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國立政治大學英國語文學系碩士班 

碩士論文提要 

 

論文名稱：台灣國中英文教師對文法教學信念與實踐之差異研究 

指導教授：余明忠 博士 

研究生：林珊琪 

論文提要內容： 

    本個案研究旨在深入研究一位國中英文教師在文法教學信念與實際教學之

間的差異之處。本研究以 Green (1971) 所提出的 core belief 和 peripheral belief

為基本架構，採用質性之資料收集及分析方式，以期對教師的教學信念、教學

行為及兩者之間的不一致做出較詳盡的描繪及討論。參與本研究的教師為一位

新北市公立國中的資深英文教師，對文法教學及英語教育有自己的一套理解及

看法，備受同校老師的尊重。資料收集方式以課堂錄音觀察、半結構式訪談為

主，教師的教學資料、自編的段考考卷、校內英文老師的領域會議紀錄為輔。 

 研究結果顯示，此教師的文法教學信念和行為的確有些許落差，主要反映

在課外英語學習資源的使用、文法教學所佔的比重、以及文法術語的使用頻率

上。造成此落差的原因主要是教師的 core beliefs 和 peripheral beliefs 內容的不

一致，導致在教學現場上大部分的時間都用來完成 core beliefs，因此 peripheral 

beliefs 的實施時間便受到壓縮了。此外研究者還發現，這位老師的 core beliefs

主要以較傳統、較常見的知識傳輸模式為主，而 peripheral beliefs 則是和英語教

學理念較有直接相關，這部分呼應了 Phipps and Borg (2009)所提出的假設，且

此一現象是在教師信念的文獻中較少被提到的。根據這些發現，本研究提出對

教師文法教學信念及實踐之差異的看法及未來研究的建議，以期對台灣的英語

文法教學能有更多建設性的研究貢獻。 
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Abstract 

The purpose of this qualitative study was to investigate the tensions between an 

English teacher’s grammar teaching beliefs and practices. The participant was an 

experienced junior high school English teacher who had her own principles in 

grammar teaching and English education. Green’s (1971) distinction of core beliefs 

and peripheral beliefs was adopted as the framework to analyze the participant’s 

grammar teaching beliefs. Data were collected from multiple sources such as 

semi-structured interviews, classroom observations, stimulated recall interviews, and 

documents such as the teacher’s teaching notes and test paper. By using initial coding 

and second level coding, these data were carefully examined to obtain the most salient 

themes of the participant’s grammar teaching tensions. 

The findings revealed three most significant tensions between the participant’s 

grammar teaching beliefs and practices: tension on the use of extracurricular teaching 

resources, on the proportion of grammar instruction, and on the use of grammatical 

terminology. The participant’s tensions were mainly due to the inharmonious 

relationship between core beliefs and peripheral beliefs. The former were more 

related to teaching philosophy in general, and the latter were more related to English 

teaching itself. In other words, the tensions between participant’s beliefs and 

practices were actually the gaps between knowledge transmission perspective and 

ideal English teaching principles. Based on the findings of this study, some 

suggestions and pedagogical implications were raised for future research as well as 

English education field in Taiwan.
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CHAPTER ONE                                           
INTRODUCTION 

     In the field of education, what teachers think and do has drawn the attention of 

many researchers. It has been well-recognized that teachers’ beliefs, knowledge, 

attitude and assumptions all have strong impact on their actual teaching practice 

(Basturkmen, 2012; Borg, 2003; Farahian, 2011; Pearson, 1985; Phipps & Borg, 2009; 

Woods, 1996). Being the major decision makers in the classroom, teachers have the 

power to decide what and how to teach. As Pearson (1985) suggests, “understanding 

the belief systems of teachers, including how beliefs interact with one another (e.g., 

favorably and unfavorably), may enhance the working of technical innovations 

when they are implemented” (p.143). It is therefore essential to explore the rationale 

behind teachers’ instructional decisions.  

     

1.1 Teachers’ belief systems 

     It has been widely acknowledged that beliefs often exist in systems rather than 

in isolation. Scholars analyze belief systems from many different perspectives. Some 

considered beliefs as different categories that interact with one another (Borg, 1998b; 

Burns, 1992). Borg (1998b), for example, contended that the belief system worked as 

a “network of interacting and potentially conflicting beliefs about a wide variety of 

issues related not only to L2 teaching but also to teaching and learning in general” 

(p.28). Other researchers explain belief systems with the concept of core beliefs and 

peripheral beliefs (Green, 1971; Rokeach, 1968). The greatest distinction between the 

two belief systems lies on their psychological intensity. Core beliefs are the ones that 

carry the strongest intensity and are prone to trigger actions. Peripheral beliefs are 

weaker in psychological strength and are therefore less likely to generate behaviors. 

 1.2 Tensions between grammar teaching beliefs and practices 
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Within numerous aspects of language education, one important issue influenced 

by teachers’ beliefs is grammar teaching (Borg, 2001). In Chinese learning context 

where English teaching has long been dominated with teacher-centered, 

textbook-oriented grammar translation method (Chen & Tsai, 2012), grammar 

instructions often occupy a great portion of teachers’ classroom practices. Although 

Taiwanese English teachers may have acknowledged the importance of 

communicative language teaching since its incorporation into textbooks in 1994, in 

reality, many of them are still in favor of the traditional teaching methods because of 

practical concerns such as time limit and exams (Chung, 2008; Hsu, 2006; Lai, 

2004). This shows that teachers’ stated beliefs do not always coincide with their 

actual practices.  

The differences between teachers’ beliefs and practices have long been a 

commonly discussed issue. Phipps & Borg (2009) found that many studies described 

the gap between teachers’ beliefs and practices as unfavorable by using terms like 

divergence (Huang, 2010), inconsistency (Basturkmen, 2004) and mismatches (Lee, 

2009). Under such perspectives, the gap between beliefs and practices became 

negative and should be corrected. In order to analyze these differences more 

positively, Phipps and Borg (2009) adopted Green’s (1971) distinction on 

core/peripheral beliefs and found that teachers’ inconsistency were quite consistent 

with their core beliefs. This kind of understanding allows us to view teachers’ 

inconsistency as a natural phenomenon originating from one’s differences between 

core and peripheral beliefs, not as something abnormal. Therefore, Phipps and Borg 

(2009) argued that exploring teachers’ tensions from the perspective of 

core/peripheral beliefs is a more positive way to view the differences between 

beliefs and practices. The positive recognition of tensions may both generate more 

complicated understandings about teaching and serve as a driving force that 
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facilitates teachers’ professional development.  

In Taiwan, some efforts have been made to explore teachers’ grammar teaching 

beliefs, instructional practices and the relationship between them. However, only 

about half of them adopted qualitative approach, a measure that is suggested by 

researchers for the study of teachers’ beliefs (for example, Pajares, 1992; Phipps & 

Borg, 2009). Even fewer studies explored teachers’ beliefs from the perspective of 

core and peripheral beliefs. This reveals an urgent need to conduct studies of this 

kind to gain comprehensive understanding about the components of Taiwanese 

English teachers’ core beliefs, peripheral beliefs, as well as the tensions on grammar 

teaching. 

 

1.3 Motivation and significance of this study  

Therefore, the goals of this study are (1) to find out what comprises an English 

teacher’s core beliefs and peripheral beliefs in grammar teaching, (2) to investigate 

tensions between a teacher’s grammar teaching beliefs and practices under junior high 

school context, and (3) to identify factors behind tensions and portray them in detail. 

Exploring the content of core beliefs and peripheral beliefs may allow us to view 

beliefs from a different perspective. Learning the components of tensions as well as 

the reasons behind them also contribute to the field of English teaching in advancing 

our understanding of the complex relationships between teachers’ beliefs and 

practices (Phipps & Borg, 2009). 
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CHAPTER TWO                                                

LITERATURE REVIEW 

     The goal of this chapter is to review literature concerning grammar teaching, 

teachers’ beliefs and practices. It is further divided into five sections. The first section 

includes prominent features of teachers’ beliefs. Then, different approaches to 

grammar teaching will be introduced in the second section. The third and the fourth 

section discuss the relationship between beliefs and practices, including congruency 

and tensions. Finally, the rationale of the present study and research questions will be 

presented in the fifth section. 

 

2.1 Teachers’ beliefs in education 

     The study of teachers’ beliefs has long been regarded as a key to understanding 

how teachers approach their work. It is also well recognized that teachers’ beliefs 

influence their perceptions, judgments, and actual teaching practices (Borg, 2003; 

Farrell & Bennis, 2013, Pajares, 1992; Pearson, 1985). The following sections present 

some crucial issues in previous literature about teachers’ beliefs. 

 

2.1.1 Nature and characteristics of teachers’ beliefs 

     According to Borg (2003), teachers’ beliefs refer to the “unobservable cognitive 

dimension of teaching—what teachers know, believe, and think” (p. 81). Four key 

features of teachers’ beliefs characterized by previous researchers are enumerated 

below: 

1. Beliefs are not easy to be observed directly: Since beliefs are affective in 

nature (Nespor, 1987), they have to be inferred from words and require 

multiple measures such as open-ended interviews and observations of 

behaviors (Borg, 2003; Pajares, 1992).  
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2. Beliefs are both dynamic and static: Beliefs are dynamic because teachers 

would constantly redefine and revise their beliefs according to what they 

have experienced in that particular context (Negueruela-Azarola, 2011). As 

the teachers teach from day to day, what they believe and what they do 

keep interacting and influencing each other, making teachers adjust existed 

beliefs or practices little by little (Breen et al., 2001). However, some 

beliefs, especially the ones that derived from early experiences, are so 

deeply rooted that they are resistant to change (Green, 1971; Nespor, 1987; 

Pajares, 1992; Rokeach, 1968). For Instance, teachers who received 

traditional grammar translation English education were found to have 

difficulty conducting more student-centered, task-based teaching (Lai, 

2004; Wu, 2006). It usually takes them a long time to adjust to new 

teaching trends which center on student participation and authentic 

communication (Feryok, 2008). 

