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CHAPTER 2 

LITERATURE REVIEW 

 The literature review of this study is divided into five sections. The first section 

discusses the domains of teacher’s knowledge. The second section reveals the 

relationship between teacher’s knowledge and classroom practices. The third section 

explores the sources that shape teacher’s knowledge. The fourth section covers 

several studies relating to teacher’s knowledge. The last one summarizes the whole 

chapter.  

 

2.1 Domains of teacher’s knowledge  

 The nature of teacher’s knowledge has been defined differently by several 

scholars in the field of teacher education (Carter, 1990; Calderhead, 1996; Elbaz, 

1983; Grossman et al, 1989; Shulman, 1987; Tamir, 1991; Tsui, 2003; Woods, 1996). 

Some researchers have taken a theoretical perspective and identified several 

components of teacher’s knowledge (Grossman, 1995; Shulman, 1987; Wilson et al, 

1987). Others have characterized teacher’s knowledge as experiential, which involves 

practical and personal traits (Clandinin & Connelly, 1987; Elbaz, 1983; Johnston, 

1992; Schon, 1983; Lave, 1988; Leinhardt, 1988). The traits are deemed as tacit and 

embedded within particular local contexts. 

 The following section discusses the framework of theoretical knowledge and 

experiential knowledge. 

 

2.1.1 Theoretical knowledge  

Teachers require a body of professional knowledge that encompasses both 

pedagogy and subject matter in order to teach in the classroom. Richards & Lockhardt 

(1996) indicated that teacher’s professional framework guides teachers’ actions and 



  

 

6

 

decisions. The most influential theoretical framework of teacher’s knowledge was 

proposed by Shulman in 1987. He studied the knowledge development of secondary 

novice teachers and proposed a model of teacher’s knowledge which is constituted 

into the following categories: He studied the knowledge development of secondary 

school teachers and proposed a model of teacher’s knowledge, containing the 

following categories: 

1. Subject matter content knowledge --- major facts, concepts, relationships of a 

subject discipline.  

2. Pedagogical content knowledge --- representation of a subject by the use of 

analogies, examples, illustrations, explanations and demonstrations in order to 

make it comprehensible to students 

3. Curricular knowledge --- knowledge of the programs and available materials 

designed for the teaching of particular topics at a given level 

4. General pedagogical knowledge --- knowledge of principles and skills of teaching 

and learning that are generally applicable across subjects 

5. Knowledge of educational aims, goals and purposes 

6. Knowledge of learners --- knowledge of learners’ characteristics, cognition, 

learning development and motivation 

7. Knowledge of other subject content --- content that is outside the scope of the 

subject that they are teaching 

Drawing from Shulman’s framework, Wilson, et al (1987) also studied twenty one 

secondary novice teachers and had obtained similar findings. They proposed that 

teachers draw from four categories of knowledge when making plans and decisions 

about their teaching. The categories include content knowledge, knowledge of 

educational aims, knowledge of learners, general pedagogical knowledge and 

knowledge of other content. Grossman (1990, cited from Borko & Putnam, 1996) 
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studied the knowledge of six novice teachers. She discovered that the pedagogical 

knowledge of the teachers comprises four components: subject matter knowledge, 

understanding of students, knowledge of curriculum and curricular material, 

knowledge teaching strategies and instructional representations.  

Shulman (1986; 1987) pointed out a ‘missing paradigm’ exists in teacher’s 

knowledge and teaching indicating that there is a gap of how teachers know about 

their subject matter and how they transform the subject matter into their content of 

instruction. He indicated that successful teaching requires not just subject matter 

knowledge, but also pedagogical content knowledge. Among the categories of 

teacher’s knowledge mentioned above, Shulman distinguished pedagogical content 

knowledge as the most important component of teacher’s knowledge. He referred 

pedagogical content knowledge as “the special amalgam of content and pedagogy” 

(p.8), which is central to successful teaching. It aims towards an understanding of how 

to transform content knowledge into forms of representation understandable to 

learners. The transformation process requires an adequate understanding of the subject 

matter, knowledge of learners, curriculum, context and pedagogy (Wilson et al, 1987). 

