of teaching in general, UMAC has been
actively collaborating with the Direccao dos Servicos de Educacao e
Juventude or the Macao Education and Youth Affairs Bureau − to offer
annual summer courses for practising teachers at all school levels, so they can
upgrade their professional knowledge. The courses generally run from 15
hours to 45 hours, although some extend throughout the year. Many other
programs are aimed at enhancing teachers‟ professional development. Such
programs include school management and administration, special education
and computer-based education. Private organizations like the Chinese
Associations and Catholic Schools Association also run seminars on education
issues as a means of upgrading teacher quality.
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Teachers‟ professional growth is encouraged through competitions (such as
the „best lesson plan‟ award) or by sponsoring teachers‟ attendance at summer
professional development programs in the nearby regions of China and other
countries such as Australia and New Zealand. The professional development
of Macau teachers is given particular attention by the government. According
to a government report (Macau Yearbook, 2007), during the 2006-2007 school
year, the DSEJ continued the Subvention Scheme for School-based Training,
which encourages schools to design school-based training programmes in
accordance with the development potential and characteristics of individual
staff members.
The government has introduced small class teaching at the secondary
education level in an effort to increase the attention given to individual
learners and also to optimize teacher performance. However, Bray et al. claim
that in the 1990s, “despite much stronger government intervention, the school
sector displays many characteristics inherited from the past” (2002, p. 16). In
other words, in spite of all the activity and talk to promote change, the
structure has not really changed at all. Teaching practices of the past, that is
conservative teaching practices, are in evidence. This point strengthens the
reason for teacher education to act, and encourage research on teachers,
especially on language teachers, and research on the beliefs that teachers have
about aspects of their work. Language teachers in particular, especially
English language teachers, hold the currency for Macau to internationalize and
compete with the outside world.
1.3. Structure of the Thesis
This thesis consists of seven chapters. Each chapter is given a brief description
to provide an overall context for the reader.
1.3.1 Chapter One: Background and Context of the Study
This chapter has four main parts. The first part presents the background of the
study. It introduces the purpose of the study and the research questions. This is
followed by a statement of the problem that propelled the investigation. The
rationale and significance of the study are also stated. The second part
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describes the context of the study and also outlines the need to study Macau
secondary school language teachers and their self-reported practices in
teaching EFL from their own perspectives. The third part of the chapter
outlines the structure of the thesis and briefly describes each chapter. The last
part of this chapter provides significant terms used in the study and an
explanation of their meanings.
1.3.2 Chapter Two: Literature Review
This chapter reviews aspects relevant to understanding the focus on teacher
beliefs as a research agenda. It presents the assumptions about the role of
teacher beliefs in ELT and general education as well as the types of teachers‟
beliefs. It reviews the literature on the sources of teacher beliefs and describes
that experience is the most powerful contributor of teacher beliefs. A large
section of the chapter is a review of the milestones in research already
undertaken on teaching and the trend towards understanding teaching from the
perspective of the doers of teaching. The chapter also discusses the directions
of studies in language teacher cognition (what teachers think, believe and do)
and identifies a gap in teacher cognition research in specific context.
1.3.3 Chapter Three: Theoretical Framework and Research Design
This chapter presents the qualitative design of the study. It describes the
constructionist and interpretivist theoretical framework used and the case
study research method adopted for the investigation. The process of carrying
out the data collection, the selection of research site and participants, and the
data analysis procedures are also discussed. In addition, the research issues of
reliability and generalizability, the role of the researcher and the ethical
safeguards employed to ensure the quality of research are discussed.
1.3.4 Chapter Four: Results: Pre-Service (PRS) EFL Teachers‟ Beliefs
This chapter reports a summary of the findings for Case Unit 1, the pre-service
(PRS) teachers. Findings are described and illustrated with the support of
tables.
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1.3.5 Chapter Five: Results - In-Service (INS) EFL Teachers‟ Beliefs
This chapter reports a summary of the findings for Case Unit 2, the in-service
(INS) teachers. Similar to the manner of reporting in Chapter 4, the findings
are described and illustrated with the support of tables.
1.3.6 Chapter Six: Discussion of Salient Findings
This section presents a discussion based on the findings from the two cohorts.
It reports the similarities and differences in the beliefs held by the two cohorts
regarding aspects of their work as EFL teachers and offer an interpretation. It
identifies four important influences on pre-service and in-service teachers‟
beliefs; prior language learning experience, practical experience, classroom
realities, and, teacher‟s local knowledge.
1.3.7 Chapter Seven: Conclusion
This last chapter presents the conclusion of the investigation beginning with a
summary of the thesis. It presents the major conclusions of the study. There
are some obvious and real implications for teacher education and the research
community discussed at the close of the chapter.
1.4 Use of Terms
This last part of the chapter lists and explains the meanings of key terms used
in the study.
1.4.1 Chinese−Medium, Government and English−Medium Schools
In this investigation, Chinese-medium schools are schools that use Chinese as
the medium of instruction in nearly all subjects except during English
language classes. Portuguese is also studied in these schools.
Government schools are schools where Chinese and Portuguese languages are
the principal means of instruction except in the English language classes.
English-medium schools are schools that use English as the medium of
instruction in all subjects except during the Chinese language classes.
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1.4.2 Context
The term context has many meanings in the literature, but for this study it
provides a frame of reference for each chapter. For example, for Chapter 1,
context refers to the environment or the setting of the research which has a
bigger context, the system of education (macro) and a narrower one (micro),
the schooling system. For chapter 2, context will make reference to the
teachers‟ “web of experience” (Kayrooz & Trevitt, 2005), which in this study
refers to the learning and teaching experiences that teachers express in the
interview.
1.4.3 Macau and Macao
There is confusion concerning the official spelling of the territory‟s name. The
spelling Macao was used in the early (Portuguese) colonial days, then in the
nineteenth century the Portuguese changed the spelling to Macau. After the
1999 resumption of sovereignty by the Chinese, the authorities in Beijing
announced that Macao would be the official spelling in English (Bruning,
2001, cited in Bray & Koo, 2004). However, in this study, the common
spelling “Macau” is used except when there is direct reference made to
documents that use the spelling “Macao”. The spelling “Macau” remains the
most popular and widely used spelling of the name especially in written
communication thus adopted for this project
1.4.4 Mentors
The coordinating teachers who are experienced and are assigned by schools to
supervise student teachers during the Teaching Practice (TP) period.
1.4.5 Middle School System
The Middle School System is the secondary school system of Macau which
includes Chinese schools, English schools, Government schools, or
English−Chinese schools.

20

CHAPTER 1
1.4.6 Participants
The term participants refers to the teachers who participated in the study,
including both pre-service and in-service teachers. Where one participant
group of teachers is referred to, the specific name pre-service or in-service is
used. The term participant is interchangeably used with the term interviewees.
1.4.7 The New Era
The New Era is the term used in the study to refer to the period in Macau‟s
history that follows its reintegration with the motherland China that took place
in 1999. This action closed the 400 years of Portuguese colonial government.
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CHAPTER TWO
LITERATURE REVIEW
2. Introduction
This chapter presents a two- part review of the literature on teachers‟ beliefs.
The first introduces teachers‟ beliefs as a research agenda; it focuses on the
need to address and challenge teachers‟ existing beliefs. The nature and
structure of teachers‟ beliefs are described, and the assumptions shared in ELT
and educational research on the topic of teachers‟ beliefs is also reported.
Definitions of the terms „teachers‟ beliefs‟ and „beliefs‟, two key terms used
for the study, are established and then a review of the diverse perspectives on
the construct „beliefs‟ follows. Aspects of teachers‟ work which have been
found to have a significant belief factor involved (Calderhead, 1996) are
outlined; this is followed by a review of the literature on the sources of
teachers‟ beliefs. The roles of experience and context in teachers‟ beliefs, and
therefore their practice, are also discussed.
The second part of the chapter presents a review of the more important
milestones in research on teaching, and considers that there has been a
paradigm shift so that now the cognitive dimension of teaching is
acknowledged in attempts to understand the teaching process, as is also the
centrality of the teacher‟s role. A framework for organizing research in
language teacher cognition, one suggested by Borg (2006), is also presented. It
is this framework that guided the conceptualization of the research. This study
is intended to contribute to our understanding of the nature of the role that
teachers‟ beliefs play in the teaching process.
2.1 Review of the Literature on Teachers‟ Beliefs
2.1.1 Teachers‟ Beliefs as a Research Agenda
Scholars have proposed two ways to understand teaching (Richards, Tung, &
Ng, 1992). One is to examine the objective aspects of teaching, done by
looking into teachers‟ behaviour in classrooms. The other is to look into the
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subjective phenomena, by examining the teachers‟ goals, values and beliefs.
Looking into the objective aspects involves generalizing from what is
observed in the classroom. Examples of such are the various behaviours and
happenings that take place during student teacher interactions and also the
various features of teacher discourse or talk. By comparison, the subjective
phenomena involve the teachers‟ goals, values and beliefs and then these are
used to explain teachers‟ behaviour.
The present study is focused on investigating the subjective aspects of
teaching. The aim is to make explicit teachers‟ implicit theories of teaching,
which Richards (1996) refers to as teachers‟ beliefs or “other kinds of
knowledge [that] relate to the subjective and personal philosophy and
[teachers‟] views of what constitutes good teaching” (p. 51). This study
explores the existing beliefs that underpin the self-reported practices of these
teachers, and the beliefs they hold relating to four areas: teachers, teaching,
students, and the medium of instruction. The study also examines the
influences or factors responsible for shaping the participants‟ existing beliefs
in each of these areas.
Clark and Peterson (1986) assert that teachers‟ beliefs “represent the rich store
of knowledge that teachers have”, and contend that teachers are “rational
professionals who make judgments and decisions in an uncertain and complex
environment” (p. 258). Calderhead (1996) views beliefs as the backbone of
knowledge as it is beliefs that offer teachers alternatives in teaching. He
proposes that “the complex and multi-dimensional nature of classroom life...
makes knowledge alone inadequate in making sense of classroom situations,
prioritizing problems to be dealt with, and actions to be taken” (p.719). Pajares
(1992) agrees that beliefs are far more influential than knowledge in
“determining how individuals organise and define problems and are stronger
predictors of behaviour” (p. 311). Beliefs help in making teaching operative.
Given the role beliefs play, an exploration of beliefs will provide information
on how a group of language teachers in this study functions in a specific EFL
situation.

23

CHAPTER 3
2.1.2 Addressing Teachers‟ Beliefs
In the field of language teacher education, scholars are increasingly
highlighting the need to address teachers‟ beliefs. In ELT, the idea of
encouraging teachers to reflect on their practice in order to promote awareness
of the connection between their beliefs and their routines in the classroom has
been suggested (e.g. Richards, 1996). Many educational researchers suggest
that teacher education programs should address teachers‟ existing beliefs (e.g.
Kagan, 1992; Nespor, 1987); one argument for this is that new information
will be filtered by teachers‟ existing beliefs (Tillema, 1994), thus there is a
need to make these beliefs explicit. Feiman-Nemser and Floden (1986) also
highlight the need to attend to teachers‟ existing beliefs and propose that
“teacher education must build or rebuild what teachers and teachers-to-be
already believe about their work” (p. 523). They claim that what teachers
know during various stages of preparation and during their careers can provide
useful insight for teacher education programs and educational leaders. For
such reasons, the topic of teachers‟ existing beliefs is one worth investigating.
In the case of this study, information on teachers‟ existing beliefs is expected
to provide insights into educational issues of relevance and so be helpful in
pre-service and in-service preparation and professional development. For both
teacher education authorities and educational leaders, if teachers are to move
towards the expectations of the reforms associated with Macau‟s New Era
education, teachers need to be provided with support that enables them to
accommodate the new vision of teaching in what they already know and
believe about their work.
Literature on how teachers learn to teach suggests that the best way to help
teachers who need to learn new ways is unclear (Borko & Putnam, 1996).
However, some suggestions and ideas do appear; one of them is to give
teachers time to re-examine their beliefs, and the opportunity to change their
practices through changing their beliefs and vice versa. Borko and Putnam
(1996) argue that the order in which such change should be carried out does
not really matter: “What is critical is that both practice and beliefs become the
object of reflection and scrutiny” (p. 702). By providing teachers with a
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chance to reflect upon their previous beliefs, even erroneous ones, such beliefs
may be challenged.
2.1.3 Challenging Existing Teachers‟ Beliefs
Challenging existing beliefs is a theme recurrent in teacher education literature
(Mohamed, 2006). Pajares (1992) argues that challenging teachers‟ beliefs is
not an easy task and these beliefs may, in fact, remain unaltered despite being
challenged. Mitchell (2005) reports that researchers observed that “beliefs tend
to change very little over the course of the training programs”, and that the
new knowledge retained is that knowledge which is closely related to the
teachers‟ pre-existing beliefs. She also notes that “new knowledge is often
subconsciously modified in order to conform to existing beliefs structure” (p.
26). She suggests calling the attention of teachers and student teachers to these
belief structures as the first step in their modification. This is the stance taken
by the researcher in undertaking this study. Modifying teachers‟ deeply held
beliefs, however, is not a simple matter. This is probably due to the nature and
structure of the beliefs as discussed in the next section.
2.1.4 The Nature and Structure of Teachers‟ Beliefs
Several studies confirm that beliefs can be resistant to change. It is also said
that some beliefs are more resistant to change than others. In particular, beliefs
that people acquire early on in life, such as the ones arising from schooling
experiences, are those that teachers retain and trust when they are managing
teaching complexities. Nisbett and Ross (1980) propose that the earlier a belief
gets incorporated into a person's belief system, the more difficult it is to alter
that belief. Beliefs formed early in life tend to persist despite challenges from
time, schooling or experience (Pajares, 1992).
Also, beliefs linked with important memories are not easily dislodged. Clark
and Peterson (1986) say that: “The most resilient or „core‟ teacher beliefs are
formed on the basis of teachers‟ own schooling as young students while
observing teachers who taught them” (p. 251). Images of past teachers or
unforgettable teaching never leave a person‟s memory, so that getting people
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to change beliefs, especially “intuitively reasonable ones”, is not an easy task
(Prawat 1992). It is these images from the thousands of hours spent in the
classroom, that is, during the „apprenticeship of observation‟ (Lortie, 1975),
that shape teacher candidates‟ early perceptions about teachers and teaching
(Weinstein, 1989). Clark (1988) claims that trainees enter teacher education
programs with preconceptions about teachers they consider „good‟ and „bad‟
and that student teachers have their own ideas and beliefs about what it takes
to be a successful teacher even before they take formal training in says that
teaching. Clark also claims that teachers‟ implicit theories and preconceptions
are “robust” and unlikely “to be quickly and thoroughly replaced by the usual
lecture, reading, discussion, practice, and evaluation methods typically
employed in teacher preparation programs” (p. 59). Thus, any attempt to bring
about conceptual change in pre-service teachers‟ thinking requires
consideration of the nature of teachers‟ existing beliefs, because they are not
easily changed.
There are also beliefs to which teachers become deeply attached because they
offer certainty and stability. To Pajares (1992), beliefs provide personal
meaning and assist in defining relevancy. They help individuals to identify
with one another and form groups and social systems. He claims:
On a social and cultural level, they [beliefs] provide elements
of structure, order, direction and shared values. From both a
personal and socio-cultural perspective, belief systems reduce
dissonance and confusion, even when dissonance is logically
justified by the inconsistent beliefs one holds. This is one
reason why teachers‟ beliefs acquire emotional dimensions
and resist change. People grow comfortable with their
beliefs, and these beliefs become their "self" so that
individuals come to be identified and understood by the very
nature of the beliefs, the habits they own (p. 317).

Established habits bring comfort and security. They become part of a person‟s
identity so that parting with them can be threatening as it would mean
challenging who that person is as an individual.
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Beliefs also resist change because of their structure; they are linked with other
parts of the beliefs system. Teachers‟ core beliefs are “interconnected,
intertwined, and enmeshed in relationships with „others‟ and ways of acting
and interacting that further strengthen their resistance to change” (Biddle et
al., 1997, p. 96). Clark and Peterson (1986, cited in Richards, 2002) claim that
“for the novice teacher, classroom experience and day to day interaction with
colleagues has the potential to influence particular relationships among beliefs
and principles, and, over time, consolidate the individual‟s permutation of
them” (p. 252).
The implication is that beliefs are not easy to change because they are
constructed through the people‟s interactions with others. They are formed
over a long period of time, which further strengthens their resistance to
change. Woods (1996) draws attention to the interwoven network that is part
of teachers‟ beliefs. He claims that changing one belief requires dismantling
other beliefs. He even warns that the deconstruction process of beliefs can
"lead to periods of disorientation, frustration, even pain" (p. 293). For that
reason he cautions that changing teachers‟ beliefs can only be encouraged, it
cannot be mandated.
2.1.5 Assumptions about Teachers‟ Beliefs in ELT and General Education
Teachers‟ beliefs is a topic on which substantial educational research has been
conducted. With particular regard to ELT, Johnson (1994) underscores the
importance of exploring language teachers‟ beliefs in order to establish a
research base that is unique to second language education. In reviewing
educational research studies, she reports three basic assumptions that are
shared in educational research:
First, teachers‟ beliefs influence both perception and
judgment, which in turn affect what teachers say and do in
classrooms. Second, teachers‟ beliefs play a critical role in
how teachers learn to teach, that is, how they interpret new
information about learning and teaching and how the
information is translated into classroom practices. Finally,
understanding teachers‟ beliefs is essential to improving
teaching practices and professional preparation programs (p.
439).
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These assumptions suggest three points: what happens in classrooms is
governed by what teachers believe; teachers learn to teach through the lens of
what they know and believe; and lastly, information about teachers‟ beliefs
can be useful for the improvement of teaching and also for teacher formation.
Well-known mainstream education scholars claim that studying beliefs is
essential to understanding how teacher education can influence educational
practice. Pajares (1992) suggests that teachers‟ beliefs are a rewarding area of
inquiry because the knowledge obtained from such inquiry can inform
educational practice in ways that other contemporary research cannot. Despite
this potential, the topic, both in ELT and mainstream education research,
appears to be one that has suffered from the difficulty of defining the
construct.
2.1.6 Defining the Construct of Teachers‟ Beliefs
Pajares (1992) labels beliefs a “messy construct [that] travels in disguise and
often under an alias” (p. 2). For example, he considers attitudes, values,
perceptions, theories and images as beliefs in disguise. Borg (2006) observes
that in mainstream education, “identical terms have been defined in different
ways, and different terms have been used to describe similar concepts” (p. 35).
For example, beliefs are investigated under concepts such as implicit theories
(Dirkx & Spurgin, 1992), lay theories (Holt-Reynolds, 1992), orientations to
teaching (Brosseau, Book & Byers, 1988), cognition (Kagan, 1990), or simply
beliefs (Kagan, 1992; Tobin & LaMaster, 1995; Ford, 1994). In language
teacher cognition studies, scholars also evidently use different constructs to
refer to beliefs; for example, there is culture of teaching (Richards, Tung &
Ng, 1992); teacher cognition (Borg, 1999c); BAK (Beliefs, Assumptions &
Knowledge) (Woods, 1996), images (Johnson, 1994), theoretical beliefs
(Johnson, 1992b), and also personal pedagogical knowledge (Borg, 1998b).
Pajares (1992) remarks that research on teachers‟ beliefs suffers from
“definitional problems, poor conceptualizations, and differing understandings
of beliefs and belief structures” (p. 307), and suggests there needs to be a
better conceptualization of the construct.
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The studies of language teacher cognition, which are comparatively few when
considered against the many studies undertaken on teacher cognition in
teacher education in general, have made a significant contribution to
understanding the cognitive bases for teachers‟ actions (Borg, 2006). In
referring to the cognition of language teachers, Borg makes reference to “the
complex, practically-oriented, personalized, and context sensitive networks of
knowledge, thoughts and beliefs that teachers draw on in their work” (p. 272).
However, Kagan (1990) suggests that the term cognition may be too broad a
term for a beliefs investigation. She suggests that the construct “teacher
cognition” as the vehicle used for investigating teachers‟ knowledge and
beliefs may be a problematic construct for research on teacher thinking, and
that the term may be simply “too general and vague” for ordinary application
(p. 419), such as in understanding the everyday practices of teachers.
2.1.7 Diverse Perspectives on the Construct of Beliefs
Diverse perspectives can be found in the literature on how beliefs can be
differentiated from knowledge. Many of them are presented in Bartels (2006).
In his study of teacher cognition, he summarizes perspectives from different
studies that consider beliefs to be different from knowledge as follows:
Perspective One: Beliefs are different from knowledge

1. Knowledge is true; belief is not (Richardson, 2002; Feiman-Nemser &
Floden, 1986; Abelson, 1979). Beliefs are not necessarily considered
knowledge. The philosophical perspectives presented by FeimanNeimser and Floden (1986, p. 515) show their agreement with this
differentiation between beliefs and knowledge, when it is asserted that:
“It does not follow that everything a teacher believes or is willing to act
on merits the label knowledge.”
2. Beliefs do not require consensus; they are non-consensual. There is no
need for everybody to agree on what beliefs they should hold.
3. Beliefs have no clear boundaries; there is no boundary to frame beliefs
against knowledge: “It is unclear where to draw a boundary around the
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belief system, excluding as irrelevant concepts lying outside” (Abelson,
1979, p. 359). There is a wide spectrum of beliefs and a high degree of
overlap.
4. Beliefs contain propositions or assumptions about the existence or nonexistence of entities (Abelson, 1979). For example, the beliefs that
students have poor English (ability), only like games (maturity), and
just want to play rather than study (laziness) are examples of what
Abelson has called existential presumption.
5. Beliefs often include a high degree of episodic/anecdotal material
(Abelson, 1979; Nespor, 1987), which makes them different from
knowledge. Nespor (1987) asserts that knowledge is semantically stored
while beliefs reside in episodic memory drawn from experience. These
memories become a teacher‟s template for teaching practice. Nespor,
in particular, argues that belief is separated from knowledge by its focus
on „alternativity‟, the focus on „what could be‟ instead of „what is‟.
6. Beliefs and knowledge are commonly differentiated in terms of what
they are based on; whether they are based on the affective or the
cognitive dimension of cognition. According to Pajares (1992), beliefs
are based on evaluation and judgment, whereas knowledge is based on
objective fact.
Borg (2001) contributes to the evaluative aspect of belief when she defines
belief “as evaluative in that it is accepted as true by the individual and is,
therefore, imbued with emotive commitment” (p. 186). The evaluative
characteristic of beliefs makes possible a good or bad status of interpretation.
She also points out the affective dimension of beliefs, asserting that the word
belief has a subjective aspect, and notes that the word itself comes from the
Aryan word „lubh‟, meaning „to like or to hold dear‟ from which the word
„love‟ originated. Pajares (1996) regards the affective, evaluative, and episodic
nature of beliefs as potent features of beliefs, particularly because they
determine how a new phenomenon is interpreted.
In sum, based on the studies mentioned by Bartels (2006), with additional
perspectives from other scholars, „truth‟, openness, an inherent quality, as well
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as the episodic, evaluative and affective character of beliefs, distinguish them
from knowledge.
Perspective Two: Beliefs are not different from knowledge
The second perspective views beliefs and knowledge as inseparable from,
even clustering with, and other mental constructs. For example, Pajares (1992)
sees beliefs as “inextricably intertwined”, so that a teacher‟s beliefs about
teaching are substructures of their entire belief system. Teacher beliefs do not
operate in isolation but are, instead, interrelated with all other beliefs. This
quality of beliefs is a point taken by Woods (1996) in the construct of BAK, a
concept in which he clusters belief with assumption and knowledge and in
which he invites attention to be paid to the pervasiveness of belief. Referring
to his observation of the participants in his study, he says: “it seemed to
underlie everything that the teachers did; as if it was through their individual
BAK systems that the teachers structured their perceptions of the curriculum
and their decisions as to how to implement that curriculum, from overall
organization of the units down to the specific classroom activities and
verbalizations” (p. 282).
Richards and Lockhart (1994) also think that beliefs are not different from
knowledge. Beliefs consist of both subjective and objective dimensions which,
they claim, serve as the background to much of the teachers‟ decision making
and classroom actions. Their claim gains support in Richards‟ work (1996) ,
where beliefs are viewed as being similar to knowledge; the “other kind of
knowledge [that] relates to the subjective and personal philosophy and their
views about what constitutes good teaching referring to it as „implicit theories
of teaching‟”(p. 51). When the idea of “implicit theories” is examined, it is
seen that the construct of beliefs is lumped with other mental constructs such
as values, assumptions, even personal experiences (Dirkx & Spurgin, 1992,
cited in Borg 2006, p. 37). It is clear that beliefs are not viewed separately
from knowledge and they also appear as knowledge when it has an
experiential dimension.

31

CHAPTER 3
Perspective Three: Beliefs are manifestations of forms of knowledge
Some scholars view beliefs as manifestations of forms of knowledge that are
personal, situated and experiential. Nespor (1987) sees beliefs as a form of
personal knowledge but not synonymous with knowledge. He claims that
knowledge and beliefs differ in the sense that knowledge is conscious and
often changes while beliefs may be held unconsciously and are often tacit and
resistant to change. When beliefs change, “it is not argument or reason that
alters them, but rather a conversion or gestalt shift” (Pajares, 1992, p. 311).
Kagan (1992) agrees with Nespor (1987) in seeing beliefs as personal
knowledge. For Kagan, knowledge and beliefs are synonymous. She refers to
beliefs as a “particularly provocative form of personal knowledge” and claims
that most of a teacher‟s professional knowledge can be regarded more
accurately as beliefs; and knowledge grows richer and more coherent as a
teacher's experience in classrooms grows. Thus, this forms a highly
personalized pedagogy or belief system that actually constrains the teacher‟s
perception, judgment and behaviour.
The work of some scholars appears to suggest that the role of experience casts
knowledge in the realm of beliefs. Holt-Reynolds (1992) holds that beliefs and
knowledge are experiential in nature as is evident in the concept of lay
theories, used when referring to pre-service teachers, knowledge about
schools, classrooms and pedagogical practices and their beliefs about what
works with students, and what is good teaching from their prior experiences as
learners (p. 326). Littlewood (1999) prefers to call teachers‟ experiential
knowledge “classroom schemata”. This experiential knowledge is viewed in
terms of growth or evolution in the concept of “maxim” (Richards, 1996), the
teachers‟ evolving theories of teaching. Holt-Reynolds‟ (1992) also upholds
experience-based beliefs calling them “lay theories”.
When scholars refer to beliefs in practice, the cognition of teachers becomes
multifaceted. Beliefs, as experiential knowledge, take on very personal
features. Marland (1998), for example, appears to endorse the view that
knowledge is experiential and situated in what he refers to as teachers‟
“crafted knowledge”, and what he labels as “practical theories”. This is
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knowledge that resembles beliefs. It is personalized and context-specific, and
is implicit and derived from experience. Experienced teachers in particular
rely on this type of knowledge because it serves them well, and so it is
resistant to change (Marland, 1995).
As seen above, many researchers have found that knowledge appears not to
differ very much from beliefs and that beliefs themselves constitute a form of
knowledge. Beliefs are not easy to separate from knowledge since their nature
and structure are complex; the distinction is “blurry at best” according to
Grossman, Wilson, and Schulman (1989, p. 31). Drawing on educational
research, Borko and Putnam (1996, p. 675) in their Handbook in Educational
Psychology assert that there is no single system for characterizing the
organization of teachers‟ knowledge, in part because of the current
proliferation of schemes for categorizing and describing different types of
knowledge. Even with the increased attention paid to teacher knowledge in
recent years, there is no distinction between knowledge and beliefs that is
agreed upon. Richardson (1996) observes that the teaching and teacher
education literature does not take the same approach, preferring instead to use
knowledge as a grouping term to identify different types of knowledge or else
use both terms together, since teachers‟ knowledge is subjective and,
therefore, much like beliefs. This supports Kagan‟s (1992) claim that beliefs
and knowledge are synonymous.
Richards (1998) acknowledges that there is not yet any agreement on how the
teacher‟s inner world can be described. Borg (2006) affirms there has “been
little explicit discussion in the literature in the ways in which the study of
beliefs might be different to the study of related psychological constructs such
as knowledge, conceptions, and attitudes” (p. 25). This is an area of research
that warrants further attention in future research. The present study argues that
beliefs are teachers‟ implicit theories manifesting themselves as personal,
experiential and context-specific forms of teachers‟ knowledge. In other
words, the study takes up Kagan‟s (1992) stance that beliefs are not to be
viewed separately and distinct from knowledge. This is consistent with the
approach of other scholars, such as Verloop et al. (2001), who insist that “in
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the minds of the teacher, components of knowledge, beliefs, conceptions, and
intuitions are inextricably intertwined” (p. 446). Indeed, in the data set out
later in this thesis, it is clear that beliefs come through participants‟ expression
of knowledge and vice-versa.
In this study, the implicit theories of the participants is explored under the
construct of beliefs, which manifest themselves in different forms such as
images, values, preconceptions, metaphors and practical knowledge. In this
study the construct of teachers’ beliefs are found in statements that pre-service
and in-service teachers make about aspects of their work. This construct
reflects existing teacher cognition, and is derived from many sources.
The term beliefs is interpreted for this study as propositions that teachers deem
true and are their representations of the reality and cognitions they hold (that
is, what they think, believe and know) about aspects of their work. They are
the teachers‟ internal frames of reference, guiding their thoughts and practice.
The next part of the discussion presents the areas in which teachers are
claimed to hold significant beliefs, and which this research focused on.
2.1.8 Types of Teachers‟ Beliefs
Studies that discuss teacher thought processes and language teacher cognition
reveal that teachers have beliefs about all aspects of their work (e.g.
Calderhead, 1996; Borg, 2006). Calderhead (1996, p. 719) asserts that no one
has fully identified all aspects of teachers‟ work in which teachers hold
beliefs, but there are five areas where teachers have been found to hold
“significant beliefs” have been identified:
1. Beliefs about learners and learning. The assumptions teachers make
about their students and how their students learn are likely to influence
how they approach teaching tasks and how they interact with their
students.
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2. Beliefs about teaching. In the same manner, the assumptions
teachers have about the nature and purpose of teaching are likely to
influence how they facilitate knowledge in the classroom.
3. Beliefs about the subject. What the subject is about, what it means to
know the subject or to be able to carry out tasks within that subject
domain may have an impact on how teachers teach the subject.
4. Beliefs about learning to teach. Teachers have been found to hold
beliefs about their own professional development and how one learns
to teach. They hold various accounts of the processes involved in
teaching.
5. Beliefs about self and the teaching role. The conceptions that
teachers have about themselves are also a significant factor affecting
the practices they adopt in the classroom.
Calderhead (1996) notes that these areas of teachers‟ significant beliefs are not
mutually exclusive. Their interconnection is evidenced in Richards‟ (1996)
work on teachers‟ maxims, or rules for best practice, which relate to all
aspects of their teaching, including planning, maintaining order and discipline
in the classroom, involving, encouraging and motivating learners.
The present study, guided in its exploration by the above categories of teacher
beliefs identified in Calderhead (1996), focused only on exploring four areas:
teachers, teaching, students, and medium of instruction. The reasons for
focusing on these are as follows:

