
Chapter Four 

Results & Discussion 

     The findings from the various sources, including the questionnaire survey, the 

follow-up phone interviews, classroom observations, and the face-to-face interviews 

about the classroom observations, will be synthesized and presented in this chapter.  

In this way, the influence of the in-service English teaching graduate programs on 

senior high school English teachers' professional attitudes, professional knowledge and 

classroom practice can be better understood.   

 

Basic Information of the Participants in the Questionnaire Survey 

The questionnaire survey ended up with 98 schools from different parts of 

Taiwan responding, with 109 valid questionnaires.  Since the whole population was 

estimated to be 200 (See p.24), the return rate was approximately 50%. The basic 

information of the participants was presented as follows.  

In terms of gender, 90 of the participants were female, and 18 were male.  

Table 1  Gender of the Participants  

Gender Number of participants  

female 90 

male 18 

Note: One participant did not respond to this item. 

The female participants were far more than the male participants, reflecting the reality 

that in senior high schools the number of female English teachers was larger than that 

of male English teachers.  

The participants’ age ranged from below 30 to above 50 (See table 2).  Fourteen 

participants were below 30 years old.  Thirty-three participants were between 30 and 



35.  Thirty-three participants were between 35 and 40.  Fifteen participants were 

between 40 and 45.  Nine participants were between 45 and 50.  Five participants 

were above 50.  

Table 2  Age of the Participants  

Age Range Number of participants 

Below 30 14 

30--below 35 33 

35--below 40 33 

40--below 45 15 

45--below 50  9 

above 50 5 

Teachers at different ages chose the in-service English teaching graduate study as their 

way of professional growth.  However, teachers aged between 30 and 40 accounted 

for the largest percentage of participants (60%) in the in-service graduate programs.  

Generally speaking, participants in the programs were young.   

     The years of participants’ teaching experience ranged from less than five years to 

more than twenty-five years (See table 3).   

Table 3  Teaching Experience of the Participants 

The years of teaching  Number of participants 

Below five years 15 

5-- below 10 years  34 

10--below 15 years 31 

15--below 20 years 18 

20--below 25 years 6 

Above 25 years 4 



Teachers with different years of teaching experience chose in-service graduate 

programs as their way of professional growth.  However, teachers with teaching 

experience of five (31%) to fifteen years (29%) accounted for the biggest percentage 

(60%) of participants in the in-service graduate programs.  

     According to the interview record, in addition to the incentive of moving up in 

the salary scale, reasons for attending the in-service programs offered by the groups of 

participants with five to fifteen years of teaching experience include the desire to get a 

higher degree, self-perceived insufficiency in their pedagogical knowledge, tiredness 

of teaching English in a routine way, and gradual decline in their own English 

proficiency.  A large percentage of participants considered it necessary to obtain a 

higher degree so that they would be equipped with more professional knowledge, 

especially pedagogical knowledge, to provide better English instruction for students at 

senior high school level.  Although they had established their own teaching patterns, 

sometimes they were bored with teaching English in a routine way, and they were 

thinking about the possibility of bettering their English instruction.  They hoped what 

they learned from the program would help to provide solutions to the problems arising 

from their daily teaching, such as how to motivate students through innovative 

classroom activity design.  Some participants even felt that after leaving school for 

years, there had been a gradual decline in their English proficiency and they needed 

some intensive training to help sharpen their English ability.    

     Regarding the educational background of the participants, ninety-one of them 

had bachelor’s degrees, seven of them had attended the Forty-Credit Program, and six 

of them had master’s degrees.  Among those with bachelor’s degrees, forty-five of 

them were English majors graduating from normal universities, and two of them were 

non-English majors graduating from normal universities; forty-one of them were 

English majors graduating from general universities, and three of them were 



non-English majors graduating from general universities (See Table 4).  Generally 

speaking, the numbers of participants from normal universities and general universities 

are almost equal, and they are mostly English majors.   

Table 4  Educational Background of the Participants 

Bachelor Forty-Credit program  Master

91 

Normal universities General universities 

English 

majors  

non-English  

majors 

English 

majors 

non-English 

majors 

45 2 41 3 

7 6 

Note: Five participants did not respond to this item. 

Teachers with different educational background chose the in-service English 

teaching graduate programs as their way of professional growth.  However, teachers 

with bachelor’s degrees accounted for eighty-three percent of the participants. 

In terms of the year participants were in the in-service graduate program, thirteen 

of them were in the first year, nine of them were in the second year, thirty-three of 

them were in the third year or above, and fifty-four of them had obtained their master’s 

degree (See Table 5).   

Table 5  The Year Participants Are in the Programs 

The year they were in the in-service programs Number of participants 

1st 13 

2nd 9 

3rd & above 33 

graduates 54 



Teachers in different years of the in-service graduate program participated in the 

questionnaire survey.  However, participants who had finished their courses in the 

in-service graduate programs, including the third-year students and graduates, 

accounted for eighty percent of the participants.  Since the majority of the participants 

have already got more experience in study in the programs and they have better 

understanding of the courses offered in the programs, their response to the 

questionnaire survey and interviews can provide very valuable information to this 

study.  

     

The Influence on Participants’ Professional Attitudes 

     This study aimed to investigate the influence of the in-service English teaching 

graduate programs on senior high school teachers’ professional growth.  First of all, 

the influence on their professional attitudes, the affective domain, was examined.  In 

this section, the findings from the questionnaire survey will be presented first.  Next, 

the cross-examination between participants’ background and the influence on their 

professional attitudes were presented.  Last, the discussion based on the interview 

data provided deeper insights into the influence on participants’ professional attitudes.   

  

Results of the Questionnaire on Participants’ Professional Attitudes 

The questionnaire survey was intended to show the general picture of the 

in-service graduate programs on participants’ professional attitudes.  In a scale of 4 to 

1, the participants were asked to rank the influence on various aspects of their 

professional attitudes, such as their professional confidence, with 4 representing 

strongly agree, 3 agree, 2 somewhat disagree, and 1 strongly disagree. 

 

 



Table 6  The Influence on Participants' Professional Attitudes 

 Item /rank                             4         3        2       1  
47 58 3 0 1.1 professional confidence 

 43.1% 53.2% 2.8%   0 
24 74 10 1 1.2 enthusiasm for English teaching 

 22% 67.9% 9.2% 0.9%
43 63 3 0 1.3 motivation to try out new teaching 

principles & methods 39.4% 57.8% 2.8%    0 
35 58 16 0 1.4 motivation to partake in in-service 

training activities 32.1% 53.2% 14.7% 0 
36 61 12 0 1.5 motivation to read studies related to 

English education 33% 56% 11%   0 

29 66 13 1 1.6 willingness to conduct research related 
to English teaching 26.6% 60.6% 11.9% 0.9%

27 71 11 0 1.7 sharing with other English teachers 
 24.8% 65.1% 10.1%   0 

17 69 23 0 1.8 collaboration with other English 
teachers 15.6% 63.3% 21.1%   0 

As shown by Table 6 above, more than 85 percent of participants have positive 

perceptions (strongly agree and agree) in all the items surveyed, except the item of 

collaboration with other English teachers (78.9%).  Based on the percentage of 

participants who gave a strongly agree/ agree options with each particular item, the 

most influenced professional attitudes are motivation to try out new teaching principles 

and methods (97.2%), followed by the enhancement of professional confidence (96.3%) 

and enthusiasm for English teaching (89.9%) as well as motivation for continual 

professional growth (motivation to read studies related to English education 89%; 

motivation to partake in in-service training (85.3%).  Although they were willing to 

share with other English teachers (89.9%), collaboration with other English teachers 

(78.9%) still called for more efforts.  

 From the result, we can conclude that the in-service graduate program has a 



great influence on senior high school teachers’ motivation to try out new teaching 

principles and methods as well as on the enhancement of their professional confidence. 

However, the fact that the item of collaboration with other English teachers receives 

the least positive response (78.9%) is worthy of notice.  Although cooperative 

teaching is advocated in the recent educational reforms, teachers are still accustomed to 

working on their own.  The possible reason is that in many senior high schools  

students’ performance on exams is used a measurement of teachers’ performance.    

Therefore, competition for better grades exists among teachers.  In fact, cooperation 

instead of competition among teachers contributes more to students’ learning because 

collective efforts oftentimes can achieve more than individual efforts when it comes to 

the formation of new ideas in teaching.  Therefore, it deserves efforts of the in-service 

English graduate programs to equip participants with the concept and ability to 

collaborate with other teachers and to be the advocates of collaborative teaching. 

 

The Cross-examination between Participants’ Background and the Influence on  

Their Professional Attitudes 

Based on the cross tabulations3 of the responses to the items regarding the  

influence on professional attitudes and participants’ backgrounds, we get two   

findings.  Firstly, participants with more years of teaching experience are more highly  

motivated to keep growing professionally by reading research on English education  

when they have the in-service graduate program experience.  In the item of being 

more strongly motivated to read research on English education, the percentage of  

_____________________________________________________________________ 
3 A cross tabulation displays the joint distribution of two or more variables.  Cross tabulations are used 

here to reveal the responses given to each item by participants from different backgrounds.  In this way, 

the relationship between participants’ background and the influence can be better understood.  

 



positive response given by participants with different years of teaching experience is as 

follows.  Eighty percent of participants with less than five years of teaching 

experience give positive response.  Eighty-eight percent of participants with 5 to 10  

years of teaching experience give positive response.  Ninety percent of participants 

with 11 to 15 years of teaching experience give positive response.  Ninety-four 

percent of participants with 16 to 20 years of teaching experience give positive 

response.  All participants with more than 20 years of teaching experience give 

positive response.  This finding reveals that the more teaching experiences the teacher 

have, the more they desire to increase professional knowledge through reading 

research-based materials once exposed to such academic knowledge in the graduate 

programs.  It is very possible that no matter how experienced they are, teachers are 

still faced with problems they can not solve simply with their practical knowledge.  

Therefore, they want to turn to academic knowledge for help.  Considering this result, 

it’s fair to say that the in-service graduate programs play an important role in directing 

teachers to reading or doing research either to broaden their academic knowledge or to 

find solutions to the problems in their teaching.  

