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Discussion and Conclusion 

 The results presented in the previous chapter give a portrayal of how language 

teachers, with or without the experience of overseas education, view CLT and how 

they implement CLT at the classroom level. In this chapter, the findings of the results 

are discussed. Section 1 addresses four research questions based on data that was 

collected from the questionnaire, the classroom observations and the interviews. Then, 

the researcher provides a summary of the findings of the present study versus findings 

of the previous studies. From section 3 to section 5, limitations, pedagogical 

implications of the study and suggestions for future research are proposed respectively. 

Finally, a conclusion follows. 

Answers to the Research Questions 

 This research attempted to uncover teachers’ beliefs about CLT in connection 

with their practices. More specifically, the research took into account the impact of 

teachers’ educational backgrounds, namely the (in)experience of studying abroad for 

master’s degrees, on the changes of their teaching beliefs and practices. This section 

provided answers to four research questions raised in Chapter 1.  

 

Question 1: What are US/UK-trained English teachers’ beliefs and practices in  

CLT? 

  

 Based on the scores on the attitude scale, the three US/UK-trained English 

teachers had affirmative attitudes toward the communicative approach. Among them, 

T1 even claimed she had been in favor of a communicative way of teaching, and that 

she felt sympathy for those who had to struggle to fit in a sentence pattern in their 

brains first before they gave utterance to their ideas. She described such language 

learning experience as “painful.” Therefore, since she entered the teaching profession, 
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she had been determined to turn over a new leaf in her classrooms. She created 

opportunities for students to participate, asked students to discuss and form their own 

opinions, came up with group activities related to the themes in the textbook to 

engage students in, and encouraged them to learn English by using it. In brief, she had 

in her mind the goals and principles of CLT during instruction.  

 However, the checklist run through during the observation did not indicate large 

numbers of CLT applications in her class. A warm-up activity conducted more like a 

quasi-communicative activity was carried out at the beginning. It was mainly a 

teacher-ask-student-answer activity. No discussion among students. No initiations 

from students. Not to mention the negotiation of meaning between the teacher and the 

students. The teacher provided correct answer for students to check. Even though 

there were times when the students were surprised at the answers, none of them raised 

questions to clear their doubts or explore more. As for the period following the 

warm-up activity, little could be evaluated as of CLT principles in it.  

 Until now, to take the above descriptions into consideration, a conclusion could 

be reached that there was discrepancy between T1’s beliefs and her practices in CLT. 

A closer look at answers T1 had checked on the scale revealed her favorable attitudes 

toward CLT and non-CLT methods as well. She also reported a combination of 

different teaching methods in reality.  

 Then, the interviews mattered, helping to present her reasons and explanations. 

She stated that the incongruence was due to a compromise in actual teaching. Dating 

back to the early days of her teaching life, she made efforts to add CLT elements to 

teaching, with a view to making learning a light-hearted, pleasant experience. But she 

was frustrated by two main constraints. For one, she was discouraged by students’ 

lack of interest in participation. She conjectured that was partly because students had 
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been passive, not having been encouraged to speak out their minds. Or maybe that 

was because they were not used to the innovative way of teaching; they were used to 

the learning strategies valued in the Chinese tradition, which referred to meticulosity, 

memorization, mental activeness and mastery (Hu, 2002). What is more, it seemed 

that students liked a more formal way of study, especially grammatical explications. 

For example, after a CLT class ended, there were always some students approaching 

to her, with some confusion and unsatisfied expressions on their faces, asking her to 

explain more about test items in their reference books. “Their looks seemed to tell me 

that I had wasted a precious period of time of theirs, and I should not have 

underestimated the importance of grammar,” she said.   

 The other speculation resulted from her views on the duty of a high school 

teacher to help students pass university entrance examination since their future was 

dependent on the results of this examination which contained no communicative 

components. She did not seem to have faith in CLT in light of the improvement of 

reading and writing skills. Therefore, she resorted to traditional teaching methods in 

preparing students to do well in paper-pencil tests.  

 In the cases of the other two participants, T2 and T3, the results from 

questionnaires, class observations and interviews were basically similar. They scored 

high on the attitude scale, meaning they held positive attitudes toward CLT. However, 

in their classrooms, they both started the class with a CLT warm-up activity, which 

was followed by a central and active teacher-dominated method. The warm-up 

activity took up only one-fifth to one-third amount of class time.  