On (1) beliefs about learners and learning, Calderhead included assumptions
teachers make about their students and how their students learn. In the data,
what emerged were assumptions teachers made about their students rather
than about how their students learn; thus all these assumptions that the two
groups of teachers made about their students were classified under beliefs
about students (using students rather than learners because they were making
reference to the students they taught, not learners in general).
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On (2) beliefs about teaching, Calderhead included the assumptions teachers
have about the nature and purpose of teaching. These latter were exactly what
were found in the data: teachers indeed tended to talk about the nature and
purpose of teaching. Thus these beliefs were classified under beliefs about
teaching as categorized in Calderhead‟s work.
On (3) beliefs about the subject, Calderhead included teachers‟ beliefs about
what the subject is about, what it means to know the subject or to be able to
carry out tasks within that subject domain. In the analyzed data, it emerged
that both groups of teachers tended to talk more about what it means to be able
to carry out tasks within that subject, that is, what it means for them to carry
out the task (of teaching, whether in L1 or L2 or both) within that subject
(English as a foreign language in secondary school classrooms) rather than
under a broad type, beliefs about the subject or what it means to know the
subject (English). The beliefs of the participants were classified under beliefs
about medium of instruction (the teaching language as one participant
preferred to call it).
On 4 beliefs about learning to teach, Calderhead referred to this type as
including those beliefs that teachers hold which are about their own
professional development and how one learns to teach, accounts of the
processes involved in teaching. This type was deliberately not included
because it is outside the scope of the aims of the thesis. There is no intention
in this study to trace the process which teachers go through in becoming a
teacher, how they learn to teach, or the factors that shape their professional
development (at different stages of career).
On 5 beliefs about self and the teaching role, Calderhead included under this
type of beliefs those conceptions that teachers have about themselves – how
they perceive themselves, the roles they perceive are useful. This type was
subsumed in the thesis under the classification beliefs about teacher since the
data pointed to subjects‟ beliefs about how they perceived themselves as
teachers (be it as an English teacher or as a teacher in the profession) and the
teaching roles that they believed deliver their genuine concern for the students
they teach.
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Thus on the basis of the purpose of the study and on the data obtained, the
thesis limited its exploration of beliefs under the four types only.
Teachers‟ beliefs, regardless of how they are labelled, are affected or shaped
by many factors which are explained in the following sections.
2.2 Review of the Literature on Sources of Teachers‟ Beliefs
2.2.1 Origin of Teachers‟ Beliefs
The importance of paying attention to the origin of teachers‟ beliefs and their
usefulness in understanding teachers‟ thinking and behaviour has been
advanced in several ELT studies (Johnson, 1994; Mohamed, 2006; Ariogul,
2007; Bailey et al., 1996). Attention to the origin of language teachers‟ beliefs
is stressed by Johnson (1994). She states that:
despite recent arguments that teachers‟ beliefs represent
important influences on teachers‟ ways of thinking,
understanding and acting, little attention has been paid to the
nature and origin of teachers‟ beliefs, or the ways in which
teachers‟ beliefs manifest themselves within the teachers‟
professional realities (p. 439).
She goes on to say that this lack of attention can be partly attributed to the
difficulty of defining the construct - indeed, as demonstrated earlier in this
chapter. In her study, some origins of teachers‟ beliefs are identified as (1)
images of formal language learning experiences; (2) images of informal
language learning experiences; (3) images which teachers have of themselves
as teachers; and (4) images of the teacher education program.
Beliefs are also regarded as being shaped early-on in a person‟s life through
the transmission of cultural understanding. If a child, in his or her culture, is
taught by a parent that school is a place where they go to “listen” to teachers
teaching, he or she will form the belief that learning in the classroom is
listening to the teachers‟ lecture. This is echoed in Pajares‟ (1992) notion of
early enculturation.
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The work of Richards and Lockhart (1994, p. 31) further identifies sources of
beliefs, those held by ESL teachers. The sources include teachers‟ many
experiences such as:
(1) Experience as language learners. Since all teachers were once students,
the beliefs they have about teaching are reflections of how they themselves
were taught. For example, a teacher who learned grammar through tedious
drills is more than likely to apply the same in their teaching of grammar;
(2) Experience of what works best. Certain teaching styles and practices are
preferred in some institutions. For example, a teacher who is used to lecture
sessions as established practice from the school where she or he was trained is
more than likely to use lecture sessions;
(3) Established practice. Experience with certain teaching practices and styles
in a school may limit what teachers believe and thus they will modify their
practice to suit the context. For example, a teacher may use the students‟
mother tongue when a school supports the teaching of grammar in L1.
(4) Educationally based or research principles. Teachers may draw on their
understanding of a learning principle or a theory and apply it. For example, in
cases where a teacher espouses the ideals of Communicative Language
Teaching, in turn may put into use the different principles underlying CLT,
such as a small group work and the like;
(5) Personality factors. Teachers may have personal preferences for a
particular way of teaching because it suits their personality. For example, it
may well be that a teacher who has a sporty personality will have games to
arouse the interest of the students in the classroom; and, finally,
(6) Principles derived from an approach or method. Teachers may believe that
a particular approach or method of teaching is effective and simply continue to
implement it in the classroom. For example, if a teacher believes that
traditional teaching methods of grammar-focused teaching works, he or she
will give make grammar the most important focus in her teaching.
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As shown, there are varied sources of beliefs; however, it appears that
experience is the most powerful engine of beliefs.
2.2.2 Experience as Source of Beliefs
Richardson (cited in Sikula et al., 1996) notes three closely related categories
of experience that are not mutually exclusive. They are: personal experience,
experience with schooling and instruction, and experience that develops from
formal knowledge. The present study sets the primary focus as experience in
schooling and instruction. These are assumed to be powerful contributors to
the participants‟ existing beliefs about aspects of their work.
On schooling and instruction as a source of experience that forms beliefs,
Lortie‟s (1975) frequently cited notion of the „apprenticeship of observation‟
suggests that students arrive in pre-service teacher education with a set of
deep-seated beliefs about the nature of teaching based on their experiences as
students. It is speculated that these strong beliefs, in combination with the
world of practice, create conditions that make it difficult for teacher education
to have an impact. Marland (1998) supports the view that practising teachers‟
education training is not an explanation of their teaching practice. Their
teaching is
… not typically derived from what they were taught in
teacher education program, rather, the classroom actions of
teachers are guided by internal frames of reference rooted
deeply in personal experiences, especially the ones in school
and based on the interpretations of these experiences (p. 31).
In addition to schooling experience, Mitchell (2005) considers personal
experience to comprise part of professional experience, what Richardson
(1996) refers to as “the real world of practice” and which Mitchell thinks is
shaped by a wide variety of influences such as “interactions with pupils,
parents, colleagues, and administrators, as well as the availability of materials
and also the classroom settings” (p. 36). It also includes the actual teaching
experience of pre-service teachers during any practicum, the interaction with
other people in the classroom, such as the supervisor and the cooperating
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teacher, as well as the students. Mitchell claims that personal experience (from
schooling or the „apprenticeship of observation‟ period) and professional
experiences (from instruction that is, teaching in the classroom) are the most
influential in shaping teachers‟ beliefs. These two sets of experience are
claimed to be the most powerful and they affect how much of what teachers
learn from training can be applied in practice. Richardson (cited in Sikula et
al., 1996) claims that “sandwiched between two powerful forces − previous
life history particularly that related to being a student and classroom
experience as student teacher and teacher” (p. 113) teacher education has
difficulty impacting on teachers‟ practice. She further suggests that:
Experience as a student is important in setting images of
teaching that drive classroom practice, and experience as a
teacher is the only way to develop the practical knowledge
that eventually makes routine at least some aspects of
classroom practice and provides alternative approaches when
faced with dilemmas (ibid).
In this study the investigation is limited to schooling and instruction
experience; that is the investigation focuses on the participants‟ remembered
learning and teaching experiences as students and teachers in Macau
secondary school language classrooms, and the roles these experiences play in
shaping the teachers‟ existing beliefs.
2.2.3 The Mediating Role of Context Influencing Beliefs and Practice
Research on beliefs is influenced by the assumption that teachers are “rational
professionals who make judgments and decisions in an uncertain and complex
environment” (Shavelson & Stern, 1981, p. 456). Calderhead (1996) cautions
against treating teachers‟ knowledge and beliefs as “discrete categories”; he
asserts that: “what teachers know and believe is complexly intertwined, both
among domains, and with actions and contexts” (p. 677). Freeman (2002)
offers the view that second language teacher education now recognizes that
teachers‟ work is affected by context, that teachers‟ practices are indisputably
“more complex than earlier thought”. Teachers‟ practices are shaped by
personal and institutional histories.
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Teaching is therefore no longer seen as a teacher's personal agenda. It is
interactive and dialogical with the people involved in the school – students,
parents, community members, and fellow teachers who are parts of the setting
in which teaching happens. Evidence from many sources, such as those cited
in the review of studies for this investigation, suggests that context can
constrain what teachers do. Therefore, it may be said that teachers‟ classroom
actions may not be a reflection of their beliefs because teachers are so much
influenced by contextual concerns or classroom realities, which include the
following:
First, the nature of teaching within a particular educational context. Duffy
(1982) states that the spontaneity of classroom life makes it difficult to enact
best practice. He describes the classroom as a place where the teachers try to
maintain a productive flow of activities: (1) while faced with many
constraints such as the social forces within the classroom, external constraints
such as prescribed textbooks and materials, pressures to “teach to the test” and
expectations from parents and the community; and, (2) “the role strain” (p.
361). Duffy says that with such constraints, teachers find it difficult to make
rational decisions.
Second, the role of others. In the literature on how teachers learn to teach it is
pointed out that student teachers may not be able to apply their beliefs because
of the role played by others. Student teachers may feel that they are caught by
conflicting expectations, for example the need to decide who is right in the
classroom, the teacher supervisor, or the mentor, or self. Their attempts at
“self-socialization” (Tickle, 1991, cited in Biddle et al., 1997, p. 85) may
cause tension when deciding what they personally believe, and they might find
it difficult to resist falling back on traditional practices they are familiar with.
Without an anchor, novice teachers will try to survive, hoping that, at the end
of their teaching practice, they will know better what good teaching really
means.
Third, the „culture‟ in the school. As Yero (2002, p.29) explains, “the culture
of a school is the set of complex relationships among the people in the school
− the students, teachers, administrators, support staff, parents, members of the
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school board. Each teacher within that culture has personal values. It is
difficult to avoid buying into those values” (p. 29). Those values and
expectations influence teachers‟ conceptions of how good teaching should
proceed. The pressure to conform to expectations about appropriate behaviour
may compel teachers‟ to adhere to conservative behaviour.
Morrison (2004) takes a similar view. He suggests that Macau teachers (not
specifically referring to Macau English teachers but, rather the local teachers
in general) have been socially conditioned in a “closed [school] system” that
promotes “a culture of compliance”. This echoes the point made by Johnson
and Golombek (2002) who spoke about the marginalization of teachers under
the transmission paradigm in teacher education, in that they are told what they
should know and how they should use that knowledge. These contextual
constraints, or what in this study is referred to as “classroom realities”, appear
in the interviews with the teachers who were studied as part of this research.
2.3 Milestones in Research on Language Teaching and Teachers‟ Beliefs
2.3.1 The Shift Towards the “teacher-as-a-thinker” Paradigm in
Understanding Teaching
During the past 30 years, researchers in both mainstream teacher education
and language teacher education have put a great deal of effort into
understanding teaching. In the 1960s, research on teaching tended to favour
evaluating teachers‟ competencies by measuring outcomes. A more recent
research avenue in language teacher education and one found more in
mainstream education research as well, has effective teaching defined in terms
of underlying teacher cognition. In the 1970s, the cognitive aspect of teaching,
or what came to be known as the „teacher-as-a-thinker paradigm‟, began to
receive attention in mainstream education research and this interest filtered
into language teaching research. In accepting teaching as a cognitive activity it
is recognised that teachers do more than engage in the acquisition of theories
and skills; they are “… capable of constructing their own reality and
responding to it in unique and idiosyncratic ways” (Calderhead, 1996, p. 709).
The perspective that considers the teacher as a thinker has received increasing
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attention in the context of language teacher education (e.g. Freeman, 1993;
Johnson, 1992; Nunan, 1992; Richards & Lockhart, 1994; Spada & Massey,
1992). Teacher cognition research has highlighted the complex nature of
teaching; it has used qualitative methods and through this approach has
portrayed in rich detail what teachers do and the factors behind their work
(Borg, 2006).
In the 80s, Clark and Peterson (1986) organized a review of the work on
teacher thinking around three categories: teacher planning; teachers‟ active
thoughts and decisions; and teachers‟ theories and beliefs. The study of
teachers‟ implicit theories and beliefs was highlighted as a key category of
research on teacher thinking by these authors and it is this third category that
is, clearly, of interest to the present research. Calderhead (1996) reviewed
research on teachers‟ knowledge and beliefs between 1985 and 1995. In the
conclusion of his review he notes that many factors interact in the process of
teaching.
In particular, research has pointed to the elaborate
knowledge and beliefs structures that teachers hold, to the
influence of their past experiences, even experiences outside
of teaching , in shaping how teachers think about their work,
and the diverse processes of knowledge growth involved in
learning to teach (p. 721).
With the recognition that teachers hold knowledge and beliefs that are shaped
by many kinds of dynamic experiences, came the interest in understanding
teaching from the perspective of the doer of teaching.
The 1990s showed a shift in understanding what teaching entails from the
inside, that is, from the point of view of the teachers themselves (Woods,
1996; Johnson & Golombek, 2002; Freeman, 2002; Richards, 1996). The shift
to the doer implies that teachers are not relatively peripheral participants in the
classroom but direct authorities who possess an insightful understanding of
what learning and teaching are about (Johnson & Golombek, 2002; Breen et
al., 2001; Woods, 1996; Richards, 1998); they are “intellectually autonomous
people who have a kind of school knowledge possessed by no one else”
(Connelly & Clandinin 1984, p. 135). Cortazzi (1993) particularly strongly
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opposes the judgment that teachers are simply deliverers of the curriculum. He
stresses the “need to know more about teachers‟ perspectives… how teachers
themselves see their situation, what their experience is like, what they believe
and how they think” (p. 5). Their cognitions, particularly about the beliefs they
have about their work, form the central theme of this thesis.
2.3.2 Organizing Research in Language Teacher Cognition
Borg (2006) suggests an approach for conceptualizing research in language
teacher cognition and this approach provides a useful direction for the study
here on teachers‟ beliefs. In his framework, the following concepts are put
forward: teachers have cognitions about all aspects of their work; these
cognitions are defined using several constructs; knowledge and beliefs are key
constructs for the study of language teacher cognition, the latter is the focus of
this study. Borg (2006) suggests that beliefs arise from the following:
i.

schooling and instruction – that is, cognitions are shaped by
personal history and specific classroom experience by defining
preconceptions of education ( teachers‟ teaching);

ii.

professional coursework – that is, cognitions are shaped by what
student teachers learn from courses that they take during their
training years;

iii.

classroom practice – that is, cognitions are influenced by context
which specifically includes classroom practice.

Context and practice are viewed as mutually informing. For example, context
mediates beliefs and practice. A teacher may experience tension as he or she
carries out a teaching task. Context can also affect beliefs as a teacher
considers what the best response to a situation that arises is. The teacher‟s
reaction may be conscious or unconscious, and the teacher may reflect on
what happens. How a teacher reflects is determined by many variables such as,
for example, years of experience, time available for reflection, past experience
in learning. Borg also reports that the studies on language teacher cognition
show two directions as outlined next.
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2.3.3 Pre-service and In-service Language Teacher Cognition Research
Directions
One direction focuses on the what; another focus is on the how. Studies that
focus on the what of cognitions are interested in content; those that investigate
the how look into the process of how cognitions are developed, for example,
changes that occur as a result of teaching practicum experience. The study
here investigates the content of the Macau EFL teachers‟ existing beliefs about
aspects of their work as teachers.
There are studies which focus on content, although these are limited. Bailey et
al., (1996) consider the „content‟ of pre-service and in-service teacher
cognition, and the influence of prior language learning experience on teaching
philosophies and practices. The instructional actions and decisions of preservice teachers are investigated in Johnson‟s research (1992a). With inservice teachers, Allen (2002) is interested in teacher‟s beliefs about foreign
language teaching while Richards (1996) focuses on the culture of teaching.
Investigations into pre-service and in-service teachers can also be
differentiated according to whether the participants are novice teachers, are in
a TESOL program in a certain institution, or, as is the case in this study, have
a particular background. It is the Macau teachers‟ particular „context‟, the
personal experience they share, that distinguishes them as a group for
investigation. Both pre-service and in-service groups went through the same
high school system and the same teacher education program.
2.3.4 A Survey of Studies on Teachers‟ Beliefs and Influences
This study is grounded in the theoretical framework of constructionist,
interpretivist epistemology inspired by Dewey‟s (1938) philosophy of
experience as is discussed in Chapter 3. According to Dewey, experience is
the interaction between the individual and the environment. The notion of
experience stresses that everything in this world exists in relation to other
things. A review of studies which demonstrate the interplay of beliefs with
experience and context from the participants‟ educational experiences at three
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influential stages of learning about teaching, or how to teach, is outlined here
to provide an explanation to the approach used in this study.
2.3.4.1 Teachers‟ Beliefs and Prior Experience as Students
As emphasized earlier, schooling and instruction have been established as a
category of experience that influences the development of beliefs. Biddle et
al. (1997, p. 97) assert that teaching is “seldom a role-play”. Freeman and
Johnson (1998, p. 401) report that teachers have come to be acknowledged as
“individuals who enter teacher education programmes with prior experiences,
personal values and beliefs that inform knowledge about teaching and shape
what they do in classrooms” (p. 401). These prior schooling experiences and
the beliefs that shaped them are associated with a phenomenon that is widely
recognized in teacher education circles as „the apprenticeship of observation‟.
Work in this area of inquiry, that is, the relationship between prior experience
and teachers‟ beliefs can be found in mainstream education (e.g. Lortie, 1975,
Nisbett & Ross, 1980, Calderhead 1996, Almarza‟s, 1983, Holt-Reynold,
1992) and also in ELT, in particular in language teacher cognition studies (e.g.
Bailey et al., 1996; Johnson, 1994; Numrich, 1996; Freeman & Johnson 1998;
Woods 1996; Golombek, 1998; Borg, 2003, 2006).
Yero (2002) insists that much of what teachers believe about school comes
from their own school experience. Through this experience, they have formed
unconscious beliefs about themselves and their abilities, about the nature of
knowledge, and about how knowledge is acquired or learned. These
preconceptions are brought by student teachers when they enter training. They
form their initial understanding of teaching and may be described as
“folkways of teaching” (Borg, 2004, p. 274). In times of uncertainty in the
process of teaching, teachers tend to revert to these folkways which they
develop from intuition and imitation. They constitute tried strategies and thus
can be impervious to influence.
This point is made in Holt-Reynold‟s (1992) study in mainstream education in
which she explores the relationship between the personal history-based beliefs
of pre-service teachers and their receptiveness to the principles that one
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professor advocated. The nine pre-service teachers interviewed rejected the
professor‟s ideas about student-centred –focused approach to classroom
teaching and teacher telling as an instructional tool based on their existing
conceptions of “good” teaching, “good” subject matter classrooms, and
“good” student capabilities derived mainly from their own personal histories.
As Holt-Reynolds describes it, “The character of these pre-service teachers‟
beliefs was such that they used their personal histories to test the professor‟s
principles and arguments. They did not use Barnett‟s [their professor‟s]
principles and arguments to test their beliefs” (pp. 339-340). Apparently, the
professor failed to change their beliefs. The resistant nature of personal-history
based beliefs is clearly in evidence in the reported study.
The powerful hold of the apprenticeship of observation is evident in language
teaching research. In Johnson‟s (1994) study of four pre-service teachers in
the USA, the author provides insight into the tensions student teachers face in
using a teaching style that reflects their beliefs. The student teachers were
aware that the teacher-centred models of teaching were limited but they felt
powerless to change and thus reverted to old models. One of the student
teachers felt she did not have “other experiences”, in other words, she had no
alternative models. Without alternative models, the student teachers tended to
rely on old models, teaching as they were taught.
The influence of language learning experiences in shaping teachers‟
philosophy and practices is also in evidence in the research of Bailey et al
(1996). The participants in their study became aware of the various theories of
teaching, as well as their origins through teacher education; however, the
study confirmed that prior experiences functioned as “de facto guides”
(Freeman, 2002) for teachers in approaching what they do in classrooms.
Their positive and negative experiences as students also influence teachers‟
beliefs, as Numrich (1996) and Golombek (1998) found. Prior knowledge
shaping novice teachers‟ beliefs about teaching is also evidence in Richards
and Pennington‟s work (1998). Likewise, in Almarza‟s (1996) study it is
demonstrated that the teacher education model is interpreted by individual
trainee teachers as they “deconstruct” and “reconstruct” it, based on factors
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that include their beliefs, how they view themselves, language, teaching,
learners and learning.
Studies of practising teachers support the idea that prior learning experiences
shape teacher cognition and decisions. In Woods‟ (1996) study, the knowledge
systems, beliefs, attitudes, values, and experience of the informants shape the
participants‟ interpretation of teaching and influence their planning and
instructional decision-making relating to language teaching. The study also
reveals that the decision-making processes of the participants were influenced
by their prior language learning experiences. The study ultimately suggests
looking at the influences that come from teachers‟ professional lives as a
whole in order to understand teachers‟ practice.
In sum, the picture conveyed in the origin of beliefs is that teachers' prior
language learning experience forms the basis of teachers‟ initial
conceptualizations that they bring to teacher education, and that these also
affect their interpretation of the decisions taken in actual practice.
2.3.4.2 Teachers‟ Beliefs and Teacher Education Experience
As implied in the discussion of how overwhelming the influence of prior
experience is, it appears that teacher education has a weak impact on changing
the beliefs and practices of the teachers it trains. Empirical evidence
demonstrating this point has been presented by several scholars (e.g. Kettle &
Sellars, 1996; Weinstein, 1990). It seems certain that teacher education
programs have difficulty having any real and reliable impact on the teachers‟
prior beliefs and, therefore, such programs are failing in their objectives.
Several studies show that teacher beliefs are not changed by any teacher
education experience. In Urmston‟s (2003) longitudinal study of teachers
learning to teach English in Hong Kong secondary schools and enrolled in BA
courses in Teaching English as a Second Language at the City University of
Hong Kong, the researcher aimed to establish changes in pre-service English
teachers‟ beliefs and knowledge between leaving secondary school and
entering the profession. The results suggest that: pre-service beliefs and
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knowledge are based on their experiences as students within the education
system; are strongly influenced by their time in classrooms during practice
teaching. Their beliefs and knowledge were found to have been changed
relatively little by the training they received in their BA course.
Peacock (2001) undertook a longitudinal study in which he investigated
changes in the beliefs about the second language learning of 146 trainee TESL
students over their three-year program again at the City University of Hong
Kong. The beliefs were collected using the Horwitz Beliefs about Language
Learning Inventory and these beliefs were compared with the beliefs of
experienced teachers. He reports differences in three key areas but concluded
that these participants, when preparing their classroom tasks, materials, and
such like, tended to over-emphasize the teaching of vocabulary and grammar
rules compared to the other classroom tasks necessary for foreign language
learning. Overall, no significant changes were found relating to the core
beliefs about vocabulary and grammar. The “data do not support the belief
that trainees beliefs are shaped by pre-service methodology courses” (p. 187).
Enquiries into the relationship between teacher cognition and teacher
education, especially studies focusing on content, reveal the ineffectiveness of
teacher education in changing trainees‟ beliefs. However, this aspect of
experience, that is, the relative impact of teacher education experience on
teachers‟ beliefs and belief formation is not within the scope of the study. The
concern of this study is with pre-service and in-service language teachers‟
experience of teaching English as student teachers and practicing teachers in
Macau secondary school classrooms.
2.3.4.3 Teachers‟ Beliefs and Classroom Teaching Experience
According to Schön (1983), in-service teachers interpret and organize their
experience by means of what he calls “appreciative systems”, but other
authors have referred variously to teachers‟ personal practical theories
(Connelly & Clandinin, 1988), practical theories (Handal & Lauvas, 1987),
practical knowledge (Elbaz, 1983) , BAK (Woods, 1996), or maxims
(Richards, 1996)). In his work, Richards (1996) analysed a corpus of teachers‟
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narratives (without analysing teachers‟ actual teaching) and found that
teachers‟ pedagogical choices are guided by maxims or what he called
„personal, pedagogical principles‟. Teachers may have beliefs that are formed
from past experiences but these may change as teachers gain more experience.
Borg (2006) makes a case for the relationship between cognition and
classroom teaching experience. This work reviews studies that provide
evidence towards this argument. He singled out the research of Crookes and
Arakaki (1999) as having contributed towards this issue. In the study of
Crookes and Arakaki, the sources of ESL teachers‟ ideas were the teachers‟
„personal history of knowledge‟; teachers come to know which ideas are most
effective in which circumstances since they know what works and what does
not work with more practice. Professional practice experience, or practical
experience, it is suggested, provides these ideas to teachers. It is in studies in
mainstream education that the link between practical experience and cognition
can be seen. The studies are often ones that compare PRS and INS teachers. In
ELT, one particular study provides evidence of the link between beliefs and
teachers‟ classroom teaching experience.
In their study of teachers‟ beliefs in Hong Kong schools, Richards, Tung, and
Ng (1992) determined that the 249 teachers sampled shared consistent beliefs
regarding the nature of the EFL curriculum in Hong Kong, the role of English
in the society, differences between English and Chinese, the relevance of
theory to practice, the role of textbooks, their own role in the classroom. The
researchers found that inexperienced teachers, compared with experienced
teachers, placed importance on grammatical theories of language and
memorization. Differences in teaching methods they considered useful were
attributed to the amount of teaching experience teachers had had, and to the
theories of teaching that they supported. The nature of the difference between
novice and experienced EFL teachers is also a matter of discussion in the
research reported here; however, it will be seen in the findings are at variance
with those of Richards et al despite the proximity of the setting.
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2.3.4.4 Teachers‟ Beliefs and Context (Teaching Realities)
According to Borg (2006), the “social, institutional, instructional and physical
settings” in which teachers work have a major impact on their cognitions and
practices” (p. 275). Therefore, when attempting to understand their teaching,
this context must not be ignored or, he claims, a flawed characterization of
teaching will result. Many studies have provided evidence that contextual
factors or classroom realities affect what teachers do (e.g. Burns, 1996; Spada
& Massey, 1992; Crookes & Arakaki, 1999; Johnson, 1994). Woods (1996)
shows that language teaching practices are grounded in the everyday routine
of practice. Accordingly, the teachers‟ BAK influences the context of teaching
which also recursively informs the system of BAK. His notion is that the BAK
is part of the perceiving and organizing of the decisions. When a decision is
considered, it is considered in the context of BAK, and when it is remembered
later, it is remembered as part of BAK.
It is also the case that the knowledge of teachers is informed by responses to
concrete situations. Cumming (1989, cited in Richards, 1998) argues that “the
kinds of practical knowledge which teachers use in teaching, appear to exist
largely in very personalized terms, based on unique experiences, individual
conceptions, and their interactions with local contexts” (p. 67). Elbaz (1983, p.
5) emphasizes the practical, the “kinds of knowledge, as integrated by the
individual teacher in terms of personal values and beliefs as oriented to the
practical situation”. In other words, teachers have beliefs that are formed as a
result of responding to what is possible within the context of teaching.
In this study a similar understanding is endorsed, namely that teachers are real
people with backgrounds, histories and experiences that they bring to a
complex teaching and learning environment. Teachers also have beliefs that
are mediated by context, as is clearly seen in the data. Teaching is socially
constructed, which is a precept of an interpretivist, constructionist perspective
that falls within Dewey‟s concept of experience.
The following section identifies how this study contributes to a better
understanding of the nature of pre-service and in-service language teacher
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cognition, an area of investigation which Borg (2006) considers to be, among
others, in need of more attention.
2.4 The Research Gap in Teacher Cognition Research in Specific
Contexts
As emphasized earlier in the chapter, in reviewing teacher cognition research,
Borg (2003) claims that it has already been established that teachers are
“active, thinking decision-makers who make instructional decisions by
drawing on complex, practically-oriented, personalized, and context-sensitive
networks of knowledge, thoughts, beliefs” (p. 81). Freeman and Richards
(1996) argue that in order to better understand teaching, there is a need to
“know more about language teachers” (p. 1). While this information is known,
it may be pointed out that there is little information about foreign language
teachers working in a particular context, Macau being a case in point.
Therefore, the information presented as a result of this research would be
useful for providing preliminary insights about EFL teaching in Macau
secondary school language classrooms.
Pawlak (2007), in his review of Borg‟s (2006) work on teacher cognition and
language teacher education, observes „a missing perspective‟. He is critical of
the fact that despite drawing on 180 sources published in the last thirty years,
Borg‟s review does not have any reference to studies done in non-English
speaking countries on teacher cognition. In fact, in Borg‟s (2003) earlier work,
he himself points out that a clear sense of unity is lacking in the work. He
observes that “the range of contexts studied [in teacher cognition] to date
cannot, in global terms, be considered representative of language teaching
settings. He reports that:
… much research has been conducted with native speaker
teachers working with small groups of motivated adult
learners studying in universities or private institutions. In
contrast, there is minimal insight into the state school
settings (primary and secondary) where languages are taught
by non-native teachers to large classes of learners who,
particularly in the case of English, may not be studying the
language voluntarily (p. 106).
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He suggests that this kind of study should be encouraged.
As to the context of the current work, teachers located in Macau fit in this
research gap. Macau secondary school teachers are non-native teachers of
English, teaching large classes and teaching English as one of the three major
subjects in high school. Additionally, the two cohorts who participated in
this project are Cantonese-speaking Chinese who were all born or grew up in
Macau and taught English in Macau secondary schools as students or
practising teachers during or after formal teacher training. In addition to their
major work as language teachers, the practising language teachers in this study
also taught other school subjects assigned by school principals such as IT
(Information Technology), Religion, Mathematics and History to name a few.
To date, there is still little information available with regard to Macau English
(EFL) language teachers and none that addresses specifically the beliefs of
pre-service and in-service teachers regarding aspects of their work as teachers,
even though these underpin what they do in their self-reported practices. So
far, the only study that directly addresses teachers‟ beliefs amongst Macau
teachers is that of Davis (2003), who undertook a small scale investigation that
focused on exploring the similarities and differences of Macau teachers‟ and
students‟ beliefs regarding language learning. Davis (2003) investigated the
mismatch of 18 teachers‟ and 97 learners‟ beliefs in a tertiary institution in
Macau. Using a survey instrument, he found there were differences between
the two groups. For example, students were much stronger than teachers in
their belief that: teachers should correct students when they made grammatical
mistakes in order to prevent the formation of bad habits; most of the mistakes
L2 learners made were due to interference from L1; teachers should present
grammatical rules one at a time and students should practise each of these
before moving on; and teachers should use materials that expose students only
to those language structures that have already been taught. Davis concluded
that students based their views about learning on different theoretical
underpinning from those their teachers used. The study warrants a further
qualitative type of investigation but, as it is has made a contribution to studies
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on beliefs of teachers and learners in a context where investigation on
cognition barely exists.
Borg (2006) suggests doing more research in the field of language teacher
cognition which he claims at present is “a fragmented one, with an array of
diverse issues being studied from different perspectives” (p. 45). He proposes
studies based on some criteria, e.g. chronological, methodological, or
geographical, on which basis a coherent system for classifying studies in
language teacher cognition can be established. Davis‟ study seems to have met
the criteria of “geography”, as does this present study. Although the present
study has a different focus from that of Davis, it is similar because of its
contribution to language teacher cognition research in Macau.
In fact, it is only in the post colonial era that teachers‟ practices have started to
receive attention in Macau. Of the few studies set in Macau, apart from the
work of Davis, the works of Tang (2002) and Un (2003) are pertinent although
different in scope, as they address important issues such as the quality of
classroom teaching practices in secondary school classrooms there. These
limited studies suggest that traditional teaching practices are prevalent in
Macau classrooms. In other words, even after formal study at the university,
teachers appear to be supporting the conservative teaching practices they knew
as students. But are teachers really not adding anything new to the traditional
instructional approaches familiar to them as students? What do teachers rely
on in their practice? Ieong (1993) argues that Macau teachers “make the best
of whatever resources they have” to make things happen (p.8). She vindicates
the role of teachers‟ “hearts” in enabling teachers to bring the best teaching
into the fragmented educational system of Macau. However, given the limited
research about English teachers and none from the perspectives of the
secondary school language teachers, that is, from EFL student teachers and
practitioners, these findings cannot be taken as conclusive evidence of the
state of Macau secondary school EFL teaching. The study reported here,
therefore, fills some of the niche in language teacher cognition research as it
explores the beliefs Macau EFL teachers hold and the factors that are
responsible for shaping these beliefs.
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2.5 Chapter Summary
To conclude, the chapter presents the assumptions on which the research is
based, namely that: learning is an ongoing process; teachers learn about
teaching even before they enter training, that is, from schooling, especially
from the apprenticeship of observation; teachers learn formally about teaching
from teacher education study, but they learn relatively more from instruction
or classroom teaching. The two categories of experience that teachers have,
schooling and instruction, as both students and teachers in classrooms,
together shape teachers‟ existing beliefs about EFL teaching. The present
study explored areas where teachers, according to Calderhead (1996), hold
“significant” beliefs and the influences on them.Figure 1 below outlines the
conceptual framework of the study. A one-tipped arrow was used to indicate
the influence of potential sources of beliefs - schooling and instruction. A twoend-tipped arrow was used to indicate that beliefs and practices inform each
other. The arrow that runs horizontally towards the vertical arrow that
connects existing beliefs and instruction was used to indicate the mediating
influence of context factors on teachers‟ beliefs and practices.
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SCHOOLING
(High School) forms early conceptions (i.e.
about good teachers, good teaching)

EXISTING BELIEFS
(Experience-based and contextmediated beliefs)

About
Teacher,
Teaching,
Students, and
Medium of
Instruction

CONTEXTUAL FACTORS

INSTRUCTION
(Classroom

teaching, including
practice teaching, influences
beliefs consciously or
unconsciously)

Figure 1. The Conceptual Framework of the Study
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CHAPTER THREE
THEORETICAL FRAMEWORK AND RESEARCH DESIGN
3. Introduction
This chapter presents the qualitative design of the study. It describes the
constructionist and interpretivist theoretical framework used in this
investigation. The chapter begins with a brief description of the qualitative
approach and the rationale for its adoption. There is then an explanation of the
process of data collection, of the selection of research site and participants, the
data analysis procedure, and a discussion of the significant research quality
issues.
3.1 The Qualitative Research Approach
An approach is the way the research process is
conceptualized within a particular epistemological and
theoretical perspective (Kayrooz & Trevitt, 2005, p. 116).
Qualitative and quantitative approaches have different perspectives, which
mean that the world is viewed differently depending on the approach.
Different methods are used to gather data and information. A qualitative
approach is associated with a text-based or non-mathematical analysis and
interpretation of information rather than statistical designs or mathematical
analysis for gathering and analysing data (Kayrooz & Trevitt, 2005, p. 11).
Today, there is increasingly a widespread use of the qualitative approach in
educational research. It is used when the interest is in people‟s view of
situations and events. In many studies, the emphasis is on people‟s subjective
points of view, the interest in interpreting meanings that people attribute to
experiences and events, and the orientation they have towards the meaning of
objects and activities (Flick, 1998). In fact, the number of qualitative studies
has far outweighed the number of quantitative studies research studies
(Eisenhart, 2001) in the field of education. In ELT, one only has to look at
Borg‟s (2003) review of 64 studies of language teaching and teacher cognition
to see a wide range of research methods that are largely qualitative in
approach.
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3.1.1 Rationale for Adopting a Qualitative Research Approach
Chapter 1 mentioned that the study seeks to explore teachers‟ beliefs in order
to know how teachers define their work and with a view to understand
English language teaching practices in Macau secondary school classrooms
from the perspectives of the practitioners. This study involves an interpretation
of a complex social phenomenon, the teachers‟ beliefs regarding teaching
English (EFL) and where these beliefs come from, their sources. It can be
argued that the study lends itself to a qualitative approach rather than
quantitative approach. The aim of qualitative research is to gain an in-depth
understanding of people‟s behaviour and what governs it. This approach deals
with a “subjective, value-laden, bias and ad hoc process that accepts multiple
realities through the study of a small number of cases” (O‟Leary, 2004, p. 99).
In this study, the subjective dimension of teaching was observed, more
specifically, the teachers‟ beliefs. By using a qualitative approach, it has
acknowledged the multiple realities of the participants; it naturally fits into a
type of research for which the qualitative approach is appropriate.
Qualitative inquiry has received criticism for its emphasis on the subjective
but Stake (1995), for example, defends its use: “The intent of qualitative
researchers to promote a subjective paradigm is given. Subjectivity is not seen
as a failing needing to be eliminated but as an essential element of
understanding” (p. 45). The goal of qualitative inquiry is to achieve an
understanding of complex interrelationships rather than control and
explanation (ibid). This was also the purpose of the present investigation.
Aside from the value of allowing subjectivity, there were four additional
reasons for adopting a qualitative approach for this study. They were: the need
to understand a phenomenon from an emic perspective, the limited availability
of information about teachers and EFL teaching, the recognition of research
quality issues (e.g. generalizability), and the need for approaching phenomena
in a holistic way.
The first reason is connected to the main purpose of this research. The study
set out to understand a phenomenon from an emic perspective, that is, from
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“the research participants‟ perceptions and understandings of their social
reality” (Gall et al., 1996, p. 758).
The second reason is connected to another aim of this investigation, that of
making a contribution to the study of teacher cognition and language teacher
education research. As mentioned in Chapter 2, Borg‟s review of teacher
cognition research has already established that teachers “are active , thinking
decision-makers who make instructional choices by drawing on complex,
practically-oriented, personalized and context-sensitive network of knowledge,
thoughts and beliefs” (p. 81). Nonetheless, there is little detailed specific
knowledge of this nature so this research aims to contribute to the little
knowledge we have by providing additional detail and insight. When “there is
little information available, or because the issue is complex and its complexity
needs to be better understood” (Cresswell, 2002, p. 62), a qualitative approach
is in order.
Related to the second reason is the issue of the relevance of a qualitative
approach for investigation in cases when the topic is quite complex and
relatively unknown (Kayrooz & Trevitt, 2005). A decade ago, the lack of an
understanding of teaching from the doer‟s perspective was a pronounced gap
already identified in ELT research (Woods, 1996). In the following years,
several studies have called for addressing teaching from the inside (e.g.
Cochran-Smith, 1990; Woods, 1996) rather than from the outside, that is, from
the perspectives of the practitioners rather than the researchers. This study set
out to understand a phenomenon from “the inside” perspective. A qualitative
approach is suitable for such a perspective, enabling the “uncovering
searching, uncovering, interpreting meanings of phenomena, what is
happening, being done, being understood, or being interpreted by the
participants in the social activities being studied” (Wiseman, 1990, p. 102).
The third reason deals with a further objective of this qualitative study. It aims
to produce results that “resonate” with the language teaching profession rather
than simply providing results which even teachers in other environments can
make sense of because they resonate in their own situations (Senior, 2006);
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they mirror their own experiences. This study seeks to provide research that is
validated by “resonance” rather than generalizability.
Finally, the fourth reason, which has to do with the nature of qualitative
inquiry itself, which is distinguishable from quantitative inquiry by its
emphasis on the holistic treatment of phenomena (Stake, 1995, p. 43). The
study looked at the role of context, for example, the participants‟ past
educational experiences, to which the phenomena are linked.
In sum, a qualitative approach is the most appropriate for the study because of
what the study sets out to do and the contribution the study will make to the
knowledge base of language teacher education. It will be particularly
insightful for teacher educators in Macau, and those teachers engaged in the
profession in a similar environment.