      Secondly, participants are highly motivated to try out new teaching methods 

right after they learn them.  All participants at the first and second year level are 

motivated to try out new teaching methods.  The percentage decline a little when 

participants are at the third year level (94%).  It is very possible that they are under 

the pressure of working on their master thesis during this year, and therefore they are 

less motivated to try out new teaching methods.  The percentage rises (98%) when 

participants graduate from the in-service programs.  The finding implies that the 

in-service programs serve as a great stimulus for teachers to try out new methods.  

 

Results of interviews about Participants’ Professional Attitudes 



     The phone interview record offers further information about how participants’ 

attitudes are affected by the in-service programs.  First of all, the enrichment of 

professional knowledge triggers participants’ motivation to try out new teaching 

methods.  Many participants came to the in-service graduate programs in hope of 

learning new teaching methods to better their own English teaching.  Once they have 

learned something new, they want to give it a try.  When trying these new methods, 

they do not only know what to do and how to do it but also know why students can 

benefit from the new way of teaching.  They feel more capable in conducting their 

teaching in ways different from what they used to do.  Flora said that when her 

students told her the new reading strategies she taught them really worked, she felt that 

what she learned in the programs really made her teaching more effective.   

Another impact is that gaining the master’s degree significantly increases 

participants' confidence in their teaching profession because it is an indicator of the 

higher level of their academic achievement which is built on the enrichment of their 

knowledge about English and pedagogical knowledge.  Some participants felt their 

educational background as a bachelor inadequate for being a senior high school 

English teacher because they thought the knowledge they gained from their pre-service 

education was insufficient for them to conduct better English teaching.  Participants 

from different college backgrounds provided different reasons for the sense of 

insufficiency in professional knowledge.  Take Andy and Cindy for example.  Andy, 

a major of English literature, said that the educational courses taken in his pre-service  

education helped him become a teacher, but he needed more pedagogical knowledge in 

English teaching to help him become a more effective English teacher.  Cindy, an 

English major graduating from a normal university, said that she did not benefit much 

from the courses taken in college because at that time she did not know why she had to 

take certain courses, but in the program, she chose the courses she thought might be 



helpful to her teaching.  Through the in-service programs, they expanded their 

knowledge in English teaching, which helped increase their professional confidence.   

Moreover, through the programs, participants do not only know the importance 

of continual learning but also know how they can keep updating their professional 

knowledge.  When asked what they would do to keep growing professionally, a 

number of answers were provided by participants.  Andy said that he would read 

books or journals to keep revising and updating his teaching approach.  He was 

convinced that those resources would provide helpful information for him to make 

changes in his teaching.  Cindy said that she would go to annual English Language 

Teaching Forum to keep abreast of the latest development in the English teaching field.  

Gina said she liked to go to varieties of workshops to be exposed to new ideas for 

English teaching.  Their attitudes towards continual teacher learning clearly show that 

the in-service graduate programs help lead to future learning.  It does not mean 

participants are not satisfied with what they have learned in the programs but that they 

recognize the importance of keep learning to upgrade their professional knowledge.   

     

The Influence on Participants' Knowledge about the English Language 

In the in-service graduate programs, courses are offered to increase participants’ 

professional knowledge.  Professional knowledge refers to both knowledge about the 

English language and pedagogical knowledge.  The influence of those courses on 

participants’ knowledge about the English language will be presented first.   

 

Results of the Questionnaire on Participants' Knowledge about the English 

Language 

The influence of the in-service graduate programs on participants’ knowledge  

about English can be seen from Table 7 below.  Questions in this section are grouped 



under three aspects: linguistic elements (items 10-15), cultural components (items 

16-18) and language skills (items 19-23).     

Table 7. The Influence on Participants’ English about English and Language Skills 

Item/Rank 4 3 2 1 

17 53 28 8 10. knowledge of phonology 
 15.6% 48.6% 25.7% 7.3% 

27    62 14 5 11. knowledge of morphology 
 24.8% 56.9% 12.8% 4.6% 

29 64 12 4 12. knowledge of syntax 
 26.6% 58.7% 11% 3.7% 

24 62 18 5 13. knowledge of semantics 
 22% 56.9% 16.5% 4.6 % 

26 59 21 3 14. knowledge of pragmatics 
 23.9% 54.1% 19.3% 2.8% 

29 60 16 4 15. knowledge of discourse 
analysis 26.6% 55% 14.7% 3.7% 

27 55 24 3 16. knowledge of Western 
culture 24.8% 50.5% 22% 2.8% 

25 55 27 2 17. knowledge of cross-culture 
   communication 22.9% 50.5% 24.8% 1.8% 

23 55 27 1 18. knowledge of English 
literature           21.1% 50.5% 24.8% 2.8% 

36 51 20 2 19. listening ability 
33% 46.8% 18.3% 1.8% 

38 58 12 1 20. ability of verbal expression 
34.9% 53.2% 11% 0.9% 

49 56 3 1 21. reading ability 

45% 51.4% 2.8% 0.9% 
46 56 5 1 22. writing ability 

 42.2% 51.4% 4.6% 0.9% 
54 52 2 1 23. ability of thesis writing 

49.5% 47.7% 1.8% 0.9% 

In the aspect of linguistic components, more than 80% of participants have 

positive perceptions in all the items (items 10 to 15) except the items of phonology 



(64.2%) and pragmatics (78%).  The item of knowledge of syntax (85.3%) received 

the highest percentage of positive response, followed by knowledge of morphology 

(81.7%), knowledge of discourse analysis (81.6%), knowledge of semantics (78.9%), 

knowledge of pragmatics (78%), and knowledge of phonology (64.2%).  The result 

shows participants have acquired more of the knowledge related to the teaching of 

vocabulary, grammatical structures and reading texts.   

In comparison with linguistic components (78%), less influence was perceived 

on participants’ knowledge of cultural elements.  Knowledge of Western culture 

(75.3%) received the highest percentage of positive response among the items, 

followed by knowledge of English literature (71.6%) and knowledge of cross-culture 

communication (71.6%).   

Comparatively speaking, participants benefit most from the programs in the  

aspect of language skills.  The ability of thesis writing (97.2%) received the highest 

percentage of positive response, followed by reading ability (96.4%), writing ability 

(93.6%), ability of verbal expression (88.1%) and listening ability (79.8%). 

     The result shows that the in-service graduate programs affect the participants’ 

knowledge about the English language in all the three aspects investigated.  Broadly 

speaking, participants perceive greater influence on their language skills (90%) than on 

their knowledge of linguistic elements (80%) and cultural components (75%). 

 

The Cross-examination between Participants’ Background and the Influence on  

Their Knowledge about the English Language 

Based on the percentage of positive response given by participants with different 

backgrounds to each item, the cross-examination has the following findings.  Firstly, 

participants above forty five years old and those with more than twenty years of 

teaching experience perceive greater gain than other groups of participants.  Almost 



all of them give positive response to every item in this section.  To those participants 

who finished college more than twenty years ago, they cherished the opportunity to go 

back to school, and they strongly felt the influence on their knowledge about English.   

Secondly, English majors graduating from general universities perceive greater 

gain compared with English majors graduating from normal universities.  The former 

have higher percentage of positive response than the latter in all the items of linguistic 

components (items 17-22) except the item of semantics and discourse analysis.  It is 

very possible that English majors from general universities have taken less courses 

related to linguistic components than those from normal universities.  Therefore, they 

perceive more gain from these courses.  Besides, the contents of some linguistic 

courses are similar to those offered in college, as pointed out by Kelly, who was an 

English major from a normal university.  Thus, the problem of overlapping in courses 

provided in pre-service and in-service education should be paid attention to.  

 

Results of Interviews about the Influence on Participants’ Knowledge about the  

English Language   

According to the interview record, we can see what benefits participants have 

gained from the courses.  The course of syntax gives participants another chance to 

review and adjust some of their concepts about the grammatical structure of the 

English language.  The courses of morphology helps them to have a better 

understanding of word structure, which they had only vague concept about before 

taking the course.  The class of discourse analysis, which many participants didn’t 

take in college, provides them with a different perspective to approach a reading text.  

As Helen pointed out, the class of discourse analysis helped her understand that instead 

of being a set of dead rules, the use of grammar is determined by the context of the 

discourse.  On the other hand, participants perceive less influence on their knowledge 



of semantics, pragmatics and phonology.  It is possibly because the course design of 

the in-service programs does not set aside much time for knowledge in those areas.   

The reason why less influence was perceived on participants’ knowledge of 

cultural elements than on linguistic elements can be seen from the interview data.  As 

the participants point out, issues related to culture and cross-culture communication 

involve subtleties that can only be learned through real-life experience.  That’s why 

though participants have gotten some valuable knowledge from courses in culture, they 

still feel their knowledge in these areas not sufficient.  As for the knowledge of 

English literature, participants perceive the increase of their knowledge in that regard.  

However, since the literature courses offered are not many, some of them think that 

what they have learned in the program is just like a grain of sand when compared with 

the whole world of English literature.  That’s why they still strongly feel insufficiency 

in this respect.  Besides, what participants want to learn most is how to teach students 

English through literature.  This is an area that deserves more attention in the design 

of the courses in the in-service graduate programs. 

    Regarding the influence on language skills, participants perceive a greater 

influence on their writing and reading ability than on their knowledge about the 

English language.  When the teachers are required to do lots of reading, presentations, 

reports, and especially writing the thesis, they have upgraded their language skills, 

especially in writing and reading.  The enhancement of language skills helps to 

increase the participants’ confidence.  Take teacher Flora for example, after finishing 

her master thesis, she was more confident in her thesis writing ability.  When she was 

interviewed, she said that she was planning to work on a paper about her students’ play 

production and that she would try to submit it to an English-teaching journal.  

Although the improvement of listening ability ranks the last in the list of items 

receiving the positive response from the participants, Cindy showed us the benefit 



participants might get from the improvement of listening ability.  Cindy said that she 

took the course of Listening Strategy because she thought there was still great room for 

the improvement of her listening ability.  After receiving the training of the course, 

she was able to understand the English news from the ICRT with little difficulty.  