 

2.1.2 Experiential knowledge 

Different from theoretical knowledge, experiential knowledge is directly related 

to teacher’s action and influenced by teacher’s experiences. Experiential knowledge 

indicates the concept that teachers’ knowledge is inherently personal, tacit and 

embedded within particular local contexts. The concept of experiential knowledge 

will be discussed using different terms, such as situated knowledge, knowledge in 

action, practical knowledge and personal practical knowledge  

Knowledge-in-action 

When Polanyi (1983) stated "We know more than we can tell” (p.4), he was 
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claiming that knowledge is tacit, inherent in people’s minds and difficult for people to 

articulate. Influenced by Polanyi’s statement, Schon (1983) indicated that 

professionals develop a kind of “knowing-in action” which is intuitive and automatic. 

He explained that professionals can usually demonstrate their knowledge in action, 

but sometimes they are unable to put it into words. Shulman (1988, cited from 

Freeman, 1991) pointed out that teachers possess tacit knowledge that is embodied in 

their classroom practices. Yet, they will become better educators when they have 

explicit answers for the questions, “How do I know what I know? How do I know the 

reasons for what I do? Why do I ask my students to perform or think in particular 

ways?” (p. 439) He mentioned that capability of a teacher to answer such questions 

requires his ongoing reflections on theoretical understanding as well as practical 

experiences. 

Situated knowledge  

Lave (1988) and Leinhardt (1988) brought up the concept of knowledge being 

situated in particular contexts, which is termed as situated knowledge. They perceived 

knowledge as contextually developed as practitioners respond to the specific context 

in which they operate. Similarly, Richardson (1996) characterized situated knowledge 

as a certain kind of knowledge that developed from the contexts, situations or 

dilemmas confronted by practicing teachers. Calderhead (1987) pointed out that the 

teachers’ perceptions of their work are influenced by the specific contexts in which 

they are operating. Lave (1988) studied the use of mathematics in different settings, 

such as in grocery shopping and in classroom test situations. She observed that people 

responded differently in different contexts. She argued that the cognition operated by 

people is not constant and stable yet specific and variable as the context takes place. 

Leinhardt (1988) investigated a math expert teacher’s situated knowledge. She also 

found that the knowledge of math teacher is contextually developed. She observed 



  

 

9

 

that this knowledge is “embedded in the artifacts of a context” (p. 148), which means 

that the teaching act is a joint constitution of the context and developed in the specific 

context of the school and classroom setting. 

Personal practical knowledge  

Teacher’s knowledge as personal and practical is developed in the course of 

engaging in the teaching act and responding to the context of situation. Carter (1990) 

stated that teacher’s practical knowledge refers to the knowledge teachers have in 

order to deal with classroom situations and practical dilemmas. In Elbaz’s (1983) 

study of an experience high school English teacher, she focused on the teacher’s 

everyday practices and the thinking behind these practices. She concluded that 

teachers hold practical knowledge which is highly experiential, personal and oriented 

to a particular social context. Elbaz also characterized practical knowledge into five 

categories. 

1. Knowledge of subject matter includes knowledge of the subject discipline and 

learning theories.  

2. Knowledge of the curriculum refers to the structuring of learning experience on the 

curriculum content. 

3. Knowledge of instruction includes classroom routines, classroom management and 

student needs 

4. Knowledge of self constitutes individual’s characteristics and personal goals 

5. knowledge of the milieu of schooling  refers to the social structure of the school 

and its surrounding community.  

 On the other hand, Clandinin and Connelly (1995) emphasized the personal 

aspect of teacher knowledge and referred it as “personal practical knowledge”. They 

see teacher’s knowledge as experiential and embodied in the narratives of a teacher’s 

life. 
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Our best understanding of teacher knowledge is a narrative one… In this view of 

teachers’ knowledge, teachers know their lives in terms of stories. They live 

stories, tell stories of those lives, retell stories with changed possibilities, and 

relive the changed stories.In this narrative view of teachers’ knowledge, we mean 

more than teachers’ telling stories of specific children and events. We mean that 

their way of being in the classroom is storied: As teachers they are characters in 

their own stories of teaching, which they author. (p.12)  

(Clandinin, 1986, cited in Calderhead, 1996) studied the narrative accounts of three 

primary school teachers, in which they tell their own stories of teaching. He pointed 

out that the “images” teachers used to express their thoughts on teaching are powerful 

means by which their perception of work can be understood.  