3. Beliefs exert strong influence on perceptions and actions: Beliefs usually 

have strong and lasting power on teachers’ perceptions, interpretations, and 

most importantly, their instructional decisions (Borg, 2003, 2009; Farrell 

& Bennis, 2013; Johnson, 1992b, 1994). As Breen et al. (2001) pointed out, 

teachers’ beliefs influence how they “orchestrate the interaction between 

learner, teacher, and subject matter in a particular classroom context with 

particular resources” (p.473). Moreover, in order to keep the beliefs intact, 

human beings tend to create a set of explanations to consolidate them. To do 

so, they sometimes choose to ignore or distort the reality (Green, 1971; 

Nespor, 1987; Pajares, 1992). In Pajare’s (1992) words, it is the “filtering 

effect” of beliefs that “screens, redefines, distorts, or reshapes” one’s 

thinking process” (p.325). Nespor (1987) used the term “alternativity” to 
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describe the phenomenon in which teachers verbalize their beliefs in ideal 

teaching models which are distinct from reality. Beliefs, in this regard, do 

not always reflect what teachers actually do because other issues can 

significantly override even strongly held beliefs. 

4. Beliefs often come in groups, and beliefs of different groups occupy 

different priorities: Some scholars proposed the concept of “cluster” to 

explain the reason why people hold contradictory beliefs. In Pearson’s 

(1985) research, for example, two participating teachers both showed 

certain degree of incongruency between beliefs and practices in the area of 

student management. What is more, he also found that these teachers’ 

inconsistencies were in conflict with other sets of beliefs which are more 

relevant with one another.  

     Rokeach (1968) indicated that each belief differs in its intensity and 

power, which can be viewed with the central/peripheral dimension. Central 

beliefs, in Rokeach’s definition, possess the feature of “connectedness.” In 

other words, “the more a given belief is functionally connected or in 

communication with other beliefs, the more implications and 

consequences it has for other beliefs and, therefore, the more central the 

belief” (p.5). On the other hand, peripheral beliefs are the ones with less 

connectedness, and are therefore lower in intensity.  

Similarly, Green (1971) also believes that beliefs come “in little 

clusters” which act like a “protective shield that prevents any 

cross-fertilization among them or any confrontation between them” (p.47). 

He categorized different clusters of beliefs into the core/peripheral 

dimension and elaborated this concept with more details. First, he defined 

core and peripheral beliefs according to the psychological strength they 
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carry. Core beliefs are stronger in psychological strength, meaning that 

they are more significant to an individual than other beliefs. The 

significance allows core beliefs to exert the most influence on individuals 

and predispose to trigger behaviors. In comparison, peripheral beliefs are 

the ones whose importance is not as high, and therefore are not that likely 

to turn into actions. Moreover, the relationship between the two kinds of 

beliefs, as Green (1971) argued, should be presented in the way of 

concentric circles. The circle in the center lies the core beliefs which are 

stronger in intensity; while the circles which are further from the center 

represent the less important peripheral beliefs. The further the beliefs 

locate in the concentric circle, the less psychological strength they have, 

and the less likely they can trigger behaviors. Green’s proposal has a few 

practical implications for studies about teachers’ beliefs: (1) It provides a 

clear conceptual framework to illustrate the difference between teachers’ 

beliefs and practices. (2) It explains the reason behind the “resistant to 

change” nature in teachers’ education literature (Wu, 2006). (3) Based on 

Green’s claim about the influence that core and peripheral beliefs can 

bring to one’s behaviors, it is necessary to include both in-depth interviews 

and classroom observations into studies of teachers’ beliefs. 

      

2.1.2 Factors that influence teachers’ beliefs and practices 

     Due to the strong influence of beliefs, scholars have been interested in 

identifying the possible reasons which give rise to teachers’ beliefs. Within 

numerous studies, three issues are commonly mentioned as the factors behind 

teachers’ beliefs and practices: prior learning experiences, professional training 

programs and classroom practices (Borg, 2003, 2006; Cabaroglu & Roberts, 2000; 
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Huang, 2010; Phipps & Borg, 2009; Wu, 2006). It is the complex interaction among 

all the sources that gradually shapes teachers’ belief systems. 

     First of all, teachers’ beliefs and practices are influenced by their experience 

as learners. These prior learning experiences, especially some critical incidents, 

gradually shaped teachers’ belief system about how language learning should be 

(Borg, 2003). Johnson (1994) described a project in which some preservice ESL 

teachers provided narrative statements regarding their teaching beliefs and their 

practicum teaching. It was found that the instructional decisions they made were 

mainly based on their language learning experience such as images of teachers, 

materials and activities. In Lai (2004), most of the high school teachers who 

preferred grammar translation method received their education domestically. On the 

other hand, teachers who got their MAs in foreign countries tended to express their 

disagreement on repetitive practices. Huang (2010) found that the four preservice 

teachers in her study all taught grammar in traditional patterns although they came 

from different junior high schools. This interesting finding suggested that these 

preservice teachers’ teaching beliefs were significantly influenced by their previous 

learning experiences which were grammar translation oriented.  

     The second source of teachers’ beliefs is the professional education training 

they received. The professional education training, though not always, may 

sometimes affect teachers’ existing beliefs about education (Borg, 2003). Cabaroglu 

and Roberts (2000) employed a series of in-depth interviews to investigate the belief 

development of twenty PGCE Modern language students. All except one case 

showed changes after the one-year program. Some perceived that their existing 

beliefs were in line with the new information they learned in the program, and 

therefore became more and more established about their own beliefs. Other 

participants started to polish their existing beliefs to connect with the newly acquired 
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information. Chung (2008) found that the beliefs of Taiwanese senior high school 

teachers in her study were related to their professional coursework in two ways. The 

academic background affected their perception on the time needed for grammar 

teaching; while workshop attending experience brought some changes to the 

approaches and contents of grammar instruction.  

     Third, there is ample evidence showing that teachers’ teaching experience is 

likely to influence their beliefs (Breen et al., 2001; Borg, 2003; Farrell & Bennis, 

2013; Woods, 1996). As Borg (2003) stated, beliefs not only shape teachers’ practice, 

but are also “in turn shaped by the experiences teachers accumulated” (p.95). Some 

scholars investigated this issue through the comparison of novice and experienced 

teachers. Lai (2004) reported that seniority influences teachers in the way that they 

perceived the importance on grammar. The participants who had taught for 21-30 

years hold stronger conviction about the statement “grammar is more important than 

meaning” than those who had taught for 1-10 years. Farrell & Bennis (2013) 

conducted a case study in which beliefs of one novice teacher and one experienced 

teacher were observed and interviewed. The findings suggested that the less 

experienced teacher tended to care more about students’ perception for the teacher 

rather than the learning process itself. The experienced teacher who had already 

formed a set of automatised routines from previous teaching practices was less 

affected by students’ emotion, and can thus focus more on the learning content. 

     Apart from previous three factors, teachers’ classroom practices are also 

significantly shaped by an outside factor—context. According to Borg (2003), 

context refers to “the social, psychological and environmental realities about the 

school and the classroom” (p.94). To be more precise, it encompasses factors such as 

the society (Wu, 2006), standardized tests (Chen & Tsai, 2012; Wu, 2006), time 

constraints (Farrell & Bennis, 2013; Hsu, 2006), student expectations (Farrell & 
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Bennis, 2013; Feryok, 2008; Phipps & Borg, 2009), school atmosphere, classroom 

and school layout (Borg, 2003). For example, one teacher in Farrell and Bennis 

(2013) was found to abandon his favored inductive approach of a particular task due 

to students’ lack of interest. Lin (2011) analyzed the stated beliefs of 159 vocational 

high school English teachers in Taipei City. In this study, the participants of different 

school qualities, duty and programs were found to verbalize different grammar 

instructional behaviors. Shih (2011) examined the reasons that shaped teachers’ 

beliefs in an English remedial course in northern Taiwan. The two participants’ 

instructional decisions were only slightly impacted by personal learning experiences 

and professional coursework. It was the contextual factors, including the interaction 

with the administrator, other teachers’ comments, students’ responses, and the 

attitudes of students and parents toward the remedial program that strongly 

influenced their practices. 

 

2.1.3 The relationship between teachers’ beliefs and practices 

     The relationship between teachers’ beliefs and practices has long been a focus 

of investigation in the field of teacher education. Due to the complicated nature of 

beliefs mentioned in 2.1.1, beliefs and practices do not always coincide. There have 

been mixed results about the relationship between beliefs and practices in education. 

Some studies showed great consistency between the two, while others revealed some 

tensions. 

 

2.1.3.1 Convergence between beliefs and practices 

Johnson’s (1992b) study on literacy instruction was an example of 

correspondence between teachers’ theoretical beliefs and classroom practices. In this 

study, about 60% of participants reported clear theoretical beliefs that reliably guided 
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their teaching practices. Another study by Lin (2010) reached similar conclusions. 

She selected eight elementary school English teachers and tried to deeply understand 

their beliefs and practices about pronunciation instruction. The results showed no 

significant differences between teachers’ beliefs and practices. Participants’ beliefs 

corresponded with their classroom practices in issues like role of pronunciation, ways 

of pronunciation instruction and teachers’ role. Inceçay’s (2011) study also 

documented a case whose English teaching beliefs were in great consistency with 

teaching practices. Describing ideal English learners as risk-taking and active in his 

stated beliefs, the participating teacher encouraged students to hold such attitude in 

his class. Students in this teacher’s class were witnessed to be risk-takers who were 

active in learning and were also able to maintain classroom order at the same time. 

 

2.1.3.2 Tensions between beliefs and practices 

Except for the consistency documented in previous literature, a considerable 

amount of research has discovered differences between beliefs and practices (Borg, 

2003; Farrell & Bennis, 2013; Feryok, 2008; Inceçay, 2011; Pearson, 1985). 

Freeman (1993) terms these differences ‘tensions’, which he defines as “divergences 

among different forces or elements in the teachers’ understanding of the school 

context, the subject matter, or the students” (p.488). Lee (2009) analyzed language 

teachers’ tensions about written feedback in Hong Kong. She reviewed teachers’ 

written feedback on students’ texts and observed ten salient mismatches incongruent 

with teachers’ stated beliefs. For example, one mismatch was that although teachers 

valued organization and ideas in writing, they still paid the most attention to language 

accuracy. There existed a clear tension between teachers’ ideal teaching environment 

and situational constraints. In another study, Feryok (2008) was interested in EFL 

teachers’ claim about communicative teaching practices. One teacher who claimed 
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to adopt Communicative Language Teaching method (hence, CLT) in her EFL 

classroom was interviewed and observed. Although most of her stated beliefs were 

reflected into her practice, some signs of tensions were also identified. For example, 

the act that the teacher gave assistance during students’ construction of phrases and 

sentences may be in conflicted with her stated beliefs about encouraging student 

participation and free expression. This is, as Feryok (2008) speculated, probably due 

to the teacher’s less familiarity with CLT. Her adoption of CLT may not be long 

enough for her to fully develop appropriate practices in line with CLT spirit. 