Even though she might come across some words that she did not understand, still she 

had the confidence to find out the answers because in the course she had the 

experience of translating the English news word by word.  The result implies that 

the in-service graduate programs help increase not only participants’ knowledge about 

English but also their abilities to use the language, both of which are important to 

English teachers’ professional performance.    

 

The Influence on Participants' Pedagogical Knowledge 

The influence on the other kind of professional knowledge, pedagogical  

knowledge, will be addressed in the following discussion.  Findings from the 

questionnaire survey, the cross-examination of participants’ background and the 

influence on their pedagogical knowledge, and the interview record will be presented.  

 

Results of the Questionnaire on Participants' Pedagogical Knowledge 

The influence on participants’ pedagogical knowledge can be seen from Table 8 

below.  The questions in this section are grouped under five aspects: (1) knowledge of 

English curriculum and materials (items 25-26), (2) knowledge of language acquisition 

(items 27-29), (3) knowledge of teaching theories and methods (items 30-33), (4) 

knowledge of assessment (items34-35), and (5) research on English education (items 

36-37).   More than 80 percent of participants have positive perceptions in all the 

items surveyed, except the items of the ability to plan English curriculum and 

knowledge of alternative English assessment.  Broadly speaking, the order of 



influence perceived by the participants is knowledge of teaching theories and methods 

followed by language acquisition, curriculum design and assessment issues.   

Table 8. The Influence on Participants’ Pedagogical Knowledge  

Item/Rank 4 3 2 1 
22 65 22 0 25. ability to plan English curriculum 

 20.2% 56.7% 22.1%  0 
23 75 11 0 26. ability to evaluate English materials 

 21.1% 68.8% 10.1%   0 

40 61 8 0 27. knowledge of language acquisition 
process 36.7% 56% 7.3% 0 

27 64 17 1 28. understanding of students’ 
learning difficulties 24.8% 58.7% 15.6% 0.9% 

27 65 17 0 29. understanding of students’ learning 
styles and strategies 24.8% 59.6% 15.6% 0 

36 65 7 1 30. knowledge of English teaching theories
 33% 59.6% 6.4% 0.9% 

42 61 5 1 31. knowledge of English teaching 
 methods and strategies 38.5% 56% 4.6% 0.9% 

34 68 6 1 32. ability to offer students various 
 English learning resources     31.2% 62.4% 5.5% 0.9% 

26 63 19 1 33. ability to incorporate multi-media 
 into English teaching 23.9% 57.8% 17.4% 0.9%

24 62 22 1 34. knowledge of alternative 
English assessment 22% 56.9% 20.2% 0.9%

25 58 21 5 35. knowledge of assessment principles 
 22.9% 53.2% 19.3% 4.6% 

22 66 18 2 36. knowledge of issues related 
to English education 20.2% 60.6% 16.5% 1.8%

25 68 14 1 37. knowledge of research related 
to English education 22.9% 62.4% 12.8%    0.9%

In the aspects of teaching theories and methods, knowledge of English teaching 

methods and strategies (94.5%) received the highest percentage of positive response, 

followed by ability to offer students various English learning resources (93.6%), 



knowledge of English teaching theories (92.6%), and ability to incorporate 

multi-media into English teaching (81.7%).  Items in the subsection of teaching 

methods receive high percentage of positive response from the participants, reflecting 

that familiarity with various ways to teach English is what in-service teachers need.  

In fact, most of the participants attended the graduate programs in hope of learning 

something new to inspire their new way of teaching because they felt their teaching 

had gotten into a rut.  However, a smaller percentage of participants (81.7%) gave 

positive response to the item of ability to incorporate multi-media into English.  The 

main reason is that such ability involves not only knowledge but skills to operate some 

mechanical devices.  Some participants who were not good at operating machines did 

not choose such courses.  Therefore, the item received a lower percentage of positive 

response than the other items in the subsection of teaching methods. 

In the aspect of language acquisition, knowledge of language acquisition process 

(92.7%) received the highest percentage of positive response, followed by 

understanding of students' learning styles and strategies (85.4%), and understanding of 

students' learning difficulties (83.5%).  Knowledge of language acquisition is 

considered essential to English teachers.  Some programs, such as the one provided 

by National Taiwan Normal University, makes it a required course.  In such course, 

participants are guided to pay attention to students’ learning styles and strategies, an 

area most participants did not know before they attended the programs.  Also, 

participants understand some reasons for students’ learning difficulty through this 

course.  Knowledge in these areas helps participants to look at their students’ learning 

needs from the theoretical perspective. 

Comparatively speaking, curriculum plan (76.9%) and assessment, which 

includes knowledge of alternative English assessment principles (78.9%) and 

knowledge of assessment principles (76.1%), receive less positive response than the 



items in the other aspects.  With regard to knowledge of curriculum design, some 

programs did not offer such a course.  Besides, some participants who had taken such 

courses in other programs felt that the content of the course didn’t seem closely tied to 

their real teaching context.  Therefore, they do not benefit much from the course.  In 

fact, teachers’ knowledge of curriculum design should be enhanced so that the ideal of 

the school-based courses can be better carried out.  As for the assessment issues, 

though participants believed they had gotten some ideas about assessment principles 

and alternative assessment, the complexity involved in the issues of assessment makes 

participants feel that there is still a lot to learn.  Besides, they feel it easier to use their 

traditional way of assessment.   

The findings show that participants perceive the greatest gain from the 

knowledge of teaching methods/strategies and ability to offer various learning 

resources, both of which are exactly what they need when they try to provide more 

effective teaching.  The provision of these courses suits participants’ professional 

needs of their daily teaching.  The knowledge of language acquisition, which provides 

a foundation for the understanding of issues regarding language teaching and learning, 

is also highly valued by the participants.  Curriculum plan and assessment issues 

seem to be areas where teachers need to be more exposed to.         

 

The Cross-examination between Participants’ Background and the Influence on  

Their Pedagogical Knowledge   

     Based on the highest percentage of positive response given to the items from the 

participants of different backgrounds, the cross-examination has the following findings.  

First, participants with different years of teaching experience benefit from the 

in-service programs in different aspects of pedagogical knowledge.  All participants 

with less than 5 years of teaching experience perceive the greatest gain in their 



knowledge about the process of language acquisition.  Participants with 5 to 10 years 

of teaching experience (97.1%) have the greatest gain in their knowledge about 

teaching methods & strategies.  Participants with 11 to 15 years of teaching 

experience (94.1%) benefit the most from the acquisition of knowledge about teaching 

theories.  All participants with 16 to 20 years of teaching experience benefit the most 

from knowledge about various learning resources.  All participants with more than 20 

years of teaching experience perceive gain in all the items except the items of 

knowledge about curriculum design, material evaluation and assessment.  This  

finding reveals that teachers at different phases of their teaching career have different 

needs in their pedagogical knowledge.  For less experience teachers, they need more 

support in their knowledge about language acquisition, teaching methods and strategies 

whereas more experienced teachers need to strengthen their knowledge of teaching 

theories and learning resources.  It is important that the design of in-service training 

should take teachers’ different needs into consideration to make the learning experience 

beneficial to teachers at different phases of their teaching career. 

     Secondly, the in-service graduate programs bring the greatest benefit to 

participants with different educational backgrounds in different aspects of pedagogical 

knowledge.  Participants whose background are English majors from normal 

universities (93.4%) perceive great gain in their ability to provide more learning 

resources.  Participants whose background are English majors from general 

universities (95.1%) perceive great gain in knowledge about teaching theory, teaching 

methods and strategies.  All participants whose background are non-English majors 

perceive great gain in knowledge of material evaluation, language acquisition, teaching 

theories, teaching methods & strategies, and English education issues & research.  

From the finding, we can see that participants with different educational backgrounds 

need different support in their pedagogical knowledge.  It is because their  



pre-service education focuses on different aspects of pedagogical knowledge.  

Educated to be English teachers, English majors from normal universities have 

acquired some pedagogical content knowledge in college.  Therefore, what they 

benefit the most from the in-service programs is the knowledge of learning resources 

that can enrich their students’ learning experience.  For participants who are English 

majors from general universities, what they have acquired in their pre-service training 

is mostly general pedagogical knowledge.  Therefore, what they benefit the most 

from the in-service graduate programs is pedagogical content knowledge, such as 

English teaching theory, teaching methods and strategies.  Participants who are 

non-English majors have devoted most of their time in college to their own major other 

than the knowledge about English teaching.  Therefore, they benefit from almost all 

the pedagogical knowledge offered in the in-service programs.  The finding implies 

that English teachers with different educational background have different needs in 

their pedagogical knowledge, and that in-service English graduate programs can meet 

their different needs by offering various kinds of courses in pedagogy.   

 

Results of Interviews about the Influence on Participants’ Pedagogical Knowledge  

     According to the interview, participants believe that the courses offered in the 

in-service graduate programs helps a lot to broaden their pedagogical knowledge.  

They learn that many issues are involved in English teaching.  The increase in 

pedagogical knowledge helps them look at their teaching from many different 

perspectives.  However, participants do not think all the pedagogical knowledge can 

be put into use in their teaching.  Some knowledge is believed to be beneficial to their 

teaching and can be applied to benefit students’ learning.  Take the teaching methods 

and teaching strategies for example.  Many participants believed the teaching 

methods and strategies they learned in the graduate programs would be helpful to their 



students’ English learning and they tried to adopt them in their teaching (Andy, Eva, 

Flora & Gina).  Some of the knowledge is thought to point to the direction of more 

effective teaching, but there is actually difficulty in carrying it out.  Take the course of 

computer-assisted instruction for example.  Cindy thought the knowledge and skills 

she acquired from the course was good, but it would take a great amount of time to 

make preparations for each lesson if she was to conduct her teaching by this method.  

That’s why she believed it practically infeasible and did not adopt it in her teaching.  

The result of the interviews shows that there is a gap between some pedagogical 

knowledge and its application.  