 

2.1.3  Integrated nature of teacher’s knowledge  

The literature reviewed in the previous section reveals distinctive domains of 

teacher’s knowledge. However, several researchers maintained that the categories of 

teacher’s knowledge are integrated as a whole when embodied in classroom practices 

(Chang, 1996; Chang, 2001; Grossman, 1990; Shulman, 1987; Tsui, 2003). Woods 

(1996, p. 248) proposed “an integrated network” of beliefs, assumptions and 

knowledge (referred to as BAK), affects the way a teacher interprets teaching events 

and hence the teaching decisions that are made. Shulman (1987) pointed out that 

pedagogical content knowledge bears an importance toward successful teaching when 

transforming content knowledge into forms of representation to learners. The 

transformation process involves not only an understanding of the subject matter, but 

also knowledge of learners, comprehension of curriculum and teaching strategies, 

thereby showing interaction with other components of teacher’s knowledge. Tsui 

(2003) indicated that teaching is a complex activity, so the categories of teacher’s 
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knowledge is indistinguishable when performed in the classroom. She claimed:  

[T]he categories of teacher knowledge provide a useful analytical framework for 

thinking about teaching, but in the complex task of teaching the boundaries 

between these knowledge bases may be less easily distinguishable and less 

meaningful because they constantly intermesh in practice (p.58). 

 

2.2 Relationships between teacher’s knowledge and classroom practices  

 Teacher’s knowledge is related to the world of practice. The previous section 

describes teacher’s knowledge manifested in classroom practices is often an 

integrated whole that cannot be separated into distinct knowledge domains. The 

following section reveals how teacher’s knowledge is transformed into actual teaching 

and discusses the dialectical relationship between teacher’s knowledge and classroom 

practices. 

2.2.1 Transforming teachers’ knowledge into classroom practices 

Many researchers have claimed that the act of teaching starts with the teacher 

comprehending the ideas of what they teach. They contended that the ideas should be 

transformed into acts of teaching so that students could understand the content (Borko 

& Livingson, 1989; Freeman, 1996; Richards & Lockhart, 1996 ). Shulman (1987) 

asserted that the teaching process is a series of pedagogical reasoning and action, 

which involves “a cycle of comprehension, transformation, instruction, evaluation and 

reflection” (p.14).  Hence, he provided a model of pedagogical reasoning and action 

that illustrates the cycle: 

1. Comprehension  

The first thing teachers need to do in teaching is to understand what they teach.  In 

Carter and Doyle’s(1987) definition, teacher’s comprehension refers to “how teachers 

use their knowledge to ‘make sense’ of classroom events” (p.147) or interpret their 
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actions.   

2. Transformation  

After teachers have comprehended their teaching ideas, it is inevitable that they 

have to transform the subject matter into acts of teaching.  The process of 

transformation is revealed in the following:  

 (1) Preparation  

Before teachers commence their teaching, it is necessary to examine and criticize 

the teaching materials according to their understanding of the subject matter.  

The process includes detecting and correcting errors in the text and structuring 

the contents into forms more suitable for teaching. 

(2) Representation  

Teachers use analogies, metaphors, examples, demonstrations, and explanations in 

order to transform their knowledge of subject discipline into a form that is 

comprehensible to students. 

(3)Selection 

 Teachers select adequate teaching strategies and teaching models to fit their 

instructional goals 

(4) Adaptation and tailoring  

 Teachers have to fit the represented material to the characteristics of the students, 

such as culture, motivations, social class, gender, age, ability, aptitude, in order to 

tailor to learners’ needs and achieve effective learning. 

3. Instruction  

After the teachers have gone through the processes of transformation, a set of 

teaching strategies or plans is produced to carry out their practices.  Teaching acts 

are observable performances in the classroom which include management, 

explanation, discussion and interaction. 
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4. Evaluation 

  This process includes the teacher’s checking students’ understanding, testing 

student’s learning and evaluating one’s teaching performance, which leads directly 

to reflection. 

5. Reflection 

By ways of reviewing and critically analyzing their classroom performances, 

teachers look back at their teaching and learn from their experiences.   

6. New comprehension 

Teachers achieve new comprehension of their instructional goals, students and the 

process of pedagogy through reasoning, reflecting and evaluating their acts of 

teaching. 