 When interviewed about the impacts of the experience abroad on their English 

teaching, intriguingly, all of the three reported little or decreasing influence. T2 had 

once tried to teach grammar inductively, following the way her British teachers had 
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demonstrated in classrooms, but the time consumed held her back. T1 and T3 focused 

on cultural enrichment in this aspect. They did not particularly think their teaching 

had undergone major alterations because of their overseas experiences. 

There was one thing worthy of note that T3 was the one who put the most 

emphases on the pressure of examinations. She kept mentioning the school authorities 

demanded students’ good performance on examinations in this school. And traditional 

teaching method was more efficient and time-saving to reach the goal. This probably 

had something to do with the time spent on her warm-up activity. She did not allow 

plenty of time for students to discuss and she ended this activity in about 10 minutes.  

 In brief, these teachers were clearly aware that simulated real-life situations 

should be used to teach, yet they were ultimately realistic in agreeing that most of 

their classes did not provide enough opportunity for the development of integral skills. 

The challenges seemed to outweigh the benefits of making it a reality to communicate 

in the target language.  

  

Question 2: What are locally-trained English teachers’ beliefs and practices in  

CLT? 

 

To take into consideration the highest score on the attitude scale, T6 must have 

been a believer of CLT. Her faith in CLT was clearly embodied in the observed class. 

The teacher established a situation likely to promote communication. During the 

activity, the teacher acted as a facilitator and an advisor. Students were giving 

opportunities to express their ideas and opinions. The target language was a vehicle 

for classroom communication, not just the object of study. Errors were tolerated and 

seen as a natural outcome of the development of communication skills. Most 

important of all, communicative interaction encouraged cooperative relationships 
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among students. The above characteristics of CLT were all observed in T6’s class.  

T6 had a clear picture of what CLT is and how to implement it. However, she 

also admitted she still had to allocate some time to go on with traditional 

method—presenting grammar explicitly and adhering to tests that were grammatically 

based. The reason was nothing new: she thought it was useful to help students 

perform well in achievement tests. But she insisted that she made some changes to 

divorce her lecture from the traditional method prevailing in the 1960s. She indicated 

that it was not possible for her to promote the learning of grammar and vocabulary at 

the expense of interactive, negotiating, and interpreting activities. “I think I have an 

obsession with CLT and its priorities,” she said.  

T4 showed more ingredients of CLT in her class than T5 even though she scored 

lower than T5 on the attitude scale. According to her self-report and the observed 

class, she spent one and a half period in doing the warm-up activity in a unit. She 

explained she was actually preparing students for what was later taught and learned in 

the lecture. With the activity, students built up some background information, formed 

some judgments and criticism, and above all, they spent time thinking and discussing, 

instead of merely listening and taking notes. Although she also utilized the traditional 

method in class, in the hope that the method helped students develop reading and 

writing skills more effectively, she did not call this mixture of methods a 

compromised approach. She emphasized she thought there was no best method and 

that different methods were of value for different teaching contexts.  

As for T5, she scored high enough for herself to be viewed as a CLT follower on 

the attitude scale. However, her classroom practices did not support this assumption. 

There was a quasi-communicative activity, but mainly in the form of teacher-student 

interaction. There was no genuine communication because what was observed was 
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that the teacher asked, and then several appointed student answered. No comment 

from peers. No initiation of discourse from students. In the lecture, grammar points 

were explained deductively without any context clues and were followed by 

mechanical exercise in textbooks.  

With respect to the answer to the impacts of their graduate school education on 

their English teaching, all of them concurred that the influence was little, if any.  

 

Question 3: What are the similarities in teachers’ beliefs and teaching practices  

between US/UK-trained and locally-trained English teachers? 

 

The similarities in teachers’ beliefs and teaching practices between 

US/UK-trained and locally-trained English teachers were displayed in three respects: 

(1) the existence of discrepancy; (2) eclecticism in teaching methods; (3) the 

implementation of CLT (See Table 8).  

First, discrepancy did exist between teachers’ beliefs and teaching practices. 