 

The Influence on Participants' Classroom Practice 

To explore if participants apply the knowledge gained from the graduate programs 

to their teaching, the influence on their classroom practices was examined.  The 

influence is discussed in terms of the application of knowledge about English to their 

classroom teaching (see Table 9) and the application of pedagogical knowledge to their 

classroom teaching (see Table 10).   

 

The Application of Knowledge about the English Language to Classroom Practice 

    The investigation about the influence on participants’ classroom practice will 

begin with the discussion of the application of knowledge about the English language 

to their classroom teaching.  Findings from the questionnaire survey, the 

cross-examination between participants’ background and the influence, and the 

interview record will be presented and discussed. 

 

 

 



Results of the questionnaire survey on the Application of Knowledge about  

the English Language.  Items in this subsection are grouped under two aspects: the 

application of linguistic components (items 39-45) and the application of cultural 

elements (items 46-48).  More than 70 percent of participants have positive 

perceptions in all the items surveyed, except the items of the application of phonology 

to pronunciation teaching (57.8%) and the use of more literary works in teaching 

(66.6%).   

Table 9 .  Application of knowledge about the English Language to teaching practices 

Item/ Rank 4 3 2 1  
13 50 41 5 39. pronunciation teaching 

 11.9% 45.9% 37.6% 4.6%  
26 62 20 1 40. vocabulary teaching 

 23.9% 56.9% 18.3% 0.9% 
24 63 21 1 41. grammatical structure teaching 

 22% 57.8% 19.3% 0.9% 
23 55 30 1 42. teaching of sentence meaning 

 21.2% 50.5% 27.5% 0.9% 
18 62 26 2 43. teaching of the effect 

of contexts on the use of English 16.5% 56.9% 23.9% 1.8% 
33 60 16 0 44. the application of discourse analysis 

to reading instruction 30.3% 55% 14.7% 0 
36 56 16 1 45. the application of discourse analysis 

 to writing instruction 33% 51.4% 14.7% 0.9% 
24 53 29 3   46. the ability to compare and contrast 

the Chinese and Western cultures 22% 48.6% 26.6% 2.8% 
26 60 21 2 47. the incorporation of multi-culture 

 concepts into teaching 23.9% 55 % 19.3% 1.8% 
17 55 35 2 48. the use of more literary works 

 in teaching 15.6% 50.5% 32.1%  1.8% 

The order of the items receiving positive response is the application of discourse 

analysis to reading instruction (85.3%), the application of discourse analysis to writing 

instruction (84.4%), the application of morphology to vocabulary teaching (80.8%), 



and the application of syntax to grammatical structure teaching (79.8%), the 

incorporation of multi-culture concepts into teaching (78.9%), teaching of the effect of 

contexts on the use of English (73.4%), teaching of sentence meaning (71.7%), the 

ability to compare and contrast Chinese and Western cultures (70.6%), and the more 

use of literary works in teaching (66.1%).   

Based on the result, we have two findings.  Firstly, participants apply more of 

their knowledge of linguistic components than that of cultural components to their 

teaching.  Secondly, participants apply more of what they had learned in the graduate 

programs to reading and writing instruction, of which vocabulary and grammar is the 

foundation.  It is very possibly due to the fact that reading and writing ability is 

considered the most needed abilities in the college entrance examination.  Because of 

the need to help develop students’ abilities in those areas, teachers will try to apply 

what they have learned to those areas more.  There is no denying that the courses 

offered to enhance teachers’ ability to teach vocabulary, grammar, reading and writing 

meet the needs of the teachers in their daily, though participants need to be guided to 

apply knowledge from other courses, such as culture courses, to their teaching more.  

The result clearly shows that teachers have more difficulty applying the knowledge of 

cultural elements to their teaching, an area that deserves more attention from the course 

design of the in-service graduate programs.   

 

The Cross-examination between Participants’ Background and the 

Application of Knowledge about the English Language to Classroom Practice.  

Based on the cross tabulation of the positive response given to the question items and 

the participants’ backgrounds, we get one finding about the application of discourse 

analysis.  Many participants did not take this course at college.  However, one of the 

new question types in the SAET and the DRET, the discourse structure, requires 



teachers to help students go beyond the sentences to the organization of an article.  It 

is found that after taking the course, the knowledge of discourse analysis is applied to 

teaching more by experienced teachers than by less experienced teachers.  Eighty 

percent of participants with less than 5 years of teaching experience apply the 

knowledge of discourse analysis to their reading instruction, and seventy three percent 

of them apply the knowledge to their writing instruction.  Eighty-five percent of 

participants with 5 to 10 years of teaching experience the knowledge of discourse 

analysis to their reading and writing instruction.  Ninety percent of participants with 

11 to 15 years of teaching experience the knowledge of discourse analysis to their 

reading and writing instruction.  Eighty-three percent of participants with 16 to 20 

years of teaching experience apply their knowledge of discourse analysis to their 

reading and writing instruction.  All participants with 21 to 25 years of teaching 

experience apply their knowledge of discourse analysis to their reading and writing 

instruction.  The finding reveals two things.  First, no matter how experienced they 

are, teachers need to and want to learn new things to keep pace with the new trends in 

teaching and assessment.  Second, when offered knowledge needed for them to keep 

up with the new trends in the college entrance examination, experienced teachers seem 

to know better how to apply the knowledge than less experienced teachers.  

 

Results of the interview about the Application of Knowledge about the  

English Language to Classroom Practice.  The comparison of table 7 and  

table 9 reveals that participants have a higher percentage of positive response to the 

influence on their knowledge about the English language than on the application.  The 

interview record offers us several of the reasons why some participants applied the new 

knowledge and why others did not.  

In the interviews three participants who had taken the same course, Seminar on 



English Words, and they applied their knowledge gained from the course to their 

classroom practice differently.  Therefore, in the following discussion, in addition to 

presenting the different ways they applied their new knowledge to their vocabulary 

teaching, we will use their examples to explore what factors promote the application of 

the new knowledge to their classroom practice and what factors hinder it.  

Teacher Gina is a good example of applying new knowledge to her vocabulary 

teaching.  After she took the course of Seminar on English Words, she believed it a 

good way for students to learn new words through the understanding of the word 

structure.  She started to teach students new vocabulary words by explaining word 

structure when the new words were analyzable.  For example, when she taught the 

word innovate, she would tell students that the root nov means new, the prefix in means 

inside and ate is the suffix indicating a verb, so the word innovate means to make 

changes or to introduce new ideas, inventions, etc.  Also, she would mention words 

with the root nov that students had learned before, such as novice.  Students showed 

interest in learning new vocabulary this way.  Sometimes when she said the structure 

of a certain new word was a little bit hard, and she would not explain it, students would 

still ask her to explain it.  Moreover, students asked her where they could get a 

dictionary or book that introduced more of such concepts.  Because of students’ 

positive response, she firmly believed it a good way to teach new vocabulary by 

analyzing the word structure, and therefore she made it a routine to teach vocabulary in 

this way.     

The example of teacher Gina shows us what was involved in the transfer of her 

new knowledge to her new teaching practice.   First of all, she abstracted from the 

knowledge accumulated from her teacher training and teaching experience the concept 

that good vocabulary instruction should be able to help students learn new words more 

efficiently and retain them in memory longer.  After comparing the way she used to 



teach vocabulary and the new teaching method she learned in the in-service program, 

she decided to adopt the new teaching methods.  After instruction, in the evaluation of 

the new teaching practice, students’ positive response assured her that the new try 

really benefited students’ vocabulary learning.   

On the other hand, teacher Helen and teacher Cindy offer an opposite example.  

After taking the course of Seminar on English Words, Helen only once in a while told 

students the word structure of words that she had learned in the program.  She didn’t 

use the new method often because she thought that it would take her a lot of 

preparation time to work on the analysis of the structure of words before class.  In 

other words, after comparing the preparation time needed in her old way of teaching 

vocabulary and the new method she had learned, the new way was abandoned when 

she evaluated the time needed in the two teaching methods.  Cindy once tried to teach 

the first graders vocabulary in the new way.  However, she did not get positive 

response from students.  Moreover, she thought teaching vocabulary by analyzing the 

word structure seemed to cause extra burden of memorizing the meaning of roots.  

Therefore, she decided to give up teaching vocabulary in the new way.  In other 

words, Cindy decided to give up the new teaching way because of the limited effect on 

her students. 

With regard to the class of discourse analysis, the participants benefited from the 

course themselves and they tried to apply the new knowledge to their teaching.  The 

course influenced participants’ teaching practices mainly in three respects, reading, 

writing and explanation for answers to test questions.  Helen said that after taking this 

course, she started to direct students’ attention to the connections between sentences 

and paragraphs as well as organization of the whole passage instead of just doing the 

translation when teaching a reading text.  Cindy said that helping students know more 

about the organization of articles would give students a better idea of the structure of a 



good composition.  When teaching writing, besides telling students to write the parts 

of introduction, development and conclusion, she now could tell students how to write 

more details to support the main idea in their composition.  Jenny said that she could 

draw on the concept of discourse analysis when explaining why a certain answer was 

the correct answer to a certain reading comprehension question.  Since most 

participants took the course for the first time in the in-service programs, how to apply 

the new knowledge is a new try.  They are still exploring better ways to apply the new 

knowledge.  That’s why participants perceive stronger influence on the knowledge 

acquired than on its application. 

As for the fact that participants apply less of their cultural and literary 

knowledge to their teaching, it has a lot to do with their self-perceived insufficiency of 

knowledge in that regard.  Still, we can find good examples of application from the 

interview record.  After all, language learning can not be separated from culture 

learning.  Take teacher Eva as an example.  In teaching a lesson about colors, she 

told students about cultural differences in associating things with colors.  For example, 

in English the color green is used for jealousy, and purple, nobility, etc, and what is 

called Huang Se Shiau Hua (yellow joke) in Chinese is called a blue joke in English.  