Previous studies have also pointed out some possible reasons behind tensions. 

Among them, “time” was most commonly mentioned in the literature. For example, 

both the novice teacher and the experienced teacher in Farrell and Bennis (2013) 

regarded the constraint of time as the reason that hindered them from fully 

implementing their ideal beliefs. One Hong Kong English teacher in Wu (2006) 

chose to employ lectures instead of group work due to the packed curriculum. She 

thought group work was too “time consuming,” which was not an appropriate 

teaching technique under such a tight schedule. Similar to the test-oriented situation 

of Hong Kong, Hsu (2006) also found that Taiwanese junior high school teachers 

were under a lot of time pressure in order to finish designated content within a 

certain period of time. He stated,  

 

Time is probably one of the major external factors over which teachers have 

little or no control and that appears to affect the implementation of beliefs, 

especially in the context of the Taiwan education system (p.109). 

 

Besides the aforementioned studies, Phipps and Borg’s (2009) research shed 

new light on the study of tensions. Using Green’s (1971) framework of core and 
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peripheral beliefs, they believe the reasons that cause tensions are due to the fact that 

core beliefs and peripheral beliefs do not always work harmoniously. Through a 

longitudinal 18-month research, they found that the teachers tended to justify their 

inconsistency with deeper, more general core beliefs about education. They further 

hypothesized that core beliefs are the beliefs that are “experientially ingrained,” 

while peripheral beliefs are the ones that are only “theoretically embraced.” Calls 

were also made to encourage continuing research to verify their claims. Their study 

is of great value for researchers studying tensions in the field of language teaching. 

 

2.2 Review of grammar teaching research 

     This section primarily outlines some key issues about grammar teaching. The 

first four parts discuss issues such as the role of grammar in language teaching, 

claims for and against grammar teaching, common grammar instruction approaches, 

the use of grammar terminology. The last part presents some empirical studies of 

grammar instructions in Taiwan. 

 

2.2.1 The role of grammar in second language acquisition 

     There have been heated debates over the place of grammar in second language 

acquisition. Opponents such as Krashen (1982) claimed that acquisition happens 

subconsciously in a low-anxiety learning environment. With sufficient 

comprehensible input, language learning will occur naturally without specific 

guidance from teachers. Similarly, Cook (2003) proposed that neither conscious 

learning nor explicit instruction can facilitate the natural order of language 

acquisition. This view minimized the importance of grammar and limited grammar 

instruction to a few simple rules only (Krashen, 1982; Krashen & Terrell, 1983).  

     However, Krashen’s (1982) claim has been criticized by proponents of grammar 
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teaching because of its lack of theoretical ground (Ellis, 2006; Nassaji & Fotos, 2004). 

Numerous studies have already proved that explicit grammar instructions can actually 

facilitate learning in language classrooms (Ellis, 2006; Nassaji & Fotos, 2004). For 

example, Yip (1994) investigated the effect of grammatical consciousness-raising in 

learners’ acquisition of ergative verbs and found that students who received longer 

consciousness-raising lesson outperformed the others in post-tests. In another study, 

after reviewing 12 studies concerning the effect of instructions and exposure, Long 

(1983) concluded that formal grammar instruction are beneficial to students’ learning. 

Although the controversy about the role of grammar still exists, most studies agree 

on the viewpoint that instructions indeed enhance the speed and success of second 

language learning.  

      

2.2.2 Approaches to grammar teaching  

Different scholars have proposed various point of views regarding how 

grammar should be taught. Main features of these approaches are illustrated below:  

(1) Grammar Translation Method 

Grammar Translation Method was originally used to teach students to read and 

appreciate foreign literature for the sake of developing mental discipline and 

intellectual growth (Larsen-Freeman, 2000). Despite its great popularity in Europe 

from the 1840s to 1940s, some teachers still embrace this teaching method to date. It 

has four crucial characteristics. First, the teacher is the authority in the classroom 

and students are expected to follow the teacher’s instructions. Second, reading and 

writing skills are emphasized, so lots of time is spent on vocabulary and grammar. 

Thirdly, there is usually little student initiation, and the interaction between students 

is rarely seen because it is the teacher who dominates the class most of the time. 

Fourth, techniques such as translation exercises, reading comprehension questions, 
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deductive application of rules and memorization are often employed to facilitate the 

learning process (Larsen-Freeman, 2000; Richards & Rodgers, 2001). 

 

(2) Inductive versus deductive teaching 

     The inductive and deductive distinction in grammar instruction mainly refers to 

the ways grammar is presented. In inductive teaching, students are exposed to a lot of 

examples first and then learn to discover or synthesize what they have seen on their 

own. Deductive teaching emphasizes more on given rules. Grammar structures or 

rules are presented at the beginning of instruction, followed by different types of 

practices or drills (Brown, 2001; Ellis, 2006). Deductive teaching has long been the 

focus of textbook editing and traditional ESL teaching technique such as Grammar 

Translation Method (Ellis, 2002a). On the other hand, scholars have found that 

inductive teaching not only improves students’ ability in hypothesis forming and 

testing (Corder, 1967) but also provides them more chances to explore the operation 

of language (Hawkins, 1984). 

(3) Focus on form versus focus on forms  

     The term “focus on form” was coined by Long (1991) to elucidate how grammar 

should be viewed in a CLT classroom. In a CLT classroom where meaning is primary, 

students are often asked to participate in authentic tasks in which they can 

communicate in the target language naturally. In this teaching context, focus on form 

is to direct students’ attention to “linguistic elements as they arise incidentally in 

lessons whose overriding focus is on meaning of communication” (Long, 1991, pp. 

45-46). This facilitates the acquisition of linguistic elements which students may 

otherwise ignore (Long, 1991). On the other hand, “focus on forms” refers to the 

rationale of traditional grammar translation method in which forms are emphasized 

more than meaning (Sheen, 2002). Teaching activities are usually designed with an 
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aim to help students memorize grammar rules, practice forms and produce accurate 

utterances. 

      

2.2.3 The use of grammatical terminology in language teaching 

     Scholars hold different positions toward the use of grammatical terminology in 

language teaching. The opponents of grammar translation method regard grammatical 

explanation and the terminology as indispensable tools to master a language (Brown, 

2001; Larsen-Freeman, 2000). Aronson Berman (1979) also claimed that terminology 

serves as a shortcut for students to classify grammar structures. However, researcher 

like Mitchell and Redmond (1993) argued against the use of terminology because they 

believe the goal of language learning is to develop the ability to communicate rather 

than acquire the explicit knowledge about grammar. Larsen-Freeman (1991) and 

Brown (2001) took a more eclectic approach and suggested that the use of 

terminology should depend on the characteristics of learners. Adults and highly 

educated students, for example, can improve their language competence through the 

grammar explanation because of their cognitive maturity. 

 

2.2.4 Grammar teaching in Taiwan 

     Traditionally in Taiwan, Grammar Translation Method and audiolingualism 

had been the key principle of English curriculum guidelines. Since the rise of CLT in 

the 1970s, the trend of English teaching had gradually shifted to a more notional, 

theme-based orientation. In 1994, CLT was officially included into the junior high 

school English curriculum guideline. The tenets of CLT center on students’ ability of 

communication and meaning negotiation (Brown, 2001; Butler, 2011; 

Larsen-Freeman, 2000; Richards & Rodgers, 2001). Accuracy is no longer the first 

concern as long as communication can be done effectively. Therefore, grammar 
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instruction under CLT requires teachers to keep explanations simple, lower the 

frequency of drills, and not to overwhelm students with too many grammatical terms 

(Brown, 2001).   

    Besides CLT, task-based language teaching also has some influence on English 

teaching in Taiwan. As its name suggests, task-based language teaching (hence 

TBLT) refers to an approach in which tasks are used to act as “the core unit of 

planning and instruction in language teaching” (Richards & Rodgers, 2001, p.223). 

Samuda and Bygate (2008) offered a clear definition about tasks: “a holistic activity 

which engages language use in order to achieve some non-linguistic outcome while 

meeting a linguistic challenge, with the overall aim of promoting language learning, 

through process or product or both”(p.69). Similar to the CLT’s advocators, 

proponents of TBLT stress the importance of real communication. They believe 

learners can learn better through interacting communicatively while engaging in 

activities or tasks that are related to real life (Brown, 2001; Richards & Rodgers, 

2001; Samuda & Bygate, 2008). Instead of learning grammar in isolation, students 

acquire different language structures through constant exposures to a variety of 

tasks. 

     Even though CLT and TBLT have been proposed in Taiwan for years, studies 

show that many teachers in Taiwan were still unable to integrate them into their class 

naturally. For instance, Lai (2004) employed both questionnaire and survey to 

understand Taiwanese high school teachers’ grammar teaching beliefs. The findings 

showed that although some teachers had gradually accepted new trends of language 

teaching, a majority of participants still held strong conviction on the effectiveness of 

traditional teaching methods. The empirical study by Lin (2011) on Taiwanese 

vocational high school teachers came to the same conclusion. Recently, Chen and Tsai 

(2012) found that although local researchers dedicated themselves to making 
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proposals that meet local needs, some teachers were not yet ready to apply them into 

their practice. The following quotation may best describe the English situation in 

Taiwan: 

 

    Classroom practitioners are torn between the test-driven teaching style that have 

been practiced since the beginning of English education in Taiwan, and a desire to 

adopt novel teaching approaches and/or use modern technology to develop students’ 

English proficiency for pragmatic purposes (Chen & Tsai, 2012, p.196). 

 

2.3 Empirical evidence on tensions in grammar teaching 

     The previous sections have already explained the complicated relationship 

between beliefs and practices. In this section, the tensions specifically related to 

grammar teaching will be illustrated with some empirical studies. 