Several researchers have applied Shulman’s model to explore pedagogical 

reasoning and action of teachers from various disciplines. Borko and Livingston 

(1989) used it as their framework of study in order to compare the differences of three 

expert and novice math teachers on aspects of planning, interactive teaching and post 

lesson reflections. They found out that experts are more efficient than novices in 

terms of planning and putting it into classroom practice. They observed expert 

teachers have well-developed knowledge structures from which they could retrieve 

aspects of teaching. Local researchers including Lin (1994), Chang (1996) and Lee 

(2001) analyzed the pedagogical reasoning and action of teachers from different 

disciplines.  

 

2.2.2 Dialectical relationship between teacher’s knowledge and classroom practices  

Elbaz (1983) perceived that there is a close interrelationship between  

knowledge and practice, in which knowledge shape practice but is also shaped by 

practice. She observed that knowledge is built out through teaching experiences in 
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social contexts, and the experiences in turn help teachers make sense of themselves. 

Calderhead (1996) presented such notion as “dialectical nature of knowledge”. He 

explained that knowledge in teaching is dialectical for it arise out of interactions 

with people in particular situations, from which participants constantly reconstruct 

their understandings of action. As Grossman (1995, p. 23) put it: “Knowledge 

influences practice as well as practice informs knowledge.”  

On the other hand, Tsui (2003) indicated another notion that there is a dialectical 

relationship between teacher knowledge and context of work. She stated that 

“ teacher’s knowledge and the practices in which it is embedded jointly constitute the 

context in which they operate, and this in turn is an integral part of the knowledge so 

constituted” (p. 66). In other words, how the teachers perceive and respond to their 

contexts of work construct themselves their understanding of work as teachers. She 

stated: 

As teachers respond to their contexts of work and reflect on their practices, they 

come to a new understanding of teaching and learning. The knowledge that they 

develop in this process constitutes part of the contexts in which they operate and 

part of their world of practice…[Evidently], teachers’ knowledge shapes their 

classroom practices, but their classroom practices in turn shapes their knowledge, 

as they reflect on their practices during and after the action, and they come to a 

new understanding of teaching (p.66). 

Borg’s (2003) model of teacher cognition (see Figure 1) clearly depicts the interaction 

between teacher’s knowledge and classroom practices. He pointed out that there is a 

reciprocal relationship between classroom practices and teacher’s knowledge. As 

teachers respond to their teaching contexts and carry out their classroom practices, 

they come to a new understanding of teaching and learning. On the other hand, he 

also displayed sources of teacher’s knowledge, which includes schooling, professional 
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coursework and other contextual factors.   

 

 

 

 

 

 

 

 

 

Figure 1  Borg’s (2003) model of teacher cognition 

 

2.3  Sources of teachers’ knowledge  

According to Borg’s (2003) model of teacher’s knowledge mentioned above, 

three main sources of knowledge are schooling, professional coursework and other 

contextual factors. In this section, how these sources of knowledge affected teacher’s 

knowledge and practices will be discussed. 

Learning experience, or what Lortie (1975) called as “apprenticeship of 

observation”, meaning teacher’s experience as students. Lortie noted that while all 

teachers have had the experience of being a student, their memories as students or 

language learners have strong influence on their images of what teaching should be 

like. He proposed that the learning experiences become an intuitive and imitative 

way of learning to teach. Freeman and Johnson (1998) discovered that teachers who 

initially enter teacher education already have prior experiences, personal values, and 

beliefs that inform their knowledge about teaching. Such prior knowledge would 

shape what they do in their future classrooms. Chang (1996) studied a senior high 

Schooling 
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Contextual Factors Classroom Practices 
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school English teacher and found out that her beliefs on English teaching were 

deeply influenced by her learning experiences. The ways she was taught in her 

classes, which focus more on translating texts, detailed explanation on grammar 

points and test oriented, are influenced by her high school English teachers and 

college professors who mostly applied grammar translation methods. 

Another source of learning came from professional training. Borg (1998) and 

Grossman (1990) have acknowledged the interrelationships between teacher 

education courses and teacher’s beliefs. Grossman (1990) compared two groups of 

English teachers: one with professional training, the other with no professional 

training. Those who attended teaching education shared similarly in their conceptions 

of teaching English, while those without professional coursework differ considerably 

in their views of teaching English. Freeman (1991) studied how foreign language 

teachers’ conceptions of classroom practice were influenced by their participation in a 

teacher education program. Another study conducted by Borg (1998) also found that 

teacher training courses mark an influence on the pedagogical systems of experienced 

EFL teachers. 