Another good example is teacher Ivy.  She took the course of Literature and English 

Teaching in the in-service program.  In that course, participants, as groups, were 

asked to present activities that they designed for teaching literature.  The teacher 

educator compiled their presentations into one book.  Back to her own class, she used 

the activities designed by her peers in the in-service graduate program to teach a poem 

about wind.  First, she took some words away from the poem for students to fill in the 

blanks with words they thought ideal for the blanks.  Then after discussing the words 

the poet put in those blanks, students worked as groups to practice reading aloud the 

poem and then presented it in front of the whole class.  Many participants, including  



Ivy, felt that courses in how to teach literature was really helpful in giving them ideas 

about how to approach literary works in their own class.   

 

The Application of Pedagogical Knowledge to Classroom Teaching 

The other dimension of the influence on participants’ classroom practice, the  

application of pedagogical knowledge to classroom teaching, will be addressed in the 

following discussion.  Findings from the questionnaire survey, the cross-examination 

of participants’ background and the influence on their pedagogical knowledge, and the 

interview record will be presented and discussed.   

 

Results of the Questionnaire of Pedagogical Knowledge to Classroom Practice.   

Regarding the application of pedagogical knowledge to teaching practices, the 

question items fall into three categories: curriculum design, curriculum implementation, 

and assessment.  The category of curriculum design involves what teachers have 

decided to do before class (items 49-53, 55, 63-65).  The category of curriculum 

implementation involves what teachers do in the classroom (items 54, 56-62).  The 

category of assessment involves how teachers evaluate students’ learning result or how 

they help prepare students for various exams/tests (items 66-69).        

More than 70 % of the participants have positive perception in most of the items.  

However, there are some items receive less than 70% of positive perception, including 

integration of drama into English teaching (56.9%), new ways to prepare students for 

language proficiency tests (such as GEPT) (59.7%), application of new techniques to 

listening instruction (65.1%), and the application of new techniques to conversation 

instruction (68.8%).  

 

 



Table 10  Application of Pedagogical Knowledge to Teaching Practices 4 

Item/ Rank 4 3 2 1  
19 67 23 0 49. the changes in English curriculum plan 

 17.4% 61.5% 21.1% 0 
19 71 19 0 50. selection or adaptation of learning materials

 17.4% 65.1% 17.4% 0  
21 71 17 0 51. the design of teaching activities based on 

students’ language acquisition process  19.3% 65.1%  15.6% 0 
21 64 22 1 52. the development of new ideas to 

help with students’ learning difficulties      19.3% 58.7% 20.2%  0.9% 
15 71 21 1  53. designing various teaching activities 

   for students with different learning styles 13.8% 65.1% 19.3% 0.9% 
25 67 16 1 54. helping students develop effective English 

 learning strategies 22.9% 61.5% 14.7% 0.9% 
27 61 20 1 55. grounding teaching activities more solidly 

 on theories 24.8% 56% 18.3% 0.9% 
27 56 24 1 56. application of new teaching approaches 

(communicative language teaching, etc) 24.8% 51.4% 22% 0.9% 
17 54 33 4 57. the application of new techniques 

to listening instruction 15.6% 49.5% 30.3% 3.7% 
19 56 30 3  58. the application of new techniques 

 to conversation instruction 17.4% 51.4% 27.5% 2.8% 
36 62 10 0 59. the application of new techniques 

 to reading instruction 33% 56.9% 9.2% 0.9% 
32 57 19 1  60. the application of new techniques 

to writing instruction 29.4% 52.3% 17.4% 0.9% 
17 45 43 3 61. integration of drama into English teaching 

 15.6% 41.3% 39.4% 2.8% 
21 68 18 1 62. design of assignments 

extending classroom learning 19.3% 62.4% 16.5% 0.9%
28 67 13 1 63. the more use of authentic materials 

 25.7% 61.5% 11.9%  0.9% 
27 66 14 1 64. the more use of English resources 

from the Internet 24.8% 60.6% 12.8% 0.9% 
22 56 27 3 65. the more use of multi-media resources 

 20.2% 51.4% 24.8% 2.8%  



Item/Rank     
22 55 28 3 66. the more use of alternative assessment 

 20.2% 50.5% 25.7% 2.8% 
23 65 17 3 67. better designs of questions for school exams

 21.1% 59.6% 15.6% 2.8% 
19 58 27 4 68. more new ways to prepare students 

for the college entrance exam 17.4% 53.2% 24.8% 3.7% 
15 50 38 5 69. new ways to prepare students for 

language proficiency tests (such as GEPT) 13.8% 45.9% 34.9% 4.6% 

The result shows that participants’ practices of curriculum design, curriculum 

implementation, and assessment are affected by the in-service programs.  In each 

category, some aspects are influenced more than the others.  The result is summarized 

as follows.  

1. In the category of curriculum design, the following items receive comparatively  

high percentage of positive response: (item 63) more use of authentic materials 

(87.2%), (item 64) using more English resources from the Internet (85.4%), (item 51) 

the design of teaching activities based on students’ language acquisition process 

(84.4%), (item 50) selection or adaptation of learning materials (82.5%), and (item55) 

grounding teaching activities on theories (80.8%).  

    The following items receive comparatively lower percentage of positive response: 

(item 49) curriculum plan (78.9%), (item 53) designing activities for students with 

different learning styles (78.9%), (item 52) development of new ideas to help with 

students’ learning difficulties (78%), and (item 65) more use of multi-media resources 

(71.6%).  

2. In the category of curriculum implementation, the following items receive  

_____________________________________________________________________ 
4 In the questionnaire, there is an item 70 in this section.  However, since the scope of the application of 

knowledge from research to classroom teaching is too broad for discussion; therefore it is left out in the 

discussion. 



comparatively high percentage of positive response: (item 59) application of new 

techniques to reading (89.9%), (item 54) helping students develop effective English 

learning strategies (84.4%), (item 60) application of new techniques to writing 

instruction (81.7%), and (item 62) design of assignments (81.7%). 

    The following items receive lower percentage of positive response: (item 56) 

adoption of new teaching approaches (76.2%), (item 58) application of new techniques 

to conversation instruction (68.8%), (item 57) application of new techniques to 

listening instruction (65.1%), and (item 61) integration of drama into English teaching 

(56.9%). 

3. In the category of assessment, one item receive comparatively high percentage of  

positive response: (item 67) better design of questions for school examinations 

(80.7%). 

The following items receive comparatively low percentage of positive response: 

(item 66) use of alternative assessment (70.7%), (item 68) more new ways to prepare 

students for the college entrance examinations (70.6%), and (item 69) new ways to 

prepare students for language proficiency tests (such as GEPT) (59.7%).  

     We can see that in the application of pedagogical knowledge to classroom 

teaching practice, the top five items receiving positive response are the application of 

new techniques to reading instruction (89.9%), more use of authentic materials 

(87.2%), more use of English resources from the Internet (85.4%), helping students 

develop effective learning strategies (84.4%), and the design of teaching activities 

based on students’ language acquisition stage (84.4%).   

The result that the application of new techniques to reading instruction tops the 

list of the influence reflects the fact that in senior high school students’ reading ability 

receives the most attention from teachers.  The main reason is that reading ability is 

regarded as the most important ability students need to score high on the college 



entrance examinations.  Therefore, when teachers learn new techniques that are 

believed to enhance students’ reading ability, they will try them.   

    The second most influenced aspect is more use of authentic materials, reflecting 

the tendency that the importance of connecting students to the language used in the real 

world is recognized by senior high school English teachers.  The emphasis 

participants place on the use of authentic materials also has to do with the fact that 

reading texts for the test questions in college entrance examinations are often adapted 

from authentic materials from different sources, such as the Internet.  The need for 

authentic materials also propels teachers to make more use of materials from the 

Internet.  

For different reasons less participants apply their new knowledge to the 

following areas: curriculum plan, design of activities for students with different needs, 

application of new techniques to conversation and listening instruction, and integration 

of drama into English teaching.  First of all, with regard to curriculum, most 

participants usually do not think too much about it because it is mainly decided by the 

textbook designers and it is the collective decision made by all of their colleagues.  To 

them, there seems little room for choices.  However, some participants still tried to set 

aside some time for other curriculum plans that they designed to meet their students’ 

needs.  

Secondly, the main reason why not many participants apply knowledge to the 

design of activities for students with different needs are due to the big size of class and 

limited time.  Many participants do not think it is possible to offer different activities 

for students with different needs and learning styles when there are about forty students 

in one class.  Besides, teachers are often under the pressure of finishing teaching a 

certain amount of materials within one month to get students ready for the monthly 

exams.  There is little time that can be spent on different activities for students with 



different needs and styles.   

Thirdly, two reasons are offered by the participants for the low percentage of 

adoption of new teaching approaches and techniques to conversation (68.8%) and 

listening instruction.  In some schools, there are so called Listening and Speaking 

Class or Conversation Class, but teachers tend to use those class hours to teach the 

reading content in the textbook due to the tight syllabus.  There are schools where 

such classes are taught by native English-speaking teachers.  That's why participants 

do not have the opportunity to apply their new knowledge in this respect.  The item of 

the integration of drama into English teaching received the lowest percentage of 

positive response chiefly because many participants held the belief that drama activity 

was not only time-consuming but also ineffective in the enhancement of students’ 

academic performance. 

 

The Cross-examination between Participants’ Background and the  

Application of Pedagogical Knowledge to Classroom Practice.  Based on the cross 

tabulations of the positive response given to the items concerning application of 

pedagogical knowledge and the participants’ backgrounds, we get one important 

finding-- participants who are English majors from universities perceive more 

influence on the application of pedagogical knowledge to their classroom practice than 

English majors from normal universities.  In each item of this subsection, the 

percentage of positive response given by English majors from general universities is 

higher than that given by English majors from normal universities.  More than 

eighty–five percent of English majors from general universities give positive response 

to almost all the items.  The finding shows that the pedagogical knowledge offered by 

the in-service programs provides a great stimulus to the classroom teaching of teachers 

who may not receive English teaching training in college.  It is very possibly because 



some pre-service training programs offered in the general universities focus more on 

how to be a teacher in general than on how to be an English teacher.  In other words, 

they do not provide much pedagogical knowledge in English teaching.  In that case, 

the pedagogical knowledge provided in the in-service graduate programs will 

contribute a lot to inspiring the new teaching ways of English majors from general 

universities.       