     Some endeavors have been made to identify the tensions in grammar 

instruction as well as the reasons behind these tensions. Basturkmen, Loewen, and 

Ellis (2004) conducted in-depth interviews and classroom observations to explore the 

tensions of teachers’ beliefs and practices about incidental focus on form. They 

discovered that all three participants demonstrated some mismatches in their beliefs 

about focus on form. For instance, one participant claimed that grammatical errors 

should be corrected after tasks were finished, while 61.5 % of his error correction 

occurred during the observed tasks.  

Phipps and Borg (2009) found that although much has been written about the 

relationship between beliefs and practices, little research has been done to find out 

what constitutes core and peripheral beliefs in language education. Thus, they 

documented the interaction between the two to understand how they influenced 

teachers’ grammar teaching practices. The findings suggest that the practices that 
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seemed contradictory to participants’ stated beliefs were in fact consistent with other 

beliefs that are not that salient on the surface. The gap between those language 

teachers’ beliefs and practices was actually due to the inharmonious relationship 

between their core beliefs and peripheral beliefs. According to the results, they made 

the assumption that core beliefs seem to be the beliefs that are “experientially 

ingrained”. That is, the beliefs that are constantly practiced and verified by 

individuals. Peripheral beliefs are the ones that are only “theoretically embraced” by 

individuals. They may be changed easily because people hold weaker conviction in 

them. It was the core beliefs that influenced most powerfully on teachers’ grammar 

teaching practices.  

     Wu (2006) conducted an in-depth qualitative analysis on the grammar 

teaching beliefs and practices of four ESL teachers in Hong Kong. In particular, he 

was interested in the formation of teachers’ conflicting beliefs on teachers’ thoughts 

and actions. The results suggested that three out of four participants in this study 

held a more traditional viewpoint about education and considered the role of teacher 

as a “dispenser of information” (p.344). Grammar was viewed as a subject matter 

instead of a tool to be utilized. These participants also shared some 

commonalities—all teachers highly valued the importance of memorization, which 

was consistent with the thoughts of many Taiwanese teachers.  

In Taiwan, tensions between teachers’ grammar teaching beliefs and practices 

have already gained some attention. Hsu’s (2006) study investigated teachers’ 

grammar teaching beliefs and practices and attempted to find out the solution to 

bridge discrepancy between the two. In this study, striking tensions were found in 

aspects such as question types, inductive and deductive teaching, etc. Also, three 

factors were identified as possible factors of divergence: prior teaching experience, 

time constraints and the textbook. Chung (2008) employed questionnaires and 
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post-hoc interviews to find out senior high school teachers’ tensions in grammar 

instruction. During the post-hoc interviews, all participants felt that their grammar 

teaching methods were somehow confined by the entrance exam system, and that 

their teaching would be totally different without the entrance exam.  

 

2.4 Rationale of the present study and research questions 

     After reviewing related literature, the investigator found that a lot of studies in 

Taiwan seemed to center on the content and sources of teachers’ grammar teaching 

beliefs. Although some studies tried to identify tensions and the reasons behind such 

tensions (Hsu, 2006; Huang, 2010), in most studies, tensions were only addressed as a 

minimal part. The present study filled this gap by making effort to “explore, 

acknowledge and understand the underlying reasons behind such tensions” (Phipps & 

Borg, 2009, p. 388). Recently in Taiwan, 12 year national education has been 

implemented since 2014, which implies that students now seem to be free from the 

pressure of basic competence test. Do junior high school teachers adjust grammar 

teaching methods to meet the trend of new entrance system, as what the teachers 

claimed in Chung’s (2008) study? Besides, since CLT has been advocated in Taiwan 

for twenty years, do teachers’ grammar teaching beliefs and practices still remain 

traditional? These questions also motivated the investigator to conduct the present 

study. 

       The current study adopted Green’s (1971) framework on core/peripheral 

beliefs and Phipps and Borg’s (2009) suggestions to seek in-depth understanding of 

teachers’ core and peripheral beliefs in grammar teaching. The goal of the present 

study is to create an in-depth portray of junior high school teacher’s tensions, to 

construct a better understanding of the complex relationship between beliefs and 

practices, and to provide insights to contradictory beliefs. The research questions are 
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as follows: 

1. What constitutes this junior high school teacher’s core beliefs and 

peripheral beliefs in grammar teaching? 

2. How does the teacher approach grammar teaching in actual classroom 

settings? 

3. What are the tensions between the teacher’s grammar teaching beliefs and 

practices? 
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CHAPTER THREE                                          

METHODOLOGY 

     In this chapter, the research method employed in this study will be presented. 

The first section explains the reasons of choosing qualitative case study as research 

design. Then, principles of participant selection as well as participant profile will be 

described. The third section deals with data collection, including the multiple tools to 

generate data. The fourth section presents the procedures of the present study. Finally, 

the last section introduces the rationale of data analysis. 

 

3.1 Design of this study 

This study mainly followed Phipps and Borg’s (2009) rationale on grammar 

teaching tensions. A qualitative case study was used as the research design for three 

main reasons. First, the mental process of how teachers transform their grammar 

teaching beliefs into practices is very complicated and requires in-depth research 

methods to document (Hood, 2009; Pajares, 1992). Second, in-depth analysis of a 

case or multiple cases can maximize our knowing about the phenomenon under 

investigation (Dörnyei, 2007). This is also what Phipps and Borg (2009) encouraged 

researchers to do in studies about teacher beliefs. Third, grammar teaching tensions 

generated from discussions of actual classroom practices may more honestly reflect 

perspectives deeply rooted in reality (Phipps & Borg, 2009). Therefore, the results of 

this qualitative case study will be useful in teacher education because they can portray 

participants’ grammar teaching tensions in great details (Hood, 2009; Phipps & Borg, 

2009; Richards, 2003), and can be applied to improve current practices in this 

particular English teaching environment (Hood, 2009).  

 

3.2 Participant 
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3.2.1 Selection of the setting and participant 

     One junior high school in northern Taiwan was selected as research setting. The 

reasons of choosing this research setting are twofold. First, the investigator has taught 

in this school for six years and has established enough intimacy and rapport with 

teachers here. In qualitative studies, a higher degree of trust between researchers and 

participants can bring in rich data that help researchers become “empirically confident” 

(Glaser & Strauss, 1967, p. 61) with the information needed to answer research 

questions (Dörnyei, 2007; Glaser & Strauss, 1967). Second, conducting qualitative 

research at the investigator’s own school increased the participant’s awareness of 

grammar teaching tensions, which may serve as “driving force” (Golombek & Johnson, 

2004, pp. 323-324) for professional development (Farrell & Bennis, 2013; Golombek 

& Johnson, 2004; Phipps & Borg, 2009). This is also in line with a key feature of action 

research— to “change the social system in schools and other education organizations so 

that continual formal learning is both expected and supported” (Calhoun, 2008, p. 1). 

To fully understand the tensions within this particular setting, one experienced 

English teacher, Jane, was selected as the participant of the current study. Jane was 

selected for three reasons. First, as the most experienced English teacher in this 

school, Jane has gone through the period in which grammar translation method was 

highly valued as well as the time when the spirit of communicative approach was 

included into textbooks. As mentioned earlier, Phipps and Borg (2009) found that 

core beliefs seemed to be the beliefs that are “experientially ingrained” while 

peripheral beliefs are the ones that are only “theoretically embraced.” Choosing an 

experienced teacher as the participant allowed the investigator to verify Phipps and 

Borg’s (2009) hypothesis about these characteristics. Second, after having some 

talks with two other experienced teachers in this school, both of them suggested Jane 

as the best candidate because “she teaches quite differently from the rest of us.” 
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They described Jane as a teacher who liked to try out new teaching materials (such 

as e-books provided by publishers) and use different teaching techniques. One even 

mentioned that Jane was “good at teaching grammar.” Thirdly, during English 

teachers’ monthly meeting, Jane often encouraged other teachers to change their 

grammar teaching belief through time. For example, she advised other teachers not 

to use grammar terminology as instructions in the test paper because she thought 

terminology should not be the center of instruction. These were signs that Jane was a 

teacher who had her own teaching principle and rational thinking, making her 

“different” from other teachers in this school. Patton (1990) described purposeful 

sampling as a way to “select information-rich cases whose study will illuminate the 

questions under study” (p.169). According to the reasons given above, Jane was no 

doubt the most suitable participant that may generate the most information in this 

context.  

In the current study, investigator’s familiarity with participants’ personalities, 

school environment and atmosphere can not only elicit rich data but also increase the 

credibility of the results. 

 

3.2.2 Background of the participant 

     This is a medium-sized school composed of 30 classes. This school is located in 

New Taipei City, adjacent to Taipei City. The average academic performance in this 

school was around medium to low level. About one-third of the students were 

unmotivated learners who had no interest in English. Neither did they spend much 

time on textbook materials or other extracurricular learning resources. 

     Jane, the most experienced teacher among the three, has been teaching for 22 

years. During the first few years of her teaching career, she found that what she 

learned in previous teacher education courses seemed insufficient. Therefore, she 
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joined a summer training program made for school English teachers who sought 

professional development. This training program lasted for four summer vacations 

and involved various courses such as poetry, prose, linguistics and English teaching 

theories. Most important of all, it provided a great opportunity for Jane to exchange 

teaching experience with other high school teachers. Compared with other teachers 

in this school, Jane was more willing to try out new teaching techniques than other 

English teachers. For example, when publishers started to promote e-books, she was 

the first one to include them in her teaching. She even shared her experience with 

other colleagues, telling them how e-book facilitates learning and teaching. Some 

teachers who were skeptical about its usefulness and afraid of operating new 

software started to give it a try after Jane’s encouragement. Except for e-books, 

other multimedia such as short clips, online articles and songs were also incorporated 

into her class. Jane’s passion to teaching, rich experience and open-minded attitude 

on new things made her the most influential and respectful English teacher in this 

school. In many ways, she acted as a senior leader who shaped the English teaching 

atmosphere in this school. 