The second source of knowledge is teaching experience. Several researchers 

(Chang, 1998; Hsieh, 2001; Li, 2004; Liu, 2002; Miyuki, 2003) have pointed out that 

personal teaching experiences contribute to the formation of teacher’s knowledge. 

Still others (Li, 2004; Liu,2002; Miyuki, 2003) have ranked teaching experiences as 

major source of teacher’s knowledge in their studies. Chang (1998) distributed 

questionnaires to junior high school teachers and found out that 80% of the teachers 

gain their knowledge from their teaching experiences and 70% of them learn their 

teaching from their colleague’s teaching experiences.   

 The third source derived from contextual factors, which refer to social and 

institutional factors that surround the teacher. One example is the personal factor that 
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teachers bring into the classroom. Tsui (2003) indicated that it is the person that 

teachers bring into the classroom context. She pointed out that novice teachers often 

enter preservice trainings with firmly held conceptions of themselves as teachers 

which affect the way they begin to teach and also act as life-long references for their 

identity as teachers. Golombek (1998) noted that how language teachers understand 

and respond to their classrooms is determined by the teacher’s personality. Some 

researchers have realized that when teachers engage themselves into self reflections of 

their teaching, it helps to promote the teachers’ professional development. Li’s (2004) 

research on two senior high expert teachers indicated that the most influential factor 

which affects their pedagogical knowledge was their self-reflections after teaching.  

He discovered that whenever the subjects reflect their own teachings, they gain new 

comprehension of their teaching from which they can make modifications for better 

teaching. Similarly, in Lai’s (2003) study of an expert English teacher’s practical 

knowledge, she realized that what has made the subject become an expert teacher is 

her ability to reflect on her teaching and to make alterations accordingly. 

  

2.4 Studies related to teacher’s knowledge  

2.4.1 History of research on teacher’s knowledge 

Research on teacher’s knowledge began in the 1970s when process-product 

paradigm was used. Such approach had depended on observable performances of the 

teachers which focused on detecting teacher’s teaching behaviors and their results on 

student’s learning outcome (Freeman, 1996; Verloop, N., J. Van Driel & P. C. Meijer, 

2001; Westerman, 1991; Woods, 1996). Subsequently, the desired behaviors gained 

from the studies serve as a reference for initial teacher education programs or ways to 

achieve professional development. This external view of teacher’s knowledge enables 

researchers to develop theories, assertions and methods of instruction that could be 
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generalized into any teaching context (Freeman & Johnson, 1998; Johnson, 1999).  

However, the results of the studies show that the relationship between teacher’s 

knowledge and student achievement is not linear. There is no simple one- to- to one 

correspondence between how much the teacher knows and how much the student 

learns. Freeman & Johnson (1998) points out that research studying on discrete 

behaviors of teachers’ teaching to quest for “effectiveness” of teaching behavior has 

reduced teaching into quantifiable sets of behavior and has ignored the understanding 

of teachers as practitioners and complexities of teaching. Since the mid-1980s, 

research on teaching and teacher education shifted dramatically from a focus on 

behaviors to an interest in cognition (Carter, 1990; Freeman, 2002; Richardson, 1996; 

Verloop, N., J. Van Driel & P. C. Meijer, 2001).  Views were shifted from behavioral 

perspective of teaching to the examination of teacher’s thinking and how they learn to 

teach (Freeman, 2002).  Research from these perspectives presumes that teaching is 

a highly complex, context-specific, interactive activity in which differences exist in 

various settings of classrooms, schools and communities.  Hence, researchers tended 

to look into the thoughts of the teachers as they plan and carry out their practices (eg. 

Elbaz, 1983; Grossman, 1988; Tsui, 2003).  Portraits of classroom practices provide 

detailed, authentic descriptions of teachers’ thinking and actions.     