3.2 The Theoretical Underpinnings of the Qualitative Study
3.2.1 The Constructionist Epistemology of the Study
According to Bogdan and Biklen (1982), whether explicitly stated or not,
research is guided by philosophical underpinnings. Crotty (1998) argues that it
is the epistemology that grounds research and guides the readers of the
research when evaluating the kind of knowledge laid before them. Clarifying
the epistemology of the research is therefore crucial. The word
“epistemology” is derived from the Greek word episteme, “knowledge”, and
logos, “reason”. Because it is the theory of knowledge, epistemology provides
a way of understanding and explaining knowledge, how we know what we
know.
Three dimensions of epistemology support views of what knowledge is:
objectivism, subjectivism, and constructionism. This study favours the
epistemology of constructionism, which argues that there is no objective
meaning, and that the object is not acted upon by the subject (Crotty, 1998).
The view of constructionist epistemology is that “all knowledge is dependent
upon human practices, being constructed in and out of interaction between
human beings and their world, and developed within an essentially social
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context” (ibid, p. 42). Basically a reaction against objectivism, it asserts that
there is no objective truth waiting to be discovered. Truth or meaning comes
into existence and out of our engagement with the realities of the world.
Constructionism suggests that meaning is neither discovered nor created, but
rather constructed. Objectivism asserts that research can lead us to know and
to verify the truth. On the other hand, subjectivism claims that there are
infinite interpretations of events. Constructionism posits an objective world
mediated by an individual‟s conceptual lens or framework. In this
understanding of knowledge, different people construct meanings as they
engage in the world. They construct meaning in different ways, even in
relation to the same phenomenon (ibid). For example, a person who describes
a wooden chair as an antique is no more correct than a person who calls it junk
(Rubin & Rubin, 2005). Constructionism suggests that conflicting pictures of a
situation can be true at the same time; truth is not dependent on one
interpretation alone.
The approach followed by constructionism suits well this study as it allowed
the participants to express beliefs through constructing meaning from the
phenomena they were experiencing. The implication for the study is that
teachers‟ beliefs, for example about good teaching, must be understood against
the background of the educational experiences that contributed to their
shaping. To understand teachers‟ beliefs is not to separate the beliefs from past
experiences or from the people who played a part in the construction of those
beliefs. Insights from Putnam and Borko (cited in Biddle et al., 1997) on the
nature of social cognition provide support for this view:
What people know and how they learn are being increasingly
viewed as a social phenomenon…knowledge and thinking
are the products of interactions among groups of people over
time. Learning [to teach] is a social process in which
individuals interact, often with more knowledgeable others,
to acquire models of thought and become enculturated into
various communities (p. 125).
Basically, this proposes that meaning is constructed with others. Teachers, by
working professionally with others in their field, come to share meanings and
form judgments. Meaning, therefore, arises from this social interaction.
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3.2.2 The Interpretivist Theoretical Perspective of the Study
Crotty (1998) defines theoretical perspective as “the philosophical stance
informing the methodology and thus providing the context” (p. 3); it is the
framework for a logical execution of the research, or the “superstructures”,
which determine what method to use and in what form the findings are to be
reported (Kayrooz & Trevitt, 2005). From the sociologist‟s point of view, the
theoretical perspective is about the assumptions that people have about what is
important and what makes the world work (Bogdan & Biklen, 1982). It is
important to clarify the theoretical perspectives of a research study because, as
Crotty (1998) asserts, the way we view the world is how we interpret it.
According to Crotty (1998), one of the dominant paradigms underpinning
theoretical perspectives in the educational research field is interpretivism. One
underlying assumption of interpretivism is that knowledge is both subjective
and socially constructed; another is that different individuals understand the
world differently. These presuppositions imply that it is fruitless to discover
universal laws. Interpretivists see the usefulness in studying the different ways
people make sense of situations, through language and other symbolic
systems. Interpretivism upholds the belief that individuals, as they interact
with the social structures and culture around them, create meanings in not
purely subjective or idiosyncratic ways. It is by studying these interactions that
we can come to understand how people make sense of things and act in the
world. The focus is on self and social structures and cultures. There is a strong
emphasis on communication, on how people‟s interactions are mediated
through language and other symbolic systems (Carr & Kemmis, 1986; Usher
& Bryant, 1989).
One particular interpretivist approach is the notion of symbolic interactionism.
Three major premises are fundamental to this approach (Blumer, 1986, p.2):


Human beings act towards things on the basis of the
meanings they have for them;



The meanings of such things are derived from, or arise out
of, the social interaction that one has with one‟s fellows;
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The meanings of such things are handled in, and modified
through, an interpretive process used by the person in
dealing with the things as he encounters them.

In essence, symbolic interactionism emphasizes the fact that people interpret
or define their behaviour; that is, behaviour is not merely seen as a reaction. In
this approach, human beings interpret or „define‟ each other‟s actions instead
of merely reacting to each others‟ actions. It recognizes that the meanings
things have for human beings are central in their own right; for example, it
recognizes what a tree or a chair means for the person, or what categories of
teachers mean for different people, for example whether they are seen as good,
bad, lazy and so on. Symbolic interactionism further emphasizes that
meanings originate from interactions between people, “the meaning of a thing
for a person grows out of the ways in which other persons act toward the
person with regard to the thing” (ibid, p. 4). And finally, it views that
meanings are not static; they are always undergoing modification or
reconstruction. People are seen as active social beings, not predetermined
organisms. Putting this perspective into applied research means, for example,
that symbolic interactionism views teachers as active agents. Teachers create
meanings in their day-to-day interactions and they act in accordance with
these meanings. They are recognized as interpretive, social beings within their
own contexts. That human behaviour is social in origin, shaped by social
forces, is a notion embraced in Dewey‟s concept of experience.
3.2.3 Dewey‟s Concept of Experience and Beliefs
The concept of experience is central to Dewey‟s (1938) philosophy.
According to him, experience is the interaction between the individual and the
environment. The notion of experience stresses that everything in this world
exists in relation with other things. It requires the interdependence between
two important factors: the organisms and the environment. Individuals find
meanings in the situations they live in and they make modifications and
adaptations to solve problems in their daily lives. Dewey (1938) also states
that experience arises from the interaction of two principles - continuity and
interaction. Continuity means that each experience a person has will influence
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his/her future. On the other hand, interaction refers to the situational influence
on one's experience. One's present experience is a function of the interaction
between one's past experiences and the present situation. By the principle of
continuity, one‟s experiences are related to one‟s awareness of how the past
will cascade into the future. As Dewey explains:
As an individual passes from one situation to another, his
world, his environment, expands or contracts. He does not
find himself living in another world but in a different part or
aspect of one and the same world. What he has learned in the
way of knowledge and skill in one situation becomes an
instrument of understanding and dealing effectively with the
situations which follow (p. 42).
He argues that we learn something from every experience whether or not it
affects us positively or negatively. These accumulated experiences influence
the nature of one's future experiences. Therefore, every event influences all
potential future experiences for an individual in some way. Continuity refers
to this idea in which each experience is stored and carried on into the future.
On the other hand, it is by the principle of interaction that the transaction
between an individual and the environment is interpreted. According to
Dewey, “The conceptions of situation and interaction are inseparable from
each other. An experience is always what it is because of a transaction” (1933,
p. 41). In other words, an individual both influences and is influenced by his
or her interactions with others and with the environment. The principle of
interaction builds upon the notion of continuity and explains how past
experience interacts with the present situation to create one's present
experience. Dewey's hypothesis is that one‟s current experience can be
understood as a function of one‟s previous experience which interacts with the
present situation to create an individual's experience. In sum, interaction refers
to the idea that any situation can be experienced in profoundly different ways
because of unique individual experiences. Dewey also argues that experience
is neither a mental phenomenon nor a state of consciousness. In this mutual
interaction between the individual and the conditions, beliefs play an
important role. Belief is one‟s way of making sense of the environment and its
events as one constantly interprets reality.
64

CHAPTER 3
The relationships between experience, beliefs and action (practices) are
described in Dewey‟s article “Beliefs and Realities” (1906). Here he suggests
that beliefs arise from the realities happening in the environment, although not
in a mechanical, logical or psychological sense. They affect the way in which
one perceives reality and, in effect, guides and influences thought, action,
behaviour or practice. Further, beliefs are influenced by experiences; Dewey
(1906) suggests that beliefs are a part of one‟s interpretive ability as one
makes sense of the social world and responds to the problems faced. Human
beings, therefore, are capable of constructing their own reality and responding
to it in idiosyncratic ways. Beliefs are experience-based and context-bound,
just as the present study assumes. Dewey (1906) implies that beliefs are not
simply a property of intellect. Beliefs may result in practical action. Having a
filtering effect on thinking and information processing, and all other aspects of
thought processes, beliefs play a critical role in shaping perceptions and
actions.
The ideas of Dewey have become a major influence on theories and applied
research in the domain of teacher beliefs in both mainstream and language
teacher education inquiries. In the field of language teacher education, where
teacher beliefs research is influenced by that in mainstream education, a
common assumption shared is that beliefs drive teachers‟ practice. It is also
increasingly accepted that “teachers are active, thinking decision-makers who
play a central role in shaping classroom events” (Borg, 2006, p. 1). Moreover,
it is recognised that having information about teacher beliefs is essential to
understanding teaching.
Mainstream education scholars such as Clark and Peterson (1986) agree that
teachers‟ theories and beliefs represent a rich store of knowledge, and argue
that teachers make sense of their world and respond to it by forming a
complex system of personal and professional knowledge. Referring to beliefs
as personal knowledge, Kagan (1992) puts forward a strong argument that
much of a teacher‟s professional knowledge can be more accurately regarded
as belief. She believes that, as a teacher‟s experience in the profession
increases, this knowledge grows richer and more coherent and forms a highly
personalized pedagogy or belief system.
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Teachers‟ perceptions, judgments and behaviours are constrained by these
belief systems. The term beliefs (like the term knowledge, which is another
popular mental construct in teacher cognition research) may be given different
meanings or labelled differently by researchers, as already explained in
Chapter 2. Nonetheless, essential to studies on teacher thinking is the
recognition that teachers are thinkers and that,“ a teacher‟s cognitive and other
behaviours are guided by and make sense in relation to a personally held
system of beliefs, values, and principles” (Clark & Peterson, 1986, p. 287).
These researchers propose that a teacher needs to be assisted “in moving from
an implicitly held and private system to an explicit description of his or her
cognitive frame of reference” (ibid). Such is what the present research has
sought to achieve through this case study, to make explicit the beliefs held by
a group secondary school language (English) teachers in the Macau EFL
teaching context.
3.3 The Qualitative Case Study Research Design
3.3.1 The Case Study Method and Definition of Case Study
This section discusses the research method adopted for the qualitative research
approach which is the case study. The selected approach determines the choice
and use of method (Kayrooz & Trevitt, 2005). Qualitative research is largely
exploratory, that is, the interest is in hypothesis generation rather than in
testing hypotheses. A case study is often undertaken under the umbrella of a
qualitative framework. This is due to a concern that it shares with other
qualitative research methodologies that the focus is on exploring a complex
social phenomenon. Indeed, according to Gall et al. (1996), a case study can
be used to study virtually any phenomena.
Stark and Torrance (2005) assert that a case study is useful in “engage[ing]
with and report[ing] the complexity of social activity in order to represent the
meaning that individual actors bring to those settings and manufacture in them
(p. 33). A case study is useful for understanding how teachers view their work
and clarifying how they respond to the problems encountered in their everyday
teaching (Stoynoff, 2004; Nunan, 1992). It has the capacity to show the
diversity and complexity of experience. Thus, a case study is an appropriate
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method for this study since the aim of the study was to explore the association
between remembered, complex, and personal past experiences in learning
English and the beliefs held by the participants. According to Miller (1997),
interest in a case study as a research methodology has increased; in recent
years, it has been used to study language teachers and classrooms. In this
thesis, it is argued that the case study of beliefs will provide valuable insights
for language teacher education programs and to language teacher cognition
researchers in an EFL setting.
Scholars define a case study in different ways. For example, Merriam (1988)
defines the qualitative case study as “an intensive, holistic description and
analysis of a single entity, phenomenon, or social unit… (as) particularistic,
descriptive and heuristic and relies heavily on inductive reasoning in handling
multiple data sources” (p. 16). Stake (1988) defines a case study as a “ a study
of the bounded system, emphasizing unity and wholeness of the system, but
confining the attention only to those aspects that are relevant to the research
problem at the time and unity of the system” (p. 258).
For Yin (1989), a case study is an empirical enquiry that “investigates a
contemporary phenomenon with its real-life context; when the boundaries
between the phenomenon and context are not clearly evident; and in which
multiple sources of evidence are used” (p. 23). Yin‟s definition was adopted
for the investigation. The contemporary phenomenon investigated was the
EFL teaching practices of Macau secondary school teachers; the case
investigated was teachers‟ beliefs. This study sought to determine an aspect of
the case, that is, the existing beliefs of the participants regarding aspects of
their work as teachers and the factors that shape these beliefs. The case study
method was considered appropriate for the focus of this study because an
examination of teachers‟ existing beliefs could not be considered without the
context or teachers‟ personal experiences, more specifically, the schooling and
teaching experiences of the participants. It was in these contexts that the
beliefs were assumed to have been formed, thus a true picture of teachers‟
existing beliefs could not be possible without considering the context within
which they were formed or developed. A case study would be an ideal
medium to see the interaction between teacher beliefs, experiences, and self67
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reported practices. In Yin‟s definition of a case study, the third point
mentioned is that multiple sources of evidence are used. In this study, two
sources of evidence were used; one was from the pre-service cohort, the other
from the in-service cohort.
3.3.1.1 Advantages and Limitations of the Case Study Method
The case study method has the potential to produce knowledge in various
ways. For this enquiry, the case study provided an avenue to explore the
beliefs of EFL teachers about teaching English, which is essential to make
explicit, especially because such information can provide the teacher
education institution with insights about what happens to knowledge teachers
gain from their formal training. Insights from case studies can be used for
many purposes, such as staff development, formative evaluation, and
educational policy planning. Case study research can be useful for educational
reformers too. Merriam (1988) emphasises this usefulness for studying
educational innovations. They can also assist in evaluating programs as well as
inform policy (Merriam, 1988). It was mentioned in Chapter 1 that the
educational environment of Macau changed rapidly after its return to China in
1999. It was expected that this case study would be helpful in providing
Macau educational reformers with “food for thought” about what is actually
happening in Macau classrooms from the point of view of the student teachers
and practicing teachers themselves.
Scholars point out a list of advantages of using a case study, not only as a
method but also as a mode of presentation (Jenkins & Kemmis, 1976, cited in
Nunan, 1990). Briefly summarized, first, a case study is strong in presenting
reality. For this reason, it would have appealed to teachers in the study. The
issues raised would have resonated with their concerns about the “real”
situations in which they work. Second,a case study can represent multiple
viewpoints; it allows perspectives to be gathered from different situations. In
this case study, the data was gathered from two cohorts of language teachers
sharing a similar background. Third, a case study can provide a database for
future researchers who need to use the findings to throw light on further
investigations. Fourth, a case study is “rendered in narrative form much like a
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story” (Stoynoff, 2004) and therefore is more accessible than other research to
a wider non-academic audience. Case study researchers disseminate the
findings, not only with the participants as a prime target in mind but also the
academic community. A case study does not neglect other relevant audiences.
Like other research methods, the case study method does not escape
criticisms. One criticism stems from the way in which it prioritizes
understanding the phenomenon through its actors. It gives credence to the
subjective viewpoints of the participants and this is a source of potential
weakness. For example, there is the issue of “blandness”, which means
“unquestioningly accepting only the respondents‟ views, or only including
those aspects of the case study on which people agree rather than areas on
which they might disagree” (Cohen et al., 2000, p. 182). However, in this
study, all the findings, both the commonalities and variations in the beliefs of
the two cohorts, were considered. There was no glossing over disagreements
where they arose. That said, the data in fact revealed overwhelming
agreement, so the issue of troublesome disagreement never developed.
In Yin‟s (1994) work, among the prejudices against case study research
mentioned, two were considered by the study as important to address: lack of
rigour and little basis for generalization. Yin acknowledged that case study
investigators had been sloppy “too many times‟ and had allowed biased views
to influence the directions of the findings and the conclusions but he also
defended this claim and suggested that case study research was often confused
with case study teaching and that bias was possibly just as prevalent in
quantitative analysis as well. In the present study, the author worked hard to
avoid biased views to influence conclusions. The study worked out a “9/3”
model of data analysis design. The author moved beyond first impressions to
improve the likelihood of accurate and reliable findings. The process involved
three-level stages and a nine-step progression in inductive data analysis of
teachers‟ beliefs. The author examined the data using many interpretations
inspired by the work of scholars such as Rubin and Rubin (2005), Woods,
(1996), Carney (1990), and Miles and Huberman (1994). She moved beyond
identifying the participants‟ beliefs statements. She also compared the beliefs
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statements of the two cohorts thus providing more insights about the two
groups of participants resulting to strengthening the research conclusion.
On the criticism that case studies provided little basis for scientific
generalization, Yin (1994) defended that the same question can be applied to a
single case study as well as single experiment. On the issue of generalizability,
this study adopted Stake‟s (1995) position, a case is studied “ to come know it
well, not primarily as to how it is different from others but what it is, what it
does” (p.7). And while this study stressed that it sought to provide research
that is validated by “resonance” rather than generalizability, this study takes
the position that ultimately the onus for generalization rests on the readers.
3.3.2 The Criteria of Case Study
Gall et al. (1996) proposed seven qualifying conditions of the case study, and
the present study addressed these conditions.
First, a case study focuses on the phenomena by focusing on specific
instances, or cases. The phenomenon investigated in this case is the way
Macau language teachers teach, with a view to understanding why they seem
to have a strong preference for conservative language teaching practices. A
phenomenon can be explored in its broad and limited dimensions (Gall et al.,
1996). In the present study, the broader phenomenon that the study sought to
illuminate what was happening in teaching EFL in secondary schools. The
limited phenomenon of interest of this study is the language teaching practices
of language teachers in a particular context; EFL teaching as it happens within
the transforming educational environment of Macau
Second, there is a case to understand a phenomenon. A case can be an
individual; it can also be “some event that is less well defined than an
individual (Yin, 1984, p. 31), but a case has a boundary that makes it distinct
(O‟ Leary, 2004). This study focused on understanding teachers‟ beliefs, the
case. The participants‟ past experience (in schooling and instruction) is the
boundary of the case.
Third, there is an aspect of the case on which data collection will be based
(Gall et al., 1996). In this study, the existing knowledge and beliefs (that is,
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experiential knowledge) pertinent to teaching English (EFL) in secondary
school classrooms were the particular aspect of the case investigated.
Fourth, a unit of analysis is required to understand the case. Gall et al (1996)
define a unit of analysis as an aspect of the phenomenon that can be sampled,
with each member of the sample being studied as a separate case. Here the
large unit of analysis is EFL teaching in secondary schools. There were two
subordinate case units: Case Unit 1- the pre-service (PRS) English secondary
school student teachers, and Case Unit 2 - the in-service (INS) English
secondary school practising teachers. Each unit was studied separately but
only to provide two sources of evidence to the single case.
Fifth, a case study requires an in-depth investigation of a phenomenon. The
study collected a substantial amount of data from each of the two cohorts,
particularly by means of their respective accounts about their experiences in
learning and teaching English as students and teachers in classrooms. Semistructured interviews were conducted with the two cohorts. The recorded
interviews were transcribed afterwards. The transcriptions were analysed to
produce a description of the knowledge and beliefs the teachers held since
they were contained in the accounts of teachers‟ learning and teaching
experiences in classrooms. These accounts from the interviews recorded were
later reconstructed with the participants to provide data for an in-depth study
of the educational experiences that shaped their beliefs.
Sixth, an investigation should be carried out in a natural context. Commonly,
case studies involve fieldwork; the researcher goes to interact in the
participants‟ natural setting. Notably, however, the present study did not
involve a natural context in the sense of going into the “field”, to the schools
where the teachers were teaching. It was not the purpose of the study to
interpret the processes of teaching as enacted in classrooms but rather to learn
about the phenomenon from those in the field. The aim was to gain
information about EFL teaching in Macau secondary school classrooms from
the perspectives of the participants and this was done through making them
express their beliefs about what they were doing.
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Finally, a case study favours a representation of both emic and etic
perspectives. Qualitative research is not just learning about a topic. It is also
learning about what is important to those being studied. A case study aims to
develop an understanding of the phenomenon from an emic perspective, that
is, the understanding of social reality from the points of view of the
participants rather than the researcher‟s. In the study, the emic perspective
was obtained through “responsive interviewing” (Rubin & Rubin, 2005).
Interview prompts were: “Tell me about...”, “How did you...?” Interview
allows exploring more complex questions. It brought to this study a way to
describe the complexity of teachers‟ social realities. The words they used to
articulate their beliefs carry their understanding of social reality.
The case study also provides an etic perspective, that is, “the researchers‟
conceptual and theoretical understanding of the participant‟s social reality”
(Gall et al. 1996, p. 759). In this study, in interpreting the results, the
researcher used her experience in teaching supervision when undertaking the
analysis and interpretation of interviews to keep an etic perspective. Likewise,
she utilized readings from the literature to support her own perspectives and to
avoid being subjective or “going native” when interpreting the participants‟
social realities.
In sum, there are seven criteria for doing a case study which were addressed.
The following section describes how pertinent data was obtained.
3.4 Data Collection
3.4.1. Accessing Pre-service and In-service Cognition
Kagan (1992) summarizes the many ways to collect data about teachers‟
thoughts (pp. 452-455). Three examples are: investigating teachers‟ practical
arguments, that is, how they justify their actions; Likert-type tests for
measuring how teachers deal with student control; and analyzing teachers‟
language, for example, their use of metaphors or images derived from personal
experience. Researchers have tried to discover the appropriate language that
describes teachers‟ personal theories, but because these theories are implicit,
the key challenge for researchers is to identify which data collection strategy
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should be used to make these implicit theories explicit. The interview is one of
the accepted methods employed in investigation of teacher thinking and quite
often used to collect data about teachers‟ knowledge and beliefs.
3.4.2. Interview as a Data Gathering Tool
Minichiello et al. (1975, cited in Kayrooz & Trevitt, 2005) defined interview
as “an interpersonal interaction whereby one person asks others for their
knowledge, beliefs, attitudes, behaviours on a topic usually in a face-to-face
situation” (p. 189). The ideas of Kayrooz and Trevitt (2005) on interview are
relevant for this study:
Interviews are another common method of research used
when people‟s self-reports of their understandings, opinions,
attitudes and beliefs are the best source of information. They
are particularly appropriate when the information is complex
or when one needs to probe to clarify previously existing
information (p. 8).
The purpose of the interview is to find out what is on a person‟s mind, that is,
to access what cannot be observed (Patton, 1980). An interview is useful for
preserving “multiple realities”, including the actors‟ different or even
contradictory views of what is happening (Stake, 1995). Teacher education
literature states that in ethnographic case studies, both observational and
interview procedures have been found useful in producing well-documented
and insightful accounts of teachers‟ thoughts and practice. While the
observational method is claimed to be a valuable supplement to the self-report
method (Gall et al., 1996) to investigate the beliefs held by the participants,
this study depended on the interview alone, a tool which in this case yielded
sufficient and interesting data for the ultimate generalizations and
recommendations about ELT in Macau. Other reasons for adopting the
interview are explained below, as well as arguments on
why no observation of the participants‟ actual teaching in classrooms was
carried out.
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3.4.3 Interview as a Tool for Exploring Teachers‟ Beliefs
In mainstream education, scholars such as Pajares (1992) and Richardson
(1996) have considered that beliefs data without observational data or multiple
data sources is problematic. In this study, the interest of the researcher was not
to make an observation or to gather information on a particular day, for
example, observing a teacher in action, then asking him or her to offer an
explanation for those actions. Observation of this type is common in many
case studies, but the utility of a data gathering tool is very much dependent on
the purpose of the study, and the purpose of this study was to know more
about what beliefs underpin what is happening rather than to get an
explanation of observed behaviour. It must be remembered that this study did
not set out to confirm the degree of consonance of self-reported beliefs by the
participants with their actual practice. The aim was to make explicit their
beliefs from which information can be gained as to how they define their
work, how they define teaching from their perspective. In this sense, the
interview was the most fitting tool. The questionnaire, if used, would have
imposed the researchers‟ way of seeing and describing the reality through the
design of the written questions. In contrast, interview would allow the
participants to talk freely about their thoughts, and in their own words instead
of words imposed upon their thinking by the researcher. Nias (1989), in his
work Primary Teachers Talking: A Study of Teachers at Work from the
Perspectives of Practitioners, cautioned about the consequences of obtaining
the teachers‟ perspective through the words of the researcher. The author
reminded readers that “any attempt to order their [teachers‟] words imposes a
false coherence” and is likely to present “a distorted view of teaching” (p. 2).
Since teaching is the focus of this study, it was thought that no person could
describe it better than the doers themselves in their own words.
Another reason for favouring the interview is that it tends to produce higher
response rates than a questionnaire. Participants become more involved and
motivated, as there is no restriction about what participants can say; it also
enables the researcher to have control over sensitive topics. The findings of
the study also showed that teachers responded positively to the interview, and
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they valued a process that gave them a chance to revisit and think about their
beliefs and practices which they have difficulty doing, given their busy lives.
The third reason is related to the depth to which the topics can be discussed.
Topics can be intensified or further pursued as the interview proceeds, making
it a suitable tool to explore to great depth teacher thinking. There are
opportunities for clarification, elaboration or elucidation in an interview.
Being elucidative in nature, qualitative interviews, therefore, produce
profound and exhaustive insights from the participants.
The fourth reason is related to the constraints in the context of the study. One
point that has been stressed throughout the discussion of research methods in
the study of language teacher cognition is, as Borg (2006) insists, “that choices
will often need to be made not just on methodological grounds but also with
an awareness of what is practically feasible, acceptable and permissible in the
particular context under study” (p. 280). In this investigation, the researcher
had contextual knowledge and, based on the author‟s personal experience in
getting opportunities to observe classes in Macau secondary schools, visitors
or outsiders, even teacher supervisors, needed to make special arrangements
such as asking permission in order to observe during the class. Unlike
Australian classrooms Macau classrooms are not used to visitors. Thus,
because the visit would have interrupted daily operations, the researcher
believed that observing classes would not be easy to effect. As a result, a
reliable picture would probably not have been obtained.
Another point of relevance to mention on this matter of conducting the study
on the basis of interview alone is that there is an acceptable precedent in
doctoral research. Wang‟s (2004) thesis entitled Understanding Chinese
educational leaders‟ conceptions of learning and leadership in an
international educational context was entirely an interview study. The thesis is
now in publication as a book.
For a final argument, Borg (2006), whose work was devoted to an exploration
of teacher cognition, influenced the researcher‟s decision that self-report is in
itself a valid instrument for the purpose of the research. In the last chapter of
this book, on the topic “Methodological issues in the study of language
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teacher cognition”, Borg points out that there are “a wide range of
methodological possibilities (that are) clearly available … each with its own
particular strengths and potential pitfalls”. He stresses:
No one approach to studying teacher cognition will be free of
problems, and this is reflected in the range of studies which have
adopted multi-method strategies combining for example, self-report
instruments, interviews and observations (p.279 ).
This view seems to be shared by Calderhead (1996), who claims that relying
on observation alone also presents its own limitation because “the cognitive
acts under investigation are normally covert and beyond immediate access to
the researcher” (p. 711). Borg (2006) asserts that “(d)ifferent kinds of
evidence reflect different assumptions about the nature of cognition itself. …
The exclusive use of self-report instruments, for example, implies that beliefs
can be articulated and rated against predefined propositional statements and
understood without direct reference to actual instructional practices” (p. 279) –
and this is the position that the researcher taken in the investigation.
3.4.4. Disadvantages of Interview
Interviews also have disadvantages. The interview is a labour-intensive, timeconsuming and costly means of data collection compared to other methods
such as surveys. There is also the danger of the interviewees telling the
researcher what they think the interviewer wants to hear, and that it can lead to
an excessive volume of information (Wang, 2004; Kayrooz & Trevitt, 2005).
Interviews can be intimidating, as was observed in this study, especially to
those who have never experienced being interviewed. It can be a mundane
activity to others who have had many past experiences of the method.
Rubin and Rubin (2005) point out the danger of lying in interviews. To
counteract this, they suggest avoiding questions that participants may have no
knowledge about or are not willing to talk about. This study selected
participants who were considered knowledgeable about the topic being
investigated. All had studied teaching methodology in the Faculty of
Education program of the University of Macau and were immersed in the
experience of teaching as student teachers or practising teachers in Macau
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secondary schools. Another way to avoid drawbacks is to use the “responsive
interviewing” technique (Rubin & Rubin, 2005), which involves several long
in-depth interviews. This allows the researcher to figure out when a person is
exaggerating, or in what areas he or she is ignoring the topic. The study
adopted this responsive interview form as a mode of participant -researcher
encounter. The interview in each cohort lasted more than an hour. Two
interviews were done with the pre-service cohort. These trainees were asked to
come for a second interview, though for a much shorter duration than the first.
With the in-service participants, a second interview was done on the phone for
some, informally and for a very limited time only. Some agreed to come for a
second formal interview but also for a limited time only compared to the first
interview. They did not find it easy to come for the second face-to face
interview because they were busy preparing for the summer classes. The
purpose of these follow-up interviews was to check whether the participants‟
statements were consistent with another or whether they wanted to retract any
statements made during the interview. Features of this interview technique are
described below.
3.4.5 Types of Interview
There are three types of interview used in case studies: (a) structured, (b)
unstructured, and (c) semi-structured (Kayrooz & Trevitt, 2005). A structured
interview is used when the interest of the researcher is in quantifiable and
testable information. The unstructured interview is more suitable for studies
interested in exploring the meaning of a phenomenon to the participants, as
was the case in this study. The semi-structured interview develops its
investigation around a set of topics. The aim is to get actual information,
although there is no certainty on how much information the participants will
be able to provide. For the purpose of this study, the author adopted semistructured interview incorporating the feature of unstructured interview. The
author considers that for this study, the combined characteristics of the two
types of interviews are reflected best in what Rubin and Rubin termed
“responsive interviewing” described next.
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3.4.6 Interview Modes: “Responsive” and “Joint”
The responsive interview mode adopted for this study has two features. It
treats participants as conversational partners. Rubin and Rubin (2005) likened
“responsive interviewing” to “extended conversation.” The responsive
interview is consistent with the constructionist philosophy in which the
researched are seen as people who are interacting. In this study, the questions
allowed participants to present their own perceptions, reflected in question
forms such as, “Tell me about...”; “Do you think...”; “What advice can you
give?” This is in line with the assumption of constructionism that there may be
different constructions of events by the participants. Treating the interviewees
as “conversational partners” harmonises with the purpose of this study, which
is to understand the phenomenon of beliefs and experience from their
perspectives. It recognizes that teachers‟ personal ways of knowing about their
work is valued. Responsive interviewing also allows questioning that is not
posed in the demanding way that a textbook style questions would be; rather it
encourages sharing what respondents know and believe.
The importance of an interview that serves the interest of the researched was
emphasized by Bogdan and Biklen (1982), who argued that when people felt
treated like research subjects, they would act as research subjects, not how
they would usually act. This means that genuine information is richer when
participants do not consciously feel themselves “researched.” The responsive
interview offered this study a forum for the participants to share their
experiences. This technique gives the participants more of a sense of their
value in the process of research on teaching and learning.
Another feature of the chosen interview mode is the idea of a “joint interview”
(Arskey & Knight, 1999) or a multi-person interview (Rubin & Rubin, 2005).
“Joint interview involves one researcher speaking with two people
simultaneously to gain the perspectives of both on the same phenomenon” (p.
75). This mode is referred to in Rubin and Rubin (2005) as a multi-person
interview. In this multi-person interview, as applied to the present study, the
aim is to make explicit a variety of perspectives. The different points of view
were brought together to portray EFL teaching from the perspectives of the
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“conversational partners” who may offer different points of view related to the
knowledge and beliefs they hold about EFL teaching as it happens in the
classrooms of their schools.
The joint interview with the pre-service teachers involved three or four
interviewees. With the in-service teachers, a combination was used; some
teachers opted for a joint interview, and others came on their own. There were
ten joint interview encounters with the pre-service group. There were also ten
interview encounters with the in-service cohort and additionally seven one-onone interviews. The choice was dictated by these teachers‟ busy professional
lives and the student teachers‟ „two lives‟, that is, attending courses at the
university and practising teaching during the teaching practicum period.
In this investigation, the joint interview had advantages and disadvantages. At
a practical level, one advantage was that it made research manageable in terms
of time, given that there were 57 participants involved. It was also useful to
the study because it allowed expression of more than one version of the
phenomena. The bias of one teacher, for example, was able to be immediately
counterchecked by another account, which would have been impossible with
the one-on-one interview mode. Also, where there were inconsistencies in a
participant‟s contributions, they could be checked during the interaction. The
joint interview encouraged confidence and rapport, and promoted interaction.
It allowed the teachers to talk openly, or to be „upbeat‟ about sensitive issues
as a group, for example the possibility of bringing change to the school
system, which might not have occurred in a one-on-one interview.
Meanwhile, the disadvantage was that some participants, for example, those
who were more fluent in English, were more vocal than others. To deal with
this, the researcher minimized the number of “why questions” with those who
were less fluent. The researcher used vocabulary and sentences that
encouraged the teachers to answer based on their own experience and
knowledge; for example, a general question such as “How do you define good
teaching?” is a broad and difficult way to elicit answers from the interviewees
compared with a more direct question such as “In your experience during the
teaching practicum, what is good teaching to you?” Responsive interviews
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allowed an adjustment of questions and wordings and were useful to the study
in this respect.
3.4.7 “Story” as Interview Data
Finding out details is the main purpose of an interview. Often the interviewees
provide answers in narratives or stories. Qualitative inquiry strives to capture
the human meanings of social life as it is lived, experienced, and understood
by the participants. The purpose of a case researcher is „to understand‟ and
„hear [teachers‟] stories‟, to learn „how they function in their ordinary pursuits
and milieus” (Stake, 1995, p. 1). Doyle (1997, p. 99) contends that “teaching
can only be known through story, that is, through a rendering of the events
within which teachers, students, and the curriculum are mutually engaged.”
Teaching is an “intentional action in situation.” Teaching is what teachers
know from practice, thus story is the best way to provide access to the
knowledge from practice (Carter, 1993). Feiman-Nemser and Floden (1985,
cited in Cortazzi, 1993) support the idea of valuing teachers who talk about
their knowledge in stories because such teachers are “Caught up in the
demands of their work, [they] cannot solve problems. In general, they must
deal with specific situations that can directly or indirectly affect their lives.
Thus, their description of teaching sounds more like stories than theories
because they are full of particulars of their own experience” (p. 8). In this
vein, Woods (1996), who adopted eliciting data in the form of stories, stresses
that:
language teachers know a lot about themselves in language
teaching situations, but although they have had the
experiences, they may not have categorized and labelled
them. Therefore using abstract questions, symbols, and
categories that the interviewer might feel comfortable with
may not allow them to express what is important to them.
(pp. 27-28)
Research that accesses language teacher “stories” or narratives has been used
in mainstream educational research and has been gaining attention in the field
of language teacher education (Carter, 1993; Connelly & Clandinin, 1990;
Elbaz, 1991; Cortazzi, 1993; Johnson, 1994; Woods, 1996; Johnson &
Golombek, 2002). It has been brought to the fore by concern about the theory80
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practice connection, and how the teachers‟ knowledge of classroom practice
can be made explicit and best expressed.
In educational research, the use of story is supported by two assumptions.
According to Carter and Doyle: (1) “[S]tory is an especially relevant form for
expressing teachers‟ practical understandings” and (2) “it is argued that people
(have) lived storied lives” (cited in Sikula et al.., 1996, p. 123). Mumby et al.
add: “Narrative thinking comes naturally to teachers, perhaps more naturally
than paradigmatic thinking” (cited in Richardson, 2001, p. 877). What the
authors above suggest is that teachers seem to express themselves more easily
about what they do when they tell stories. Woods (1996) affirms that stories
allow teachers to talk about what is most important to them in a richer way
than if they were to respond to topics that require them to respond to abstract
questions, symbols, and categories and further, claims that a “belief articulated
in the context of a „story‟ about concrete events, behaviour and plans, is more
likely to be grounded in actual behaviour” (p. 27). This is probably because
teachers‟ lives are full of stories about their students, and about what is going
in their classrooms and schools. One only needs to attend a professional
development program to know that teachers have many stories about their
work, stories that usually contain their problems as teachers. Those problems
actually reflect their many concerns, as well as the knowledge that they have,
and the beliefs or personal theories they hold for which they are seeking
illumination, if not confirmation or validation. Also, teachers are not
necessarily academics and they may not be inclined to theorize. Story provides
the participants with an opportunity to relay their answers in a meaningful
way. Story-telling could be a more natural, easier genre for them, “a natural
mode of thinking”, Carter (1993) suggests.
Using the story as interview data has implicit value for the interviewees: “The
very act of telling one‟s story is an act of meaning making… From the telling
emerges new understandings of life or a whole group… of life problems,
challenges, and triumphs that are shared” (Denzin, 1989, cited by Atkinson,
1998, pp. 62-63). An eliciting example would be questions such as “Tell me
about your experience of learning English in high school” and, “How was
English taught in your time?” There are also personal questions that delve into
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the particulars of being a teacher, such as: Before you entered university,
what were your thoughts on teaching or on being a teacher? What made you
think this way? Is this the reason why you wanted to take up teaching as a
profession or as a course of study? Are you happy that you have taken up
teaching?
Appendix B (p. 183) shows the interview protocol, a written version of the
guiding interview questions, containing a list of detailed questions. It should
be noted, however, that in interviewing, a researcher is free to ignore some
that are written in the guide if the interview is leading to more specific paths.
In short, the researcher took the cue from the participants, following what they
wanted to say. In the study, the researcher started with broad-scope questions,
such as “Tell me about your experience learning English in high school”.
These questions enabled the researcher to guide the participants to points that
are important to them, helping in narrowing the questions, and thus in
narrowing the focus of the study. Ultimately the focus was on four areas that
preoccupied the participants: teachers, teaching, students and medium of
instruction.
3.5 The Participants: Recruiting and Gaining Access
The participants were recruited through “purposeful sampling”, the process of
selecting cases that are likely to provide rich information with respect to the
purpose of the research (Gall et al., 1996). Altogether, 57 language teachers
were enlisted, comprising 30 student teachers in the pre-service (PRS) cohort,
aged between 23 and 25 years, and 27 practising teachers, whose ages ranged
from 25 to 31years, in the in-service (INS) cohort. The size was driven by the
interest to get as much information as possible. However, quality rather than
quantity was the goal, the purpose being to become „saturated‟ with
information on the topic. The assumption was that the case consisting of two
cohorts would inevitably enrich an understanding of teachers‟ beliefs about
teaching English among Macau teachers.
Access was achieved to Case Unit 1 (PRS) participants by asking the
permission from the Dean of the Faculty of Education. After a week, approval
to proceed was obtained in writing. A former colleague in the faculty
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introduced the author who talked about the research for 10 minutes to the preservice group. 31 student teachers volunteered. During this stage of the
research, the author was no longer teaching at the university, as she had left
for Australia to pursue her PhD study. It was not difficult to have access with
the pre-service group because the author was a former colleague in the FED
(Faculty of Education) and there was a relationship of trust that had developed
over the years. As Lincoln and Guba (1985) point out “[t]he building of trust
is a developmental task; trust is not something that suddenly appears after
certain matters have been accomplished but something to be worked on day to
day” (p. 257). On the whole, interest in the research was very positive. The
pre-service participants together worked out the dates of participation, and at
the end of the meeting, one of them forwarded to the author. Altogether ten
interview encounters were set up and conducted with the first cohort.
With Case Unit 2 (INS), 27 participants volunteered. The in-service teachers
were contacted by phone. It may be hard to believe that, even in a small
territory like Macau, it is not uncommon to lose contact with teachers after
they leave formal training; some may not be seen for over a decade. However,
there were participants who could be easily reached because the author knew
where they were teaching from her school visits in the past, so she went to
three schools to solicit their participation. Some teachers were enlisted
through word of mouth, that is, after signing themselves up for this research
they personally called other teachers and recommended participation to
whomever they thought may be interested.
Interview dates in Case Unit 2 were determined by the participants
themselves. Most participated in twos and threes, others on a one-on-one basis
because of their tight teaching schedules. There was evidently strong interest
in participating in the research as the author was able to recruit a remarkable
number of participants. One reason for this high turnout rate was the purpose
of the study, an enquiry into the teachers‟ knowledge and beliefs about
teaching English. They appeared willing to share what they knew and believed
and were interested in being interviewed about teaching for the first time.
Most seemed curious to learn from hearing what others believe about teaching.
Two in-service participants felt participating was a way to contribute to what
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they called a “mission” to improve English teaching in Macau secondary
schools. In the process of recruiting, it was made clear to the participants that
certain issues needed to be resolved, such as whether they thought it was
necessary or not to write to the school principals for permission to interview
them.
Unlike the situation of the pre-service cohort, where permission to interview
was sought from the Dean of the Faculty, the majority of the in-service
teachers informed the author that it was not necessary to get permission from
the school principal for them to participate since their classes were not
involved. Three in-service teachers, however, thought it was necessary to get
the permission of their principals. The author formally appeared in those
schools to meet the school principals. One in-service teacher, who gained
permission from her school principal, preferred to have the interview in the
school‟s staff room during the break period. She confidently answered the
questions asked by the researcher, even with colleagues around in the staff
room.
3.6 The Research Site
The 57 participants in the study all gained their formal education in language
teaching from the Faculty of Education (FED) of the University of Macau, a
government-funded university. FED has the responsibility to produce qualified
and competent teachers for Macau schools. The faculty aims to educate both
pre-service and in-service teachers (through professional development
programs) at the pre-primary, primary and secondary levels in order to meet
the challenges of 21st century education. All the participants sought or had
gained a B.Ed. (Bachelor of Education) degree in the English Studies
Program, a four year course for English majors. The course is jointly run with
the Faculty of Social Science and Humanities.
This faculty is the one in charge of the courses such as Second Language
Acquisition, Sociolinguistics, and Applied linguistics. These courses are
mostly taught by native English speakers, from the UK, Canada, Australia,
and elsewhere. The foundation courses such as Introduction to Education,
Theory and Methods of Teaching English, are taught by teacher education
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experts or English lecturers from Macau, Hong Kong, Mainland China, and
Taiwan, but the majority are from Hong Kong. This means that pre-service
teachers get exposure to ideas from local as well as international experts. All
the participants had acquired and practised their teaching skills during their
Teaching Practice in Year 4, that is, the last two semesters of training in the
B.Ed., and they had done this in selected secondary schools. With the inservice teachers, their knowledge and skills are enhanced and updated by
attending professional development courses sponsored by FED and operated
in collaboration with DSEJ, the Department of Education and Youth.
Generally, the teacher education program intends to cultivate pre-service
student teachers to become creative, innovative English language teachers, or
to be adventurous in the study of teaching English through micro-teaching of
skills using theories learned. It encourages presentations of language teaching
ideas enhanced by technology, or observation of peers and other teachers.
3.6.1 The Role of the Researcher
In a case study, the researcher is the primary instrument, carrying out the data
collection and is personally involved in the phenomenon being studied. The
case study researcher interacts closely with those studied so he or she is an
“internal researcher.” According to Kayrooz and Trevitt (2005), a researcher‟s
role, whether posing as an outsider or insider in the investigation, will affect
the information flow; they also assert that the identity of the researcher can
profoundly affect the way research is approached; there is thus a need to
declare the background of the researcher.
The author of this study is an Asian non-Chinese national who resides in the
territory from where the participants were drawn and the study located. She
has acquired proficiency in the participants‟ language, which is Cantonese.
Knowing the dialect and culture of the participants allowed her a sensitive
understanding of the meanings they expressed in their own language, in their
tones, and even in their facial expressions. Initially, she had thought that the
participants, especially those from Chinese schools, might switch to L1
(Cantonese) during the interview. However, all the interviews were conducted
almost entirely in English, dotted only with a few Cantonese colloquial
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expressions sound of Chinese words translated into Roman script by the
author, for example, “Sio Nah” (forget it), “Mou Yeung” (nonsense). These
the researcher did not ignore for, as Bogdan and Biklen (1982) put it, even in
trivialities, there are meanings. A researcher who knows the participants‟
language has the advantage of recognizing meanings even in nuances.
Qualitative inquiry demands that the world be approached with the assumption
that nothing is trivial.
For about 14 years, the author was actively engaged in the training and teacher
professional development activities at the FED. She was a Teaching Practice
Supervisor during the Teaching Practice (TP) of the student teachers and was
involved in the professional development seminars sponsored by the
government for the more experienced teachers. The pre-service teacher
participants had taken part in one or two of the courses taught by the author in
Years I and II. The in-service teacher participants were also FED student
teachers in the past who had taken courses under her in Years I, II, III and IV,
and were the author‟s former students in FED‟s teacher education courses.
Because of these experiences, the author can be said to have what Arksey and
Knight (1999, p. 123) call “cultural capital” or “background knowledge”, in
the area being investigated, which facilitated the maintenance of credibility
and management of the flow of information between the researcher and the
researched.
3.6.2 Advantages of the “Insider” Researcher
Being an internal researcher had its advantages and disadvantages. One
advantage was that the author was familiar to the participants, thus they were
“more willing to talk” because they know the author, where she lives, where
she works, who her boss is, what her project is about (Rubin & Rubin, 2005).
They seemed pleased somebody was interested in what they had to say, their
side of the story. She had their trust, which is very important in determining
the quality of data when the research relied solely on interviews. Cortazzi
(1993) writes:
The interview is a specific social situation in which there is
necessarily some distortion from objective truth. Past
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recollections are not like reports, being selectively modified
recollections fitted to a current view that a respondent is
willing to share. Information in interview is negotiated not
only through questions and answers, but also through trust
and rapport. (pp. 55-56)
Insider researchers also have the advantage of obtaining richer data since the
interviewees become more open to sharing information in a candid manner
than outsider researchers, which shows that the interviewees are confident that
the interviewer trusts their words (Arskey & Knight, 1999). An intimate
knowledge of the context is another advantage that an insider researcher has.
An insider has “an informed knowledge of the culture, politics, power
relationships and issues of the study setting” (Arskey & Knight, 1999, p. 67)
and this was the situation here. Internal researchers are better accepted by
organizations they are researching. They are granted access that is not easily
given to outsiders, who need more time to get to know the organization.
However, this presents a disadvantage since internal researchers cannot easily
acquire information in a more direct way without jeopardizing their career
(Kayrooz & Trevitt, 2005), unlike an outsider or external researcher. This,
however, was not a serious concern for the study. As mentioned earlier, the
aim of this study was to make the Macau EFL teachers‟ beliefs about teaching
English explicit, and not to make judgments on or exploit the teachers‟ beliefs
or practices.
While there are benefits in being an internal researcher, the researcher may
still suffer from what is commonly known as researcher‟s bias. Being too
close to the researched may compromise the validity of the study. “Going
native” or fully identifying with the group was a danger to be avoided.
Barcelos (2000) advises that the researcher should be friendly, but must also
be a “professional stranger” to the participants. The author in the present
research could be seen as a professional stranger as she was often viewed by
students she taught as one of the expatriates at the university and never as a
“local” Chinese academic who shared their culture and language. Rubin and
Rubin (2005) raise a pertinent point in this regard: “[t]he border between
insider-outsider statuses is not always clear in that the researcher might feel he
or she is part of a cultural group but interviewees may view the interviewer as
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an outsider” (p. 87). Being seen as a familiar outsider is not necessarily a
disadvantage. It can lead interviewees to be more motivated in explaining or
clarifying views, and so they are not just responding to questions posed by an
interviewer who matches their cultural and linguistic background.
In this study, the interviewees in fact talked at length, and shared freely their
educational experiences to the extent that some interviews lasted more than
the 1½ hours that were allotted for each group encounter. This degree of
interest and commitment shows the advantage of being an internal researcher.
As a result the data was voluminous. But this quantity is what makes
qualitative inquiry using the interview such a useful approach. It is good for
revealing complexity and allowing “thick descriptions”, not just mere
snapshots; it reveals why and how things happen as they do (Miles &
Huberman, 1994).
The next section discusses the steps taken to analyse the collected data from
the interviews of the two cohorts.
3.7 Data Analysis
Data analysis requires moving “from raw interviews to evidence-based
interpretation”, on which the report will stand (Rubin & Rubin, 2005, p. 201).
In this study, data analysis was framed within Carney‟s “Ladder of Analytical
Abstraction” (1990, cited in Miles & Huberman, 1994) qualitative data
analysis model. Data reduction proceeds in three stages which involve:
(1) Summarizing and packaging the data;
(2) Aggregating and repackaging the data; and
(3) Developing and testing propositions to construct an explanatory
framework
Data reduction procedure begins with creating a text to work on, trying out
categories on it, then moving to identify themes and trends, and then testing
hunches and findings, aiming first to delineate the “deep structure” and then to
integrate the data into an explanatory framework. In addition to adopting the
procedures laid out in Carney‟s model, the author used techniques in
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analysing interview data which can be found in Rubin and Rubin‟s (2005)
book Qualitative Interviewing: The Art of Hearing. She also gained insights
on qualitative analysis of teachers‟ beliefs from Woods (1996). Together, the
three sources formed the basis of the “9/3” inductive analysis design worked
out for the present study, as illustrated in Figure 2 below. An arrow in the
design indicates the progression of data analysis from Stage 1 to 3. The nine
steps in the design with ideas on qualitative data analysis from the three
sources are listed and explained in detail in 3.8.