 

Results of the interview about the Influence on Participants’ Application of  

Pedagogical Knowledge to Their Classroom Practice.  The interview record  

provides important information about how participants apply some of their  

newly-gained pedagogical knowledge to their actual teaching.  First, some  

participants’ reading instruction has changed significantly after the training of the  

programs, such as teacher Flora & Gina.  They switched from the traditional way of 

just translating the passage to teaching students reading strategies.  After taking the 

course of Seminar on Reading Strategies, Gina taught students reading strategies, such 

as reading the first sentence of each paragraph to get the main idea of the passage, and 

reading the stems of the comprehension questions, but not the options, to find out what 

to pay attention to in the following reading process.  Also, she taught students how to 

apply rules to guess the meaning of unfamiliar words from the context.  Not only did 

she find out that students did a better job in reading comprehension tests, but also she 

got positive feedback from students, who thought these strategies really worked.  

Similarly, Flora applied what she learned from the course of Seminar on Reading 

Strategies to her reading instruction.  She set aside one period every week to develop 

students’ reading ability.  She simplified the strategies she learned from the course, 

and taught one concept at one period, such as identifying the main idea, finding the 

meaning of the underlined word from the context, and the organization of the passage, 



etc.  Right after she introduced a concept, she would have students do the practice 

related to the concept.  She felt that she acquired a lot of new knowledge from the 

in-service graduate program and she could teach students more now.  And after 

teaching in the new way, she found her students did a better job in reading 

comprehension than ever.   

Secondly, although the application of new techniques to listening instruction 

received a relatively low percentage of positive response, there were still participants, 

such as teacher Kelly, who tried to apply their new knowledge to help students develop 

their listening ability.  In the in-service program, Kelly was trained to make shorthand 

notes when listening.  In her own class, she taught her students the skill to jot down 

the key points of what they are asked to listen to.   

Thirdly, some teachers believed it worthwhile to provide students with different 

learning experience through activities like drama.  Teacher Flora is a good example 

that shows not only how drama can be integrated into English teaching but also how 

enrichment of knowledge can reshape teachers’ way of teaching even in doing the 

same activity.  In 2003, she asked students to put on a play based on a lesson written 

in the form of dialogue.  What students were asked to do then was to memorize the 

dialogue in that lesson and then acted it out.  In 2006, again she asked students to put 

on a play, but this time it was based on a lesson which was written in the form of a 

reading text.  The procedures she led students to do the activity was quite different 

from the way she did it in 2005.  Since she took the course of Drama in English 

Teaching in the in-service graduate program that summer, she knew the format and 

essentials of a play.  Therefore, she divided the reading text into eight scenes, and 

taught students how to write the script for their plays.  In the first week, she asked 

students to turn in their scripts for the first three scenes.  She helped students modify 

their scripts.  In the third week, students finished the whole script composed of eight 



scenes.  At the time Flora was interviewed, her students were going to put on their 

plays and she would videotape their performances.  Another example is teacher Eva.  

The way Eva uses drama activity can be viewed as a good example of adaptation of 

new knowledge to the classroom activity.  In teaching the lesson entitled “The Last 

Leaf”, she asked students to form groups to change the short story into a script and 

then “acted it out” only with their voices.  It was an adaptation of the drama activity 

made in face of time constraint.    

The results of the interviews also show the reasons why some participants do 

not apply their newly-learned pedagogical knowledge to their classroom practice.  

First of all, the tight syllabus is the main reason that participants give for not adopting 

new ways of teaching.  In other words, when a teaching way is considered 

time-consuming, participants tend not to adopt them.  Stress from the school 

examinations is also a very important reason.  When the effect of a new teaching 

method is not positively shown on students’ academic performance, participants will 

stop using the new teaching method.  Thirdly, if the adoption of the new teaching way 

requires a lot of preparation work, thus creating too much extra workload for teachers, 

participants will choose not to do it.  Lastly, teachers believe that there is less room 

for application of the new knowledge when they teach students at the third grade level.  

Third graders care more about how they can score high on the college entrance 

examination than what activities are done in the classroom.  Teachers at this year 

level will spend almost all of their class hours preparing students for the big 

examination, so it follows that there will be little diversity in classroom activities.  

Since the time spent on the training of reading and writing ability is believed to lead to 

better performance on examinations, teachers tend to focus on the training of reading 

and writing ability at the cost of the training of the other skills as well as the possibility 

of providing varieties of learning activities.  It is thus reasonable to conclude that the 



pressure from examinations and the tight syllabus are the main factors that cause the 

gap between teachers' belief and practice.   

 

Comparisons of Classroom Practices 

The previous part of result and discussion offers a general description of the 

influence the in-service graduate programs have on senior high school English teachers.  

This part will provide more in-depth inquiry into how teachers with the in-service 

graduate program experience conduct their English teaching and why they decide to do 

so.  Their teaching will be compared with that of teachers without the in-service 

graduate program experience so that the influence of the in-service graduate programs 

on teachers’ classroom practice can be better understood.   

Two groups of teachers participated in this part of study.  There were two 

teachers with the in-service English teaching graduate program experience in one 

group and two teachers without the in-service graduate program experience in the other.  

Each of the four participant teachers’ teaching practice is summarized to show its 

patterns and features.  Then their teaching practices are compared.  The results of the 

classroom observation will be discussed along with the interviews about participant 

teachers’ teaching practices. 

 

Classroom Observation of Andy (the teacher with the in-service graduate  

program experience in the first group) 

One of the teachers in the first pair was Andy.  He obtained the bachelor’s  

degree in English literature from National Taiwan University.  Later, he became a 

substitute English teacher and enrolled in the Education-Credit Program provided by 

Fu Jen Catholic University.  Four years after he became a certified English teacher, he 

was accepted into an in-service English teaching graduate program.   



         The classroom observation of Andy (See Appendix 7a) shows that he adopts 

more than one method in teaching the content of the textbook.  In addition to 

grammar-translation method, Andy also adopts what is called interactive reading, 

which is the combination of top-down and bottom-up processing.  Andy began a new 

lesson by adopting a top-down approach for students to interpret probable meaning of 

the reading text.  First, he led students to read the new words to ease students’ anxiety 

about coming across new words in their reading of the text later.  Next, he asked 

students to read each paragraph silently to grasp the main idea of it.  Then, he asked 

students to say the key idea to check if their comprehension was correct.  After 

students had a general idea about this new lesson, he moved on to the bottom-up 

approach to teach linguistic components, such as vocabulary, idioms & phrases and 

grammar focus, etc.  After explaining the linguistic components in detail, Andy 

explained the reading text so that he could ensure students had a good understanding of 

the content.  According to Andy, it was after he entered the in-service English 

teaching graduate program that he began to teach the content of the textbook in this 

way.  Before that, he used only grammar-translation method.   

Andy’s teaching practice has the following features.  First of all, the concept of  

student-centeredness is embodied in his teaching practice.  For example, in teaching 

new vocabulary words, he established a turn-taking practice for students to read and 

translate the examples listed under each new word instead of giving lecture all by 

himself.  He guided students to give correct or better translation and then 

supplemented related information of the new words or the example, if necessary.  In 

other words, he tried to involve students more in class by offering them the opportunity 

to do something so that they could learn by doing instead of just having students sit 

there and listen. 

Secondly, his teaching focuses not only on the learning of the linguistic 



knowledge but also on the development of students’ ability of reading for meaning.  

To develop students’ reading ability, in addition to the reading text in the textbook, 

Andy has designed three other reading activities: (1) the magazine Studio Classroom 

(See Appendix 7b), which was assigned as the supplementary material for the second 

graders in this school, (2) the teaching of an extra reading material which was a 

reading comprehension book chosen by Andy (See Appendix 7c), and (3) the teaching 

of articles taken from English newspapers (See Appendix 7d).  In these reading 

activities, Andy stresses understanding the meaning of the reading texts more than 

memorizing the new words and phrases.    

Thirdly, in his reading class, he adopted the principles of communicative 

approach and cooperative learning.  Andy conducted his reading class in the 

following three steps.  First, students were required to preview articles either at home 

or in class so that they had a chance to read and form their own understanding of the 

articles.  Next, in class Andy gave students some time to discuss the reading material 

as groups of five to six students.  The discussion served as a warm-up activity so that 

every student was prepared for the content Andy was going to teach.  Also, the 

discussion was hoped to give students a chance to share their understanding of the 

article.  Then, when explaining the article, Andy asked students to answer questions 

so that students thought them over, responded to them and at the same time recollected 

what they had read.  His teaching focused on the meaning of the text instead of 

detailed explanation of the words and phrases.  He believed that the whole process of 

preview, discussion, and teaching, which centered on the meaning of the text, gave 

students three-folded interactions.  The first was students’ interaction with the text 

itself, the second, students’ interaction with other students, and the third, students’ 

interaction with the teacher.  Such design of reading classes was one of his new 

designs in this semester and the rationale for such a design was the principles of the 



Communicative Language Approach, which he believed would be beneficial to his 

students’ learning. 

    The application of the principles of the Communicative Language Approach to his 

classroom practice can be regarded as a significant change caused by his in-service 

English teaching graduate program experience.  Before he entered the program, Andy 

didn’t think the Communicative Language Approach practicable in the teaching 

context of senior high schools in Taiwan.  When he was in the program, he revisited 

this approach and again he refuted it.  However, in the process of refutation, he got 

familiar with the theory, and then he started to think about how it could be applied to 

his teaching.  He tried to design some of his teaching activities based on the principles 

of the Communicative Language Approach and then in his trials he came to believe the 

approach applicable in his own teaching context.    

  We can see that in addition to the grammar-translation method, Andy’s reading 

class features student-centered learning, interactive learning, cooperative learning, and 

task-based learning.  Andy stressed that in his reading class he tried to play less the 

role of a conductor; instead, he played more the role of a facilitator.  The rationale 

underlying such design of reading activity derives mainly from his learning in the 

in-service graduate program.       