Overall, both groups of teachers showed a loose, if not superficial, adherence to CLT 

principles. The questionnaire data indicated that they had tendencies to use CLT. The 

interview data highlighted the fact that teachers believed CLT was possible, yet 

time-consuming, though. Nonetheless, the observation data revealed the teachers’ 

hesitation or reluctance to implement CLT. In all classes except in T6’s, the researcher 

discovered that although the teachers had goals for communicative classrooms, they 

offered insufficient opportunities for genuine communicative language use. The actual 

patterns of classroom interaction resembled traditional patterns rather than what was 

defined as genuine interaction.  

Second, an eclectic approach marked a striking similarity in teaching styles 

among the participants. Most of the teachers reported their teaching was characterized 
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by a combination of CLT, Grammar Translation Method and Audiolingual Method. 

They admitted that university entrance exams had an effect on their instructions. 

Since entrance exams never tested students’ listening and speaking abilities, teachers 

legitimized the adoption of traditional, non-CLT method based on their belief that 

these activities were the most efficient in preparing students for the exams (Gorsuch, 

1998).  

Under the structure of an eclectic approach, their teaching patterns were as 

follows: a CLT activity at the beginning motivated the students, a delineation of 

reading texts followed to build up their language knowledge, and time permitting, a 

task enabled them to practice what they had learned. In addition, in all activities, 

pseudo-communicative nature of exchanges was evident. It was generally the teachers 

that decided who should say what and when. The teachers had ostensibly been trying 

to get the students to give opinions. There were few observed student-student 

interactions in most of the classrooms.  

Third, all participants were similar in several ways when it comes to the 

implementation of CLT. As the previous discussion had mentioned, there was room 

for genuine communication in their activities to increase. Next, the teachers 

conducted activities and gave directions mostly in target language. Also, during 

activities, the teachers did not correct students’ errors in forms. Other than that, the 

teachers put stress on the use of authentic materials in classes. Finally, they claimed 

the frequency of CLT activities was maximized when they taught juniors whereas the 

frequency had to be minimized when they taught seniors.  
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Table 8 
Similarities in teachers’ beliefs and teaching practices between US/UK-trained and 
locally-trained English teachers 
Similarities  
Discrepancy between beliefs and practices 

Favorable attitudes toward CLT 
Sparing use of CLT in actual teaching 

An eclectic approach 
    Mixture of CLT and traditional methods 
    Typical pattern: CLT activity preludes and lecture follows 
    Prevalence of teacher dominance  
Implementation of CLT  
    Use of target language in class 
    Use of authentic materials 
    No error correction while students deliver ideas 
    Different frequency in different grades 
    Insufficiency of genuine communication 

 

 

Question 4: What are the differences in teachers’ beliefs and teaching practices  

between US/UK-trained and locally-trained English teachers? 

  

The differences in teachers’ beliefs and teaching practices between 

US/UK-trained and locally-trained English teachers were discussed in the following 

two categories: (1) attitudes toward the eclectic approach; (2) use of L1 in class (see 

Table 9). 

 With regard to the attitudes towards the eclectic approach, the US/UK-trained 

teachers, namely T1, T2 and T3, referred to the use of it as a compromise, subject to 

contextual factors such as pressure from examinations or traditional culture of 

learning. In interviews, the three disclosed involuntariness to sway from CLT, and yet 

to compromise was out of the concern for students’ needs. 

 While the US/UK-trained teachers met challenges in employing CLT and 
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appeared to be forced to take eclectic action in teaching, the locally-trained teachers 

commented on their adoption of an eclectic approach as adjustments or as multiple 

methods for diverse needs.  

 As for the role of L1, the researcher noticed all the teachers tended to make use 

of target language to give directions during activities. However, the three 

US/UK-trained teachers often attached Chinese translation to their English 

instructions in case students got lost while the three locally-trained teachers did not do 

so.  