Stage 1
Summarizing and
packaging the data

Stage 2
Repacking and
aggregating the
data

Stage 3
Explaining
an emergent
framework

Figure 2. The “9/3” Inductive Data Analysis Technique for Investigating
Teachers‟ Beliefs
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3.8 Stages and Steps in Inductive Analysis
Stage 1 Summarizing and packaging the data
Step 1 Transcribing and reading the text repeatedly
This first step begins with reconstruction of recorded interviews on tape,
which involves listening to the content of the recorded interviews and then
reading the transcribed text several times.
Step 2 Finding and identifying beliefs statements
The second step draws ideas from Woods (1996). In Woods‟ study of
language teachers, their beliefs, decisions and classroom practice, he examined
the statements made by the teachers in the interviews and other data sources
such as logs and videotaped lessons. He located statements of the types related
to each of the three research questions he was addressing in his research.
Likewise, the researcher looked at the statements related to each of the
research questions set out in Chapter 1. She looked at: (a) statements which
reflected experiences that contributed to teachers‟ beliefs about teaching
English; (b) statements which reflected sources of those beliefs; and (c)
statements which reflected contextual factors influencing beliefs and practices.
Step 3 Identifying concepts
The third step is determining concepts in the interviews, as inspired by Rubin
and Rubin (2005), who defined “Concepts (are) words that represent ideas
important to the research problem” (p. 207). The study looked at:
 Statements that were frequently mentioned: What words do
participants say repeatedly? (e.g. “speaking”, “innovative”,
“grammar”, “copy notes”, “tough”, etc.)
 Statements that may be obscure to the hearer: What idea(s) is/are not
directly revealed? (e.g. “teaching is relation”; “teaching is education”,
etc.)
 Statements or slogans that are meant to emphasize what is important
to them: What do they express as important in terms of considering
the tone, gestures
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(e.g. “Practice makes perfect”; “Traditional, it works 100%!” etc. )
 Statements making explicit mention of the word “beliefs” or using
other words that are equivalent in meaning or sense to the term
beliefs: Some participants used more direct terms such as “I believe‟
or “I think”, but others used indirect terms such as “love”, “like” and
“it‟s nice”, for example, “I believe students have to internalize
grammar rules” and “I love speaking in English”.
 Statements containing advice such as “you have to” or “you need to”,
or imperatives such as have “should” and “must” indicating what is
important to them, what they feel (for example, “Pre-service teachers
should be prepared”).
 Statement containing figures of speech: What metaphors do they use?
What “images” do they describe? (e.g. “You need to be a
superwoman to teach”, etc. )
 Statements beginning with “if”, since beginning with “if” imply an
alternative action taken to respond to a situation and thus the
implication he/she does not act in accordance with held beliefs (e.g.
“If you teach in English, students will scream and fight”). “If”
statements also suggest idealistic beliefs (for example, “If I want to
be a good teacher, I have to be a good person in front of my
students”).
 Statements suggesting conflict or containing tension (e.g. “Teaching
is suffocating”; “better work in the casino”; “I am a man, teaching
has no future”).
 Statements labelled by the researcher as participant‟s intuition and
self-knowledge (e.g. “ You need brain and heart” to succeed in
teaching – which may be interpreted as having labels such as
“commitment”, “dedication” , or “ competence, or simply “hard
work”)
 Statements containing “hotspots [which refer to] areas of what people
say and what they do” (Woods, 1996, p.39), for example, in the
statement “Speaking is important. But if I make them speak they will
be noisy, the director may not like it” - which suggests ideals and
realities in beliefs application.
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 Statements with insertions of colloquial expressions in the
participant‟s language (“Sio Nah” meaning “forget it”, which
suggests acceptance of beliefs they personally will not support, or
perhaps just tolerance because they know better what works in the
classroom, etc.)

Step 4 Identifying themes, events, topical markers

The identification and interpretation of three elements, themes, events, and
topical markers is the next step. These are strategies in the work of Rubin and
Rubin (2005, p. 207) where they describe themes as “explanations of what is
going on”, events as “occurrences”, and topical markers as “names of people,
places, organizations, etc. that tie the separate parts of a narrative.” For
example, the extract “Before I go to the university, I thought teaching is just
like that” indicates that there are two kinds of teaching experiences (topical
markers) in two learning contexts, before and after teaching practice, which
suggests a change in beliefs after the teaching practice (event). This shows
conflicting images of teaching that have been encountered, specifically the
ideal image and the real image (theme).
Stage 2 Aggregating, repackaging the data
Step 5 Coding and trying out coding categories
The fifth step is coding which is done after refining, elaborating and
integrating concepts. After coding concepts, themes, topical markers, it is
necessary to figure out a brief label for them (Rubin & Rubin, 2005). To code,
the study referred to concepts and themes found in published literature in
addition to the author‟s personal insights. It is important not to over-rely on
established theoretical lenses so as not to end up “testing someone else‟s
theory rather than building one‟s own theory” (Rubin & Rubin, p. 209).The
codes are matched to the purpose of the study; for example, in the study, one
purpose was to know the sources of beliefs, and so codes such as “images of
formal study”, “apprenticeship of observation”, and so forth were set up.
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It was also important to make precise definitions for codes. This involved
deciding what name to use, what to include, and what to exclude in the
definition. The researcher asked questions such as: “Does the code suggest
what the interviewee is trying to say or mean?” For example, when one preservice participant described a good teacher as one who has “brain and heart”,
the researcher had to determine possible meanings of the phrase, such as
dedication, passion, competence, a sense of responsibility or commitment, a
combination of IQ and emotional intelligence. The interviewer‟s knowledge of
the culture was used to interpret some of the metaphorical language.
Step 6 Examining relationships among recurring and dominant themes
How themes are related is also part of this analysis. The study draws insights
from Woods (1996, p. 31) which, inspired by the work of two authors, Agar
and Hobbs (1983), proposed the examination of the relationships among
recurring themes in terms of “coherence” which are of three types: (1) “local
coherence” - the coherence within the narrative itself in terms of the
relationships of elements of the story to each other; (2) “global coherence” the relationship of elements of the story to the broader, more generally
understood cultural situation in which the story is being told, and to the overall
point of the story; (3) “thematic coherence” – the recurrence of themes in the
story that tell us something about the underlying values and beliefs of the
culture and about the narrator‟s perceptions of it. The first two types of
coherence are important to understanding the patterns of beliefs which form
the teachers‟ culture of teaching. The third type was more helpful to this study
as it located the associations connecting practices to teachers‟ underlying
beliefs, experiences they had and the contextual realities they were facing.
The researcher looked at the dominant themes and the statements or keywords
that expressed or suggested them. It was found helpful to refer to the literature
to find explanations and useful patterns. For example, Johnson (1994) captures
belief themes in the term “images”. In this study, the author looked closely for
related categories in the entries on the matrices and checked to see if belief
categories classified under particular themes were similar in meaning and
application.
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Step 7 Cross-checking tentative findings and matrix analysis
To cross-check tentative findings from the two groups, concepts, themes and
categories of themes identified were initially entered on an Excel worksheet
and pie charts for a comprehensive overview of the data. After revision of the
data display, the author decided to use matrices. The author checked how the
entries in the matrices “speak to” the research questions.
Stage 3 Developing propositions to construct an explanatory framework
Step 8 Analysing trends in the data
The researcher looked at the commonalities and variations or gaps in themes
and sought to determine the trends they reveal. Four key themes were revealed
after the comparison of beliefs were made across categories and are reported
in Chapter 6 of the thesis.
Step 9 Identifying and explaining an emerging framework
The author studied in depth the salient findings reported in Chapter 6, and,
with additional guidance from relevant literature, she identified in them an
emerging framework that could explain the phenomenon (the pervasiveness of
traditional teaching practices in Macau secondary school classrooms) that the
study sought to illuminate. The author reflected on this framework and
considered the appropriate mode of reporting analysed data. In the study,
tables were used for a better way of presenting data and findings. Data were
presented in two kinds of tables, one with the belief statements in condensed
form, another displaying the same statements but in their expanded form. In
the „narrative‟ description of the results, direct quotations and paraphrases of
longer statements from the interview data were used for authenticity and to
support the findings. In reporting the beliefs statements generated from the
interview data, the participants were given pseudonyms to preserve
confidentiality.
In summary, the data analysis procedures of this study were drawn from the
work of Woods (1996) and Rubin and Rubin (2005) and Carney‟s (1990)
Ladder of Analytical Induction in order to move from “raw interpretation” to
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“evidence-based interpretation”. This served as the basis of the results that
were finally reported.
The section that follows explains how quality issues in research are addressed
in the study.
3.9 Credibility and Generalizability
Two issues were addressed in the study to ensure the quality of the research.
The first was credibility, which refers to verification procedures conducted to
enhance the trustworthiness of the study. The second was generalizability,
which refers to the extent to which the gathered results are applicable to other
contexts, or other similar environments.

Credibility
To make sure a thesis is a valid enterprise, there are processes put in place at
the University of Canberra to which a PhD study is obliged to respond. They
involve holding seminars (initial and final) on the thesis proposal and the
results of the study. In this study, the researcher held the initial seminar at the
University of Canberra in 2003, the year when the study was proposed, whose
assessors (three professors from UC from different faculties) confirmed the
topic, research questions and methodology proposed. The final seminar was
held in 2008 before the thesis was submitted for examination.
Also, part of ensuring an ongoing effort to enhance the credibility of this thesis
is submitting parts of the data for presentation in conferences and for peer
review. Before the final seminar, the thesis, in its data-analysis stage, issued in
two peer-reviewed publications: (2007) “The impact of teachers‟ beliefs and
educational experiences on EFL classroom practices in secondary schools”.
Asian Journal of English Language Teaching 17, 27-48; (2008) “Investigating
the influence of secondary EFL teachers‟ beliefs and experience on their
practice: The case of Macau”. CamTESOL Selected Papers,Vol 1, 1-12.
To further enhance the credibility of the study, three procedures have been
administered as follows:
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1. Prolonged engagement and constant conversations
Prolonged engagement and constant conversations in the field (Creswell,
1998; Barcelos, 2000) is the first procedure which is needed in order to build
trust with the participants and at the same time to clarify certain information or
check misinformation. The researcher spent more than five months in the field
persistently eliciting and clarifying views or thoughts from the participants.
2. Respondent validation
Another procedure is respondent validation needed to check the accuracy of
the transcripts (Creswell, 1998) and to check obscurities. The researcher met
the participants for the second time to show the draft of the manuscripts that
described their beliefs so that they could check for errors or volunteer
additional information.
3.

Audit Trail

The last procedure is “a documentation of the research process followed in the
case study” (Gall et al., 1996, p. 576). Samples of materials, for example, data
reduction and analysis products, are provided in Appendix C on pp. 186-193.

Generalizability
On the issue of generalizability, this study adopted Stake‟s (1995, p. 7)
position, namely that in case studies such as this, particularization rather than
generalization should be the criterion for case study. Stake argues:
We take a particular case and come to know it well, not
primarily as to how it is different from others but what it is,
what it does. There is emphasis on uniqueness... the first
emphasis is on understanding the case itself (p. 8).
Stake (1995) asserts that a case study is done to maximize what we can learn
from the case. This view is also supported by Adelman et al. (1976, cited in
Nunan, 1992, p. 75), who also oppose generalizing from a single case. They
argue that the investigation of a single instance (case) is a legitimate form of
inquiry in its own right; therefore, it does not need to concern itself with
generalizing to a class of object, entity or event. On a much stronger note,
Marland (1995) dismisses obsessive focus on generalizability. He asserts:
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In contrast to scientific theories which are universal and
impersonal, [teachers‟] implicit theories [i.e. teachers‟
practical knowledge] are both context specific and intensely
personal. Each implicit theory has been individually crafted
and reflects the unique personal history of an individual and
the interpretations of those experiences by that individual (p.
132).
In essence, Marland claims that an individual‟s implicit processes have been
abstracted from experiences and there is no expectation that they will have
generalizability. In the narrowest sense, this study does not aim to produce
generalizations, although findings can be related to similar contexts. The onus
for generalization rests on the readers, who it is hoped, will find that insights
from the study illuminate comparable issues in their own environment.
3.10 Ethical Safeguards of the Study
Ethical safeguards have been made to ensure the integrity of this research.
Before embarking on the study, approval was gained from the University of
Canberra‟s Research Committee, which ensures that the proper ethical
procedures are observed. Since the study was about human subjects,
guidelines ensured that two prominent issues were not overlooked: informed
consent and protection of human subjects from harm, that is, protection of the
participants‟ identity.
1. Informed Consent
In this study, all the participants who volunteered to participate were informed
they were free to withdraw at any time during the process. Before the
interview proceeded, the participants were informed about the topic of the
study; they read the conditions on participation and then were asked to sign an
„Informed Consent Form‟ (refer to Appendix A on p.182).
The participants were also informed that the study involved an interview,
whether alone or with others, and they must feel comfortable with it. They
were given the chance to choose the time and date within the duration of the
research period. They were also told in advance that the interview would be
audio-recorded using a tape recorder and that they were free to withdraw
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statements that they felt posed personal or professional risks. They were
requested to be available to be contacted at a later time to check the initial
interpretation of the data. This was done with the pre-service cohort a month
after the completion of the interview; each participant was shown a copy of
the initial interpretation. Each data transcript was revisited by pre-service
participants; this took 20 minutes. From the second meeting with the preservice group, the author gained the impression that there was nothing more to
add or change in what the pre-service cohort said during the first interview.
Member check of initial interpretation did not take place with all of the inservice cohorts because some of the teachers had to return to summer teaching
following the interview period. Others were going away for the two-month
school break. Some teachers agreed to be contacted by phone, which the
author did. However, she did not contact those teachers who informed the
author they were busy preparing their students for the school‟s final
examinations at the end of the academic year. She felt it would be imposing
her research concern too heavily on the participants.
2. Protection of human subjects from harm
Protection of the participants‟ identity was also safeguarded. This was very
important, particularly in a tiny place like Macau. Thus, in this study, all the
participants were assured they would remain anonymous, would be given
pseudonyms, as would the names of the people and schools they might
mention. Also, they were free to access the thesis findings during and after the
research if needed. The participants were each thanked for their participation
at the end of each interview. Their views on the experience of being
interviewed were also sought.
This chapter concludes with a summary of the theoretical framework and
research design provided diagrammatically below. The two chapters that
follow report the results of the findings for the two cohorts.
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3.11 Chapter Summary
Figure 3 below presents a summary of the theoretical framework and research
design of the study. According to Kayrooz and Trevitt (2005), in order to
increase validity, not only is it necessary for the researcher to conduct the
research in a systematic manner, it is also important that the research aspects
be aligned – purpose, context, approach, design and methods. Matching them
assists the researcher to ensure that the research is authentic, credible, and
relevant. Figure 3 presents the design for this study that incorporates those
elements. Arrows in the design indicate relationships, influences (e.g.
philosophical and theoretical perspectives supporting the research design) and
choices made (e.g. what approach, methods, techniques to use) to finally
conceptualize the research framework.
Context:

Purpose:

EFL Teaching in Macau
Secondary Schools set
against a backdrop of a
changing Macau

Exploration of Macau
Pre-service and In-service
EFL Teachers‟ Beliefs
and Influences

Philosophical
Underpinning of the
Research:

Theoretical
Perspectives Guiding
the Research:

Research
Design

Dewey‟s Concept of
Experience and Beliefs

Constructionist
epistemology and
Symbolic- interactionism

Research Approach:
Qualitative Study

Research Method and Technique:
Case Study and Interview

Figure 3. The Theoretical Framework and Research Design of the Qualitative
Study in Summary
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Figure 4. Original Reference for the Ladder of Analytical Abstraction Model
(Carney, 1990)
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CHAPTER FOUR
RESULTS: PRE-SERVICE (PRS) TEACHERS‟ BELIEFS
4. Introduction
This chapter reports the interview results for the pre-service EFL teachers
(Case Unit 1). The interview results for the in-service EFL teachers (Case Unit
2) are reported in the next chapter. As discussed in Chapter 1, the purpose of
the study is to gather information about pre-service (PRS) and in-service (INS)
teachers‟ beliefs regarding areas or aspects of their work as teachers and the
factors that have contributed to the formation of their beliefs. The overarching
aim is to have information about the beliefs with which these EFL teachers
define their work.
The questions addressed in this chapter of the investigation are:
1

What beliefs do pre-service (PRS) EFL teachers in
Macau secondary schools have about aspects of their
work as teachers?

2

What are the sources of their beliefs?