    

Classroom Observation of Betty (the teacher without the in-service graduate 

program experience in the second group) 

The other teacher in the second pair is Betty.  After graduating from Wenzao 

Ursuline College of Languages, she obtained the bachelor’s degree in English literature 

from National Chung Hsing University and then a master’s degree in English literature 

from National Taiwan Normal University.  When she was pursuing her graduate study, 

she acquired ten educational credits and became a certified English teacher right after 



graduation. 

     The classroom observation of Betty (See Appendix 8a) shows that she used the 

traditional grammar-translation method, along with some interactive activities to 

conduct her English class.  Betty started the new lesson with the pre-reading 

activity—brainstorming.  To direct students’ thought to the lesson entitled Going 

Home, she asked students the question “What comes into your mind when you think of 

home?” and she expected students to respond in English.  She tried to prepare 

students to get into the new lesson and to create interaction with students through such 

a warm-up activity.  Then, she taught the new vocabulary words, idioms/phrases, and 

grammar before moving on to the teaching of the reading text. 

Besides the content of the textbook, she also spent some time on the Studio 

Classroom magazine, which was assigned as an outside reading material for second 

graders in her school (See Appendix 8b).  Because of the time constraint in class, 

Betty left all the work of reading the content of the magazine for students to do at 

home by themselves.  In class, Betty only focused on some of the new vocabulary 

words listed in the Word Bank of the magazine.  If a new word was the derivative of 

another word, Betty told students the base form of it.  She believed knowing the base 

form of a new word would make it easier for students to memorize the new word.  

Besides, she would explain the usage of the new word.  If a new word had derivatives, 

she would also tell students about them.  She thought students should at least learn the 

new words whether they read the articles in the magazine or not.   

     In addition to the textbook and the assigned outside reading material, Betty 

devoted part of her class hours to strengthening students’ ability of grammatical 

structure.  Based on the textbook, she designed a supplementary Vocabulary Test 

Book, which included not only the items for the vocabulary test but also the 

explanation and test items for the grammatical structures that were the grammar foci in 



each lesson.  What’s more, she put together all the related usage of a certain 

grammatical structure for the purpose of helping students integrate their concepts of 

that structure.  For example, in teaching the sentence pattern of past participle in 

Lesson Eight, Betty helped students review almost all the usages of the past participle 

(See Appendix 8c).  Based on her teaching experience, she believed it necessary to 

help students review what they had learned before because repetition helped students 

remember what they had learned and retain it longer.  She also thought teachers 

needed to put together all the related ideas, such as all the usages of past participle, to 

help students have a more thorough understanding of what they had learned. 

     In her teaching, there were some features worthy of note.  First of all, she liked 

to guide students to think about how to put into daily use the English language they 

learned in class.  For example, when teaching the phrase line up, besides mentioning 

the example given in the textbook Please line up the boxes for us to check, she gave 

students another example, The class leader asked his/her classmates to line up for the 

flag-raising ceremony, because that’s what the students in her school did every 

Monday morning.  She hoped to impress students more by connecting English with 

their everyday life experience.   

Secondly, she liked to teach students some phrases or words from TV shows or 

films she had watched.  The practice had a lot to do with her own English learning 

experience.  As an English learner herself, she felt it interesting whenever she learned 

English that was closely tied to her life experience; for example, when she learned the 

expression Don’t stand me up, she felt such an expression interesting.   That’s why 

she loved to listen to or watch English programs.  In the morning after getting up, she 

listened to CNN.  When she was driving, she listened to ICRT.  In her leisure time, 

she liked to watch English films or TV programs.  So, in her teaching, she liked to 

share what she had learned from those sources with her students.  At one time, when 



teaching the phrase be hooked up to, she told students that another phrase to be hooked 

on means to be indulged in as in the example of being hooked on online games.  That 

was what she had picked up from the TV series Desire and Sex.  Based on her own 

English learning experience, she was convinced that if learners could hear what they 

had learned used by native speakers, they would be more impressed with the words or 

phrases, and they would retain them longer.   

Thirdly, in her teaching, Betty liked to mention which word was tested in the 

college entrance examination in a certain year.  For example, when teaching the word 

retreat which was used as a verb in that lesson, she mentioned that the word could be 

also used as a noun, meaning a quiet place someone goes to.  Then she mentioned that 

the topic of the English composition for the 2002 college entrance examination was My 

Favorite Retreat.  She asked students to think about what their favorite retreat was, 

and then asked one student to share his answer.   She believed it was an effective way 

to draw students’ attention to what she was teaching because what students cared most 

was to score high on the entrance examination.   

Fourthly, based on her own English learning and teaching experience, she was 

convinced that learners were very likely to forget what they had just learned.  

Therefore, she often referred to what students had learned before to help students 

refresh their memory.  That’s why when teaching the past participle construction as 

the main grammar focus in this lesson, she would review all the related usages of 

participle.  From her past teaching experience, she found that she needed to put 

together all related usages to help students integrate what they had learned. 

Last but not least, Betty tried to give students opportunities to express their ideas 

and at the same time interact with her in English.  We can see that she began a lesson 

with a question related to the topic of that lesson for students to think about and answer, 

and also she wrapped up the teaching of a reading text by bringing up discussion 



questions related to it for students to answer.   

     From classroom observation, we can see that Betty stresses vocabulary and 

grammar learning.  The way she teaches vocabulary is obviously influenced by her 

own English learning experience.  As an English learner herself, whenever she learns 

words or expressions that are closely related to the daily use, she feels interested; 

therefore, she likes to link the use of new words she teaches to the real life situation 

students can relate to.  She also loves to share with students phrases or words she 

picks up from TV series, films, or radio programs to give students the feeling of how a 

certain word or phrase is used by native speakers of English.  Her grammar teaching 

is influenced by the leaner knowledge she has gained from her teaching experience.  

From her past teaching experience, she finds that students can’t retain what they have 

learned for a long time.  Therefore, she thinks it necessary for a teacher to put 

together what students have learned to help them integrate and retain what they have 

learned.   

 

Classroom Observation of Cindy (the teacher with the in-service graduate 

program experience in the first group) 

One of the teachers in the second pair is Cindy, who graduated from National 

Changhua University of Education.  After teaching in senior high school for six 

years, she entered an in-service English teaching graduate program.   

     The class observation of Cindy (See Appendix 9) shows that she followed the 

traditional way—the grammar translation method—to conduct her English class.    

She started a new lesson by briefly introducing what the new lesson was all about to 

prepare students to get into the new lesson.  She also provided some background 

information about this lesson to help students have a better understanding of the 

content of this lesson later.  Then, she taught part of the new words, and then switched 



to teaching a couple of paragraphs.  This step repeated until she finished the whole 

lesson.  The reason she conducted her lesson in this way simply because, based on her 

past teaching experience, she thought it would bore students if she finished teaching all 

the new words first and then moved on to teaching the whole reading text.  When she 

started to teach a new paragraph, she would review a bit about what had been 

mentioned in the previous paragraph to help students connect the two paragraphs.  

After teaching the whole article, she would summarize it and tell students more about 

the organization of the whole article.   

     Cindy’s teaching has the following features.  First, she emphasized that students 

should be familiar with the sounds of the new words.  When teaching new words, she 

always asked students to repeat the new words after her to help students with their 

pronunciation of the new words.  Every time before she continued to teach some more 

new words, she would lead students to review the words taught in the previous class by 

reading them aloud.  She believed being able to pronounce a new word could help 

students memorize the new word more efficiently.  Therefore, she considered it 

worthwhile to spend a little time leading students to read the new words several times.   

Secondly, she taught new vocabulary words in detail.  She read the definition of 

the new word first, and then explained the usage of the word through the explanation 

of the example sentence.  She would also supplement more information related to the 

new word, such as parts of speech, synonyms, collocations, and phrases with the new 

words in them.  She taught new vocabulary words in this way for two reasons.  That 

was how her senior high school English teacher taught her students.  Besides, she 

found the way of teaching new words could help her students have good performance 

in the monthly examinations. 

Thirdly, in teaching the reading text, she would spend a little time directing 

students’ attention to the connection between paragraphs.  Before she wrapped up a 



lesson, she would review the lesson by briefly summarizing the article to make the 

organization of the article clearer to students.  She believed the way of teaching gave 

students both a clearer picture of the article in discussion and a better idea of how to 

write a well-organized composition.  In teaching a reading text, directing students’ 

attention to connection between paragraphs and organization of the passage is the part 

of her teaching practice that is influenced by the course of discourse analysis in her 

in-service graduate study.     

Although Cindy graduated from English Department of Chunghua University, 

she did not apply much of what she had learned in college to her teaching.  The main 

reason was that she did not study hard in college because at that time she did not see 

the relationship between what she was learning with what she would need in her 

teaching career.  According to Cindy, her teaching practice has a lot to do with her 

own English learning and teaching experience as well as the ideas shared by her 

colleagues.  She replicated the ways her senior high school English teachers 

conducted their English instruction, especially those she believed effective to her own 

English learning.  She also liked to exchange ideas with her colleagues to see if they 

had some good ideas that could be helpful to her students’ learning.   

Sensing the lack of confidence in her own English teaching, she chose to attend 

the in-service English teaching graduate program.  After finishing the program, she 

felt that her own English proficiency had been improved, but the way she conducted 

her English teaching was not very different from what she did before she participated 

in the in-service graduate program.  She thought the theories she learned in the 

graduate program could not be directly applied to her English class.  In fact, she had 

tried some new teaching methods, but she returned to the traditional way of teaching 

mainly for the following three reasons.  First, students did not perform as well in 

weekly tests as they did before.  Secondly, she did not get positive response from 



students.  Thirdly, when teaching the third graders in senior high school, there seemed 

to be little room for her to apply her new knowledge to her classroom teaching.  What 

the third graders cared about most was the college entrance examination; therefore they 

did not want any new try in their English class.  They wanted teachers to provide 

them with knowledge about the English language so that they would have a better 

chance to score high on the big examination.  However, Cindy did perceive the 

influence the course of discourse analysis on her teaching.   From the course she 

learned how to analyze the structure of an article.  Therefore, in teaching a lesson now, 

besides explaining the meaning of the text, she could tell students more about the 

connection between sentences, the connection between paragraphs and the whole 

structure of the text.      