           

3.3 Data collection  

     In qualitative case studies, it is desirable for researchers to collect various types 

of data as a way to triangulate findings and increase trustworthiness (Hood, 2009; 

Merriam, 1998). Common sources of data involve interviews, direct observation and 

documents (Hood, 2009). To obtain rich and credible data, the current study 

employed two semi-structured interviews, classroom observations for two units 

which lasted for six class periods, field notes for classroom observation, four 

stimulated recall interviews about certain instructional decisions, field notes from 

English teachers’ monthly meetings, as well as the test paper compiled by Jane. 
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Details for each data source and how they were administered in the study are 

delineated in the following sections. 

 

3.3.1 Interviews 

     Interviews were conducted in two forms: semi-structured interviews and 

stimulated recall interviews. The former aimed at documenting teachers’ stated beliefs, 

while the latter focused on the reasons of instructional decisions behind actual 

teaching practices. 

 

3.3.1.1 Semi-structured interviews  

     Semi-structured interviews refer to the kind of interview in which researchers 

prepare some topics about general direction but are also open to accept any issues that 

the interviewee brings out (Dörnyei, 2007; Nunan, 2001). Due to its adjustability, this 

instrument is popular among researchers who believe in interpretative nature of data 

(Nunan, 2001). Since the focus of this study is to deeply portray English teachers’ 

grammar teaching tensions, the adoption of semi-structured interviews was suitable 

for generating data with sufficient depth and breadth. 

In the present study, two semi-structured interviews were employed for the sake 

of obtaining sufficient data (Polkinghorne, 2005). They were administered at the 

beginning of the study, each of which lasted for one and a half hours. The two 

interviews were conducted in Chinese, the language that the participant was 

comfortable with. The first interview aimed at breaking the ice, establishing rapport 

and understanding teachers’ overall grammar teaching beliefs. After the first 

interview, the investigator collected concepts that were worth exploring or ideas that 

need further explanation as topics for the second interview (Dörnyei, 2007; 

Polkinghorne, 2005). The second interview concentrated on Jane’s grammar teaching 
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beliefs, stated practices and other issues about tensions. 

General topics covered in the interviews included (1) demographic information 

and autobiographical narratives about grammar learning and teaching, and (2) 

teachers’ stated beliefs and stated practices about grammar teaching. The interview 

questions were mostly open-ended, allowing participants to “develop their responses 

in ways which the interviewer might not have seen” (Campbell, McNamara, & Gilroy, 

2004, p. 99). For example, the investigator initiated the talk with the lead-off question 

“Could you please tell me some general information about your teaching career, such 

as years of teaching and the schools you used to teach at, etc?” Based on the 

participant’s answer, question like “What was your teaching experience like before 

you came to this school?” was later raised in order to know more about the 

participants’ prior teaching experience. These general questions then led to 

autobiographical questions about personal history of grammar teaching and learning, 

which has been reported to significantly influence beliefs and practices (Borg, 2003, 

2006; Golombek & Johnson, 2004). Here, the investigator asked questions such as 

“Could you describe how you learned grammar in the past? How did your learning 

experience as a student influence your present grammar teaching methods?”, “You 

mentioned that you joined a summer training program about English teaching. How 

did this experience influence you?” After these questions, the topics about teachers’ 

stated beliefs and practices were brought into the discussion. These topics were 

explored through a lead-off question: “Could you describe the typical teaching 

procedure in one unit?” and succeeded by questions about concrete grammar 

instruction practice such as “In terms of grammar instruction, can you tell me your 

detailed teaching procedure when it comes to a new grammar concept?” Other 

questions regarding the rationale behind participants’ grammar instructions followed. 

The questions included: “What do you think is the most helpful way of teaching 
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grammar to students in this school? Why do you think so?”, “Besides what you have 

mentioned above, what are the most common approaches in your grammar class? 

Why do you like to use them?” All interviews were audio-recorded and transcribed. 

 

3.3.1.2 Stimulated recall interviews 

     A stimulated recall interview is an instrument in which participants are invited to 

reflect upon their thought process after performing certain tasks or experiencing some 

events (Dörnyei, 2007; Nunan & Bailey, 2009). To facilitate the recollection process, 

researchers usually provide relevant data collected during the events as stimulus, such 

as video recordings, audio recordings, transcripts of these recordings or researchers’ 

field notes (Nunan, 2001; Nunan & Bailey, 2009). Stimulated recalls are 

recommended in classroom research because they can, as Nunan and Bailey (2009) 

states, “document the perspective of lesson participants without interrupting them 

while the lesson is in progress,” and “get better information than simply by asking 

them to remember the lesson without support data” (p.259). 

     Based on the guidelines proposed by Dörnyei (2007), stimulated recall 

interviews in the present study followed three principles: (1) The stimulated recall 

interviews were held within two days after classroom observations to ensure 

participants’ retention; (2) sufficient context information and audio recordings of 

teachers’ grammar instruction were provided as stimulus to elicit more responses; and 

(3) the interviews were conducted in the language that the participant were 

comfortable with. A total of four stimulated recalls were conducted throughout the 

observation in Chinese. Questions for stimulated recalls mainly centered on the 

reasons behind teachers’ particular instructional decisions and how the reasons related 

to their beliefs. For instance, “In this class, you spent 10 minutes explaining the 

differences between gerunds and present participles, what was your rationale behind 
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this instructional practice?” and “I noticed that you asked them to answer lots of 

questions about grammatical terminology today. Could you elaborate more about 

your purpose?” These questions helped reveal some insights valuable for the 

following analysis. 

 

3.3.2 Observation 

    Borg (2003) believes that in research about language teachers’ beliefs, observing 

actual classroom practices is essential for acquiring a holistic picture toward the 

phenomenon under investigation. Classroom observation in this study purported to 

see what actually happened in the classroom to clarify and supplement teachers’ stated 

beliefs. Observations were conducted in a non-participant and unstructured manner. 

In the former, the investigator sat quietly in the classroom and do not participate in 

any classroom interaction (Dörnyei, 2007; Hood, 2009). In the latter, the investigator 

observed the general situation first and then decided which part of the data were more 

important than others (Dörnyei, 2007). 

     Jane’s observations lasted two units, including six class periods. The decision of 

observing the whole unit instead of “grammar section only” was to include all the 

possible grammar teaching practice into consideration. Generally speaking, teachers 

do not mention grammar only in grammar sections. Grammar is often incorporated 

in other sections such as reading, dialogues and vocabulary as a way to review and 

refresh students’ memory. Observing two whole units allowed the investigator to see 

how and to what extent teachers’ beliefs were realized in different grammatical issues. 

Through the comparison of stated beliefs and grammar instructions, valuable data 

concerning tensions arose. Besides, due to the anxiety that cameras may bring to 

teachers and students (Phipps & Borg, 2009), all observations were audio-recorded 

instead of video-taped. Narrative field notes (Dörnyei, 2007; Nunan & Bailey, 2009) 
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were used to keep details that cannot be recorded audibly and also served as a record 

to remind the investigator what to explore in stimulated recalls.  

     In addition to classroom observations, English teachers’ regular meetings also 

served as a useful data source. The meetings were held monthly for all the English 

teachers in this school to arrange school tasks, share teaching experiences, develop 

consensus about certain issues, or discuss problems on monthly test paper. In this 

meeting, teachers were free to talk about their problems on English teaching, and 

others who experienced similar problems would offer their advice. The investigator 

observed how Jane interacted with other teachers in the meetings to gain more 

understanding about her teaching philosophy. 

 

3.3.3 Documents 

     Documents are also useful in informing researchers about the issue being studied 

(Polkinghorne, 2005). In qualitative studies, they may be in the forms of written data 

(such as letters, reports, newspaper articles), visual data (such as paintings or 

photographs) or artifacts (such as tools and artwork) (Hood, 2009; Polkinghorne, 

2005). In the present study, major documentary evidence included the e-book 

provided by the publisher (with Jane’s teaching notes on it), the extracurricular 

teaching files in Jane’s notebook computer, and the monthly exam paper compiled 

by her. Having access to these documentary sources allowed the investigator to 

observe teachers’ beliefs and practices from another perspective which may or may 

not be in accordance with teachers’ stated beliefs. The test paper and the grammar 

teaching notes on the e-book reflected her beliefs about what to teach, how to teach, 

as well as expectations about what students should acquire after grammar instruction. 

The extracurricular teaching files in the notebook computer demonstrated Jane’s 

effort on actualizing certain beliefs. The resources all together revealed crucial 
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aspects about beliefs, practices and tensions.  

 

3.4 Procedures 

     First, the investigator began to collect related literature since July, 2013. The 

process of literature collection continued through the whole research process. The 

procedures of data collection involved three stages: pre-observation, observation and 

post-observation. Pre-observation stage started from the beginning of the new 

semester and lasted for the whole September. The main purpose of this stage was for 

the investigator to get used to the research setting and establish trust with participants. 

Two semi-structured interviews with the participant were administered during this 

period. These two interviews centered on breaking the ice, establishing rapport and 

understanding participants’ demographic information, teaching experience and stated 

grammar teaching beliefs. At this stage, the investigator also gained participants’ 

permission to have access to the documentary evidence mentioned previously. The 

second stage lasted from October to December. Jane’s English class was observed for 

two units, and the investigator kept field notes at the same time. Stimulated recalls 

were administered whenever the investigator witnessed an instructional decision that 

required further elaboration. The field notes of English teachers’ monthly meeting 

were recorded until the end of the semester, that is, January 2014.  

 

3.5 Data analysis 

     As Stake (1995) simply put it, analysis is a “matter of giving meaning to first 

impressions as well as to final compilations” (p.71). In qualitative studies, data 

analysis is elaborated as a process that researchers identify and categorize all relevant 

data with an aim to find out the patterns of one’s acts and thought process (Seliger & 

Shohamy, 2003).  
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     Following the rationale of Borg and Phipps’ (2009) study on grammar teaching 

tensions, the data analysis of the present study was conducted in an iterative manner 

(Dörnyei, 2007; Hood, 2009)— a “non-linear, ‘zigzag’ pattern” of moving “back and 

forth between data collection, data analysis and data interpretation depending on the 

emergent results” (Dörnyei, 2007, p. 243). In other words, the investigator started to 

think about how data should be analyzed at the beginning of data collection and 

constantly went back to the original data to revise previous codes according to newly 

conceived ideas (Dörnyei, 2007; Hood, 2009; Richards, 2003; Stake, 1995). This 

provided the opportunity of testing out initial thoughts toward grammar teaching 

tensions and having early exposure to practice coding process.  