Table 9 
Differences in teachers’ beliefs and teaching practices between US/UK-trained and 
locally-trained English teachers 
 

US/UK-trained teachers Locally-trained teachers 

Eclecticism in 

methodology 

Compromise  

in particular contexts 

Adjustment  

to meet varied needs 

Use of native language as 

translation 
yes no 

 

Findings of the Present Study vs. Findings of Previous Studies  

All in all, the results of this study are in agreement with the findings of the 

previous study in the following aspects. First, the researcher found that the 

participants did not report that they used CLT frequently in class even though it had 

become the mainstream in the educational reform for decades. The lack of use was 

due to a compromise to contextual factors like class size, teaching hours, pressure of 

exams, or lack of support. This finding closely corresponded to what was confirmed 

in Chang & Huang (2001), Hsu (2003), Liao (2003), Lin (2002) and Nien (2002), in 

which all the participants reported that the teaching environment impinged on the 

application of CLT. Second, the participants in this study had tried to conduct CLT 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

 73

classes, yet not without discouragement. They mentioned having been faced with 

difficulties caused by the teacher, the students, the educational system, and CLT itself. 

In Li (1998), the participants also confirmed having been in a similar predicament. 

Third, the participants in the current study tended to follow an eclectic approach in 

their teaching, though they claimed to hold favorable attitudes toward CLT. In other 

words, teachers' beliefs about CLT did not directly have decisive influence on their 

teaching practices. In Karavas-Doukas (1996), the results also revealed an eclectic 

way of teaching in class.  

 On the other hand, inconsistencies also arose between this study and the previous 

research. First, in this current study, the teachers did not exclude use of CLT in class. 

They still managed to integrate CLT elements to their teaching. Contrary to the above 

finding, Burnaby and Sun (1989) and Hu (2002), both dealing with Chinese teachers' 

views on and use of CLT in class, presented different findings. The former reported 

CLT was believed to be mainly applicable in China only for those students who 

planned to go to an English-speaking country and the latter reported CLT had not 

received widespread support and the traditional approach was still dominant in many 

a classroom. Both confirmed the reasons resulted from a potential conflict between 

CLT and the traditional Chinese culture of learning.  

 Another inconsistency lies in the impacts of overseas studying experience. In this 

study, the experience of immersion in the target language was presumed to be likely to 

make a difference in terms of teachers’ beliefs about CLT instruction. Nonetheless, all 

of the three US/UK-trained teachers made no confirmation of belief strengthening by 

virtue of their overseas education experience. In other words, overseas postgraduate 

background made no difference to teachers' beliefs and practices about CLT. The 

finding was not consistent with Borg (2003), in which personal life experience, 
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schooling and professional training were confirmed to make some sources of teachers’ 

beliefs.  

 Possible reasons for these inconsistencies are as follows. For one, CLT has taken 

root both at home and abroad. Teachers do not have to study abroad to reinforce their 

beliefs in CLT. Instead, CLT has become a golden rule in all teachers’ beliefs. For 

another, contextual factors prevail over teachers’ beliefs when it comes to students’ 

learning needs. In other words, to take into consideration students’ need to perform 

well in exams, teachers’ preference for the improvement of students’ reading and 

writing abilities often ends up as a higher priority than the enhancement of 

communication skills. 

Limitations of the Study 

 In this qualitative research, the researcher has attempted to provide insights into 

teachers’ attitudes and teaching behavior in CLT in terms of teachers with/without 

experiences of receiving postgraduate education overseas. Yet the study still has some 

limitations. First, the researcher watched and recorded, for each participant, only one 

teaching session of a whole lesson due to the limit of time and concern about 

manageability. The data about how the rest of the other sessions of a lesson were 

presented came from the participants’ oral report in their interviews. Although the 

observed period was claimed to be a representative of the participant’s beliefs and 

practices about a CLT class for that lesson, the problems of credibility still emerged. 

The data collected may not be representative enough and thus the consequent 

descriptive analysis and research findings may not be convincing enough, either. 

 Second, the CLT elements checked to be demonstrated in each class could be 

questioned since there was no account or record of how much time they actually 

amounted to in each period.  
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 Third, in the present study, part of the data was collected by means of interviews. 

Since the nature of interviews relies on participants' self-reports on their personal 

experiences and evaluations, it was difficult for the researcher to verify whether the 

participants had been unaware of some traits which were of value to the current 

research.  

 Fourth, this study centered on the beliefs and practices of teachers’ CLT 

instruction. Students’ opinions about learning in CLT classes and about their teacher’s 

instructions were not explored.  