 

Classroom Observation of Doris (the teacher without the in-service graduate 

program experience in the second group) 

     The other teacher in the second pair is Doris, who graduated from National 

Taiwan Normal University.  She had six years of teaching experience.   

     The classroom observation of Doris (See Appendix 10a) showed that she 

conducted her English teaching by the traditional grammar translation method.  In 

teaching a new lesson, she finished teaching all the new words in the first two classes, 

and then finished teaching the reading text in another two classes.  She believed that 

by doing so she could give students a clear idea about what they are expected to learn 

in that period of class.   

     In addition to the teaching of the content in the textbook, Doris designed 

another reading and translation activity for her student (See Appendix 10b).  The 

design of this activity derived from her own experience of reading Time Express.  As 

an English learner herself, she had the experience that after she finished reading a 



story in the magazine, thinking that she understood it, she found there was something 

wrong with her understanding when she checked the Chinese translation.  She felt 

that she had learned a lot from the process, so she gave students a similar job to do.  

First, she took an article from English newspapers.  Next, she assigned a paragraph 

for students to translate into Chinese sentence by sentence as an assignment.  Then, 

in class she would read one student’s version of translation; in the meantime, she 

would explain the paragraph and offer her own version of translation.  The first time 

she gave students such a task, even though she thought the article she gave students 

was not difficult, students almost totally misunderstood the article.  Therefore, she 

gave students such practices more often, trying to make sure students understood each 

sentence and each word.  She believed such a combination of reading and translation 

activity would help students develop the ability to read articles at a higher level in the 

future. 

In her teaching, there are a couple of features worthy of note.  First of all, in 

her vocabulary teaching, she stresses that students should be taught the meaning and 

usage that is the most frequently used.  According to Doris, when she was preparing 

for a new lesson, she looked up every new word in the dictionary to make sure the 

usages she was going to teach were those the most frequently used.  If a 

frequently-used meaning or usage of a new word was not mentioned in the textbook, 

she would tell students about it.  That’s why sometimes when she was teaching a 

new word, she would ask students to dictate a sentence that showed a certain meaning 

or usage of that word.  

Secondly, she would try to save class time for other activities by giving only 

necessary explanations.  That’s why in teaching new vocabulary words, she skipped 

some examples listed under the new words.  Also, in teaching the examples, she did 

not translate the whole sentences.  She only explained or translated the phrases or 



words she thought students might not be familiar with.  In teaching the reading text, 

she also did not translate the whole sentences, but explained or translated the parts 

which she thought might need her explanation to help students have a clearer 

understanding.  She believed that it was not necessary to waste time on what 

students had already known. 

Thirdly, she gave students translation work that required students to translate 

one paragraph of an article from English newspapers sentence by sentence.  She 

believed that students could gradually cultivate a higher level of reading ability   

through such practice.      

Although Doris graduated from National Taiwan Normal University, according 

to her, she had almost forgotten all of the teaching theories she had learned in college.  

Besides, in her own teaching experience, she found there was a huge gap between 

some theories, such as the Communicative Approach, and the high school context in 

Taiwan.  Although being familiar with English grammar does not mean good English 

speaking and listening ability, based on her own English learning experience, she still 

held the belief that it was important to learn grammar.  She believed the gap between 

grammar ability and speaking ability can be bridged only through the real life 

experience in English-speaking countries.  Without drawing too much on the theories 

she learned in college, the way she conducted her English teaching was mostly based 

on her own English teaching and learning experience as well as ideas shared by her 

colleagues. 

 

Comparison of the Teaching Practices of the Two Groups of Teachers 

The comparison of the teaching practices of the four teachers is made between 

the group of teachers with the in-service English teaching graduate program (Andy & 

Cindy) and the other group of teachers without the in-service graduate program 



experience (Betty & Doris).  The comparison is made to see if the in-service graduate 

experience causes differences in their teaching.   

     The comparison between the two groups of teachers reveals that there are both 

similarity and difference in their teaching practices.  The teaching practices of these 

two groups of teachers are all influenced by their own English learning and teaching 

experience.  However, Andy’s teaching and Cindy’s teaching are also obviously 

influenced by their in-service English teaching graduate program experience.  

Comparatively speaking, Andy’s teaching is more influenced by the in-service graduate 

program than Cindy’s.       

     Andy stresses the importance of reading for meaning.  His classroom practice 

features the principles of student-centeredness, meaningfulness, communication, and 

task.  He tries to increase students’ interaction in three facets—with the text, their 

peers and the teacher.  The roles he plays in the class shift with the activity design, 

such as a lecturer, a monitor and a facilitator.  The rationale of his teaching can be 

traced back to his in-service English teaching graduate program experience.  In the 

program, his understanding of the essence of the Communicative Approach had been 

deepened and his motivation to try out this approach had been aroused.  Above all, he 

figured out his own way of adapting the approach to his reading class.   

     Cindy spends time directing students’ attention to the organization of an article 

in addition to giving detailed explanation of the new words and the reading text.  

Cindy chooses to give detailed explanation of the new words and the reading text for 

two reasons.  First, that is the way she was taught when she was a senior high school 

student.  She felt that the way of teaching helped her a lot in acquiring the knowledge 

about the English language.  Also, her students have better performance in school 

examinations when she teaches in this way.  The practice of directing students' 

attention to the organization of the whole article had a lot to do with the courses she 



has taken in the in-service English teaching graduate program.  Although Cindy has 

more confidence in her own English abilities and has learned more about teaching 

theories after finishing the in-service English teaching graduate program, still she does 

not think those theories learned in the program can be directly applied to her English 

class.  Therefore, the most obvious influence of the in-service program is on her 

addition of the concept of the discourse analysis to her teaching of reading texts. 

     Betty leans more toward the vocabulary and grammar teaching.  The 

dictionaries serve as an important source of her confidence because she relies much on 

them to ensure what she teaches students is correct.  She stresses linking new 

vocabulary words to their use in the real life experience and learning grammatical 

structures in a comprehensive way.  The rationale of her vocabulary and grammar 

teaching has a lot to do with her own English learning and teaching experience.  

Generally speaking, her role in the class is more of a knowledge provider.   

     Doris does not explain everything in the textbook in detail.  She spends time 

only on the usage that is most frequently used when teaching new vocabulary.  Also, 

she explains only the parts that she thinks students have difficulty understanding when 

teaching the reading text.  In this way, she saves time for the translation work which 

she believes can help develop students’ ability to read articles at a higher level in the 

future.  Although she graduated from English Departments of Normal Universities, 

she did not think the theories learned in college applicable to their teaching context.  

Therefore, her teaching practices were mostly based on their own English learning and 

teaching experience.  

     The teaching of Betty and Doris, the group of teachers without the in-service 

English teaching graduate program experience, shows that their teaching practices 

were mostly based on their own English learning and teaching experience.  The ways 

that they feel beneficial to their own English learning will be transplanted to their 



teaching.  They have also accumulated the knowledge about what methods work for 

their students from their teaching experience, and they have developed their own ways 

to teach their students accordingly.   

The teaching of Andy and Cindy, the group of teachers with the in-service English 

teaching graduate program experience shows that some new teaching methods have 

been added to their teaching practices after they receive the training the in-service 

graduate program.  

     From the comparison between the four teachers, it is reasonable to say that some 

differences in the teaching practices of the first group ( Andy & Cindy) and their 

counterparts( Betty & Doris) exist due to the in-service English teaching graduate 

program experience. 

 

Comparison of the Teaching Practices of the Two Teachers with the In-service 

Graduate Program Experience 

     The comparison between the two teachers with the in-service graduate program 

experience, Andy and Cindy, shows that the influence of the program on their teaching 

is different.  Andy’s teaching practice is obviously influenced by the in-service 

training experience while Cindy’s is only slightly influenced.  In fact, both of them 

had tried new teaching methods after they attended the program.  Andy’s new try 

became his important teaching practice whereas Cindy returned to her old way of 

teaching when her new try did not yield the good outcome she had expected.  The 

result shows that the enrichment of new knowledge is very likely to increase 

motivation to try out new teaching methods; however, the gap between theory and 

practice may cause the new try to fail.  Factors that hinder participants from applying 

their newly-learned knowledge to their teaching, as Cindy points out, include conflicts 

between theory and the teaching context, the tight syllabus, the pressure from 



examinations, and the workload that may increase with the use of the new techniques.   

From the comparison of Andy and Cindy, we can see the key to the application is the 

belief that the new teaching methods can better represent the subject matter they are 

going to teach.  Although there seems to be often a gap between theory and practice, 

the belief will trigger teachers’ effort in the adaptation of the new methods to meet 

their students’ need.  

 In Andy’s case, we can see how the gap between theory and practice can be 

bridged.  Andy didn’t think the Communicative Language Approach practicable in the 

teaching context of senior high schools in Taiwan before he entered the in-service 

graduate program.  However, in the program, he had the chance to reconsider the 

approach, and then he started to believe that the principles of CLT would be helpful to 

students’ learning.  Next, he tried to design some of his teaching activities based on 

the principles of it.  After his trials, he came to be convinced that the approach was 

applicable in his own teaching context.  From classroom observations, we can see the 

concept of student-centeredness is clearly shown in his design of teaching activities.  

In addition, the rationales behind his reading class-- the principles of communication, 

meaningfulness, and task-- are those underlying the Communicative Language 

Teaching (Richards & Rodgers, 1986, p.72).  Although in his class English is not used 

as the medium for communication, as required by the CLT approach, he is convinced 

that students still benefit from the activities designed based on these three principles.  

Just as Liang (2003) claimed, since many of the language learning and teaching 

theories are Western-based, non-native English teachers may need to mediate any 

conflict between these theories and their own teaching context.  There is no denying 

that many teaching theories and methods may at the fist sight seem incompatible to the 

teaching context in the senior high schools in Taiwan, but the adaptation of them may 

work, as shown in Andy’s example.   



    From the discussion above, we can conclude that significant differences exist 

between teachers who have the in-service English teaching graduate program 

experience and those who do not if participants of such programs apply their new 

knowledge to their classroom practice.   

 