     All data in the current study, including the interview transcripts, classroom 

observation data with audio recordings and field notes, and other document related to 

Jane’s teaching philosophy were analyzed through initial coding and second-level 

coding (Dörnyei, 2007). During initial coding, the investigator re-read, highlighted 

and labeled key concepts of Jane’s belief systems in a hope to get a general picture of 

the data. In this phase, several common grammar teaching issues in the literature 

were adopted as the initial categories, such as inductive/deductive teaching, focus on 

form/focus on forms, implicit/explicit teaching, the role of grammar instructions, 

and the use of grammar terminology. Meanwhile, some general education issues 

proposed by previous researchers were included into the coding process as well, as 

Phipps and Borg (2009) found that generic education beliefs take a central place in 

forming English teachers’ core beliefs. Issues of this kind encompass teachers’ 

beliefs on the process of education (Wu, 2006), on teachers’ role and leaners’ role 

(Wu, 2006), attitude toward social teaching norms (Hsu, 2006; Huang, 2010; Shih, 

2011), time limits (Chung, 2008; Hsu, 2006; Wu, 2006) as well as beliefs about 

classroom management (Farrell& Bennis, 2013; Huang, 2010; Shih, 2011)  
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Second level coding came after initial coding. It moved from mere description of 

events to the discovery of emerging patterns in order to find out the most prominent 

characteristics of Jane’s grammar teaching. With the initial categories in mind, the 

investigator first grouped together the codes with similar features into sub-categories. 

The sub-categories were then organized into categories and themes according to their 

salient features. The investigator also decided which initial category should be kept 

and what should be added as new categories. After recurrently examined the data, 

several themes were found to be the most salient in the participant’s belief 

system—Jane’s perspectives on the process of education, teachers’ role in teaching, 

students’ role in learning, the role of grammar in English teaching  and the use of 

grammatical terminology . These themes constantly emerged from Jane’s teaching 

practices as well as stated beliefs, and therefore merited more discussion. A 

hierarchy of codes, categories and recurrent themes about Jane’s core beliefs, 

peripheral beliefs and grammar teaching tensions were finally established and 

organized from concrete descriptions to abstract concepts.  

     The analysis of document was mainly employed as additional information for a 

more comprehensive understanding of the participant’s beliefs and practices. It was 

also a source of triangulation to increase the reliability of the study (Denzin, 1970). 

First, the investigator scrutinized the test paper, field notes of English teachers’ 

monthly meetings and the extracurricular teaching files, trying to get a general idea 

about them. Then, the investigator tried to find out the relationship among Jane’s 

stated teaching philosophy, actual teaching practice and these documentary data by 

using the techniques of initial coding and second level coding mentioned above. 

When beliefs did not correspond with practice, the document provided genuine 

evidence for verification and identification. 

     It should also be noted that the themes and categories presented in this study 
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can only capture part of the participating teacher’s core beliefs. Owing to the 

grammar-centered phenomenon in Taiwanese English teaching context, the core 

beliefs identified in the present study may only be limited within the scope of 

grammar instruction instead of a comprehensive description of the participant’s 

English teaching as a whole. 
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CHAPTER FOUR                                              

RESULTS 

Chapter three describes the methods for conducting this present study. The 

purpose of chapter four is to report the results of the obtained data. It includes three 

sections: The first section reveals the beliefs that influenced Jane the most as well as 

those that were less influential in her grammar teaching, that is, core beliefs and 

peripheral beliefs. Section two reports the way in which grammar was taught in Jane’s 

English class. Then, the tensions that existed between core and peripheral beliefs will 

all be presented in the last section of this chapter. The research questions are as 

follows: 

1. What constitutes this junior high school teacher’s core beliefs and 

peripheral beliefs in teaching? 

2. How does this teacher approach grammar teaching in actual classroom 

settings? 

3. What are the tensions between the teacher’s grammar teaching beliefs and 

practices? 

 

4.1 Core and peripheral beliefs in grammar teaching 

     According to Green (1971), core beliefs and peripheral beliefs both exist in 

people’s state of minds but have different influence on their behaviors. To realize what 

beliefs affected more and what beliefs seemed to be minor, data from multiple sources 

were gathered for a thorough analysis. The analyzed data included semi-structured 

interviews, stimulated recalls, classroom observations, field notes on English 

teachers’ monthly meeting, and related documents such as e-books with the 

participant’s teaching notes, the extracurricular teaching files in Jane’s notebook 

computer, and the monthly exam paper compiled by her. After the analysis, Jane’s 
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core beliefs emerged from three aspects: teaching in general, the teacher’s role in 

teaching and students’ role in learning. On the other hand, her peripheral beliefs were 

mostly related to English language teaching itself, such as the significance of English 

and the role of grammar in junior high school. 

 

4.1.1 Jane’s core beliefs in teaching 

Generally speaking, Jane’s core beliefs revolved around one central concept: 

teaching as a process of knowledge transmission. For her, the teacher’s primary 

responsibility was to transmit knowledge. Her knowledge of the transmission 

perspective can be categorized into three subcategories: (1) teaching in general (2) the 

teacher’s role in teaching, and (3) students’ role in learning 

 

4.1.1.1 Teaching in general 

 From the perspective of teaching in general, Jane’s first priority in English class 

was to finish all the knowledge in the textbooks before monthly exams and mock 

exams. Most of her time was spent on the textbook content knowledge such as new 

sentence patterns, vocabulary items, dialogues and reading passages. Only when 

time permitted, classroom time was spent on activities and student management. For 

example, Jane assigned exercises in the textbook as homework, but she only checked 

them when there was enough time. As the following dialogue shows: 

 

R: So you tell them to finish this section after class, but you won’t spend time 

checking whether they finish it or not in the next period? 

T: Well, it depends. If I have time, I’ll check [their homework]. But more often 

than not we don’t have time to do the checking… it really depends [on the 
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time]. (J-7-229-231)1 

 

     Activities such as short clips and interesting articles would be incorporated when 

there was less time pressure. In other words, Jane had to finish the content knowledge 

of the day first to see if there was any time remained for other activities. As she 

stated, “If I have already finished what I want to teach in this period, I would show 

them interesting clips and articles.”  

  Songs and chants were also part of Jane’s classroom activities. However, due 

to their time-consuming feature, she tended to implement them at times when “there 

is less time pressure…such as in summer courses or after 9th graders’ big test.”  

     All in all, “time” was the key factor that influenced Jane’s decision making on 

what to do and what not to do in class. For her, most of the time in English class 

should be devoted to the transmission of knowledge first.  

 

4.1.1.2 Teacher’s role in teaching 

The fact that Jane regarded teaching as a process of knowledge transmission 

also influenced her perception about the teacher’s role in teaching. She thought that 

teachers should be guides who lead students to pursue higher grades on tests. This 

goal was achieved by two means: organizing knowledge for students and offering 

test-taking skills.  

Organizing knowledge constituted a big portion in Jane’s teaching. During 

English class, she often synthesized related grammar with new grammar points and 

showed students the differences among them, as she narrated in one interview: 

 

When I teach ninth graders, I would bring in what they have learned in the past. 
                                                      
1 J-7-229-231 refers to page 7 on Jane’s semi-structured interview scripts. 
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Before teaching present perfect tense, for example, I would lead them to go 

through present tense, present progressive tense, past tense and future tense one 

by one….I won’t arrange a particular period of time to do the review for them. I 

like to bring in the old stuffs from time to time. When it comes to present 

perfect tense, I usually start from present tense sentences like “He eats apples 

every day” and then move on to “He ate an apple yesterday,” “He will eat 

apples,” and finally “He has eaten an apple.” (J-7-253-258)  

 

Another way that Jane organized knowledge was to make good use of marks: 

“When I’m explaining a sentence, I usually make several marks using different colors. 

Each color represents different types of grammar, sentence patterns or phrases.” She 

was convinced that once students were used to the marks she made, it would be easier 

for them to analyze sentences to get correct meanings on their own.  

Besides content knowledge, Jane incorporated instructions about test-taking 

skills to help students get higher grades. As the following excerpt shows: 

 

When you do reading comprehension like this one, look for the answers right 

away when you are on line 2. Don’t wait until you finish the whole article. It 

will be clearer for you to find out the answers if you don’t have too many lines 

to read. (J-obs-10-376-378)2 

 

Jane knew that in reading comprehension tests, most students tended to read the 

passages first and then did the questions. In this way, however, they had to go back 

and forth between the articles and the questions to find out the answers to each 

question. This not only increased more reading load but also took more time, which 
                                                      
2 J-obs-10-376-378 refers to the data in Jane’s observation transcripts. 
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was inefficient under test-taking situations. Therefore, she suggested them to read the 

questions before they finish the whole article to save more time. 

Jane’s rich teaching experience gave her the ability to “foresee” students’ 

common mistakes and offer guidance in advance. For instance, she found that high 

achievers tended to spend time practicing difficult grammar exercises but overlook 

the most basic concepts. Therefore, reminders were provided for these students: 

 

Pay attention to present tense rule like this. When you take the big test in the 

future, many of the questions are actually quite basic. However, some of you 

may do well on difficult grammar questions [like present perfect tense] but fail 

to answer questions about present tense or even be verb questions. (J-obs-1-7-9) 

 

Experience also allowed Jane to know how careless students might be during 

tests. Thus, correspondent test-taking advice was provided for students to avoid such 

mistakes: 

 

Many of you are sometimes so nervous during tests that you don’t see a 

negative word here. So it is better if you put down a circle or a cross in front of 

each question on the test paper. In this case, you can easily know what the 

answer is. (J-obs-11-381-382)  

 

In all the excerpts above, it was found that knowledge was transmitted in an 

organized and comprehensive manner—instructions were given clearly, textbook 

content was well-explained, and test-taking skills were taught in detail. She tried to be 

a responsible guide and a role model who set up a good example for students to 

follow. 
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4.1.1.3 Students’ role in learning 

Based on her knowledge transmission point of view, Jane’s primary expectation 

for students was that she wanted them to become active followers in class. That is, 

students themselves should take responsibilities in their own learning and follow 

teachers’ instructions actively. Such belief, as she recalled, might stem from her 

learning experience as a student. The first teacher that influenced Jane was her math 

teacher in junior high school: 

 

I kept thinking about that teacher when I just started my teaching career…He 

often asked us to study or do exercises, but he never checked homework or gave 

quizzes on the exercises he assigned. Yet, he could always tell how much effort 

we made from our answers and reactions in class. I really liked the way he 

taught us then. (J-1-25-28) 

 

One of Jane’s senior high school teachers also held similar belief on students’ 

role. That high school teacher used her own university learning experience to show 

Jane the importance of self-learning. At that time, one university teacher asked the 

whole class to write a piece of English composition every week. However, he also told 

them he had no time to confirm whether they did it or not. Surprisingly, “all students 

follow the teacher’s instruction because they knew they could eventually benefit from 

this kind of practice.” 