 Finally, this study only focused on the influence of the experience of 

postgraduate education on teachers' beliefs. And the results showed it had no relevant 

relation with teachers' beliefs. However, based on T6's example, a teacher's life 

experience and how she learns English along the way may have a lot to with formed 

beliefs later on. If a researcher were simply to inspect the influence of participants' 

background in higher education, the results would have difficulty fully reflecting what 

was truly influential with regard to the sources and formation of teachers' beliefs. 

Implications of the Study 

 The finding that all participants held affirmative attitudes toward CLT may 

suggest that how language learning is viewed has been changed. In the past, the form 

of a language had been much emphasized. Nowadays, teachers realize there is a great 

need for learners to communicate in English, especially in the era of globalization. In 

this context, teachers, despite their educational background at home or abroad, 

identify with the principles of CLT.  

 Another finding that, in actual teaching environment, teachers choose to adopt 

eclecticism implies that teachers have to meet students' immediate needs. What 

teachers believe in may not be fully embodied in their practices. In other words, 
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teachers have to accommodate to the specific teaching environment. Thus, they have 

to cater to students' need to perform well in exams, especially entrance exams. In the 

meantime, they also hope to build up students' communication skills through CLT 

activities.  

Still another finding that T6 may teach successfully in an exam-oriented high 

school implies what can be done to implement CLT in Taiwan’s English classroom. 

Unlike the other participants, who combined both form-focused teaching methods and 

CLT in the same class period, T6 stuck mostly to CLT. In other words, teachers in 

Taiwan do not have to rely heavily on form-focused teaching methods to equip 

students with necessary language knowledge. If language teachers make use of CLT 

to the fullest, students will also be able to learn what makes them successful 

communicators—students’ grammatical, sociolinguistic, discourse and strategic 

competences will be developed as a whole through CLT instructions.  

There is one more implication derived from the finding that college entrance 

exams may have been a most-mentioned constraint from applying CLT. This may 

imply that in such an exam-oriented environment, to transform what has been taught 

depends on the change of what has been tested in exams. Exams, such as the new 

version of TOFEL, should be able to evaluate test takers' true communication abilities. 

In doing so, teachers will be able to carry out what they believe to be appropriate 

language teaching, and students will be able to learn what actually helps them to be 

successful communicators. 

Recommendations for Future Research 

Since the current study observed simply one session of a teaching unit, and thus 

the yielded outcomes might not be convincing or comprehensive enough with regard 

to teaching practices in classrooms, it is strongly recommended that future researchers 
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extend the observation periods. In addition, to be more specific about the extent to 

which CLT in class is embodied, future researchers may record and analyze the 

observed time spans of CLT elements. 

Second, to enlarge the sample size may help future researchers to take a 

panoramic view of how CLT is generally implemented in Taiwan. To deal with large 

numbers of participants, future researchers may resort to quantitative research 

methods. 

Third, in response to the limitations on participants' educational background, 

future researchers may conduct a wider-ranging investigation on participants' English 

learning experience and its influence.  

Last, since the participants in the current study are all female, there is no 

knowing that whether the same conclusion would have been reached if males had 

been added in this study. Therefore, it may be of great value for future researchers to 

examine whether gender differences exist in terms of applying CLT in class.  

Conclusion 

 As the widespread adoption of CLT seems to prescribe a magic panacea for 

dissatisfaction and discontent with previous English language teaching, there is also a 

growing number of studies indicating CLT is not prevalently implemented in 

classrooms as alleged. In this qualitative study, senior high school English teachers 

were examined about their beliefs and actual practices in CLT. They also identified in 

their own terms whatever aspects of their working context they considered to be 

supportive or constraining. Furthermore, the experiences of postgraduate education 

home or abroad were reflected on, though these experiences were not confirmed to 

have crucial impacts on their English teaching. As in the previous research, the 

participants in this study did not “jump into the CLT bandwagon by mandating its 
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use” (Li, 1998, p.696). Rather, they presented an eclectic approach at classroom level. 

Based on the findings of the present study, it is suggested that language teachers 

should study carefully their unique teaching contexts and decide how CLT can serve 

their needs and interests and how other teaching methods can supplement what CLT 

fails to prove effective in teaching and learning in case that their eclecticism gets 

bogged down in vagueness and lack of principles.  

 