The qualitative inductive data analysis reveals that PRS EFL teachers in the
study do in fact have significant beliefs in the four aspects or areas: Teachers,
Teaching, Students, and Medium of Instruction. The analysis further reveals
that there are many factors or influences responsible for the formation of the
beliefs that govern the teachers‟ self-reported practices.
In reporting the results of the study, the belief statements pertinent to each area
and key themes and categories of beliefs are summarised in tables by showing
the frequency of the specific occurrences. According to Miles and Huberman
(1994), showing the frequencies of occurrence in qualitative analysis enables a
researcher to demonstrate how the data verify the hypotheses and help to keep
the researcher “analytically honest, protecting against bias” (p. 253). It should
be noted that in the calculation of the percentage of responses that are reported
in the tables, an exact figure was not always reached and in these cases the
final figure was rounded up. Also, in reporting the number of participants that
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made no contribution towards a point of discussion, an indication of the lack
of contribution is shown in the table under the caption „made no input‟. After
the data presentation in tables, a „narrative‟ description of the results follows.
Direct quotations and paraphrases of longer statements from the interview data
are used for authenticity and to support the findings.
The following section reports the results of this investigation into the
significant beliefs of the pre-service teachers in the first area: Teachers.
4.1 Results: PRS Teachers‟ Beliefs
4.1.1 PRS Beliefs about Teachers
Table 1 reports a summary of the beliefs statements concerning the PRS
beliefs about Teachers.
Table 1. PRS Belief Statements about Teachers
Teachers
Theme 1: Views about a „good‟ teacher
Cat. 1 - TR : Being a „good‟ English Teacher
Cat. 2 - TR : Being a „good‟ Teacher in the
Profession
TOTAL
*2 participants made no input

Frequency Percentage
8

28.57

20

71. 42

28 / 30

100. 00

*Legend: TR stands for the area of discussion relating to Teachers
The data in Table 1 clearly show that in this area of beliefs, 28 out of a total 30
PRS participants expressed views about Teachers. The dominant theme is the
participants‟ views about a „good‟ teacher. Two categories of beliefs have
been identified. The first focuses on the PRS participants‟ beliefs about what
makes a „good‟ (effective) English teacher; the second focuses on the beliefs
the participants have about what being a „good‟ teacher in the profession
generally means.
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4.1.1.1 Cat.1-TR: Being a „good‟ (effective) English Teacher
Beliefs statements under this category were reported by 8 (28.57%) of the PRS
participants. In describing a good teacher, these participants used words and
phrases like „inspiring‟ and „very good‟ to describe what they believed were
good teachers of English, and „boring‟, „not considerate‟, „speak and speak‟,
and „treating students like seminar attendees‟ to refer to what they believed
were not-so-good teachers. These descriptions are based on their memories of
teachers and instruction they received in the past.
The influence of prior experience is evident in the statements about
characteristics of a good English teacher, characteristics that these trainees
value and idealize. For example, one of the eight participants expressed the
view that she wanted to be the kind of English teacher she had experienced in
the past, a primary school teacher who displayed a good command of the
language and who taught and spoke it well, with a good accent (Monica).
Other participants expressed strong ideas about the type of teachers they did
not want to be, based on a negative view they had of past language learning
experience. They did not want to be English teachers who use traditional
teaching techniques or teachers who do not promote interaction in the
language in the classroom. One of them frankly described her negative
experience of being taught by „traditional‟ teachers:
I think that the teachers are very boring, the way they teach,
and they don‟t use any methods that are learned in the
university, like discussion, there is no such thing (Vera).
Additionally, these participants did not want to be like their past teachers who
used limited learning strategies, since these strategies were viewed as
unhelpful. One participant said:
I just think of myself because I also was a student in the past,
I don‟t want to pronounce the spelling and memorize (the
rules), and it is quite boring (Cristina).
Furthermore, they said they did not want to be the kind of teacher who limits
the students‟ opportunity to practice the language they are learning.
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I want my students to try to speak more because learning
English is not really, just know the tense and how to write it,
or answer questions. I think the most important thing is they
know how to use English (Veronica).
The above participant valued the ability to use or communicate in the target
language because of her own language learning experience. She remarked that
the way she learned English in high school was through a teaching method
that she considered ineffective because she felt handicapped expressing herself
in English. She stressed that knowing the form of the language did not
necessarily mean that one could communicate in it, an understanding she came
to after leaving high school.
In summary, the data suggest that some PRS participants have beliefs about
what makes a good English teacher that are shaped by prior language learning
experiences. The participants‟ descriptions of a good English teacher are based
on their memories of the teachers and the instruction they received in the past.
These past experiences in language learning influence their definition of what
makes a „good‟ (effective) English teacher. They also help them define the
kind of teachers they want to be. They want to be good teachers who have
characteristics they value such as a good command of the language,
knowledge of how to teach the language and skills in teaching it: they want to
be fluent, and speak the language with a good accent as well.
Presented next is category 2 which likewise describes the participants‟ views
about a good teacher but, in this case, with reference to the teaching profession
in general.
4.1.1.2 Cat. 2-TR: Being a „good‟ Teacher in the Profession
Beliefs statements under this category were reported by 20 (71.42 %) of the
PRS participants. Nine of these PRS interviewees described characteristics
they believed make a good teacher in the profession. These qualities included
being caring and kind (Amalia), considerate (Monica), patient (Kelly, Adriana,
Madalena) friendly and supportive (Jovita), liking and loving of students
(Julia, Carmona), as well as hardworking and responsible (Josefa).
104

CHAPTER 4

Two participants had beliefs that were formed as a result of their experiences
as students in the past. One PRS interviewee (Amalia) said she had very good
teachers in the past, teachers whom she described as caring and who
influenced her to believe that a good teacher should be kind.
During my high school time, my father died, so I had a very
difficult time, but my teachers were helping me at that time,
they are very kind to me; just take care of my emotion
(Amalia).
Another PRS interviewee reported mixed experiences with teachers; some she
viewed as more supportive to students than others. She wanted to be like the
ones who were genuinely interested in helping students, „good teachers who
try to make students like learning‟ (Monica). Her view was supported by
another interviewee who described her ideal teacher as having the following
characteristics:
For me the image of a teacher is that teacher can be friendly
and supportive, be ready to deal with different kinds of
students‟ problems (Laura).
A related perspective of the ideal teacher is reflected in the view of one PRS
participant who pictured her future role as one who supports students by being
a builder of lives:
I want to be a creative teacher and the one who could build
up lives through teaching English. I think that would be
more helpful, I know that I can give and teach
unconditionally, I know that (Josefa).
Other participants stressed the importance of loving and liking students. They
believed this to be the key to a positive teacher-student relationship. For one
participant this was founded on her own experience as a student in the past.
I like the teacher, and then I pay attention to his lesson
[referring to a high school teacher]. To make your students
like you and like your lesson, you have to have a good
relationship, and you have to make them know you care
about them and you love them (Julia).
Having this positive relationship with students was seen as so important that
one participant advised as follows:
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I think before you enter this field I think you make sure that
you do like teaching and you do like getting on with
youngsters. That‟s very important. If you don‟t like children,
you have no patience, it is difficult. That‟s an expectation
(Carmona).
Some of the PRS participants held beliefs about what characterises a good
teacher that were shaped by their classroom teaching experiences during the
recent TP. For example, one participant said that being in the classroom can
be a trying experience as students are not really very patient with their
learning (Kelly). Patience, a quality often valued in the teaching profession,
was viewed as an essential characteristic of a good teacher.
Another participant considered patience to be an important quality because
teachers were not always rewarded „100%‟ for the effort made (Adriana). It
was noted that there are aspects of the classroom which a teacher cannot
change. For example, it was reported that students might not perform as
expected: they might fail in tests, and this could be disappointing but it had to
be accepted because, as one participant remarked, “that happens” (Madalena).
Eleven of the 20 PRS participants further described good teacher qualities in
the profession, but in relation to essential qualities that they believed make
teaching work. They got these ideas about teacher qualities from the recent TP
experience. Three participants (Matilda, Martina, Nilda) narrowed the
description to include the qualities of being hardworking and responsible
which they expressed metaphorically in terms of having a „brain‟ and a
„heart‟.
I think before you really engage in teaching you really must
ensure that you are really a hardworking and responsible
person , you have to teach with your brain and heart
(Matilda).
For one PRS interviewee, being hardworking and responsible meant both
being prepared before coming into the classroom, and being aware of the
many demands that need to be confronted within the classroom. An
inexperienced teacher will feel as though she is being “used up all the time”,
one participant (Martina) said.
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Other responses also acknowledged the qualities of being hardworking and
responsible essential in practice. It was said that the demands on teachers,
which can include outside pressures (Nilda) such as schools‟ and parents‟
expectations that their children pass exams, and also the need to match the
mentor‟s teaching style, necessitates not only being hardworking but also
being responsible. Teachers must come to class always prepared. The trainee
teacher should not be “messy” in teaching or “jumping from here and there”,
one participant (Severina) remarked. There was also a demand to know how to
“use time efficiently in order to cover the syllabus” (Thelma). An awareness
of these demands requires having “brain” and “heart”, they believed.
One PRS interviewee, reflecting on her recent TP experience, offered a more
matter-of-fact view of life in the classroom and what she believed were
qualities that were important for a teacher to cultivate. She said:
A good teacher doesn‟t always mean a nice teacher.
Teachers have to have their own rules, own ways, own
expectations and this has to be known (Teresa).
In other words, this participant believed that a good teacher is strict,
establishes authority, and sets clear rules on teacher and student roles right
from the start.
Finally, one PRS participant offered the opinion that being open-minded and
flexible or open to change makes a good teacher in the profession. She said
this was a trait that trainees should learn because they lacked teaching
experience and it was important “because there are many new changes in
Macau” (Sara). This PRS interviewee believed that student teachers like her
would need more experience or it would be long time before they could
become good teachers. The view of this participant, which appears to promote
an attitude of being adaptable, shows that she was acknowledging the
connection of teaching in the classroom to a much bigger unit, the society.
In summary, the data suggest that the PRS participants held significant beliefs
relating to what makes a „good‟ teacher in the profession. They believed that a
good teacher in the profession has many qualities; they noticeably made more
mention of affective qualities relating to caring about students than any other
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qualities; this appears to be a dominant concern among the valued qualities.
They believed in these qualities principally because they were being
influenced by past teachers and by values generally associated with the
teaching profession. They also believed in the importance of other essential
qualities such as being patient and flexible, shaped by classroom teaching
experiences during TP and by their practical understanding of what makes
teaching work in the classroom.
4.1.2 PRS Beliefs about Teaching
Table 2 reports a summary of the beliefs statements concerning the PRS
beliefs about Teaching.
Table 2. PRS Belief Statements about Teaching
Teaching
Theme 2 : Views about teaching in the
classroom
Cat. 1 - TNG: Perceptions about Teaching
Cat. 2 - TNG: Feelings about Teaching

Frequency

Percentage

15

62.5

9

37.5

24/30

100

TOTAL
*6 participants made no input

*Legend: TNG stands for the area of discussion relating to Teaching
The data in Table 2 show that in this area of beliefs, 24 out of a total 30 PRS
participants expressed views related to Teaching. The dominant theme is the
PRS participants‟ views on teaching in the classroom. Two categories have
been identified. The first category focuses on the PRS participants‟
perceptions about teaching, what they believed to be the nature and demands
of teaching in the classroom. The second focuses on the feelings the PRS
participants had about teaching after TP; these feelings are with reference to
the realities of classroom teaching they discovered during the TP.
4.1.2.1. Cat. 1-TNG: Perceptions about Teaching
Beliefs statements under this category were reported by 15 (62.5%) of the PRS
participants. Six out of the 15 PRS participants expressed a perception that
teaching involves dealing with the expectations of others: the mentors,
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students, school principal, and parents. The TP experience played a role in
shaping their current understanding of the nature of teaching in the classroom
as it involved dealing with the many stakeholders.
The mentors during TP appear to have been their major concern since it was
the mentors who were the ones determining what trainees could and could not
do. Mentors were the more experienced teachers who were substituted by
student teachers during a semester block of TP. Findings in this category
suggest that there is a range of responses related to each PRS teachers‟
individual experiences with their mentor during the TP period; some of these
experiences are positive and some negative. In some cases it is not clear
whether a trainee viewed the input from the mentor as helpful:
My mentor always asked me to give homework to my
students, to copy the vocabularies. And also the test, I have
to make the test myself to the students and the mentor asked
me to find some exercise that I have done before the tests
(Salome).
Another trainee seemed more positive in interpreting the mentor‟s directions:
I taught in a similar way [to my mentor], because I think the
students will be more used to it. The mentor would let me
use the set dialogues because they have an exam on that, so I
don‟t want to make a big change (Lilia).
There were times, however, when the mentor‟s directions were seen by the
student teacher as intrusions:
I have a very bad time in the first TP because my mentor is a
class teacher. She uses usually ten or twenty minutes
because they have to discuss something about the class,
about time management. I cannot tell how many times. So
sometimes I plan activities, I just can't work it out. She told
me she really had to speak to the class about some morals,
like, no smoking, no having boys or girlfriends (Amalia).
A second concern of the pre-service teachers was the attitude of students
towards them. For instance, one participant recollected her disappointment on
discovering that students did not always respond in the way she anticipated:
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It is frustrating if you use your heart to make students learn it
is not easy. When you have used your heart to plan
something for your students and your students don't accept it
or don't like it at all, you feel very frustrated (Kelly).
Students did not always welcome new ways in class; indeed they were known
to resist any change in established ways of teaching. As one participant
experienced:
Teaching in the real situation is different because if a teacher
teaches actively, the students will think she is crazy
(Thelma).
In addition, PRS participants had concerns about others‟ expectations, such as
the expectations of parents and the school. Overall, it is apparent from the
participants‟ responses that teaching in the classroom involves responding to
multiple layers of expectations, expectations that come from mentors,
students, and also from not so apparent forces in classrooms such as parents
and the school itself. These are the psychological realities of real classroom
teaching and often they are not referred to in the preparation of student
teachers. These, evidently, are influences on teachers‟ beliefs and practices
that teachers do not find easy to articulate without support.
Within the same category relating to Teaching, there were nine PRS
interviewees who held perceptions relating to the demands of teaching in the
classroom. One principal concern identified was that teaching is not just doing
“one thing”, or simply teaching English, rather, it involved considering many
things and doing many tasks.
The interview data in this category reveal that the PRS interviewees held two
images of teaching: one that was shaped by their experience as students and
another shaped by the recent experience in teaching. These two sets of images
of teaching seem to conflict with each other. The conflict is evident in the
phrases used to report their new found beliefs such as: “Before I studied in the
university … but now”; “Before I entered … I thought … but now …”, “Being
a teacher I thought … but now”. Some of these phrases seem to reveal failed
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expectations: “I thought that … if you could ….”, “After TP …” and, “I
should have looked at …”
An example of the conflict between preconception and reality is evident in the
statement of one participant:
Before I studied in the university, I really think that teaching
is very easy, just everyday go to school and then after
school, finished. But now being a teacher, you got so many
things to do, so actually teaching is very tough (Laura).
One PRS participant expressed her agreement that teaching is not
easy because it has many demands:
Before I entered the university, I thought that teachers only
have to be knowledgeable, that everything is fine, but of
course it is not true anymore. I agree with my classmate that
teachers have to have many hands to deal with so many
different things besides teaching (Bela).
Dealing with students‟ attitude was a concern expressed by one
participant who found that “students nowadays are not easy to teach,
they are very smart, and they will challenge you sometimes”
(Madalena). Another participant discovered that teaching English is
not lecturing students on what to learn; nor is it simply about having
the right qualification. The demands of teaching extend to nonpedagogical matters. The change in preconception and the impact of
the TP experience on the formation of new beliefs is clear in this
statement:
When I entered UMAC, teaching must have professional
training. I thought if you could speak English, you could
teach English. After TP, the teacher must take care of the
students' needs not only to pass knowledge but to take care
of their family problems, pay attention to students after class
(Bela).
What this PRS participant discovered was that she had to attend to students‟
personal problems, not just their learning. Another participant had her
preconceptions changed; initially she thought teaching could be decided on
and planned easily, unaware that she had to cover the syllabus within a very
limited time frame:
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I love teaching. But after all these four years in the
university, I‟ve learned a lot. I feel that teaching is not just
some theories or some skills that I have to acquire. I do not
have time to teach all the things I have to teach (Josefa).
It is clear from the above statements that the pre-service teachers had
preconceptions about teaching even before they became teachers. Some of
these were shaped by university training, others by past experiences about
teaching gained as students. Needless to say, not all beliefs held by pre-service
teachers were formed during the period often referred to as the apprenticeship
of observation. Educational principles presented in university courses were
also sources of teachers‟ beliefs in this group of teachers. This is supported,
for example, by evidence provided in the following statement:
Before I entered the university, I thought teaching was about
teaching, I am a good teacher if I can do my job well, if I
have knowledge, if I have the theories, and then I can put
them into practice according to my knowledge. But now I
think teaching is more than that. A language teacher is not
just a mentor, but really, if asked what a good teacher is,
because we have a lot of subjects like counseling and
psychology, now I learned that, if I want to be a teacher, I
have to be a good person, to be a good person in front of my
students (Teresa).
In the case of this participant, subjects such as counseling and psychology had
taught her that one of a teacher‟s duties is to set an example of a “good
person” to her students. There were participants who discovered from their TP
experience that teaching involves meeting demands other than teaching
students what the teacher knows such as preparing students for tests and
motivating them to learn. In other words, one of the significant demands of
teaching is to ensure that all these tasks are carried out. It appears that the TP
experience showed them that teaching is not just about teaching the subject
matter of English; the TP also provided them with an opportunity to see that
there are other facets in real classroom teaching. The participants discovered
that teaching involves: considering students‟ welfare, attending to students‟
problems, as well as motivating them to learn. Evidently, PRS teachers have
beliefs about teaching shaped by contextual factors or classroom realities.
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4.1.2.2 Cat. 2-TNG: Feelings about Teaching
Beliefs statements under this category were reported by 9 (37.5 %) of the PRS
participants. These interviewees focused on the perceptions they formed about
the job of teaching, specifically, the feelings they expressed with reference to
the realities of classroom teaching they discovered during the TP. The
recurring theme in their beliefs statements is that teaching is a tough job. One
participant expressed her feeling in this way:
Before I studied in the university, I really think that teaching
is very easy; every day going to school and then after,
finished. But now, being a teacher, you got so many things
to do, so actually, teaching is very tough (Flora).
Her view was supported by several participants who described their
experience of real classroom teaching in TP as “stressful” (Kelly), “not
comfortable” (Celia), “very tough” (Laura), “not an easy job” (Arlete), “not
really a nice job” (Martina) and “filled with pressures” (Bela). These
participants appear to have been overwhelmed by teaching realities for which
they thought they were ill prepared. They reported discovering a great many
things they had to be and do in teaching. One participant expressed her
perception succinctly:
When I have my TP, I didn‟t think that a teacher needs to be
a superwoman. That I have to correct books and mark the
test paper. I feel stressed (Vera).
For one PRS interviewee the demands of classroom teaching in TP were so
overwhelming she was made to feel inadequate and even disoriented. The
reality of school life challenged her deeply held ideals about teaching, ideals
formed before she became a teacher. Evidence of feelings of confusion begins
with her description of her expectations about teaching before TP. It appears
that she felt cheated after her experiences during TP:
I actually thought teachers really have a nice job; you have
many holidays but after I have been a teacher, I think it is the
worst job. I‟d rather work in the casino. I have already
taught in a language school before so I had the confidence to
stand in front of the class. But now, I think communication
between teachers, if you think this way, is better with your
students. It is a good way to develop a teacher because
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sometimes, you are stuck with yourself. You can‟t think of
anything if you are with yourself (Martina).
There is literature on pre-service teachers that suggests that student teachers
may well experience a „reality shock‟ (Farrell, 2003), even periods of
disillusionment during their TP (Kettle & Sellars, 1996; Kyriacou & Stephens,
1999). In this case, it seems that a feeling of not being a part of the school or
being left on her own with no one to talk to, made this participant feel
disenchanted with the profession. However, not every participant felt so
disillusioned with their TP classroom teaching experience. One participant
focussed on the challenges of teaching in her responses rather than on the
stresses of the classroom. She said:
Teaching may be filled with pressure but still interesting;
maybe 80% of your time of your life must be contributed to
teaching so you have to get yourself to enjoy it (Vinha).
Thus, while teaching was viewed by some as „tough‟, there were others who
saw it as entirely interesting despite the pressures.
In summary, the feelings the pre-service teachers involved in this research
expressed about teaching in the classroom indicate that it is a tough job for the
most part; the experiences of TP challenged their preconceptions, and in some
cases, the experiences brought disillusionment.
4.1.3 PRS Beliefs about Students
Table 3 reports a summary of the beliefs statements concerning the PRS
beliefs about Students.
Table 3. PRS Belief Statements about Students
Students
Frequency Percentage
Theme 3: Views about students‟ perceptions
of English learning
Cat.1 - SS: Students‟ Motivations for Learning
19
65.40
English
Cat. 2 - SS : Students‟ Attitudes towards Learning
4
13.60
English
Cat. 3 - SS : Students‟ Preferred Language
6
20.60
Learning Activities
TOTAL
29 / 30
100
*Legend: SS stands for the area of discussion relating to Students
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The data in Table 3 show that in this area of beliefs, 29 out of a total 30 PRS
participants expressed views related to Students. The dominant theme is the
participants‟ views about students‟ perceptions of English learning. Three
categories of beliefs have been identified. The first is related to the
participants‟ understanding of students‟ motivations for learning English; the
focus is on the motivational factors that propel students to learn English. The
second category is about the views of the participants relating to students‟
attitudes towards learning English or how students view English. The third
category relates to what the participants observed to be students‟ preferred
language learning activities, the kind of learning activities students like and do
not like to do.
4.1.3.1 Cat. 1 - SS: Students‟ Motivation for Learning English
Beliefs statements under this category were reported by 19 (65.40%) of the
PRS participants. In dealing with this theme, the participants explained what
they believed were the motivational factors or concerns that propelled the
students to learn English.
According to the responses made by the majority of these participants,
students learn English because it helps them to meet school requirements, get
a job after leaving high school, pass exams and “get a certificate after
graduation” (Teresa). PRS participants said that students regarded English as a
subject “to pass” (e.g. Amalia, Nilda), to learn “for the tests” (Madalena), a
subject to pass like other major subjects in the school curriculum:
I think my students just regard English as a subject; they
have no idea or concept that they will use it in their daily
life, they just think, this is just like Mathematics (Vinha).
Another PRS interviewee commented on students‟ inability to recognize any
usefulness in learning English. She said that students “do not know what they
want and sometimes they are lazy” (Matilda). The difficulty in controlling her
class because of students‟ lack of motivation was an experience shared by
several. For example:
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In my TP School, the students have no motivation to learn.
Every time you try your best to deliver your lesson, they will
keep talking. I don‟t know why they have so many things to
talk about with their classmates (Celia).
Two PRS participants had the opinion that some students have no genuine
motivation to learn the language for reasons other than academic: the students
are given no choice about learning it. They said that, for many, English is a
„must learn‟ subject, and this is the case regardless of whether a student finds
it too difficult to learn or not useful as their parents think (Martina). As one
participant said, “they are forced to learn so they have to learn” (Kelly).
However, two other participants reported that the level of motivation increases
when students get to the last stage of high school education because by then
they can see the usefulness of English for future job prospects:
When they are in Form 5 or 4, they begin to understand the
importance of learning English because they are about or
getting closer to entering the society and get work
(Carmona).
Finding a job in a casino (Josefa) was judged to be one consideration that
students had as they got to the end of their secondary school education.
In summary, situational factors such as the motivation that drives students‟
interest in English played a part in shaping PRS teachers‟ practical knowledge,
that is, the local knowledge or awareness these trainees have about what it
means to teach in the context of practice with reference to students that they
gained during TP.
4.1.3.2 Cat. 2 - SS: Students‟ Attitudes towards English
Beliefs statements under this category were reported by 4 (13.60%) of the PRS
participants. These PRS interviewees contributed responses towards the issue
of students‟ attitudes towards English. One participant said that students hate
English because they fail in it (Teresa). Another refrained from drawing
conclusions on students (Monica); she said that in her TP, it was not easy for
her to tell who hated or loved English because some students were active
while others passive. The participants also said that students found learning
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English not easy, “a very difficult task to learn”. They also surmised that the
learning of English caused students to feel insecure since students were “afraid
to make mistakes” and did not want other students to “make fun of them”
(Vera, Lilia).
In summary, pre-service teachers became aware of the situational factors,
particularly the varying attitudes of students towards English that enter into
teachers‟ considerations of their teaching practice. This new awareness was an
addition to the local knowledge they have about what work in the context of
practice.
4.1.3.3 Cat. 3 - SS: Students‟ Preferred Language Learning Activities
Beliefs statements under this category were reported by 6 (20.60%) of the PRS
participants. They commented on students‟ preferences in learning English.
One of them shared her view about students‟ preferences in this way:
I think my students are quite active and smart; they don‟t want
to study (rules) and memorize. They want to learn from
activities. If I just ask them „Read after me‟, they don‟t want to.
But I just want to … “Let‟s have a competition”, and they are
very involved, like very much, interested (Christine).
Another participant supported the notion that students “become very active
during the activities”, adding that she made “many efforts” (Laura) to
incorporate those activities into the classroom.
In contrast, one PRS interviewee felt that the unpredictable attitude of students
sometimes made it difficult to introduce activities. She reported that students
resisted any change; they preferred to adhere to familiar ways of learning. She
described how any teacher‟s effort to bring change could be constrained by
students‟ own beliefs on how to learn:
Because students remain passive, if we use some inductive
[method] or activities and ask them to find the rules, they
were unwilling. They expect, “Miss, can you just tell us the
rules?” (Julia).
In summary, pre-service teachers gained the understanding from TP that
students respond to communication or participation-oriented language learning
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activities in different ways. Some students seem to favour doing something
different from the ordinary routine, mainly in the form of activities, whereas
others appear to keep to established ways of learning. This finding suggests
that teachers form beliefs by trial and error. Nonetheless, these beliefs become
part of their local knowledge about students.
4.1.4 PRS Beliefs about Medium of Instruction
Table 4 reports a summary of the beliefs statements concerning the PRS
beliefs about Medium of Instruction.
Table 4. PRS Belief Statements about Medium of Instruction
Medium of Instruction
Frequency Percentage
Theme 4: Views about the role of L1 and L2 in
teaching English
Cat. 1 - TL: Using both L1 (Chinese) and L2
17
68
(English) as the Medium of Instruction
Cat. 2 - TL: Using only L2 (English) as the
8
32
Medium of Instruction
TOTAL
25 / 30
100
*5 participants made no input
*Legend: TL stands for the area of discussion relating to Medium of
Instruction (Teaching Language)
The data in Table 4 show that in this area of beliefs, 25 out of a total 30 PRS
participants expressed views related to Medium of Instruction. The dominant
theme is the participants‟ views about the role of L1 and L2 in teaching
English. Two categories reflect the beliefs of the participants. The first focuses
on the participants‟ belief that both L1 (Chinese), more specifically,
Cantonese, a regional dialect of China used in Macau and L2 (English) should
be used as the medium of instruction; the second focuses on their belief that
only L2 (English) should be used as the medium of instruction.
4.1.4.1 Cat. 1 - TL: Using both L1 (Chinese) and L2 (English) as the
Medium of Instruction
Beliefs statements under this category were reported by a sizeable number of
PRS participants, 17 (68%). These teachers said that both L1 and L2 should be
the medium of instruction of English in the classroom. The majority of the
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participants thought that switching to L1 during English instruction is what
makes teaching work. There seem to be several concerns underlying this
viewpoint.
A dominant concern related to the students‟ low level of proficiency and this
modifies a teacher‟s belief about the medium of instruction:
Students have a blank expression. They look blank and then
they didn‟t even play the game well because they didn‟t
know [understand in English] the rules. So I decided to say
something in Chinese in some ways” (Josefa).
There is evidence that using the students‟ first language to assist in the
explanation of the English subject matter, what one participant called “going
bilingual” (Vivien) was favoured by some. If only English was used, Vivien
said, students would say “Miss, what are you talking about?” However, the
extent to which the trainees supported the teaching of English using L1 varied.
One participant was strongly convinced that it was not at all necessary to use
only English:
No point to speak a language that they don‟t understand a
word; they won‟t pay attention to [the teachers‟] lessons
(Carmona).
This participant actually suggested a ratio of using the two languages at “60%
Chinese and 40% English” to make teaching work. Pre-service teachers
supported flexibility in the medium of instruction because of the existence of
established language practices in the schools. One participant argued that
using “English in the English section” and “Chinese in the Chinese section” is
most appropriate because “it is very hard to engage them [students in the
Chinese section] to use English. It is tough to the students as well as to us”
(Vinha). The challenge to use only L2 in teaching affected this teacher‟s
understanding of what is the best medium of instruction for teaching English.
The concern for flexibility in the medium of instruction had to do with the
need for the pre-service teachers to cover the school syllabus requirement and
to facilitate the teaching of aspects of English that they believed could be
taught more efficiently using the students‟ L1. The view was expressed by
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one PRS interviewee that using the two languages at the same time is time
consuming (Julia); but others argued that use of both languages allows
students to understand in less time:
I used 70 or 80% Chinese because they [the students] don‟t
want to speak English and I don‟t want to spend time
explaining the English meaning (Madelene).
Several PRS participants agreed that the best way to facilitate coverage of the
syllabus was to use L1 in teaching certain aspects of English, such as
teaching students the meanings of vocabulary terms, since “simple meanings
[of words] are difficult for them” (Thelma). In the teaching of Reading
Comprehension passages, L1 was seen as a “compromise” (Teresa). It was
also considered useful for teaching “certain grammar points”, since students
“shout at the end of the lesson because they don‟t understand” (Nilda).
Making a decision on whether to use L1 or L2 proved a disturbing experience
for one trainee, who reported a feeling of “discomfort” in teaching Reading
Comprehension lessons in L1, but seemed to have no qualms about arguing
for the usefulness of L1 for grammar teaching:
In teaching grammar, I think it is more effective than using
English; I have to use Chinese for the whole lesson
(Amalia).
Sometimes L1 was used because, according to the experience of one
participant, it pleased the students. She reported that if she used “more
Chinese, it will be quite fun” (Martina).
In summary, the flexible use of L1 and L2 is underpinned by the following
concerns of PRS participants: (1) students‟ level of proficiency; (2) established
language practices in schools; (3) the need to cover the requirements of the
school syllabus; and, (4) sometimes just to respond to students‟ wishes. In
other words, there are situational factors that affect a teacher‟s decisions to use
L1 or L2 or both in their classroom instruction of English. However, the
overriding consideration seems to be the concern that students perform well in
their exams. This is the reality that pre-service teachers confronted in their TP
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and this, in many cases, affected and shaped their local knowledge with
reference to medium of instruction.
4.1.4.2 Cat. 2 - TL: Using only L2 (English) as the Medium of Instruction
Beliefs statements under this category were reported by 8 (32%) of the PRS
participants. These interviewees supported exclusive use of L2 in the
classroom teaching of English. The major reason for this was the participants‟
concern for establishing an appropriate learning environment. As one
participant explained:
If I don‟t make them practise in the forty minutes, I don‟t
think they have chance to speak English in their spare time,
so I strongly agree that using English in the English lesson is
the best way for the students (Terezinha).
This reflects the fact that students have no contact with the target language
outside the classroom. The implication of the statement is that the Cantonese
environment outside the classroom reduces the power of English when it is
used as the language of instruction. One participant said that in her TP school
she was “required” to use “only 60% English” (Salome).
Another participant had the advantage of teaching in L2 because, in the school
where she did her TP, the decision on language of instruction was not hers to
make. She said:
I don't need to judge whether I should use Chinese or
English. It is sometimes difficult for students but it is a very
good chance for them to be exposed to more English. In my
school, no Chinese is allowed (Severina).
Interestingly, one participant (Preciosa) supported using only English
language instruction but for an interestingly different reason; it was to get a
positive TP evaluation from the teacher supervisor who came a few times to
observe her teaching. She recognises that her university‟s teaching method
required a dominance of L2 in the classroom but confesses to paying only lip
service to this view.
In sum, overall there appears to be little support for the idea of using L2 as the
medium of instruction for teaching English. The few who supported this view
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did so wholly because of a concern to provide students with more opportunity
to be exposed to English. Most, however, felt the students‟ pressure against
the use of L2 and genuinely believed that L1 strongly contributes to learning.
Institutional realities clearly played a part in shaping PRS participants‟ local
knowledge or their practical understanding about the medium of instruction
that works in practice.
4.2 Chapter Summary
This chapter has made explicit the beliefs held by pre-service teachers in four
aspects of their work as teachers: the views they have about what makes a
good teacher; their perceptions and feelings about teaching; their assumptions
about students, motivation, attitudes and preferences in activities for learning
English; and their beliefs about the medium of instruction that they believe
helps teaching. Moreover, it has identified the diverse influences or factors
that contributed to shaping the beliefs that underpin their self-reported
practices. The next chapter reports the results from the interview data of the
in-service (INS) teachers (Case Unit 2).
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CHAPTER FIVE
RESULTS: IN-SERVICE (INS) EFL TEACHERS‟ BELIEFS
5. Introduction
The previous chapter reported the interview results for the pre-service EFL
teachers (Case Unit 1). This chapter reports the results for the in-service EFL
teachers (Case Unit 2) and follows the pattern of reporting used in the
previous chapter. The beliefs statements pertinent to each area and key themes
and categories are shown in tables so that the frequency of specific
occurrences characteristic of the participants is evident. After the data
presentation in the tables, there is also a narrative description of the results.
Likewise, direct quotations and paraphrases of longer statements from the
interview data are used to convey data. The use of pseudonyms was noted in
the methodology chapter of this thesis.
In this chapter of the investigation, the questions addressed are:
1

What beliefs do Macau do in-service (INS) EFL teachers in Macau
secondary schools have about aspects of their work as teachers?

2

What are the sources of their beliefs?