     The two teachers’ belief about active learning was accepted by Jane and deeply 

rooted in her belief system. In her point of view, teachers and students both had their 

share of responsibilities to take. Once the teacher accomplished his/her own 

knowledge transmission part, it was students’ job to do the rest. That is, thinking and 
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practicing actively and voluntarily without being forced by the teacher. For example, 

whenever Jane finished certain pages in the textbook, she often told students to do 

relevant grammar exercises on the workbook. Jane did not always check their 

homework in the following period. As she told her students, “I can tell whether you 

complete your homework or not without actually checking it one by one” because 

students’ reaction was always the best answer. Jane knew well that “docile students 

would really follow what I say and do the designated pages,” so she did not pay too 

much attention to the students who failed to finish their homework.  

In Jane’s class, students were encouraged to do their own thinking instead of 

waiting passively for the answers. In one grammar class, for instance, Jane wanted 

students to make one past tense sentence using some given words. When she noticed 

that many students just sat there and waited to copy her answer, she reminded them: 

 

You should make the sentence before I tell you the answer! Once you write out 

the sentence on your own, it becomes yours. Try not to copy but to check your 

own answer with mine. (J-obs-1-30-31) 

 

     A similar situation occurred in another class, where Jane was analyzing and 

explaining the exercises in the workbook. About half of the students did not finish the 

workbook in advance, so Jane had to wait for them to write down the answers. 

Meanwhile, she taught the other half of the students how to use their time well: 

 

Don’t waste your time now. Read the whole sentence once again. By constantly 

reading correct sentences, you will acquire them naturally without spending 

extra time memorizing them. (J-obs-9-326-327) 
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The excerpts above provided evidence about what Jane required students to do 

as active followers. In class, students should follow teachers’ guidance, listen 

carefully and make use of the spare time to improve themselves. After class, students 

were expected to review what they had learned either by doing related exercises or 

memorizing textbook content. 

 

4.1.2 Jane’s peripheral beliefs 

Except for the core beliefs mentioned in the previous section, it was found that 

some of Jane’s other beliefs coexisted in her belief system but only exerted peripheral 

impact on her behaviors. When the peripheral beliefs were in conflict with her 

knowledge transmission point of view, Jane was inclined to postpone them until core 

beliefs were completed. These peripheral beliefs were found to be more related to 

English language teaching issues—her perceived significance of English and the role 

of grammar in junior high school. 

 

4.1.2.1 Jane’s perceived significance of English 

     During the interviews, Jane often mentioned her interpretation about the 

significance of English and what attitude she hoped to develop in her class. In this 

section, Jane’s perceived significance of English will be presented first, and then the 

teaching techniques that she used to demonstrate such significance will be illustrated. 

A frequent statement in Jane’s interviews was “I want them to at least know 

that English is a tool”. For her, learning English was not just for test-taking purpose. 

Instead, English enabled students to explore more possibilities in the world. She was 

acutely aware that most students in this school had no interest in pursuing academic 

achievement, so it was especially essential to educate them how English can be 

beneficial for their future career:  
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I told them that I would offer as much [knowledge and learning resources] as I 

can, and I hope you can try your best following me. No matter what kind of job 

you do in the future, being poor at English is likely to get you into trouble. (J-6 

197-198)  

 

To make her words more convincing for students, she drew on the experience of 

the graduated students. For example: 

 

One of my students works as an electrician now. He is deeply aware of the 

importance of English because some of his customers are foreigners. He always 

thinks how great it would be if he could communicate with them. (J-6-198-200) 

  

Nevertheless, Jane also acknowledged that it was not enough for students to 

understand the concept of “English as a tool” by merely listening to her lectures. 

Some teaching techniques were employed to “let them know there are many ways that 

you can learn and use English.” She believed the techniques were able to link students 

with the outside world where English is used practically and naturally. 

     The most frequently used teaching technique, as Jane described, was to show 

students interesting short clips at the end of the class. Jane liked this technique 

because it was the most efficient way to increase learning motivation: 

 

     …it only takes one or two minutes…many of them look forward to watching the 

clips at the end of the class…They especially loved the kind of clips like 

“Annoying Orange.” The dialogues in Annoying Orange are so simple that they 

can easily understand. (J-7-243-245) 
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Aside from short clips, Jane sometimes introduced English songs and popular 

music to increase students’ motivation. She would spend minimum time pointing out 

important grammar points in the lyrics and spare more time for students to enjoy the 

songs:  

 

I won’t spend too much time [talking about grammar] because it is more crucial 

for them to enjoy the song itself. Keep talking about grammar only scares them 

away. If the rhythm of a song interests them, they may want to learn more about 

it voluntarily. (J-11-388-390) 

 

     Songs and clips provided students the opportunity to verify the knowledge they 

learned with real life conversation. Jane thought that this was especially useful for the 

students who had basic English competence but had no confidence applying it. As she 

stated,  

 

      I want to let them know that there are many ways to learn English, so they don’t 

really need to go into the grammar part to bore themselves. I don’t want them to 

hate English. I often tell them that with English, you can do many things such as 

listening to music and watching clips. It is even more exciting if you understand 

every word in those interesting clips. (J-11-397-399) 

 

From the techniques she described, it can be inferred that Jane tried hard to 

demonstrate students the link between English and the real world while still 

maintained their learning motivation at the same time. She was aware that talking 

too much about grades and tests only made them turn their back to English. As long 
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as time permitted, she liked to bring in multiple learning resources to reduce their 

learning pressure.  

 

4.1.2.2 The role of grammar in junior high school 

     The second peripheral belief in Jane’s teaching philosophy was about how she 

perceived the role of grammar in junior high school. As she indicated, “grammar is 

essential for beginners, but it also shouldn’t be over emphasized.” In her point of view, 

teaching grammar was “the most efficient way for non-native speakers to pick up a 

new language,” especially for novice learners. Grammar was therefore an 

indispensable component in junior high school setting.  

     Despite the crucial role that grammar played for beginners, Jane indicated that 

grammar should not be overly stressed in the whole learning process. She said,  

 

     I teach grammar, but I don’t emphasize it too much in reading sections. I told 

students that when you reach a certain level, you don’t have to keep memorizing 

grammar. Instead, you improve yourself through extensive reading. For students 

who have better English competence, I often suggested them to learn new 

sentence patterns through articles. (J-11-377-380) 

 

     Jane pointed out that digging into challenging grammar questions may wear out 

one’s zeal for English. Interest was the only key to sustained learning. Once students 

had certain familiarity with basic grammar, “I would recommend them to read prose 

and novels so that they can take pleasure in the beauty of words and language.” 

     In the same vein, grammatical terminology, as Jane maintained, should be 

mentioned but should not become the focus of English class because “it is more 

important to use grammar than memorize the terminology.” She got this insight from 
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her own experience as a teacher and a mother, saying: 

 

     If you go see the test paper of Basic Competence Test, you don’t see any 

terminology in it. This is why I don’t ask students to memorize them. In addition, 

my daughter is the kind of person who speaks good English without knowing too 

much terminology. A lot of her high school classmates knew more grammatical 

terminology than she does, but it’s fine by me. Knowing how to use the language 

is far more important. (J-10-356-360) 

 

     During the interview, Jane expressed her preference of teaching the terminology 

that was “the most common and the most basic ones” such as “parts of speech like 

verbs, nouns, adjectives, adverbs…” Parts of speech were regarded common and 

basic because “students also learn them in Chinese class” and “the principles of parts 

of speech [in both languages] are actually quite similar.” Memorizing too much 

terminology did not guarantee good English ability. She added,  

 

      It is already good enough if our students have clear understanding about parts of 

speech. You see, first they learn what nouns are, and then they know the words 

that modify nouns are classified as adjectives. Adjectives are further 

categorized into words, phrases and clauses. Second, they learn what verbs are, 

and then they learn that adverbs modify verbs, adjectives and adverbs. 

Gradually, my students would get to realize that these basic grammar principles 

are quite enough for their learning. (J-10-344-347) 

 

As the preceding excerpts demonstrated, Jane recognized the effectiveness of 

grammar for beginners like junior high school students. On the other hand, she also 
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realized the limitation of grammar and tried to minimize its proportion and the depth 

in her own class. 

 

4.2 Grammar teaching practice 

     This section reports Jane’s actual grammar teaching practice. Data were gathered 

from multiple resources ranging from classroom observations, stimulated recalls, 

field notes of English teachers’ monthly meeting, her teaching notes on the e-book, 

the extracurricular teaching files in the notebook computer, and the test paper 

compiled by Jane. Details about her grammar teaching practice were organized into 

two subcategories: proportion of grammar within one unit and the use of grammatical 

terminology. 

 

4.2.1 Proportion of grammar instruction 

     Through the observations, the investigator found that Jane devoted most of her 

time talking about grammar, either by explaining, reviewing or inquiring. Before 

analyzing the proportion of Jane’s grammar instruction, it is necessary to describe 

Jane’s teaching sequence of the whole unit to provide the entire picture of her teaching 

style.  