In the 1990s, bulk of research on teacher cognition continued from the previous 

decade (Borg, 2003). According to Elbaz (1991), three broad areas of inquiry on 

teacher’s knowledge were investigated: teacher thinking, the culture of teaching, and 

the personal, practical knowledge of teachers. Freeman (2002) noted that research on 

teacher’s knowledge and learning to teach had moved toward deeper understandings 

of the role and nature of teachers’ mental lives. Teacher’s voices were brought into the 

research process; complexities of classroom practices were articulated by teachers to 

grasp true understanding of teaching and learning to teach (eg. Campbell, 2000; Ching, 
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2003; Tsui, 2003). The power of constructing teacher’s knowledge has been shared 

among researchers, teachers and teacher educators.  

2.4.2  Related studies of ESL1/EFL2 teacher’s knowledge  

In the field of teaching English to speakers of other languages (TESOL), several 

researchers indicated that studies of teachers’ knowledge base and its development is 

still in the initial stage of research and in need of further investigation. (Borg, 2003; 

Carter, 1990; Calderhead, 1996; Gatbonton, 2000; Mullock, 2006).  In comparison to 

the literature of general education, studies of ESL/EFL teachers are relatively scarce.  

In this section, the researcher intended to present several studies of ESL/EFL teachers, 

both foreign and local, concerning the following issues: constructs of teacher’s 

knowledge, personal practical knowledge, self perceptions and case studies. 

Studies about ESL/ EFL teacher’s knowledge construct 

Influenced by Shulman’s categories of teacher’s knowledge, several researchers 

attempted to classify the knowledge base of second language teaching.  

Gatbonton (1999) studied pedagogical knowledge of seven experienced ESL 

teachers to detect the patterns of pedagogical knowledge experience teachers operate 

when teaching and whether there is consistency among teachers in their use of these 

patterns. She used stimulated recall to collect reported thoughts of the teachers when 

they view videotaped clips of their teaching. The results of her qualitative and 

quantitative analyses yielded the domains of teacher’s knowledge as follows: 

1. knowledge of managing specific language items knowledge about students  

2. knowledge about the goals and subject matter of teaching  

3. knowledge about techniques and procedures  

4. knowledge about appropriate student-teacher relationships  

                                                 
1 ESL refers to English as second language. 
2 EFL refers to English as foreign language. 
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5. Knowledge about evaluating student task involvement and progress during 

the lessons  

Mullock (2006) replicated Gatbonton’s study by using her stimulated recall 

methodology and coding features to explore whether the categories of her study can 

also be found in ESL teachers with different contexts. Mullock’s findings were 

consistent with Gatbonton’s categorization of pedagogical knowledge, which indicate 

that there is a degree of shared pedagogical knowledge among teachers of TESOL.    

In the Taiwan context, Lin (2000) conducted in-depth interviews with in-service 

elementary school English teachers and English educators in order to examine what 

constitute professional knowledge and skills of elementary school English teachers.  

She reported that subject matter knowledge, pedagogical content knowledge and 

general knowledge are the main categories of elementary school English teachers 

professional knowledge. Moreover, Lin discovered that most elementary school 

English teachers are not well-equipped with the above dimensions of professional 

knowledge. She suggested that more in-service trainings are necessary to enhance 

teacher’s content knowledge and pedagogical skills. 

 Sung (2003) explored in-service elementary school English teachers’ 

understanding of teacher’s knowledge. The results obtained from her questionnaires 

revealed that the teacher’s understanding of subject matter differ significantly in terms 

of age, educational backgrounds and teaching experiences. However, there is no 

significant difference on their knowledge of curriculum, knowledge of learners and 

knowledge of situational contexts.   

Studies about views and self perceptions of ESL/EFL teachers 

Some of the studies elicited self perceptions of English teachers and their views 

on teacher’s knowledge by using quantitative and qualitative methods.  

   Chang (1998) investigated the perceptions of junior high school English teachers 
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on pedagogical content knowledge. With the use of questionnaires, Chang 

investigated the teachers’ opinion on what type of knowledge are most needed for 

EFL teaching. She discovered that most subjects perceived that an English teacher 

should be required to obtain several domains of teacher’s knowledge, including 

subject matter knowledge, pedagogical knowledge, knowledge about the curriculum, 

knowledge about students and knowledge about assessment. Luo (2004) examined the 

construction of knowledge for teaching EFL at elementary schools by interviewing 

pre-service and in-service English teachers about their teaching experiences and views 

on teaching education programs. As a result, she found out that in-service teachers 

valued highly the role of experiential knowledge and their teaching experiences, while 

pre-service teachers thought that the theories learned in training programs are 

important that they serve as references for actual teaching. Huang et al (2005; 2005a; 

2005b) surveyed the self-perceptions of in-service elementary and junior high school 

English teachers about their professionalism. Their findings indicated that the English 

teachers possess a positive self image which is correlated to their English proficiency, 

teaching enthusiasm and efforts in professional growth.  