The data analysis reveals that INS teachers in fact have beliefs in the four
areas: Teachers, Teaching, Students, and Medium of Instruction and also, that
there are many factors or influences responsible for the formation of the
beliefs that govern the self-reported practices of these practising teachers. The
following section reports the results of the investigation beginning with the
beliefs the INS participants have in the first area: Teachers.
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5.1 Results: INS Teachers' Beliefs
5.1.1 INS Beliefs about Teachers
Table 5 reports the belief statements concerning the INS beliefs about
Teachers.
Table 5. INS Belief Statements about Teachers
Teachers
Theme 1: Views about a „good‟ teacher
Cat. 1 - TR: Being a „good‟ English Teacher
Cat. 2 - TR: Being a „good‟ Teacher in the
Profession
TOTAL
*2 participants made no input

Frequency Percentage
7

28

18

72

25 / 27

100

*Legend: TR stands for the area of discussion relating to Teachers
The data in Table 5 clearly show that in this area of beliefs, 25 out of a total 27
INS participants expressed views about Teachers. The dominant theme is the
participants‟ views about a „good‟ teacher. Two categories of beliefs have
been identified. The first category relates to the participants‟ views about what
makes a „good‟ English teacher; the second to the participants‟ views about
what being a „good‟ teacher in the profession means.
5.1.1.1 Cat. 1 - TR: Being a „good‟ (effective) English Teacher
Of the total participants responding, 7 (28%) of the INS interviewees
expressed beliefs about what makes a „good‟ English teacher. The
participants‟ descriptions of a good teacher are linked to their memories of
teachers and instruction in the past.
One of them expressed a strong belief that a „good‟ teacher needs to have
“really good” English, that is, a good command of the target language.
I believe that if your English is not really good you shouldn‟t
go and teach, because you know, you are not only affecting
yourself, you are affecting a lot of people, and not only that,
they are teachers of our world (Reina).
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This INS participant also said it was essential that teachers of English became
good models of the language, their pronunciation should be good and their
grammar correct; if not, students would not develop good English. In addition,
she believed it was important that students be given the chance to use the
language they are learning:
The way I learned in the secondary [school], [it is learning]
rules and rules and rules, which I think is actually quite
boring and not really useful because you know you can
remember the rules very well like what I said but you don‟t
know how to use it. Wow, my students they know the rules
so well, they say, present tense when you see something you
do all the time, they know it, but when they say in a
sentence, oops, they don‟t know, they got it all wrong, so
what‟s the use of remembering all the rules (Reina).
This participant believed that it was not enough that students were taught only
to master the rules of the language; she thought it more important that students
could speak the language well.
Two other INS participants specifically valued teachers like those they had in
the past who “paid attention on grammar” (Justina) and “picked out every
single mistake” (Marcia) believing that these teachers help students to learn
English well by doing this. The participant Justina believed that giving
attention to grammar was absolutely necessary, so that students could have a
clear understanding of how the grammar of their mother tongue compared
with that of the target language. She believed it was only in this way that a
student could have a good grasp of the structure of the language. She recalled
how she learned the grammar of English from teachers in the past.
My teachers also paid a lot of attention on grammar and I
find that this is quite useful to me and I like her way of
explaining the grammar structure. It may be boring for some
of my classmates in the past but for me, I like learning and I
won‟t mind whether it is boring or not, I just want to learn
something. My teachers show some rules and organize them
well and give us some handouts, some notes and we will
make use of the grammar structure in writing my
composition. I think it influences a lot especially the way of
teaching grammar (Justina).
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This influence of her past language learning experience was apparent in the
way she recreated in her own teaching the same type of experience she had
had when she was a student:
I like organizing the grammar rules in a better way to show
to the students, to compare them, show differences and
similarities, that is what I learned from the previous teachers
(Justina).
While the focus of Justina‟s belief was on the importance of teachers paying
attention to grammar rules, another INS participant believed in error
correction, stating that if the teacher failed to correct students‟ mistakes, the
“students would ignore them as well.” This belief was influenced by prior
language learning experience:
When I was in SFC [high school], our teachers encouraged
us to do corrections of our compositions; we have to use a
pencil to do the corrections on top of our mistakes first. Then
afterwards we are asked to rewrite the whole composition.
But first of all we have to make use of the pencil to make a
certain corrections first, and then submit the books to them
and then after collecting the books we will rewrite the whole
composition as a kind of correction that means we have to
do the correction on the same piece of composition twice
(Marcia).
Clearly, both of these INS participants held beliefs influenced by prior
language learning experience and by their own high school teachers whom
they referred to as “very good teachers”; the approach they used in their
teaching is also similarly influenced.
The data showed that four participants agreed that teachers should pay
attention to students‟ errors because such technique helps students. For
example, one said:
If I give them a composition every other week, actually,
this is good for the students. I still believe they can learn
from their mistakes (Anita).
The above view was summarized by another participant in a dictum she
supported, that is, that “practice makes perfect.” She stated:
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If I make them find out their own mistakes, I will make
these conscious, and the students will not make the
same mistakes again (Alicia).
In summary, it is clear from the above beliefs statements that some INS
participants have beliefs shaped by their prior language learning experiences.
These past experiences, together with the practical knowledge gained from
practice have become the basis of what a number of these practicing teachers
believe are characteristic of a „good‟ (effective) English teacher and what a
good English teacher does.
Presented next are the INS participants‟ views with reference to what being a
„good‟ teacher in the profession means in general.
5.1.1.2 Cat. 2 - TR: Being a „good‟ Teacher in the Profession
Of the total INS participants responding, 18 (72%) interviewees expressed
beliefs relating to what being a „good‟ teacher in the profession means in
general. Nine of them mentioned characteristics they considered desirable in
teachers and which they believed make a good teacher in the profession. These
characteristics include being: well-prepared, efficient and hardworking, strict,
patient, motivating and confident.
One INS participant emphasized the importance of being enthusiastic about
one‟s work:
Generally speaking, I think, first a teacher should be
interested in teaching English. Young people are very clever,
and they can feel with teachers whether she or he likes to
teach. If the teacher is enthusiastic, I think this helps in his or
her teaching (Antonio).
Another nine INS participants mentioned beliefs about a good teacher with
reference to what they perceived as the usefulness of the role that a teacher
adopts to teach well. Two of the nine participants said that being a good
teacher was more than just being a teacher. A good teacher was described as a
“resource person” (Noemi) for their students; also a “friend” (Anita) to them.
Another participant valued a teacher being approachable:
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If I keep my relationship and have a good relationship
with them, they can always learn , because if they have
problem, they will approach me, then on the foundation
of this relationship, I will teach them English (Susanna).
One INS interviewee described a good teacher as one who could be flexible
with his or her role, even if it was just for the non-pedagogic reason of
bringing fun to the class:
Sometimes I feel that I am an entertainer more than a
teacher. I do teach of course. I cannot expect myself to
be like that [an entertainer]. I think it is unrealistic, but
sometimes, I know they enjoy that kind of relaxing,
very friendly atmosphere where they can say what they
want to say (Laura).
This INS participant admitted that being an “entertainer” was not something
she would normally be, but she recognized its benefit in creating a stimulating
learning environment. As Senior (2006, p. 185) remarks, “Experienced
language teachers sense that there is a reciprocal relationship between
enjoyment and learning”.
Other INS participants variously described a teacher‟s role as that of a “sewer”
(Karla), of one who “does not behave like a God and think he can create
students” (Lorna), and like a custodian, one who spends time with the students
“not only for their knowledge” but more importantly “for their behaviour”
(Albertina). Also, in the role of custodian, a good teacher was described as one
who does “not to give up easily” based on the belief that “education is a long
way to foster a child to become an adult; may be this year they hurt you so
much, next year they change”(Flora). A good teacher in the profession is
patient, this teacher believed.
Shifting between two roles, that of a “tourist guide” and a “zoo keeper” is how
one INS participant viewed her role as a teacher. She illustrates how these two
roles were played out in her teaching.
Like a tourist guide, I try to guide them to places where they
have interest in and then they are visitors and then they try to
explore something by themselves. They [too] should be
explorers, to find out some things for themselves … Once
you enter the classroom, you have to know that 30 to 50
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students are in your hands, but they are not your toys, you
need to guide them. And if you lose your control or break
your temper anytime you like, everything will be, „game
over‟ (Candida).
What this participant seems to be suggesting is that a good teacher is one who
has a good capacity for classroom control.
In summary, the findings for this category reveal that some of the INS
participants define a good teacher in the profession based on what they
reported as desirable teacher characteristics or qualities, ones they personally
believed help in teaching such as being well-prepared, efficient, hardworking,
and so on.
In addition, the results show that in-service teachers believe that a „good‟
teacher in the profession plays useful roles. They used diverse metaphorical
terms to describe what they believe are useful teacher roles based on their
personal experience of what works in teaching and what helps students, roles
such as the teacher as a “sewer”, or the teacher as a “tourist guide” and so on.
Presented next are the INS participants‟ beliefs about teaching.
5.1.2 INS Beliefs about Teaching
Table 6 reports the belief statements concerning the INS beliefs about
Teaching.
Table 6. INS Belief Statements about Teaching
Teaching
Frequency

Percentage

Cat. 1 - TNG: Perceptions about Teaching

12

46.15

Cat. 2 - TNG: Feelings about Teaching

14

53.85

26 / 27

100

Theme 2: Views about teaching in the
classroom

TOTAL
* 1 participant made no input

*Legend: TNG stands for the area of discussion relating to Teaching
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The data in Table 6 above, shows that 26 out of a total 27 INS participants
expressed views about Teaching. The dominant theme is the participants have
about teaching in the classroom. Two categories of beliefs have been
identified. The first category relates to the INS participants‟ perceptions about
teaching; this is with reference to their view of classroom practice. The
second is on the INS participants‟ feelings about teaching, which has
something to do with their views of teaching realities.
5.1.2.1 Cat. 1 - TNG: Perceptions about Teaching
Of the total INS interviewees responding, 12 (46.15%) of the INS participants
expressed their beliefs relating to their perceptions about teaching, what it
involves. Some of these participants viewed teaching as the work of
professionals. For example, two participants viewed teachers as professionals
who engage in the “passing [of] knowledge to the next generation”
(Albertina), or with what another participant (Herminha) defined broadly as
“education”. Their views were shared by another teacher who believed that
teaching was about „passing knowledge‟, a task which, to her, was personally
rewarding:
I like teaching, I like education, I like passing knowledge
from me or spreading or helping students to solve their
problem. I will find it‟s a successful feeling. I know
something, I can share it with them and they can be as good
as I am or may be better than me. I feel happy about that
(Violeta).
There were INS participants who viewed teaching, not only as a profession but
also “a job to stay with the people around you”, said one (Jose). Teaching is
also about having a good relationship with people in the school. To have this,
one has to be a good team player. Another participant appears to see teaching
as a moral and civic duty to a community:
Teaching is not only a piece of work or job. It is a vocation,
not just to produce a dead thing but for formation. You help
the children to grow, you stay with them. Actually, you are
producing people who will be in charge of the society and
the world in the future (Antonio).
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In other words, teaching is seen by this participant as engaging in the
development of the young to become future responsible members of the
society.
For another participant, what mattered was that students developed a good
attitude to life. To her, teaching is more than being concerned about academic
results:
I can see some successful people or successful person, in our
society, actually they were not good students in school, so
good students in secondary school or good students with a
very good academic result doesn‟t mean they will not be
successful in the future. So I believe that the most important
thing is that they have a good attitude to life and how they
live, this is very important (Susanna).
Finally, one participant presented her view of teaching as being a
profession that inspired her life. Teaching was viewed not only a
source of income and way of helping her students in life. When asked
about her view of teaching, she remarked:
It‟s very great, it‟s not only a profession. If we look at it
from a financial point of view, of course we must have a
profession. I won‟t teach free of charge, never. At least, if I
don‟t have to worry about my living, I can teach free of
charge. It‟s not only a profession but it‟s a life inspirer and
encourager and a life helper (Anita).
In summary, nearly half of the INS participants believed that teaching is more
than a profession, or job. It is also an inspiration to them. Their years of
teaching experience can be said to have made them professionally mature so
that the perceptions they now express about teaching seem to be more
sophisticated. They see teaching as being involved in education or passing of
knowledge to the next generation but it also involves developing good
relationships with people in the school, engaging in the formation of
responsible citizens and people with good attitude to life. Some of them view
teaching as a job that not only provides a source of income but also gives
meaning to one‟s life but what seems clear based on the data is there is a
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connection between contextual factors or classroom realities and the beliefs or
perceptions they have about teaching.
5.1.2.2 Cat. 2 - TNG: Feelings about Teaching
Of the total INS interviewees responding, 14 (53.85%) of the INS participants
mentioned their feelings about teaching. What emerges is that they share the
view that teaching is difficult. Their descriptions of their perceptions of their
work as teachers can be summarized in the word “hard”.
A number of the INS participants expressed the view that teaching was “a
really hard job” (Violeta), “harder than I thought” (Anita), “not fun” (Gilda),
and it meant “a busy life” (Bettina) for a teacher. Actual teaching practice is
described by other participants as “not easy” (Preciosa), “stressful” (Justina),
“terrible” (Joana), and “really very tough” (Andrea), “suffocating” (Alicia)
because there was too much to do. One of these participants described her
daily teaching struggle:
Our life is so busy that we cannot develop our own teaching
material, that‟s what most disappointing me. It‟s almost
impossible to develop our own teaching material; it needs a
lot of time. Even to look for a passage, to give a test or exam
questions. I remember spending 10 hours in setting one
paper. It‟s only an exam paper, how about designing an
activity just for one lesson? Or several lessons, and the
course is so tensed, so closely packed that it‟ impossible to
insert just one lesson for a relaxed activity (Anita).
She thought her teaching life was filled with so many endless things to do that
there was little chance to give either oneself or the students a chance to wind
down. Another expressed her opinion about teachers‟ work load. She said it
was difficult to teach effectively with a heavy teaching workload:
In the past, I feel teachers are doing very little things, they
are free, they have not much to do, they just open the books
and read several parts and that‟s what they are doing. There
is very little work for them to do; it‟s an easy job, yeah.
Now, is another story! It is not difficult to be a teacher but it
is really difficult to be effective, and to be a teacher who
really can teach. It‟s easy to be a teacher but it is not easy to
be a teacher who can teach (Violeta).
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Not all INS interviewees presented a bleak picture of classroom teaching. One
participant became frustrated from time to time teaching students who did not
seem highly motivated and were lazy but she tolerated this feeling of
frustration:
When I was in the secondary school, the teachers were very
good, that is the time when I wanted to become a teacher and
I enjoyed the way I can talk to our teachers. And then, when
it comes to me as a teacher, I really enjoy the time with
students although sometimes they are rather lazy but most of
them are rather friendly. I don‟t know, they are nice to you
so I enjoy teaching them. If they are more hard working then
I enjoy it more. Because sometimes you feel frustrated, like I
said to you about the writing, so you try to make them learn
lots of things but they didn‟t learn it so I feel frustrated
sometimes. But in general, I still enjoy [teaching] (Soledad).
This participant still enjoys teaching. Being with students gives her great
pleasure even if teaching them is sometimes not easy.
Two INS participants apparently embraced the idea that teaching is not
necessarily easy. It was “very difficult”, one participant (Marcia) admitted, but
she also argued that every teacher in Macau shared the same experience. She
appears uncomplaining of the harsh realities of a teacher‟s life:
Actually my teaching life is rather good but of course
the workload is rather heavy. I think this is the common
experience of most teachers in Macau (Marcia).
Another participant also seems accepting of the reality that comes with being a
teacher:
Being a teacher, you should be, I mean, I should be
responsible, I should have good preparation, and I find
that it‟s not easy to be a teacher because sometimes, I
even spend my leisure time, the weekends, preparing
the lessons, thinking of the methods of how to teach
them. It‟s time-consuming because being a teacher, we
should be like that (Justina).
Of interest is the belief of one INS interviewee who expressed candidly that
the “reality [of teaching] is to make money” (Lorna) and at the same time as
acknowledging that teaching was always her destiny since her parents were
both teachers. She viewed teaching as a given occupation.
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In summary, while the majority of the in-service participants seem to have a
pervasive feeling that real teaching is hard for them, there are a few who
accept that the teaching realities are an inevitable part of their professional
lives, even their personal lives.
5.1.3 INS Beliefs about Students
Table 7 reports the beliefs statements concerning the INS beliefs about
Students.
Table 7. INS Belief Statements about Students
Students
Theme 3: Views about students‟ perceptions of
English learning
Cat. 1 - SS: Students‟ Motivations for Learning
English
Cat. 2 - SS: Students‟ Attitudes towards Learning
English
Cat. 3 - SS: Students‟ Preferred Language
Learning Activities

Frequency

Percentage

10

37. 03

11

40.74

6

22.22

27 / 27
TOTAL
*Legend: SS stands for area of discussion relating to Students

100

Table 7 above shows that in this area of beliefs, all INS participants expressed
views about Students. The dominant theme is the participants‟ views about
students‟ perceptions of English learning.Three categories of beliefs have been
identified: students‟ motivations for learning English; students‟ attitudes
towards learning English, and students‟ preferred language learning activities.
5.1.3.1 Cat. 1 - SS: Student Motivation for Learning English
Of the total INS participants responding, 10 (37.03%) interviewees shared
their perception that it is motivational factors that propel students to learn
English. These factors have to do with students‟ views of the usefulness of
English to them as “a subject to pass” (Lawrencio).

Several INS participants said that students view English as a subject they need
to study “to pass examinations” (Susanna, Lorna, Vinha, Violeta, Alicia, Vera,
Benito). Two other participants highlighted the ideas that students view
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English “as a subject rather than a language to learn” (Anita), or as “a tool to
do tests and do exams but not to communicate” (Jose) in the language.

Some INS participants reported that students learned English, not because they
liked learning English but because English was viewed by the students‟
parents as a “tool, an instrument to find a job”. There was here the idea that
“parents pass to their children” (Candida). In other words, it is the
participants‟ view that students are extrinsically motivated to learn English.
The primary goal of students for learning English is to pass examinations and
to meet their parents‟ expectations.
An opposing view about students‟ motivation for learning English is also
presented:
Students do not care about learning English; they do not see
that English is important to learn, they don‟t think of ten or
twenty years from now, they just think of the next three or
four years . Students say… I am just going to Taiwan so
what! (Leandra).
Along the same lines is the response of the participant who supported
the idea that students generally did not find any relevance for English
in their daily lives:
They reject English, they don‟t find it useful in their daily
life; it is just on the book and paper. Once you use English,
they shut their ears immediately (Vinha).
Finally, some INS participants held the assumption that, compared with two
other major school subjects, Mathematics and Chinese, English was not
popular among the students. They said that some students even preferred
learning Mandarin. “Mandarin is more important” (Preciosa) to them, and they
“like other subjects better” (Lawrencio).
In summary, the findings suggest that the INS participants hold a common
assumption that students only learn English for its usefulness in helping them
pass the examinations. In addition, it is their opinions that students see
Mandarin as being more useful to them than English. This is the local
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knowledge they gain or the awareness they have about what works in the
context of practice that comes from years of classroom teaching experience.
5.1.3.2 Cat. 2 - SS: Student Attitudes towards English
Of the total INS participants responding 11 (40.74%) held beliefs related to
what they believed were students‟ attitudes towards English or how students
viewed English. There appears to be a common view that students do not like
learning English for several reasons. These include the notion that English is
not an easy language to learn, it is an intimidating language and it is not the
language of their culture.

These INS participants believed students did not like learning English
because, according to the report of one participant, the students did not find
English easy to learn. Moreover, they also did not feel a personal connection
with it:
Because they think it has many things to remember,
vocabulary, and then grammar structure, and then sometimes
„short form‟ or negative form. They always mix up, for
example, they don‟t know, for No question, they say yes, for
Yes question, they say „I‟m not‟, something like that, they are
confused. And they always said, „that‟s not my mother
tongue‟, „that‟s not the language I was brought up‟ (Elisa).
Another said that students did not feel comfortable in English. In fact, one said
that “they are scared of it” (Reina). Another reported that “shy students are
afraid of English” (Bettina) but the same students did not perform well in the
subject.
Peer pressure was also offered as an explanation for students‟ negative attitude
towards English:
Students are afraid to open their mouth, afraid to lose face,
they feel odd speaking in English, friends will say they show
off since all of them are Chinese (Aurora).
It was also pointed out in the interviews that students resisted being taught
only in English. Students were viewed to be honest in stating their beliefs. One
participant (Gilda) quoted one student‟s remark:
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It‟s too hard, I never understand English because you say in
English so I don‟t understand, and also I learn for tests and
exams , for the grades, the scores, so I don‟t think English is
useful for me. I don‟t want to be a big man. I am a Chinese, I
am not an Englishman.
In some cases, students were observed to have a more pragmatic attitude
towards learning English because they knew they would be expelled if they
failed in English. One participant (Alicia) described the motivation of students
in the school where she taught in the past:
In the first school, SFC, because it is a very famous school in
Macau and all the students who go there, they are top
students it is very difficult for them to enter this kind of
school. Because of this, the standard of the students is higher
compared with students from other schools, and their
learning attitude is also very good because once they fail they
have to leave , so the students, I think even though they may
not like English, they know that it is very important to pass it.
Their learning attitude is more positive and when they have
trouble they really will come to you and asked your help
(Alicia).
In summary, some INS participants shared the view that students generally:
have negative attitudes towards English; see English as being a difficult
language to learn; feel uneasy in using English to communicate; do not find
the same comfort with the language that their mother tongue provides. This
view arises from their classroom teaching experience and is part of their local
knowledge about students.
5.1.3.3 Cat. 3 - SS: Students‟ Preferred Language Learning Activities
There were 6 (22.22 %) of the INS participants who expressed views about
students‟ preferred language learning activities such as games, songs and
watching films. According to one participant, students were “fed up” with
learning the English language:
They are just there to memorize the rules and everything in
grammar and vocabulary and that‟s it for them (Joana).
It is no surprise that participants reported activities such as games [and] songs
being favoured by students. One participant said that although students might
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appear silly in doing them, they still preferred these kinds of activities over
“boring grammar instruction” (Benito). This view was further supported by
another participant who believed in the potential of songs and watching
movies for vocabulary enrichment, and so used them in teaching:
Some students like some aspects of English teaching such as
listening to songs and watching films. Students like English
to some extent; they are interested in listening to songs and
watching films. They will remember the lyric [through them]
(Karla).
INS participants also said that younger students seemed to enjoy learning
English through songs. One participant (Susanna) reported some details about
using students‟ interest in songs for vocabulary enrichment with younger
students:
I teach them using the songs; even though they are not as old
as the Form Six students, they enjoy using songs to learn
vocabulary. Let‟s say, for example, I use the songs by
Beatles, you know Beatles, they have some crazy songs and
with words, you don‟t know why they appear. I can extract
some words and then teach them the terms and then use the
song to make a practice and then I sing with them, like that
(Susanna)
Another teacher reported using games in her lessons from time to time, for
example to facilitate revision of grammar points and to bring some fun to the
classroom. However, she did not believe there was learning in games.
Because game-like activity may not test the ability of every
individual student you know, because that is group work, I
often do not carry out this kind of activities because I don‟t
think games can really teach them English. That is just to
have fun, to find that English can be some kind of fun, which
is a kind of approach to make them like English but that is
not to make them learn English (Marcia).
In other words, Marcia was a teacher who sometimes carried out activities she
did not necessarily believe are language teaching tools, but she implemented
them anyway in order to enhance the classroom learning environment.
In summary, the INS participants have the opinion that students have their
own preferences on how they would like to learn English, and that activities
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such as games, songs, and movies are likely to be popular choices as students
like doing activities that divert them or amuse them rather than doing
conventional exercises. This understanding of students‟ preferences in
learning English is also part of the INS teachers‟ practical knowledge shaped
by classroom teaching experience.
5.1.4 INS Beliefs about Medium of Instruction
Table 8 below reports the belief statements concerning the INS beliefs about
Medium of Instruction.
Table 8. INS Belief Statements about Medium of Instruction
Medium of Instruction
Theme 4: Views about the role of L1 and L2
in teaching English
Cat. 1 - TL: Using both L1 (Chinese) and L2
(English) as the Medium of Instruction

Frequency

Percentage

19

73.07

7

26.92

26 / 27

100

Cat. 2 – TL: Using only L2 (English) as the
Medium of Instruction
TOTAL
* 1 participant made no input