Studies of personal practical knowledge 

Golombek (1998) studied personal practical knowledge of two ESL teachers, 

Jenny and Sonya, from narrative accounts of their experiences as learners, teachers 

and participants of teacher education. Jenny expressed her concern of correcting her 

students’ mistakes might affect their emotions as she described her traumatic 

experience of learning Russia with a teacher who tended to correct too much. The 

other teacher, Sonya, brought up the concept of “scaffolding” during her instruction 

when she realized that she should connect students’ understanding with her activities. 

In this study, two teachers were able to articulate their personal practical knowledge 

through reflections and dialogues, thereby clarifying the tensions occurred in their 
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classrooms and understanding the reasoning behind their instructional decisions. 

Golombek (1998) examined how personal practical knowledge of two ESL in-service 

ESL teachers informed their teaching practices through a description of a tension each 

teacher faced in the classroom.   

Case studies of ESL/EFL teachers 

The exploration of English teacher’s knowledge was also conducted in case 

studies. These studies used qualitative methods of classroom observations and 

interviews in order to make a thick description of teacher’s knowledge. They were 

conducted in different school levels. For example, Chang (1996) and Chang (2001) 

made an in-depth study of senior high school English teachers; Lai (2003) studied the 

practical knowledge of an expert junior high English teacher, while Li (2005) 

investigated the knowledge of an expert elementary English teacher. All studies 

demonstrated the components of the teachers’ knowledge, which includes pedagogical 

content knowledge, knowledge about learners, curriculum knowledge and general 

pedagogical knowledge.   

Apart the above case studies, Wu (1995) and Tsui (2003) have made comparisons 

between novice and expert teachers. Wu (1995) compared the teaching processes and 

teaching effectiveness of senior high school expert and novice teachers. She found out 

that differences exist between expert and novice teachers in terms of teaching 

strategies, ways of motivating students, teaching language skills and teaching 

effectiveness. As for teaching strategies, expert teachers were more flexible and 

adaptable to the teaching contexts than novices. Expert teachers would train students 

on four language skills, while novice teachers were more test-oriented. Regarding 

ways of motivating students’ learning, expert teachers arouse their students’ learning 

interests through encouragement; whereas novice teachers reprimanded their students 

if they are not attentive in class. Tsui (2003) held her case studies in Hong Kong 
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context. She investigated the knowledge and classroom practices of four ESL senior 

high school English teachers. She examined the teachers’ perceptions and 

understanding of their teaching context and looked for critical differences that serve 

as indicators of expertise. She also investigated the professional developments of four 

participants, and sorted out the factors and source of influence that shaped their 

development. From the results of her case studies, Tsui identified important indicators 

of expertise: reflection and deliberation, constant engagement in exploration and 

experimentation, problematizing the unproblematic, responding to challenges. 

Moreover, she pointed out that theorization of practical knowledge and the 

“practicalization” of theoretical knowledge are both crucial to the development of 

expertise. 

 

2.5  Summary of Chapter 2 

 This chapter first introduces the theoretical underpinnings of teacher’s 

knowledge, then discussed about the sources of teachers knowledge and finally, 

reviewed related studies on ESL/EFL teacher’s knowledge.  

After reviewing the literature, the researcher found out that little research have 

been devoted to explore the knowledge of elementary school English teachers.  

Although some studies have been done to categorize the domains of English teacher’s 

knowledge, very little has looked into the thoughts of teachers as they plan and carry 

out their teaching practices. In addition, the case studies seldom probe into how the 

sources of influence affect teacher’s knowledge.  

  The present study employed a case study approach to investigate the teachers’ 

knowledge of three elementary school English teachers, who are different in terms of 

their learning backgrounds and teaching experiences, then compare their similarities 

and differences on how they perceive their actual teaching, how they gain their 
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understanding of their teaching and how their knowledge relates to their specific 

contexts of work.  

 This research may raise more attention on studying expertise in teaching by 

delving deeper into the professional knowledge and practices of elementary school 

English teachers. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 