*Legend: TL stands for area of discussion relating to Teaching Language
The data in Table 4 show that in this area of beliefs, 26 out of a total of 27 INS
participants expressed views about Medium of Instruction. From the
information provided in Table 4, it is evident there are two very dissimilar
categories of beliefs held by the INS participants in this area namely: (1)
using both L1 (Chinese) and L2 (English) as the medium of instruction; and
(i2) using only L2 (English) as the medium of instruction.
5.1.4.1 Cat. 1 - TL: Using both L1 (Chinese) and L2 (English) as the
Medium of Instruction
A large number of INS particpants believed that both L1 (Chinese) and L2
(English) should be used flexibly as the medium of instruction. There were 19
(73.07%) of the INS respondents that provided information on this matter.
These are the ones who maintained that using both L1 and L2 or code
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switching is necessary for several reasons. Among the reasons are the need to:
(a) meet the students‟ level of proficiency; (b) meet students‟ expectations; (c)
make specific aspects of English such as grammar, reading comprehension
and vocabulary understood ; (d) help students perform well in examinations;
and, (e) cover the topics in the syllabus.
With respect to the first reason, that is, meeting the students‟ level of
proficiency, the results indicate that experience, in other words, trial and error,
has influenced the current beliefs of the participants. For instance, one INS
participant said:
We have tried to use 100% English in the class but the
students feel pressured so we lowered the percentage to 50%,
half English and half Cantonese (Lawrencio).
Another in-service participant (Gilda) believed students should be taught in L2
because “too much Cantonese is not good because they may rely on the
Chinese translation”. But she feared that her students would not understand
her so she expressed the idea that English should be taught with the help of
L1. She insisted, “I have to think of the best way to be able to switch in the
two languages”, which another participant (Lorna) considered necessary in
order to cope with students‟ expectations. One participant (Susanna) justified
using both L1 (Chinese) and L2 (English) believing that the native language
gives students a sense of “security” and “confidence”.
At least six participants shared the view that using L1 and L2 flexibly was
necessary for teaching vocabulary and grammar. One believed in using “50%
Chinese and 50% English” because teaching vocabulary was not easy.
I think teaching vocabulary is hard, I don‟t how to use a new
way to teach them and writing the Chinese meaning is a fast
way but sometimes I think that it is not quite good. I
remember one lesson I taught them to do instructions, for
example, „go straight on‟, „turn right‟, „turn left‟, and I
choose to act it out. I do it for them, and no Chinese
meaning, and I find that the students are quite impressed.
But you know, not every vocabulary I can act it out
(Aurora).
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Another said that a very thorough understanding of grammar was needed by
students as they progressed to the senior level in high school, and that this
should be mediated through Chinese.
When I am teaching grammar in Senior Forms, I use
Chinese, because if I teach them a passage when I am
reading, if I explain the passage in English, if they don‟t
understand, they will only miss one passage, some new
words or sentence structures. But if I teach grammar, if they
do not understand, and I speak in English and they don‟t
understand, they will miss the whole part, when they go to
Form Six, they will not have the patterns in their mind
(Soledad).
From a different perspective, L1 was seen as useful because the school itself
believed that L1 helps students to get good exam results:
I think using English is more important but I think also, we
[teachers] also need to be concerned about students‟ result.
May be if I teach using my way, may be the whole class will
fail. So the director or the principal, they don‟t like
(Albertina).
Finally, switching to L1 was seen useful because of the need to cover the
syllabus:
I don‟t think using Chinese to teach is good, but once you use
English, the students will wait for you to translate and then
they say, „Miss will say it again in Chinese‟. But sometimes
you know it is quite difficult, especially when you have
grammar points and you have 30 tenses and 30 chapters to
finish in one year, you don‟t have time for teaching them
(Alicia).
In summary, the findings suggest that the majority of the INS participants
support a flexible use of L1 and L2 because of several concerns: (1) the
students‟ level of proficiency; (2) the students‟ expectations; (3) that some
aspects of English are difficult to teach such as vocabulary and grammar; (4)
the need for students to perform well in examinations; and, (5) the
requirements of the school syllabus. However, as for the PRS group, the
overriding consideration appears to be examination results. Again, all these
understandings form part of the teachers‟ practical knowledge that is shaped
by classroom teaching experience.
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5.1.4.2 Cat. 2 - TL: Using only L2 (English) as the Medium of Instruction
Regarding this category, 7 (26.92%) of the INS participants supported the idea
that English is “the best teaching language” (Susanna). One of them strongly
believed teachers should encourage students to use the target language:
Teachers should not use other languages to teach English. I
never speak a word of Chinese to my students and actually
tease them, “I don‟t know Chinese, if you want to talk to me,
talk to me in English” (Reina).
The exclusive use of L2 for teaching in the classroom was further supported
by two other participants. To promote use of L2, one of them made her policy
clear to students: “whenever they come up to me, they know that they need to
speak in English” (Bettina). This kind of policy was imposed by another
participant who strongly believed that if “we want them to learn, we have to
be strict in some aspects, this is one aspect we have to be strict with” (Laura).
So, she used L2 only both inside and outside the classroom. However, unlike
these two participants, one INS teacher employed a dual policy, using only L2
inside the classroom but allowing her students to communicate with her in L1
outside the classroom. She believed: “it is also good that after class they can
use Chinese if they don‟t understand the lesson” (Justina).
In summary, it can be seen that there are a few INS teachers who strongly
believe in using only L2 for teaching English. Based on the author‟s
contextual knowledge, the five INS teachers who favoured exclusive use of L2
for teaching English were from English-medium schools. It can be surmised
that their schooling background, that is their experience as students in schools
that used English as the primary instruction, may have shaped their strong
belief that English should be taught in L2.
5.2 Chapter Summary
This chapter has made explicit the beliefs held by in-service EFL teachers in
four aspects of their work as teachers that include: the views they have about
what makes a good teacher, the perceptions and feelings they have about
teaching, their assumptions about students‟ motivation, attitudes towards
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English and their assumptions about students‟ preferences for activities for
learning English. In addition, the report has made explicit the INS participants
beliefs about the medium of instruction they believe is useful to their teaching.
The chapter has also identified the different kinds of influences that have
contributed or may have influenced the beliefs that underpin their self-reported
practices. The next chapter presents the discussion of the salient findings in
the beliefs of the two groups of Macau EFL teachers.
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CHAPTER SIX
DISCUSSION OF SALIENT FINDINGS
6. Introduction
This chapter draws together the results of the analysis reported in the two
previous chapters and discusses the salient findings of the study. As stated in
Chapter 1, the aim of this thesis is to explore the content of Macau secondary
school teachers‟ beliefs. Specifically, it seeks to make explicit the beliefs held
by pre-service and in-service teachers about aspects of their work as EFL
teachers. The overarching aim is to gain information about “the beliefs with
which they define their work” (Nespor, 1987, p.322). There are two research
questions the study focused on to reveal information about these teachers‟
beliefs: (1) What beliefs do pre-service and in-service EFL teachers in Macau
secondary schools have about aspects of their work as teachers? and, (2) What
are the sources of their beliefs?
Data were gathered through semi-structured interviews and analysed through a
devised “9/ 3” inductive data analysis procedure. The analysis provides the
researcher with answers to these two major questions. It makes evident that
PRS and INS teachers hold significant beliefs in four aspects: Teachers,
Teaching, Students, and Medium of Instruction and these are reported in
Chapters 4 and 5. In the process of recognition and identification of the beliefs
held by the two groups of teachers in the four identified areas, key themes
emerge which include: (a) views about a „good‟ teacher (Theme 1); (b) views
about teaching in the classroom (Theme 2); (c) views about students‟
perceptions of English learning (Theme 3); and (d) views about the role of L1
and L2 in teaching English (Theme 4). As the coding progresses, specific
categories under the themes become evident. These categories provide a way
to discuss the details of the content of beliefs of the participants. The factors
that shape their beliefs are also revealed in the results. These influences are
woven into the collection of beliefs presented in Chapters 4 and 5. They are
made more apparent in the process of comparing the beliefs of the two groups
of teachers.
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Although it is not the primary aim of the study to identify the similarities and
differences in the beliefs of these two groups of teachers, the shared meanings
they have are also important to make explicit. Interpretivist constructionism,
the theoretical framework adopted for this investigation, pays attention to the
“shared meanings” of people in a setting (Rubin and Rubin, 2005, p.28).
Information about the beliefs that PRS and INS teachers share may tell us
about their most important instructional concerns. The differences in the
beliefs of the participants are also determined in this study. “Constructionists
expect people to see somewhat different things … and come to somewhat
different conclusions” (ibid, p. 27), thus much can be learned from
consideration of the meanings teachers do not share. Also, the goal of
qualitative inquiry is to achieve an understanding of complex
interrelationships rather than control and explanation.
The comparison of beliefs across categories in each of the four key themes
reveals the following:
1. There is a connection between teachers‟ prior language learning
experience and their beliefs about what makes a „good‟ (effective)
English teacher.
2. There is a connection between practical experience and their beliefs
about what makes a „good‟ teacher in the profession.
3. There is a connection between contextual factors (classroom realities)
and their beliefs about teaching.
4. There is a connection between local knowledge and their beliefs about
students and medium of instruction
These insights into teachers‟ beliefs constitute the salient findings of the study
and are discussed under four headings in the following section.
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6.1 Salient Findings
6.1.1 Prior Language Learning Experience and Teachers‟ Beliefs
There is a connection between teachers‟ prior language learning experience
and their beliefs about what makes a „good‟ (effective) English teacher.
The influence of teachers‟ prior language learning experience on teachers‟
beliefs are suggested in many teacher cognition studies. Work in this area of
inquiry has been mentioned in Chapter 2. Two studies mentioned in the review
of the literature are of particular relevance to this study. One is the project of
Bailey et al (1996) in which seven MA candidates (all teachers in training) and
a teacher educator are investigated. That project does not involve any analysis
of actual practices. In the author‟s investigation the language learning histories
of the participants were found to play a role in shaping the participants current
teaching philosophies and practice. The researchers also found that, through
the method they used, autobiographical writing and reflections on it, not only
did the participants begin to articulate their personal theories of teaching but
they also became aware of the sources of their personal theories.
A much earlier study, that of Johnson (1994), also pointed to the link of prior
experience on teachers‟ images of themselves as teachers in the finding that
“the most striking pattern that emerged from the data is the apparent power
that images from prior experiences within formal language classrooms had on
teachers‟ images of themselves as teachers, and their perceptions of their own
instructional decisions” (p. 449). Both studies provide evidence of the
connection between prior experience and beliefs.
PRS and INS teachers‟ beliefs about what a „good‟ (effective) English teacher
is
The present study provides additional evidence that teachers‟ beliefs are
influenced by their prior language learning experience as students. In the two
previous chapters, Cat.1-TR: Being a „good‟ English teacher contains beliefs
statements that make reference to the participants‟ views about what makes a
good English teacher. It is evident that the number of responses in this
category when compared to Cat. 2 - TR: Being a „good‟ teacher in the
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profession is comparatively smaller. Nonetheless, despite the small size of the
contribution, the findings are not to be dismissed because they can contribute
to a fuller understanding of the content, sources and nature of the participants‟
existing beliefs. In the beliefs that PRS and INS teachers have in relation to
Teachers, what emerges is that teachers have experiential beliefs. PRS and
INS teachers have beliefs that are shaped by prior experience in their own
English learning.
Results for the PRS group show that eight or 28.57 % of participants gave
descriptions of a „good‟ (effective) English teacher which were threaded with
references to past learning and teaching situations they experienced as
learners. In describing a good teacher, PRS participants used words and
phrases like „inspiring‟ and „very good‟ to describe what they believed were
good teachers of English, and „boring‟, „not considerate‟, „speak and speak,‟
and „treating students like seminar attendees‟ to what they believed were „notso-good‟ teachers. These descriptions are founded on their memories of the
teachers and the instruction they received in the past. What seems manifest in
their descriptions is that they associate a good or effective English teacher
with a communication-oriented language teaching approach, or what they refer
to as CLT. They are critical of traditional methods of teaching, the type of
instruction through which they were taught in the past.
A similar result was found in the same categories of beliefs with the INS
teachers. Seven or 28% of INS participants had descriptions of what makes a
„good‟ (effective) English teacher often threaded with references to their
personal experience in learning English. These more experienced teachers
made references to “very good teachers” in the past, teachers whom they
considered effective because they felt they learned English well from them.
They made particular reference to past teachers whose teaching paid special
attention to grammar and correcting students‟ mistakes. They regarded this
focus of teaching as effective in learning English. This understanding is based
on their own experience learning English as students in the past as well as on
their experience in teaching.
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Interestingly, evident in their descriptions is a difference between the two
groups in their views of what makes an effective English teacher. The only
common view they share is that a „good‟ (effective) English teacher must have
a good command of English; other than this, they have different views. In
particular, they distinguish an effective teacher in terms of the teaching
approach they promote. PRS teachers appear to associate effective English
teachers with those who can make students communicate or „speak‟ the
language. In other words, language teachers who promote communicationoriented teaching approaches are the ones who provide their image of a „good‟
(effective) English teacher.
INS teachers, in contrast, associate effective English teachers with those who
provide students with a thorough grounding in grammar and repeated practice
in recognizing mistakes in their written work. Thus, they differ from PRS
teachers who are communication-oriented in approach, they favour traditional
teaching, perceiving effective English teachers to be those who provide
students with a good grounding in the forms of the language. What accounts
for the biases of these teachers towards one or other of two approaches usually
seen in a dichotomy?
The findings in this study suggest that, with the PRS teachers, it could be that,
fresh from teacher training, these trainees are very eager to put into practice
what they have learned from the teacher education course. That said, it may be
that as years pass, these teachers will lose their attachment to CLT and adopt
the pragmatic, conservative line of the INS teachers. It could also be that,
sympathetic to their students, they do not want their own students to have the
experience many of them had, of leaving high school feeling handicapped,
unable to communicate in the language. With the INS teachers, it may be that,
even after many years of teaching, they are continually influenced by ideas
from past experience in learning English. Traditional teaching „worked‟ for
most of them as students in the past and thus the positive view of this prior
experience emerged.
Most likely, there are also other influences that reinforce their beliefs, as
indicated by Pajares (1992) who says that beliefs formed early in life tend to
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persist despite contradictions by reason, time, schooling or experience.
Professional teaching experience has taught them that CLT, which they may
have embraced enthusiastically as trainees, cannot survive in day-to-day
classroom and school reality. A quotation from one INS participant is
insightful. When probed about her views about CLT, she asserts that
traditional teaching serves an important purpose:
… Usually I had most the talking time. I know that it is not
alright because the teacher should not do too much talking
but if I don‟t do so, at the end of the school year, I can‟t
finish the topics and therefore I need to do a lot of talking
(Marcia).
This statement shows there is evidently the influence of an external factor, the
syllabus requirement that she needs to cover. The teacher knows that her belief
has to be set aside for a more important priority, that of complying with the
obligation to cover the syllabus. This reflects how interpretivists view
knowledge; it is subjective and socially constructed, a teacher‟s choice is
interactive and dialogical with the people and the situation in which the
teaching happens, and such seems to be the case with this participant‟s
(Marcia) understanding of teaching. It is no wonder Woods‟ (1996) study
suggests looking at influences that come from the teachers‟ professional lives
as a whole in order to understand teachers‟ practice.
To conclude, the findings in this part of the study extend those of Bailey et al
(1996) that personal histories, prior experience in learning, and being taught
in English during the period called „apprenticeship of observation‟ influence
these teachers‟ views of a „good‟ (effective) English teacher.
6.1.2 Practical Experience and Teachers‟ Beliefs
There is a connection between practical experience and their beliefs about
what makes a good teacher in the profession.
Apart from the link of prior experience and teachers‟ beliefs, Borg (2006)
makes a case for the relationship between cognition and practical experience.
He reviews studies that provide evidence towards this argument. He singles
out the research of Crookes and Arakaki (1999) as having contributed to this
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issue. In the study of Crookes and Arakaki, the sources of ESL teachers‟ ideas
were the teacher‟ „personal history of knowledge‟; teachers come to know
which ideas are most effective in which circumstances since they know what
works and what does not work with more practice. Professional practice
experience or practical experience, it is suggested, provides these ideas to
teachers.
It is in studies in mainstream education that the link between experience and
cognition can be seen. The studies are often ones that compare pre-service and
in-service teachers. Studies that look at the difference between the practising
teachers‟ definitions of „a very good teacher‟ and those of prospective teachers
are found in the work of some mainstream education scholars (e.g. Carter,
Cushing, Sabers, Stein, and Berliner, 1988, cited in Weinstein 1989). In
Weinstein‟s (1989) own study, pre-service and in-service teachers‟
conceptions of what a good teacher is are compared and she found a difference
in their concerns. Practising teachers or “ [c]ooperating teachers less
frequently mentioned patience, willingness to give extra time and help, ability
to relate to children, and ability to give clear explanations; instead more
frequently cited were organizational skills and creativity” (p.59) . Weinstein
says that the fact that the in-service teachers did not seem to pay too much
attention to giving „clear explanations‟ reflects that these teachers, being more
experienced, see teaching as more than telling; that giving clear explanations
is „ a sine qua non of teaching‟ and it does not deserve much attention. In her
study, Weinstein observes a striking similarity between prospective and
practising teachers as both tend to describe good teachers in terms of warm,
caring individuals who enjoy working with children.
PRS and INS teachers‟ beliefs about what makes a „good‟ teacher in the
profession
In the present investigation, it was reported in the results chapter on PRS
teachers that a total of 20 or 71. 42 % of the trainees cited qualities under the
second category, Cat. 2 - TR: Being a „good‟ teacher in the profession. The
number of PRS and INS teachers contributing to this category of belief is
remarkably high. Their beliefs about what makes a good English teacher, the
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first category of beliefs under Theme 1, pale by comparison. Most probably
the high contribution to the second category is an indication that both groups
see themselves as simply teachers in general, that is, “in the profession”
specifically, not as language teachers. It could also be that they find it easier to
talk about qualities of good teachers than about the knowledge and skills of
language teachers because people, regardless of whether they are teachers,
have readily expressible ideas or standards about good teachers and also about
bad teachers. Teachers are among the most influential people in our lives and
their influence can stretch over a lifetime, as some data in this study have
evidenced.
In the pre-service results reported in Chapter 4, PRS teachers were shown to
have cited the affective qualities of being kind or considerate to students,
having a caring attitude towards them and caring about them „a lot‟, being
concerned about helping to build students‟ lives, being patient and providing
students with all kinds of knowledge as marks of a good teacher. Caring
individuals, similar to the quality of person valued by teachers in the
Weinstein study, also appears to be how the PRS teachers in this study
conceive what good teachers are. „Interpersonal variables‟, Weinstein‟s term,
also appear to feature in the beliefs of the INS interviewees. They believe that
a good teacher is concerned with developing a positive relationship with
students, of „liking‟ or making students feel liked and „loved‟. It appears that
being caring individuals and having a good relationship with students are the
two most important concerns of the PRS teachers in their understanding of
qualities that make a „good‟ teacher in the profession. Teaching to them,
appears to be about caring and creating a good relationship with their students.
Among the INS teachers, 18 or 72% of them have beliefs statements in the
same category, but put less emphasis on the affective qualities cited by the
PRS teachers. The quality of being patient seems to be the only cited quality
which can be considered affective in orientation in their descriptions of
qualities of „very good‟ teachers. INS teachers make no mention of words
such as liking, loving, caring about them a lot, or getting on with students. The
qualities they mention are those of being motivating, strict, well-prepared,
confident, efficient, hardworking and enthusiastic. It is these qualities that
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seem to be what they believe to be essential in practice, and caring seems to be
absent in their description.
Significantly, several INS teachers define a good teacher in terms of the roles
they create in the belief they are „helpful‟ in teaching - such roles as the
teacher as a team player (Jose), the teacher as a sewer (Jovita), the teacher as
an entertainer (Laura) and others mentioned in the previous chapter. In
addition, INS teachers also made reference to a good teacher in terms of his or
her ability to switch roles. For example, one INS teacher is aware which role is
needed in which situation when she refers to the role of a teacher as a tourist
guide and zookeeper (Candida). This INS participant expresses how switching
roles helps students to learn better. She knows that sometimes she is a tourist
guide giving students freedom to discover new knowledge but she reminds
herself that she is also a „zoo keeper‟, one who knows when to exercise
classroom control, and that her failing to use this role, that is, as a zoo keeper,
would lead to what she describes as „game over‟, a failure to achieve her
teaching objective. The confidence of experienced language teachers in their
“level of professionalism and in who they are as people, is their ability to
switch roles in the classroom” (Senior, 2006, p. 84), an ability which some
INS teachers in this study feel they seem to possess. PRS teachers have yet to
acquire this confidence. Lacking in experience, the PRS teachers‟ view of a
„good‟ teacher in the profession appears, at least from the evidence in this
study, to be limited to caring.
Perspectives from educational research recognize that caring is, nonetheless, a
central facet of teaching (Goldstein & Lake, 2000). Rogers and Webb (1992)
assert “good teachers care, and good teaching is inextricably linked to specific
acts of caring” (p. 174). Lortie (1975) mentions that teachers in general find
relationships with students to be a source of satisfaction. Cochran-Smith (cited
in Guzman et al, 2008) forwarded the view that the child-centred, humanistic,
and autonomous character of education makes caring one of the reasons that
drive an individual to join the teaching profession. Nias (1989) and
Hargreaves (1994) support the idea that teachers get satisfaction or reward
from caring and that some even enter the profession because of a strong
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commitment to caring. Evidence of this is found in the study in the statement
of one PRS teacher who says:
Actually, why I entered the teaching field is that my teacher
influenced me; she is very good, she cares about students a
lot, so from her, I also want to be like her (Monica).
In this study, PRS teachers appear to value caring as an important attribute of a
good teacher in the profession; however, these participants may be simply
concerned about being caring because they still lack experience at the time
they were doing their TP. Lacking in experience of how to deal with situations
when teaching does not go according to a lesson plan, these trainees may adopt
caring as a tool for classroom management. The study by Nunan (1992)
provides evidence that less experienced teachers are concerned about the issue
of classroom management while experienced teachers show greater attention to
language issues. Calderhead (1996) also raises the issue of classroom
management as a primary concern of trainees. He affirms that acquiring the
knowledge and skills for managing a classroom is an especially salient task
that, unlike experienced teachers, inexperienced trainees have not yet acquired.
Accordingly, it is worth suggesting that the PRS teachers in this study, without
the authority of experience, may see caring as a tool for classroom
management.
Indeed evidence in the study suggests that lack of experience of
teaching may explain the motive behind a trainee‟s concern for caring
occurs in this statement reported in the results for pre-service
teachers:
If you want your students to concentrate on your lesson or
enjoy your lesson, you have to have a good relationship
[with your students]; you have to make them know you care
about them and love them (Julia).
It may be that having limited knowledge and experience of classroom control,
she relies on caring as a tool to compensate for her lack of experience. It is
understandable that PRS teachers would not be able to create teaching roles as
easily as INS teachers. Nor would PRS teachers have the expertise, brought
about by experience, to know the practice of role switching without bringing
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problems to their teaching. As reported in the previous chapter, one PRS
participant (Kelly) says that if she tried to be more active than expected,
students would see her as crazy. Developing an understanding of how and
what teaching roles help in teaching requires experience, which time naturally
provides.
INS teachers confirm this. One INS participant says:
I think I have changed a lot. During the first year, I just
imitated what my teachers did, yeah, and the values. But
after the first year of teaching I came to understand the
school better and yeah, the values are different and the goals
are different too, so then I treated my students, you know, as
the sons and daughters of my neighbours, to see them
personally. That‟s the thing I didn‟t do for the first year, to
see them personally, very personally, to see what they need,
just like sewing the dress, to see what they fit them, yeah,
that is the thing that I noticed only for the second year
(Jovita).
Based on above statement, this INS teacher (Jovita), seems to have developed
a personal theory about what role is best for her to adopt in her first year of
actual teaching during which periods he became more familiar with the school
where she taught and its values.
One phenomenon worth noting in the findings with the INS teachers, however,
is not just how many roles they come up with to describe „helpful‟ teaching
roles such as „ sewing the dress‟, „acting like a tourist guide‟, „an entertainer‟,
but also the way they make explicit their thinking about these roles. They
express their views about „helpful‟ teaching roles in metaphors. Metaphors are
indeed common in people‟s language but when teachers use them they are said
to reveal more than the teachers realize about their beliefs and values
(Thornbury, 1991). In the study, the metaphors they use to describe the roles
of a teacher seem to suggest qualities that they value. The indication is that
metaphors can tell us about teachers‟ beliefs and values.
In sum, the findings of the study for this category reveal that practical
experience or insufficiency in experience of actual teaching in the classroom is
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likely to be what shapes INS and PRS teachers‟ understanding of the qualities
that make a „good‟ teacher in the profession.
6.1.3 Contextual Factors (Teaching Realities) and Teachers‟ Beliefs
There is a connection between contextual factors and their beliefs about
teaching.
In addition to prior language learning experience and practical experience of
teaching as influences on teacher cognition and their practice, Borg (2003)
also claims there is a relationship between teacher cognition and context. As
mentioned in Chapter 2, he bases this claim on his review of the many studies
which show that what teachers do is heavily influenced by social,
psychological and environmental realities of the school and the classroom
realities: the realities being “parents, principal‟s requirements, the school,
society, curriculum mandates, classroom and school layout, school policies,
colleagues, standardized tests and the availability of resources” (p. 94).
Context (teaching realities) plays a part in shaping the beliefs of teachers in
this study.
Many studies have provided evidence that contextual factors or classroom
realities affect what teachers do. Contextual factors affecting teachers‟
decisions about lesson planning and content are highlighted by Burns, (1996).
Realities limiting the knowledge from training that novices can use are pointed
out by Spada and Massey (1992). A study by Crookes and Arakaki (1999)
indicates that context affects the pedagogical choices that teachers make in
practice. Johnson (1994) suggests that teachers are surrounded by contextual
factors beyond their control which affect the range of what teachers can do.
Richards and Pennington (1998) give examples of factors that determine what
teachers can do, such as large classes, students who lack motivation, pressures
to conform to the examination–oriented syllabus. These studies have shown
that teachers‟ knowledge, beliefs and practices are impacted by context, and
the present study offers yet further evidence that teachers‟ beliefs are affected
by context or classroom realities, specifically their interactions with them.
Context may put a strain on teachers‟ beliefs and constrain what they can do in
actual practice.
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In this study, when the PRS participants‟ perceptions of teaching were
compared with the INS teachers under Category 1-TNG: Perceptions about
teaching, very different perceptions were noted. These varying perceptions
about teaching indicate that contextual factors (classroom realities) can form
context-specific beliefs.
PRS and INS teachers‟ beliefs about teaching
In the results reported for the PRS teachers, it was shown that 15 or 62.5 % of
PRS teachers expressed context-specific perceptions about teaching, as seen in
Theme 2 - Cat. 1 - TNG: Perceptions about teaching. Their perceptions reflect
their beliefs about what determines teaching in actual practice. During TP,
PRS participants discovered that to become teachers is to respond to realities,
recognizing that those realities are beyond their control. They gained from
their recent TP the insight that teaching involves meeting two obligations:
firstly, meeting the expectations of the people in the school, which include the
mentors who coordinate their daily teaching assignments as well as the
mentors‟ own students in regular time when there is no field teaching;
secondly, meeting the expectations that are not visible under the surface of the
classroom such as those coming from parents and the schools where they do
the student teaching.
The trainees also discovered in TP that teaching English was not their only
concern; they were expected to undertake non-pedagogical duties such as
attending to students‟ welfare or personal problems. The need to meet the
school syllabus requirement, the major instructional concern of their mentors
during TP, was found by these trainees to override any intention they may
have had to make changes in the way teaching was done in the schools. The
end goal of teaching was to cover the syllabus set for the end of the year
examination, one of the many classroom realities they need to grapple with to
function well in teaching.
The analysis of the responses of the INS teachers shows that 14 or 53.85 % of
INS participants have perceptions about teaching that fall into the same
category. Different from the perceptions of PRS teachers, their perceptions do
not simply revolve around being able to function effectively in the classroom.
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INS teachers see the classroom through a wider lens, as connected to other
goals, professional and personal. For example, it was reported in Chapter 5
that some teachers see teaching as a profession and themselves as
professionals engaged in the “education” and “passing knowledge” to the next
generation (Anita and Albertina respectively). There were also teachers
reporting that they see teaching as a “job” (e.g. Lorna, Elisa, Preciosa) and
“not only a job to stay with your students, it is also a job to stay good with the
people around you” (Jose) or a job to meet parents‟ expectations, that is, to
look after their children, which to one INS participant is doing the job of „a
baby sitter” (Preciosa). Still others see themselves as more than professionals
or just doing a job; rather, they see themselves as fulfilling a commitment to
the wider purpose of schooling. For example, teaching is seen by one
participant as a vocation (Antonio), a commitment to the development of
responsible citizens of the future. What is manifested in the perceptions of
teaching by most INS teacher participants is that there is a view of teaching
that shows maturity but also an awareness that teaching is not just fulfilling
pedagogic duties. Teaching has many realities.
The two groups of teachers, then, appear to differ in their views of their
function in the classroom on which is founded their belief about teaching. The
PRS teachers tend to see the classroom in a limited way, as a place where
there are many realities, people and tasks which they need to deal with. The
INS teachers, in contrast, generally tend to have a broad view of the
classroom. They see the classroom as connected to wider purposes,
professional and personal, and to them, to become a teacher is to function in a
classroom in ways that serve the interests of the students, the school, and the
society, three major forces that can be said to represent what Borg (2003)
describes as social, psychological and environmental realities of the school
and the classroom. PRS teachers still have to learn about these realities from
gaining more experience teaching in a school as fully fledged professionals.
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6.1.4 Local Knowledge and Teachers‟ Beliefs
There is a connection between local knowledge and their beliefs about
students and medium of instruction
In Borg‟s review of studies that focus on the relationship between teacher
cognition and classroom practice, he reports many studies (e.g. Woods, 1996,
Ulichny, 1996, Golombek, 1998) that provide evidence of the existence of a
“symbiotic relationship” between the two. The studies show that there are
many factors affecting teachers‟ classroom practice, among them the powerful
influence of teachers‟ cognition on teachers‟ practice. The implication is that,
although teacher thinking and practice inform each other, it is what teachers
think that greatly shapes what happens in teaching.
PRS and INS teachers‟ beliefs about students and medium of instruction
In this study, when comparing the beliefs of the two groups of teachers
regarding their views about students, specifically the students‟ perceptions of
English learning, and their views about the medium of instruction, it became
apparent that the beliefs of both groups of teachers are parallel, displaying
strong similarities, particularly in their concerns. In the beliefs statements of
PRS teachers relating to students‟ motivations for learning English, Cat. 1 SS: Students‟ motivations for learning English, 19 or 65.40% of PRS
participants reveal that students learn English only because it helps them “to
meet school requirements, get a job after leaving high school, pass exams and
get a certificate after graduation” (Teresa). They report that, to students,
English is only a subject “to pass” (e.g. Amalia, Nilda), to learn “for the tests”
(Madalena); English is a subject to pass like other major subjects in the school
curriculum. In short, it is evident that PRS teachers gained the practical
knowledge from their TP experience that students learn English only for the
tests.
Regarding the beliefs statements of INS teachers relating to the same category,
Cat. 1 - SS: Students‟ motivations for learning English, 10 or 37. 10%, the
responses reveal their knowledge from everyday practice and their ongoing
awareness about their work as practising teachers. They report that students‟
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view English as “a subject to pass” (Lawrencio), “to pass examinations”
(Susanna, Lorna, Vinha, Violeta, Alicia, Victoria, Benito), “not a (foreign)
language to learn” (Anita), “a tool to do tests and do exams but not to
communicate” (Jose) in the language. It was also reported by some
participants that students learn English because it is viewed by the students‟
parents as a “tool, an instrument to find a job” (Candy). In short, from the
practical or local knowledge of INS teachers, we gain similar information to
that of PRS teachers, namely that students in general learn English only to
pass tests.
Results on the students‟ attitudes towards English, Cat. 2 - SS 2: Students‟
attitudes towards English also reveal some similarity in the beliefs of PRS and
INS teachers, although not to the same extent as the beliefs they have about
student motivation. This is probably due to the status of student teachers, who
are just substituting for mentors, and students may well have a different way
of behaving in their classrooms. For this reason, their experience with
learners‟ attitudes is diverse. Of the 4 or 13.60% PRS teachers that responded,
one said that students hate English, others hesitating to make judgment,
perhaps because, during TP they only have a brief contact with the students.
However, some believe that, for students, English is a “very difficult task to
learn” (Marie); it is also an intimidating language to the students (Vera, Lilia).
While PRS teachers may hesitate to make conclusions about students‟
attitudes towards English, INS teachers have no problem making them. Eleven
or 40.74% of INS teachers said that students generally have: negative attitudes
towards English; see English as a difficult language to learn; feel uneasy in
using English to communicate; do not find the same comfortable feeling that
their mother tongue provides. This view arises from their practical knowledge
or local knowledge relating to students which is shaped by classroom
experience. While the descriptions of the two groups of teachers are not totally
similar, what seems to be common in their assumption about students‟
attitudes towards English is that English is not popular with students. A
number of teachers in each group say that some students prefer to learn
Mandarin or would not choose English if they had the choice.
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The responses of PRS and INS teachers with regard to Cat. 3 - SS 3: Students‟
preferred language learning activities are also very interesting when their
views are compared. In the responses of PRS teachers the view that students
like engaging in game-like language learning activities is notable. Six or
20.60% of PRS teachers observe that some students seem to favour learning
through activities, whereas other students are hostile to change in the usual
routine of grammar exercises. In the responses of 6 or 22.22 % INS teachers
the opinion is expressed that students like to learn English through activities,
and games, songs, and movies are likely to be their popular choices. Both
groups seem to have acquired this knowledge through trial and error during
classroom practice.
In summary, PRS and INS teachers have local knowledge about students,
student motivations in learning English, student attitudes towards English and
the preferences students have in how they learn the language. This local
knowledge, gained through classroom experience, clearly informs
participants‟ beliefs about what works in the context of practice.
6.2 Summary of the Salient Findings
Altogether four themes emerged in the last stage of data analysis.
The first theme relates to the relationship between prior language learning
experience of both groups of teachers in the study and their beliefs about what
is a good English teacher. There is ample evidence that teachers‟ experiences
as learners can inform teacher cognitions about teaching and learning, that
these beliefs can exert influence on teachers throughout their career (Borg,
2006). Borg acknowledges that teachers develop beliefs in the process of
learning to teach. He states that professional preparation does shape trainees‟
cognitions but claims that teacher education programmes that ignore teachers‟
prior beliefs may be less effective at influencing these cognitions.
The second theme relates to the connection found between practical
experience and teachers‟ beliefs about what is a good teacher in the
profession. In the literature review of the thesis, Mitchell‟s (2005) claim
appears relevant. This author claims that experience as a student is important
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in setting images of teaching that drive classroom practice, but experience as a
teacher is the only way to develop the practical knowledge that eventually
makes routine at least some aspects of classroom practice and provides
alternative approaches when faced with dilemmas. It was noticeable that the
dominant notion in pre-service teachers‟ characterization of a good teacher in
the profession is that teachers must be caring. Whether pre-service teachers‟
insufficient practical experience can explain their concern for caring as a
reflection of the way they handle uncertainties because of lack of sufficient
practical experience requires attention.
The third theme indicates another relationship, which is between context
(classroom realities) and these teachers‟ beliefs about teaching. Borg (2006)
claims that teacher cognitions and practices are mutually informing and that
contextual factors play an important role in mediating the extent to which
teachers are able to implement instruction consistent with their cognitions.
From the findings of this study, it is evident that there is a need for teacher
education programs to recognise the complexities of teaching created by the
interaction of context and practice. As past studies emphasised contextual
factors may interact with teachers‟ cognitions (beliefs) in two ways; classroom
realities may lead to changes in what teachers believe or they may also change
their practice directly without changing the beliefs underlying their practice.
The latter can lead to understanding the mismatch between teachers‟ stated
beliefs and practice. The role of context factors must be considered when
understanding teaching in classroom practice.
The last theme shows the existence of a relationship between teachers‟ local
knowledge and their beliefs about students and medium of instruction.
Findings of this study suggest that the teachers‟ understanding of their work is
affected by the ultimate aim of teaching, which is to help students pass exams
and the beliefs they have about students. Educational research studies assert
that teachers‟ beliefs about the many aspects of their work may well be
connected. The present study assumes that the beliefs Macau teachers have
about students‟ motivation, attitudes and preferences interact with their beliefs
about the most suitable medium of instruction. Both cohorts believe that L1
and L2 should be both used for teaching English. They share one concern
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which has to do with ensuring that students get positive exam results. This
would suggest that for them to teach English, teachers would have to teach in
a way that it provides students with the confidence that they can pass the
exams. The effort of teachers would then be directed towards getting the
students to absorb the content of the syllabus that would reappear in the
examination. With this concern, these teachers believe that using the mother
tongue would be the most efficient way of bringing this about. This too is
what the students want, to learn English through the medium of both L1 and
L2. One implication here is that teachers are aware that a high success rate in
exams raises the profile of the school in the society, as mentioned in Chapter 1
of the thesis.
The findings here confirm the argument that cognition and practice are
mutually informing and also that experience with certain teaching practices
and styles in a school may result in teachers modifying their beliefs and
practices to suit the context (Richards & Lockhart, 1994). The context-specific
nature of beliefs, more specifically their local knowledge about what works, is
clear in the data provided. They also confirm that beliefs are interconnected.
The interaction of the above factors must be examined with respect to the
implications for teacher education, specifically for practices relating to the
preparation of student teachers for TP as well as to the professional
development of in-service teachers. Implications of the study are discussed in
Chapter 7.
6.3. Revelations of the Study
The study presents two revelations. The first is in relation to the feelings the
participants expressed towards teaching, in particular the extent of tensions
experienced by PRS teachers and the extreme discomfort INS teachers
forcefully articulated. The second is the benefit of interview as a tool to
achieve the purpose of the research as well as a means to provide the
participants with an avenue to reflect on their deeply-held beliefs. The various
tensions experienced by the two groups are discussed with more depth in the
following section.
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6.3.1. Tensions in Teachers‟ Practice
The first important revelation is about an aspect of PRS and INS teachers‟
views about teaching (Cat.2- Feelings about teaching). This group of teachers
seems to be experiencing tensions in practice.
In the report of results for the pre-service group, it was shown that nine or
37.5% of the PRS participants in this study stated that teaching is a tough job
for the most part. The tension arises from the shock of discovering that to
become an English teacher does not realize the images they had previously
held about what teachers need to be and do, and what teaching entails and
promises.
Data from the PRS group reveal that they have many preconceptions about
teaching such as that “teachers only have to be knowledgeable, just telling
things to students” (Bela), that teachers are “just holding the book and
teaching the students” (Terezinha) and so on. These preconceptions were
formed during their experience as learners and which they seem to have
brought to TP. As stated in Chapter 2, Clark (1988) claims that teachers‟
implicit theories and preconceptions are robust and unlikely “ to be quickly
and thoroughly replaced by the usual lecture, reading, discussion, practice, and
evaluation methods typically employed in teacher preparation programs.”
(p.59). It is these preconceptions that did not seem to stand up to the realities
of real teaching in the real classroom with real students that cause PRS
teachers the frustrations which are apparent in their descriptions of teaching
during TP. Evidence of disillusionment is present in the data. Cole and
Knowles (1993) remark on the disillusionment that pre-service teachers
experience “as individuals become more cognizant about what teaching and
being a teacher are really about” (p.460).
Studies in mainstream education and ELT have evidenced that trainees
experience a „reality shock‟ and disillusionment during their TP as a result of
their discovery that their early visions of teaching do not match the realities of
teaching (Kettle and Sellars, 1996, Farrell, 2003). For the PRS teachers in this
study, it was the TP that reconstructed their beliefs; their simplistic beliefs
from the period called the „apprenticeship of observation‟ were replaced with
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more realistic representations of teaching. They discovered that teaching
involves meeting the two obligations mentioned earlier which include firstly,
meeting the expectations of the people in the school, the mentors as well as the
mentors‟ own students in regular time when there is no field teaching, and
secondly, meeting the expectations of parents and the schools where these
trainees do the student teaching.
Like the PRS teachers, INS teachers also cite that real teaching is hard for
them. Fourteen or 53.85 % of INS participants describe teaching as tough,
hard, not easy and not fun, terrible, suffocating and killing, stressful, hard to
endure, filled with pressure. Indeed, their descriptions of their perceptions of
their work as teachers can be summarized in the word “hard”. The tension
they experience in teaching is apparent in the words they used to describe their
work: “a really hard job”, “harder than I thought”, “not fun”, “a busy life”,
“not easy”, “stressful”, “terrible, “really very tough”, “suffocating, the tiny
stuff kills”, “hard to endure”, “a very big job”. In general, tensions stem from
the pressure of the workload, in translating their intention to do better or to be
effective in their teaching. One INS (Alicia) teacher feels emotional
imperatives to make choices but seems not sure of what to do; she seems to be
trying very hard to rationalise in the dilemmas she faces and this sometimes
brings her a sense of frustration and she even feels “suffocated” coping with
the demands of her work.
Another INS teacher also seems to be beginning to have doubts about her own
capacity:
It is really hard job if you want to do it good, do it
successfully. Actually I don‟t think I am guaranteed to be a
successful English teacher in Macao. .. I can‟t change them.
I cannot improve their English actually (Violeta).
Yet another offers some words of caution to those who want to embark on
teaching:
Teaching is a very big job. If treat it as a job, you can survive
(Bettina).
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During the author‟s later encounter with some of the INS teachers, five had
already left teaching. Without providing these teachers with a way to articulate
these tensions, PRS teachers will revert to familiar ways of teaching they
knew well as students. With the INS teachers the threat that teachers may
leave their job because they feel powerless to make a difference in the lives of
the students they teach is not far-fetched.
6.3.2 The Value of Interview as a Methodological Tool for Reflection
The second revelation of the study is about the benefits of using interview as a
methodological tool. In this study, the interview is used as an exclusive tool to
investigate the beliefs of PRS and INS teachers. The advantages and
disadvantages for using interview were set out in Chapter 3. In this study, the
interview had brought benefits to the researcher and the researched. It had
provided the researcher with not only access to the beliefs of teachers but also
an understanding of the complexities of their beliefs. For the participants, the
interview had provided them the opportunity to express their teaching
concerns.
The interview had also provided teachers with an avenue venue to release or
bring to the open, what, according to one participant, are teaching concerns
that are kept in their „heart‟ (Candy). One INS teacher compared the interview
experience to “going to a psychologist” to whom she could easily say
“whatever she wants about her work” without the risk of being judged. She
added that the interview had allowed her to “make conclusions” about her
experience as a teacher (Andrea). For another INS teacher (Gilda), the
interview had made her reflect on her performance, saying that she realized
she had not “done enough” for her students to learn better, and although she
said that she felt “sometimes sorry” for the students, she appears doubtful she
could do her work differently given the heavy demands of teaching on her.
Finally, the interview had been acknowledged by one INS teacher to have
been useful in providing her an opportunity to re-examine her performance, as
shown in this quotation:
This interview helps me to refresh and reflect on what I have
been doing, to think over, whether what I am doing is right or
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wrong, I am talking about my six years of teaching. Did I do
something good, did I do something bad? Am I doing the
right thing? I would like to think about this very much so that
it would be more helpful to the education of students in
Macau (Susanna).
Evidently, the interview tool in this study, being elucidative in nature, has
produced insights about the participants‟ feelings about their work, in
particular the tensions they experience in practice. Giving teachers a chance
to reflect on their beliefs is probably one of the most valuable contributions of
this study. As Borko and Putnam (1996) insist, “it is critical that both practice
and beliefs become the object of reflection and scrutiny” (p. 702). The
interview conducted in this study has been such an opportunity for reflection
and scrutiny.
6.4 Chapter Summary
In summary, this study has revealed that experience as learners, practical
experience of teaching, context (teaching realities) and teachers‟ local
knowledge, have contributed to the beliefs that PRS and INS teachers have
about four aspects of their work. The experiential and contextual nature of the
beliefs held by these two groups of EFL teachers has been disclosed by the
findings. The study has also identified trends in the beliefs of the participants.
It has shown interesting similarities in the beliefs of the two groups, for
example, their beliefs about a „good‟ (effective) English teacher and the
feelings they have about teaching. Likewise, the study has shown that they
share similar beliefs relating to students, the motivations students have for
learning English as well as their attitudes towards the language itself. Both
PRS and INS teachers expressed their views that students‟ motivation to learn
English is only to pass tests; English is also believed to be not a popular
subject. Interestingly, it is in the beliefs the participants have about students
and medium of instruction that the beliefs of PRS and INS teachers display the
highest congruence, an indication of these teachers‟ most important concerns.
The study has also shown that they have very different beliefs, for example
their beliefs about what is a good teacher in the profession. This chapter has
also reflected on the surprising depth of feeling – the tensions they have in
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their work- on the part of the teachers, and on the great value of the interview
as a methodological tool.
The next chapter presents the conclusion of the thesis.
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CHAPTER SEVEN
CONCLUSION
7. Introduction
This last chapter begins with a summary of the thesis and then presents the
major conclusions of the study. There are some obvious and real implications
in the conclusions for teacher education and the research community discussed
in this chapter. The chapter offers some contributions of the study to theory
and practice, the limitations of the investigation and the potential directions for
future research.
7.1 Summary of the Thesis
This qualitative case study focused on the doers of teaching, specifically the
Macau EFL teachers who are expected to be agents of change as they
participate in the educational reform of Macau‟s New Era. It was stated in the
review of the study in Chapter 2 that, to date, there is still little information
available on Macau English language teachers generally and none that
specifically addresses the beliefs of pre-service and in-service teachers about
aspects of their work as teachers, even though these are key factors that
underpin what they do in self-reported practices.
Two research questions were posed in this study order to reveal information
about these teachers‟ beliefs and what contributed to the formation of their
beliefs:
(1) What beliefs do pre-service and in-service EFL teachers in Macau
secondary schools have about aspects of their work as teachers?
(2) What are the sources of their beliefs?

These research questions guided the data collection process. The results were
set out in Chapters 4, 5 and 6. Chapters 4 and 5 offered an account of the
beliefs held by the two groups of teachers regarding aspects of their work as
teachers and the sources of the beliefs held by each group. Chapter 6
presented a discussion of the salient findings of the study. Further analysis of
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the results from both groups revealed trends in the beliefs of these two cohorts
of teachers. After comparing the beliefs of the two groups, similarities and
differences in the beliefs of PRS and INS teachers relating to the four aspects
of their work were identified. Interestingly, the findings revealed that the
participants appear to share more similarities than differences in their
expressed beliefs. These findings constitute a major conclusion of the thesis,
that PRS and INS teachers share many views in many aspects of their work as
teachers. It is important to discuss what these commonalities and differences
tell us for they may convey us their genuine concerns and reveal insights into
understanding EFL teaching in Macau.
7.2 Major Conclusions
7.2.1 Similarities and Differences in Pre-service and In-service EFL
Teachers‟ Beliefs
The findings show that PRS and INS participants share the same views in
respect of the following points:
Similarities
The first similarity identified is in their beliefs about Teachers – that both PRS
and INS participants believe that a language teacher should have a good
command of English and employ effective teaching method. In general, what
is notable is that PRS and INS teachers define a „good‟ (effective) English
teacher on the basis of prior language learning experience. This finding
reinforces the claims in fields of both mainstream education and ELT about
the relationship between prior experience and teachers‟ beliefs. The finding
that both PRS and INS teachers have beliefs shaped by prior experience
reflects the truth that these teachers have established beliefs that were formed
early and have persisted into their professional life. As suggested in Chapter
2, teachers‟ implicit and personal theories about teaching may be exerting the
most powerful influences on their thinking and practice.
The second similarity identified is in their beliefs about Students. Both PRS
and INS participants believe that the main motivation of students for learning
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English is to pass tests and exams, that students have negative attitudes
towards English and, that students prefer activities like games and singing
songs for learning English rather than straight teaching (instruction) and
textbook exercises. The teachers appear to acknowledge that learners‟
motivation is vital in learning a language. The motivation that students have
for learning English creates the drive in them to acquire the targeted language,
to enjoy the process of acquiring the language. Experiencing success in
learning a language is connected with student motivation. When language
learning is stressful, the appreciation of students for learning English is
diminished.
In the case of Macau, it was reported by the study of Tang (2002) that student
motivation is regarded one of the most significant problems of ELT teaching
and learning. She also points out that Macau students experiencing failure in
English is not uncommon. Heavy testing, she seems to suggest, does not make
it easier for the students to experience success in learning English.
Furthermore, she claims that one obstacle in Macau English teaching is the
overemphasis on textbook-driven learning and on covering of the textbook and
the syllabus at all costs. While this present study is not concerned with
comprehensively identifying the various problems in ELT teaching and
learning as Tang (2002) does, its findings have value as they provide more
specific insights into the central motivation of Macau secondary school
students for learning English as perceived by their teachers. These questions of
motivation, attitudes to learning and the textbook-and-test-driven syllabus all
deserve further inquiry as each of the factors can be a major obstacle to
learning, they can prevent teachers, especially student teachers, from adopting
new ways of teaching they acquired from formal training.
The third similarity in the beliefs of the two groups is related to Medium of
Instruction. In the findings of the study, both PRS and INS participants
overwhelmingly support the idea that English is better taught with the use of
L1 or through a mixture of L1 and L2. Tang (2002) has insights useful to
interpreting the findings of this study relating to the similarity of the views of
PRS and INS teachers about the Medium of Instruction and how these beliefs
connect with the beliefs they have about Students, where they are also in
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congruence. She reports that in the teaching and learning context of Macau,
what is taught to students is:
that which is most likely to appear in an examination though this
should not be the main purpose of education. However, a good teacher
will organize materials in such a way that the majority of students can
master the learning within their compass and thus manage to pass the
exams with the necessary efforts they are prepared to exert (p. 211).
Tang stresses that the teachers‟ focus of learning is the students, so teachers
have them in their minds as their priority along with the conditions they can
create to enable students to learn. Very likely, in the light of their experience,
PRS and INS teachers would sympathise with Tang‟s generalisation,
recognising that they do indeed use a strong component of L1 to teach what is
most likely to appear in an examination. This is of course no indication that all
teachers in the groups believe that both L1 and L2 should be used, but what it
does clearly indicate is that teachers‟ beliefs about the best medium of
instruction are closely connected to the practical knowledge they have about
the motivation of students, which in this study is overwhelmingly to pass
exams. Teaching in this context of practice, where the overriding concern is
positive exam results for students, teachers are aware of what kind of
compromises they need to make in order to make teaching work, or, in the
words of Phrahbu (1990), make teaching „operational‟.
Finally, the fourth similarity is in the views of PRS and INS participants
regarding Teaching. In Chapter 6, it was mentioned that one revelation of the
study is that both PRS and INS teachers experienced tensions in the exercise
of their professional practice. The PRS teachers find their experience of
teaching very hard. This perception can be said to have been shaped by the
teaching reality of the classroom, pressures from students‟ attitudes, the
curriculum, testing and so on, a situation the student teachers seem to have not
been sufficiently well-prepared to deal with when they started their
professional life.
Earlier works in mainstream education provide insights in the feeling of these
teachers that teaching is hard work. In the results for the PRS teachers‟ group
reported in Chapter 4, it was revealed that these trainees held many
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preconceptions about teachers and teaching which were challenged during
their TP. They had two images of teaching. One image was shaped by their
own experience as students and another shaped by the recent experience in
teaching. These two sets of images of teaching seemed to conflict, as reported
in Chapter 4. PRS teachers found teaching in real classrooms not to be
matching the ideals of teaching they held since they were students. A feeling
of frustration from the shattering of initial ideals about teaching or their
preconceptions is not difficult to understand. The sentiments expressed by INS
teachers are no different. They also felt that teaching is a heavy burden. But
this sentiment has more to do with the teaching workload that placed heavy
demands on their daily teaching performance than on any other teaching
related factors (see Chapter 5).
What becomes clear in the perceptions PRS and INS participants have about
Teaching is that there are teaching realities they need to cope with and hence
their feeling that teaching is not easy. It is not without impediments when they
want to apply their beliefs. Hargreaves‟ (1994) is insightful in interpreting the
feeling expressed by such teachers. He points out that teaching has realities
which are the practicalities of teaching, they are “the complex actuality of the
work, the day-to-day shape it takes with real teachers, in real classrooms, in
real schools” (p. 80). He notes that the work that teachers do is complex, it has
constraints and that often teachers develop strategies or „trade-offs‟ to deal
with the realities of teaching. These strategies that they develop are the ways
they use to connect themselves and what they do with the context in which
they work. They help teachers to deal with the daily circumstances of their
work. However, where teachers‟ pressures become extreme, he says that these
coping strategies are adopted for sheer survival.
What this suggests in relation to the findings of the study is that the trade-off
that teachers make may not necessarily represent what they believe in or are
comfortable with. Transmission-style or traditional teaching, where students
spend the whole day listening while teachers spend their time delivering the
content of the curriculum, may not have their full support, but teachers, as
Hargreaves describes them, are „creatures of circumstances‟, the choices they
make involve many considerations that need to be acknowledged by those
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engaged in the training and professional development of teachers. To
understand what teachers do is not to forget the constraints that they face in
practice. It is clear that their teacher education failed to prepare the teachers in
this study for such constraints. The teacher education program must be explicit
about the “hardness” of the profession, preparing student teachers for the
realities that PRS and INS teachers describe here so vividly.
Differences
The findings also show that PRS and INS teachers‟ views show differences
although not as significant as the similarities discussed above. PRS and INS
teachers differed only on one point: the beliefs they have about qualities of a
good teacher in the profession
With regard to the beliefs they expressed about what it means to be a good
teacher in the profession, the conclusion arrived at and reported in Chapters 4
and 5, and synthesized in Chapter 6, is that rich practical experience shapes
INS teachers‟ understanding of classroom teaching. In the case of PRS
teachers it is lack of such experience of the classroom that is thus shown to be
highly influential in their definition of a good teacher in the profession. As
argued in Chapter 4, it is only natural that it is the experts, the more
experienced teachers, who can show understanding of the complexity of
classroom life. Thus, compared with the INS teachers, PRS teachers were
found to have to have a limited view of teacher qualities, focusing strongly on
caring instead of practice - oriented qualities, for example the ability to adopt
different teaching roles that INS teachers believe are attributes of good
teachers in the profession. Having said that, the importance that PRS teachers
place on caring should not be underestimated, for as Hargreaves points out,
“[care] is at the heart of the emotional and working life of many teachers” (p.
81). He remarks that caring is central in teachers‟ lives and is something that
educational reform should recognize. Other scholars cited in Chapter 6 in fact
also acknowledge that caring and teaching have a relationship (e.g. Goldstein
& Lake, 2000; Rogers & Webb, 1992; Lortie, 1975; Nias, 1989).
To sum up the above, this chapter has shed a great deal of light on the various
aspects of beliefs about their work where PRS and INS teachers have
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similarities and differences. The dangers of generalizing from the results of
this investigation, however, are recognized. This study does not make claims
beyond those about the beliefs and thinking of 57 Macau EFL teachers
regarding aspects of their work as teachers and the influences that shape their
beliefs. Yet the findings of this study presented in this chapter raise issues that
are relevant to language teacher education in other settings, specifically to
those involved in pre-service teacher education as well as those engage in the
professional development of in-service teachers.
7.3 Implications for Teacher Education
Implications of aspects of this study for teacher education have already been
mentioned at various points. However, the following section elaborates on the
implications drawing out some practical recommendations.
The first implication relates to the beliefs in terms of the influence of prior
experience on PRS and INS teachers‟ beliefs about what makes a good
(effective) language teacher. Teacher supervisors often rate good English
teachers and teaching on a set of criteria focusing mainly on skills
demonstrated in the classroom, but also on the observed performance of
learners. Teacher supervisors go to the field with a TP evaluation sheet
containing a list of identifiable teaching skills, for example a skill relating to
the quality of questions a trainee asks the learners, the level of creativity in
motivating learning, the ability to structure a lesson as demonstrating a
teacher‟s lesson plan. In other words, teachers and their teaching are defined
by observable behaviour and measurable skills. In contrast, the findings in this
study suggest that PRS and INS teachers tend to define a good English teacher
and good teaching in terms of their past language learning experience and
what the INS teachers personally believe works in practice. Teacher educators
need to reflect on what to include when they design activities and decide what
they include in the preparation of teachers for pre- and in-service teaching.
Teacher education courses should inform the participants directly and
explicitly about the power of prior learning and instructional experience so
this knowledge can be compared and contrasted with the pedagogical theories
proposed in teacher education. Indeed, teacher educators could encourage their
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students to actively recall and evaluate previous experience of learning and
teaching. This may enrich the learning of teaching, making it more “real”.
Another implication comes out of the beliefs that PRS and INS teachers share
about students and the best medium of instruction for teaching English and its
possible connection with their practical knowledge about students. The high
level of congruence between the beliefs of PRS and INS teachers on medium
of instruction encourages us to examine whether teacher education and
professional development courses are of relevance or make any difference in
the day to day practices of teachers. How does the teacher education program
position itself regarding the use of L1 and L2 in the classroom? What is being
promoted? Does teacher education try to discover what language of
instruction is favoured by student teachers and practicing teachers themselves
when left on their own to teach? Are student teachers and practising teachers
provided with support on ways they could promote English as a language of
communication in the schools where they teach? What is the place of L1 in the
English language classroom, if any? How can “teaching to the test” be
mitigated along the lines that Tang (2002) suggests, as quoted earlier. All
these questions the language teacher education program in Macau needs to
recognize and address but at present it does not. They are questions too that
teacher education programs elsewhere could validly pose, if the context
warrants it.
Attention should also be given to the influence of context (teaching realities)
on shaping PRS and INS teachers‟ beliefs. Of special significance is the
influence of teaching realities on PRS teachers‟ beliefs about teaching. The
concerns expressed by the pre-service teachers are in line with what has been
noted in other studies (e.g. Kyriacou and Stephens, 1999); for example, coping
with a heavy workload and having too little preparation time for teaching were
among the key anxieties identified. In the present study, the concerns of the
pre-service teachers are similar. The lack of preparation time was a concern,
and the role of the mentors during the TP was a source of anxiety for some.
The findings suggest the need for the teacher education program to make
students fully aware of the context they will face, even provide early exposure
to trainees on how to take up the role of substitute teachers more positively
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and effectively, fully aware of the sort of constraints the participants in this
study have raised. Also the program should introduce before TP, a discussion
on the role of the mentor and the critical relationship between mentor and
substitute teacher.
Consideration needs also to be given the finding that PRS teachers seem to be
overly concerned with the relationship between caring and effective teaching.
Their attitude underscores the need for teacher educators involved in TP
supervision to be aware of the trainees‟ beliefs about caring. A teacher
supervisor must think of a way to equip student trainees with an appropriate
variety of skills for classroom management. Teacher educators should be
aware that, while caring is an essential quality of the good teacher, it cannot be
the sole strategy of classroom management. On the basis of the findings of this
study it is suggested that language teacher cognition research investigate preservice language teachers‟ notions of caring. Some mainstream education
scholars have already proposed that teacher education should explore how preservice teachers perceive the connection between caring and teaching.
(Goldstein & Lake, 2000).
7.4 Contributions to Theory and Practice
The overall contribution of this study to English foreign language teaching and
learning is two-fold. On the one hand, the examination of the beliefs of these
two groups of teachers has presented an opportunity to appreciate the diverse
content of Macau student and practising teachers‟ beliefs. On the other hand,
and perhaps more importantly, the examination has revealed both the
complexity of the nature of these beliefs and the influences that contribute to
their formation. What teachers do in the classroom is perhaps far more
complex than one might think. There are experiences that shape their
behaviour, but also there is the context (teaching realities) that challenges their
beliefs. It is this context that they embrace, but it also causes tension in their
practice. The findings remind us that we still have much to learn about EFL
teachers. The concerns that both PRS and INS teachers expressed tell much
about the extent to which teachers can accommodate change in beliefs or
practice. In particular, it is hoped that this study will be appreciated for its
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contribution to both the existing theoretical and practical knowledge of preservice and in-service teacher cognitions.
Firstly, this study adds to the studies already undertaken in teacher cognition
(summarized in Borg 2003, 2006) which identify the role of prior experience,
experience in teaching, contextual factors and classroom practice in teachers‟
beliefs. Importantly, it is the first empirical study to examine Macau language
teachers‟ beliefs about their work as EFL teachers.
Secondly, at present there has been no research until now on the knowledge
and beliefs held by Macau EFL teachers when they leave training and/or
during their many years of teaching. Whether Macau PRS and INS EFL
teachers who are trained by the same faculty are able to make use of the
knowledge and skills about teaching gained from teacher education is not
clear. This study reveals that there are tensions experienced by these two
groups of teachers. Both PRS and INS teachers view teaching as hard. They
seem to have difficulty translating into practice what they personally believe.
Pre-service teachers find themselves confronted with many teaching realities
and basically conforming to the directions of the mentor in TP. In the
perceptions of INS teachers about their work there seems to be an expression
of a lack of confidence that they could influence practice. Evidently, the
demands of a heavy workload are affecting their personal life. The difficulty
in balancing the professional and personal demands of their lives have led to
some leaving teaching altogether.
In order to prevent teachers leaving their jobs and to maintain morale, there is
a need to provide teachers with the opportunity to voice their reflections, to be
listened to, in particular so the concerns they have about their practice are
heard by those who can take action. In this study the researcher provided such
an opportunity by using semi-structured the interview as a methodological
tool. However, in order to bring about the vision of the educational reform
process in the New Era in Macau, more needs to be done. Teachers need to be
supported and encouraged to be more reflective of what they believe in and
do. Teacher education should offer teachers a platform or opportunity to let
teachers talk about what they believe and do and what they think constrain
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them from being able to apply their beliefs and knowledge. Feiman-Nemser
and Floden (1985) suggest that teachers, “[c]aught up in the demands of their
work, cannot solve problems” (p.8), there are many specific situations in
teaching that can directly or indirectly affect teachers‟ lives. Thus, it is crucial
to listen to teachers‟ accounts of teaching in order to gain knowledge of the
concerns that they have no opportunity elsewhere to express. Some of the
reasons for their reticence in expressing themselves came out in the
interviews.
Finally, the insights about teachers‟ tensions in practice have relevance for
those attempting to change educational priorities in Macau‟s New Era. They
can be offered as “food for thought” for those involved in educational policy,
particularly because the insights come from concerns raised by the teachers
about what is actually happening in Macau classrooms, from the point of view
of the student teachers and practicing teachers. They can also be used by
teacher educators as a reference for improving pre-service TP supervision
practices and principles and in designing professional development programs
or courses for in-service teachers.
7.5 Limitations of the Study
There are several limitations to this study that need to be acknowledged.
Firstly, this investigation serves what Lee (1996) calls a „descriptive‟ rather
than a „predictive function‟ (p. 113) in the sense that it identified some of the
significant beliefs held by these two groups of teachers, but the information
provided is not an indication that what they said they believe is what they do
in actual practice, nor does it indicate whether what they said is what they
really believe.
Secondly, the reliability of the responses will be judged depending on how
much the reader trusts the beliefs they expressed. In this regard, Cortazzi‟s
(1993) argument may lend some support to generalisations drawn from the
study. He said that “when 100 or so anecdotes told by as many teachers turn
out to have a similar structure, telling of similar events, in the same order
using the same language” (p.20) they can reveal aspects of a teachers‟ culture,
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their beliefs and attitudes. The high degree of similarity in the beliefs these
teachers expressed no doubt reflect that their statements deserve to be trusted.
Thirdly, the investigation is limited to the beliefs of Chinese language teachers
in one small region of China, Macau. To make generalizations of the beliefs
expressed in this study to Chinese teachers in other parts of China is not
advised. Macau is a Special Administrative Region of China; the history that
shapes its educational system is different from the history of mainland China.
Understanding the beliefs of these teachers requires interpretation against their
special historical context (described in Chapter 1). Also, the participants in
this study, although they graduated from the same high school system and
received training in teaching from the same faculty, have a varying number of
years of teaching experience. Thus there are limits to the generalizations that
can be made in this respect. Further research is needed, and so are other
methods of investigation, to obtain a fully comprehensive profile of Macau
secondary school language teachers‟ teaching beliefs.
A further limitation of the study relates to the fact that the investigation relied
only on interviews and on self-reports. Wang (2004) recognizes the danger of
self-report, saying that “the respondents as students may have felt the need to
please the teacher or give right answers to the interview questions, given the
Chinese cultural tradition which pays high respect to teachers” (p.278). Such a
limitation should be recognized, but the study may be appreciated for its
contribution to educational theory and practice, and for the „food for thought‟
it offers to those involved in educational reform in Macau‟s New Era.
Finally, the issue of not utilizing classroom observation is a limitation of the
study in the sense that the data only provided insights into aspects of the
teachers‟ beliefs and thinking about their work in EFL. Studies that elicit
Macau EFL teachers‟ beliefs using other instruments are recommended not
only to continually explore ways to make teachers‟ implicit theories explicit
but also to contribute to the process of getting teachers to talk about their
beliefs and allow them to have greater control over their professional growth
(Freeman, 1991), which teachers seldom have opportunities to do given their
busy lives.
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7.6 Directions for Future Research
This study investigated how two groups of EFL teachers define their work. It
focuses on the beliefs pre-service and in-service EFL teachers in Macau
secondary schools have about aspects of their work as teachers. The study
made explicit that the EFL teachers have significant beliefs in four aspects or
areas: Teachers, Teaching, Students, and Medium of Instruction. However,
further research is needed to examine the application of these self-reported
beliefs in each of the four aspects. For example, observations could be done
on the practical applications of the beliefs about the nature and purpose of
teaching, that is, how such beliefs influence the facilitation of knowledge in
the classroom; or on how the assumptions teachers make about their students
and how the students learn influence the teachers‟ approach to teaching tasks
and their interaction with their students. These were previously identified as
significant areas of the application of beliefs by Calderhead (1996).
This study has revealed that there is a high level of agreement between the two
groups of teachers that English should be taught through a mixture of L1 and
L2. How much Chinese and how much English is used by these teachers
during teaching? Are teachers aware of how often they switch codes, given the
pressure of a looming exam? An inquiry into the quality of the code-switched
input of teachers during teaching is needed as well. More importantly, there
needs to be a better assessment of the whole matter of using L1 in the
classroom to raise teachers‟ awareness of the long-term consequences to
students‟ ability to communicate in English as a foreign language, especially
where there is little opportunity for students to use and practise English
outside the classroom.
This study has also revealed tensions in the practice of these teachers. It
provides another layer of understanding about the Macau EFL teachers‟
professional world. The insights about the tensions these teachers experience
in their practice give information that teacher educators and educational
reformers should to attend to as a matter of great importance. Educational
reformers are said to be poor at recognizing the emotions in teaching
(Hargreaves, 1995). However, with change as the goal, and considering that
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change cannot be mandated, giving teachers a chance to voice their feelings or
emotional concerns is necessary if the change initiative is to get a positive
response from teachers in their practice. Specific research is needed to
investigate the origins of teachers‟ tensions and other negative emotions that
lower morale and possibly cause attrition in the profession.
7.7 Concluding Remarks
To close this chapter, the study highlights the importance of providing
teachers with the chance to make explicit their beliefs and to promote
collective reflection that may enable them to be analytical towards their
practices. Given the historical and social context in which they work, the first
step to understand EFL teaching in Macau secondary schools is to access the
beliefs that language teachers hold but seldom have the opportunity to
articulate.

181

APPENDICES
Appendix A: Informed Consent Form
Informed Consent Form

I _________________________ (your name in Portuguese script), also known
as __________________ (your name in Chinese script, this is optional) have
read and understood the information provided.

I declare that:


I am aware of the purpose of the study.



I fully understand the entire process of the project and hereby
acknowledge that my participation is voluntary and understand that I
am free to withdraw from the study any time.



I agree to information collected about me being used in this study.



I wish to remain anonymous in the report of findings.



I am aware that all information relating to my participation in this
study will be treated in strict confidence.

Signature ____________________________ Date _______________________

Telephone No._____________________________

Email Address______________________________
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Appendix B: Guiding Interview Questions
Interview Questions
A. Introduction of researcher, research and participants
B. Interview: Experiences in learning and teaching English to explore
teachers‟ beliefs.
Part One: High School (Learning Experience)


Tell me about your experience learning English in high school. How
was English taught in your time? (or) What can you say about the way
you learned English in high school?



What English subject areas did you have in your secondary school?
(e.g. Reading Comprehension, Dictation Grammar, Vocabulary,
General English, Translation, etc.)?



How did your teachers teach these subjects? What do you think of the
way these subject areas are taught? (subject areas mentioned are
addressed) Do you think you learned what is important (or the students
learned what they have to learn) in that particular subject area? Why or
why not?



Tell me about your experience(s) of learning English in high school
did you find most helpful or least useful to you at UMAC (at the
university)?



To what extent do you think the way you were taught in the past
influence the way you teach now?

Part Two: Student Teaching/Teaching Experience


Tell me about your student teaching experiences/teaching experiences.
What subject areas did you teach?



What teaching technique did you use (all subject areas mentioned to be
addressed) (Probe if the technique is different from the teachers‟ or
mentors‟ technique, e.g. Grammar, Comprehension, etc.). How did the
students react to this technique?



Among the techniques that you used, what do you think is the most
effective? (or) In your experience, in what technique did the students
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respond less to, or gave no response at all? Why do you think so? What
do you think should be done to these techniques (the one considered as
ineffective)? (or) How do you think you could make these techniques
effective?


Can you tell me what teaching /learning experiences you value most at
UMAC (the university)? To what extent were you able to implement
what you learned from FED (the teacher education program) in your
classroom teaching?



If I were to come to your classroom to observe your usual teaching,
e.g. Reading Comprehension, what do you think would I see you doing
/ the class doing?



What is your usual approach to teaching a lesson, e.g. grammar,
speaking, etc? Where do those ideas come from?



Can you mention some useful ways that you think promote accuracy or
fluency in the target language? What do you think of CLT, group
work, pair work, and games?



What do you think knowing English means to your students? How do
you think they see English?



What language did you use in your TP (Teaching Practice)? In your
teaching? To what extent?

Part Three: Conclusion



Before you entered university, what were your thoughts on teaching or
on being a teacher? What made you think this way? Is this the reason
why you wanted to take up teaching as a profession (or as a course of
study)?



Are you happy that you have taken up teaching? How do you view
teaching? After university, do you still view teaching as before? (Probe
on changes.)



In general, what do you think of the educational system (specifically,
English language teaching) in Macau? (Probe the problems) What are
your
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Insights to the problems? (or) Do you have some recommendations
about English language teaching in Macau?



In closing, what would you tell those who want to take up English
teaching? (or) What advice will you give those who want to be a
teacher/an English teacher?

Thank participant for the participation in the interview/discussion.
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Appendix C: Sample Data Reduction and Analysis Products
The following tables are sources of belief statements reported in the
compressed tables, Tables 1-8, in Chapters 4 and 5.
Analysis Products for Pre-Service Teachers
Matrix 1. PRS Beliefs Statements about Teachers
Frequency

Percentage

2

7.14

3

10.71

PT 3: Interactive

2

7.14

PT 4: Promotes the use of English

1

3.57

8

28.56

PT 1: Should be very kind or considerate

4

14.29

PT 2: Should teach with brain and heart

3

10.72

PT 3: Should be creative

1

3.57

PT 4: Should be very tough

1

3.57

3

10.71

PT 6: Should impose discipline

2

7.14

PT 7: Should care about the students a lot

2

7.14

2

7.14

1

3.57

TEACHERS
Theme 1: Images of a good English Teacher
Cat. 1 - TR : Being a „good‟ English teacher
PT 1: Has good English and learns from
the job
PT 2: Not traditional - innovative in
teaching approach

No. of Respondents
Cat. 2 - TR : Being a „good‟ teacher in the profession
means

PT 5: Should be organized and prepared
to become more efficient

PT 8: Should have a good relationship
and care and loves students
PT 9: Should give so many things
(knowledge) to students
PT 10: Should be very patient with

1

students' impatience for learning

3.57

No. of Respondents

20

71.42

TOTAL

28

99.98
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Matrix 2. PRS Beliefs Statements about Teaching
Frequency

Percentage

PT 1: Mentors' play a role in teaching

3

12.50

PT 2: Students are not easy to teach

2

8.33

1

4.17

4

16.67

2

8.33

1

4.17

1

4.17

1

4.17

15

62.51

PT 1: It is tough and hard

4

16.67

PT 2: It is needs a "superwoman" ability

1

4.17

PT 3: It can be frustrating

1

4.17

1

4.17

1

4.17

1

4.17

No. of Respondents

9

37.52

TOTAL

24

100.03

TEACHING
Theme 2 : Views about teaching in the classroom
Cat. 1 - TNG: Perceptions about teaching

PT 3: There are pressures from school
and parents
PT 4: It is doing many things
PT 5: It is teaching students to be good
to others
PT 6: It is handling tests
PT 7: It is taking care of the students'
personal problems
PT 8: It is making students like learning
No. of Respondents
Cat. 2 - TNG: Feelings about teaching

PT 4: It requires confidence to stand in
front of the class
PT 5: It is not like teaching in high
school
PT 6: It is contributing a major
percentage of your life to enjoy it
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Matrix 3. PRS Beliefs Statements about Students

Frequency

Percentages

6

20.70

4

13.80

3

10.30

PT 4: To get good grades

2

6.90

PT 5: To learn grammar rules

1

3.40

1

3.40

2

6.90

19

65.40

1

3.40

1

3.40

1

3.40

1

3.40

4

13.60

PT 5: Prefer relaxed teaching activities

2

6.90

PT 6: Students like activities

2

6.90

PT 7: Enjoy lesson with Chinese humour

1

3.40

1

3.40

No. of Respondents

6

20.60

TOTAL

29

99.60

STUDENTS
Theme 3: Views about Students‟ Perceptions of English
learning
Cat. 1 - SS: Students‟ motivation for learning English
PT 1: To learn the language because it is
useful
PT 2: To pass the test
PT 3: To study just like a subject, e.g.
Mathematics

PT 6: To learn English because they are forced to
learn
PT 7: Not sure
No. of Respondents
Cat. 2 - SS: Students‟ attitude towards English
PT 1: English is difficult to learn
PT 2: Using English is intimidating:
students will make fun of them
PT 3: Bored when teachers are repetitive
PT 4: Makes students afraid to make
mistakes
No. of Respondents
Cat. 3 - SS: Students‟ preferred language learning activities

PT 8: Prefer teachers to just enumerate the
rules of grammar than inductive methods of
teaching
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Matrix 4. PRS Beliefs Statements about Medium of Instruction

Frequency

Percentage

4

16.00

2

8.00

2

8.00

1

4.00

1

4.00

1

4.00

3

12.00

1

4.00

1

4.00

1

4.00

17

68.00

PT 1: Use English because it is the school‟s policy

5

20.00

PT 2: Use the language preferred by the mentor

2

8.00

PT 3: Use English to give students chance to speak

1

4.00

No. of Respondents

8

32.00

TOTAL

25

100.00

MEDIUM OF INSTRUCTION
Theme 4: Views about the role of L1 and L2 in teaching
English
Cat. 1 - TL: Using both L1 (Cantonese) and L2 (English) as
the medium of instruction
PT 1: Uses Chinese since students are more used
to it
PT 2: Use L2 first, then L1 to explain because they
don't understand
PT 3: Use both English and Chinese to make
students understand
PT 4: Use English in the English school, Chinese
in the Chinese school
PT 5: Use 60 Chinese and 40 English, no "point"
because students don't understand
PT 6: Use Chinese because mentor advises
PT 7: Use Cantonese to explain some difficult
vocabulary words or grammatical points
PT 8: Use Chinese for teaching grammar
PT 9: Use 70 to 80 Chinese to save time to explain
the lesson
PT 10: Use Chinese for teaching reading
comprehension
No. of Respondents
Cat. 2 - TL: Using only L2 (English) as the medium of
instruction
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Analysis Products for In-Service Teachers
Matrix 5. INS Beliefs Statements about Teachers
Frequency

Percentage

PT 1: Has good English

1

4.00

PT 2: Picks out every mistake in
grammar

3

12.00

PT 3: Pays a lot of attention to grammar

3

12.00

7

28.00

PT 1: Well-prepared; efficient

3

12.00

PT 5: Strong in spirit, Strict

2

8.00

PT 2: Patient

1

4.00

PT 3: Motivating

1

4.00

PT 4: Confident

1

4.00

PT 6: Cares that students learn

1

4.00

PT 7: A team player

3

12.00

PT 8: A resource person

2

8.00

PT 9: A guide

1

4.00

PT 10: Not acting like a god

1

4.00

PT 11: A counsellor

1

4.00

PT 12: A sewer of dress

1

4.00

No. of Respondents

18

72.00

Total

25

100

TEACHERS
Theme 1: Views about a „good‟ teacher
Cat. 1 - TR: Being a „good‟ English teacher

No. of Respondents
Cat. 2 - TR: Being a „good‟ teacher in the profession means
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Matrix 6. INS Beliefs Statements about Teaching
Frequency

Percentage

2

7.69

2

7.69

2

7.69

1

3.85

1

3.85

PT 6: Teaching is "not only a piece of
work or job - it is a vocation"

1

3.85

PT 7: Is "not just having the power over
students - it is meeting obligation"

1

3.85

PT 8: Teaching is a way to earn a living

1

3.85

PT 9: Teaching is a profession with no
future - no chance of promotion

1

3.85

12

46.15

PT 1: Teaching is very hard

6

23.07

PT 2: Teaching is stressful
PT 3: Teaching is "being a teacher" and
"teaching English in school" is a totally
different thing
PT 4: Teaching is sometimes frustrating
because students lack the motivation to
learn English
PT 5: Every occupation has pressure but
teaching requires liking, teaching, and
loving the students
PT 6: A very big job - if you treat it as a
job, you can survive
PT 7: Is not easy because you have to
deal with so many different people,
students, colleagues, and parents

3

11.53

1

3.85

TEACHING
Theme 2: Views about classroom teaching
Cat. 1 - TNG: Perceptions about classroom teaching
PT 1: Teaching is passing knowledge to
the next generation
PT 2: Teaching is having good
relationships with the people around you
PT 3: Teaching is a caring profession and
also a stage of life
PT 4: Teaching is loving what you do
PT 5: Teaching requires patience and
dedication

No. of Respondents
Cat. 2 - TNG: Feelings about classroom teaching

1

3.85

1

3.85

1

3.85

1

3.85

No. of Respondents

14

53.85

TOTAL

26

100.02
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Matrix 7. INS Beliefs Statements about Students
Frequency

Percentage

PT 1: Students regard English only as a
subject" to pass and get marks” for - a tool to
do tests and exams

7

26.00

PT 2: Students do not like learning English but
they were influenced by their parents' ideas

1

3.70

PT 3: Students think English is not important to
their future

1

3.70

PT 4: Students think learning Mandarin is more
important than learning English

1

3.70

10

37.10

PT 1: Not "interested" to learn English because
they do not find it useful

6

22.22

PT 2: English is hard to learn

4

14.82

PT 3: Feel odd speaking English

1

3.70

11

40.74

PT 4: "Fed up" memorizing and learning
grammar rules

2

7.40

PT 5: Some like activities to learn English

2

7.40

PT 6: Not happy if teachers talk the whole
lesson in English

1

3.70

PT 7: Afraid to make mistakes

1

3.70

No. of Respondents

6

22.20

TOTAL

27

100.04

STUDENTS
Theme 3. Views about students‟ perceptions of English
learning
Cat. 1 - SS: Student motivation for learning English

No. of Respondents
Cat. 2 - SS: Student attitude towards learning English

No. of Respondents
Cat. 3 - SS: Students‟ preferred language learning activities
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Matrix 8. INS Beliefs Statements about Medium of Instruction
MEDIUM OF INSTRUCTION
Theme 4. Views about the medium of instruction for
teaching English
Cat. 1 - TL: Both L1 (Cantonese) and L2 (English) as medium of
instruction
PT 1: Using Chinese as it makes students feel
more secure and confident since they can
understand it
PT 2: Uses L2 depending on the students'
level of proficiency
PT 3: Uses bilingual translation, meaning “C
to E” and “E to C”
PT 4: Uses L1 because students do not like to
listen
PT 5: Uses half English and half Cantonese to
aid understanding
PT 6: Uses L1 for discussion
PT 7: Uses Chinese because of the translation
test
PT 8: Uses Chinese to save time to cover the
syllabus
PT 9: Uses L1 for grammar
PT 10: Uses 50 Chinese and 50 English
because vocabulary is hard for the students
PT 11: Uses 60 Chinese to teach English and
Chinese for teaching grammar and vocabulary
PT 12: Uses Chinese to explain difficult words
No. of Respondents
Cat. 2 - TL: Only L2 (English) as medium of instruction
PT 1: Uses L2 inside the classroom or school
PT 2: Uses Teachers should not use other
languages to teach English
PT 3: Uses L2 because students already have a
good foundation since teachers have done It
before
No. of Respondents
TOTAL

Frequency

Percentage

4

15.38

2

7.70

2

7.70

1

3.85

1

3.85

1

3.85

1

3.85

1

3.85

3

11.54

1

3.85

1

3.85

1
19

3.85
73.12

5

19.2

1

3.8

1

3.8

7
26

26.80
99.92
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