 

4.2.1.1 Teaching sequence within one unit 

     Jane structured the teaching sequence of each unit in a similar pattern. First of 

all, she began a new lesson by using the warm-up sections in the textbook. The 

warm-up sections usually contained some pictures and one well-designed question to 

elicit students’ utterance of the target sentence pattern in that lesson. After this, Jane 

would ask them to turn to “Sentence Pattern” part in the textbook in which she gave 

detailed explanation on grammar. Once grammar was finished, she then moved on to 
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reading and dialogue section. New words required for dialogues and readings were 

introduced before she talked about each piece of article. Finally, she ended the whole 

unit by explaining the written exercises in the workbook. Homework was assigned 

almost every period, either the exercises from the textbook or workbook. Whenever 

she finished new vocabulary or a reading passage, vocabulary tests and sentence 

translation quizzes were administered in the next period. As for the teaching materials, 

she brought her own notebook computer and employed the e-book provided by the 

publisher instead of using the hard copy. Some preparation work was done on the 

e-book beforehand, such as the teaching notes for new vocabulary and reading 

passages. 

     Most of Jane’s class followed this teaching pattern, while sometimes small 

variations occurred due to time considerations. Ideally, for example, she wanted to 

give quizzes and check homework at the beginning of each class. Yet, homework 

checking and explaining was sometimes skipped because there was not enough time. 

The skipped homework was then moved to some other day when time permitted. 

Similar situation was found in the way she arranged supplement teaching materials. 

These teaching materials such as interesting clips, songs, and articles, were not 

administered on a regular basis. Of all the classes observed, Jane only used them in 

one class. As she explained in one stimulated recall,  

 

      It depends on how much time left. Sometimes there were two or three minutes 

remaining when I finished a particular section, and I would show them 

something different so that they feel more relaxed. (J-sti-12-437-439)3 

 

4.2.1.2 Procedure of grammar teaching 
                                                      
3 J-sti-12-437-439 refers to the data in Jane’s stimulated recall transcripts. 
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Typically, Jane began a new grammar point by telling students the terminology 

about it. For example, “Today we’re going to talk about something new called present 

perfect tense.” If the new grammar point was based on the knowledge they had 

acquired, she would then lead them to do some review. Then, rules about the new 

grammar point were presented and were exemplified with Jane’s example sentences 

and the sentence pattern charts in the textbook. As extra input, she would then show 

them the “Grammar PPT” in the e-book. “Some of the content in Grammar PPT was 

too complicated, so I don’t explain all of it. I only picked some key points to talk 

about,” said Jane in one stimulated recall. Once the lecturing part came to an end, 

students were asked to do the sentence practice section in the textbook. Jane usually 

guided them to do the first two questions in class and assigned the rest as homework. 

 

4.2.1.3 Frequency of grammar work 

     For each unit, Jane usually allocated one period in particular to introduce new 

sentence pattern of a lesson. However, if we take the whole lesson into consideration, 

she actually spent a substantial amount of time on grammar.  

     This phenomenon was particularly evident in vocabulary, reading and dialogue 

section in which Jane regarded as perfect chances to review and synthesize old 

knowledge for students. An example like this can be found in the following excerpt. 

When teaching new words, she told students: 

 

      In addition to the Chinese translation and explanation, I want you to know how 

the words are used in real contexts. This is why you may notice that I spent 

more time in vocabulary than in dialogue and reading. (J-obs-4-150-152) 

 

     This statement was proved to be true based on the classroom observation later 
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on that day. In that class, Jane first gave students a quiz in fifteen minutes, and then 

she spent the rest thirty minutes teaching only six vocabulary items. For each item, 

she brought in a great deal of related grammar points to refresh students’ memory. 

Take the word “paper” for example. She first reviewed the concept of 

countable/uncountable distinction through the use of realia: 

 

     T: Here, have a look. This is paper, right? Now I tear it into half, do you still call 

it paper? 

     S: Yes. 

     T: What if I tear it apart once again? Is it still called paper? 

     S: Yeah. 

     T: So, does paper have fixed size or shape? 

     S: No. 

     T: Now think about this, if a person was cut in half, you don’t call him a person, 

right? How about cutting a chicken in half? Is it still a chicken? 

     S: Yes. 

     T: Well, not really. You should regard it as a kind of meat. So, is “chicken” the 

animal countable? 

     S: Yes. 

     T: How about the meat of a chicken? 

     S: Uncountable. 

     T: Exactly. Now let’s go back to the word “paper.” It’s uncountable, which means 

you can’t use “a” or plural suffix “–s”. We have to use some other way to 

count it. (J-obs-5-167-187) 

 

     As shown in the excerpt, Jane not only helped students review the definition of 
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countable and uncountable nouns. Also, she brought in another word to remind 

students the multiple meanings and usages of nouns. In fact, her explanation did not 

end here. She continued,  

 

     T: …in Chinese we say “一張紙,” and in English we say “a piece of paper.” This 

is a very useful expression. You can say “a piece of cake” when someone ask 

you for help. What does it mean? 

     S: Something that is very simple. 

     T: That’s right. In Chinese we say “小菜一碟,” but in English, they think it’s as 

easy as eating a piece of cake. You can also combine “a piece of ” with 

“news,” which means 一則新聞. Now look at this. (The teacher held a piece 

of chalk in her hand.) How do you say it in English? 

     S: (No reply.) 

     T: Chalk. This is called “a piece of chalk.” It’s uncountable because no matter 

how long or how short it is, you still call it chalk. This is why sometimes you 

see something with fixed shape but are still categorized as uncountable. 

Chalk is chalk, regardless of its length. (J-obs-6-191-200) 

 

Through teaching one new word “paper,” Jane transferred the focus from 

countable/uncountable nouns to the usage of “a piece of,” and finally back to 

uncountable nouns. She was at the same time giving a brief review of what students 

have learnt in seventh grade. 

The proportion of grammar remained huge in reading and dialogue section as 

well. Take one episode for example. It took her about ten minutes to play the dialogue 

animation in the e-book and ask students to repeat after the CD. Then, she went 

directly into the lecture. In the lecture, she explained the meaning of each sentence by 
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offering equivalent Chinese translation. Student participation was encouraged, but 

was only limited to individuals who answered the teacher’s questions. No group work 

was observed. A huge body of this class centered on sentence analysis and grammar 

review. The following excerpt provided an example about how she analyzed the 

content in dialogue: 

 

T: Look at the sentence. “Amy is that girl with glass.” What kind of phrase is 

this?  

S: Adjective [phrase]. 

T: That’s correct. You got one extra point for your correct answer. (The teacher 

pointed to the word “with” on the screen and asked) We also have another 

name for adjective phrase because of the word “with”. What is that? 

S: Preposition. 

T: Yes. Prepositional phrase, the key grammar item in this unit…(the teacher 

underlined “the girl” and circled the word “with”) Here, “the girl” is 

modified by “with glasses.” If you skipped “with glasses,” the adjective 

phrase, the whole sentence becomes easier. Which girl? The girl who wears 

glasses. Remember to use “with” when it comes to accessories. 

(J-obs-11-415-424) 

 

     The way Jane reviewed grammar in dialogue section was very close to how she 

did it in vocabulary section: 

 

     T: “Let’s talk to him” in Chinese is “我們去跟他說說話。”What word can you 

use besides “to”? 

     S: With. 
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     T: Yeah. But “to” is better. Let’s have a look at the word “her” here. What case is 

it? 

     S: Possessive case. 

     T: No, not possessive. 

     S: Objective case. 

     T: Yes. I found that when you were asked to specify the case of pronouns, it was 

really common for you to categorize them as possessive. Although “her” can 

be both possessive and objective, it functions as an objective case in this 

context. Another question, what parts of speech should be put behind 

objective case? There are two of them. 

     S: Prepositions. 

     T: Correct. How about the other one? 

     S: Verbs. 

     T: Right, verbs. Like the word “me” in “talk to me.” And in our dialogue, the 

word “to” works as a preposition here. (J-obs-12-452-472) 

 

     As the excerpt illustrates, Jane first explained the meaning of “Let’s talk to her” 

by giving them the equivalent Chinese translation directly. She then put more 

emphasis in analyzing the grammar points in this sentence, such as the objective case 

of “her” and the parts of speech of “to.” Within the time of this dialogue instruction, 

Jane spent over half of it talking about the usages of grammar items. 

 

4.2.2 The use of grammatical terminology 

     Grammatical terminology was mentioned frequently in Jane’s class. Making 

inquiries was the most efficient and common technique for her to bring in the 

terminology. In one episode, for example, students were asked to identify the 
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terminology about verbs, such as “How do you categorize the verb look?” What kind 

of verb is it?”, “What kind of verb is the word let? Who can tell me?” As soon as the 

terminology was answered correctly, there came Jane’s explanation about the usage 

(and sometimes definitions) of that terminology, accompanied by other examples. 

This was evident in this excerpt: 

 

     T: In the sentence “She looks sad,” how do you categorize the verb “look”? What 

kind of verb is it?” 

     S: Verbs of perception. 

     T: No. 

     S: Verbs of manner? [The investigator’s note: There is not any verb named verbs 

of manner. Students might confuse it with adverbs of manner.] 

     T: Still not. 

     S: Linking verb. 

     T: Yes, it is. The five senses on our face are categorized as linking verbs. For eyes, 

we use “look.” How about the verb used for nose? 

     S: Smell. 

     T: Yeah. For mouth? 

     S: Taste. 

     T: Yes, taste. 

 

     Through a series of questions and answers, Jane first refreshed students’ 

memory about the terminology “linking verb” and then told them the principle of 

identifying linking verb—five senses. To make sure students’ memory still retained, 

she further asked them to give the exact words.  

     For the terminology that may be confusing to students, Jane devoted certain 
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amount of time teaching them how to distinguish it. When she talked about past 

participle, for instance, she further added the concept of present participle by 

interrogation: “Now that you learned something about past participle, can you tell me 

is there anything called present participle?” Once students answered affirmatively, she 

continued to bring in the terminology “gerund,” which looks exactly the same as 

present participle but functions distinctively:  

      

     T: According to what you’ve learned in Book Three and Book Four, when you 

see “-ing” behind a verb, it doesn’t necessarily work as a present participle. 

There are two kinds of possibilities, present participle and gerund. For 

example, in the sentence “He is singing,” “singing” is a present participle 

working as an adjective. Another one, in the sentence “Reading is 

interesting,” there are two words in the form of V-ing. Which one is a present 

participle? 

     S: Interesting. 

     T: Yes. How about “reading”? What parts of speech usually appear in sentence 

initial position? 

     S: Nouns. 

     T: That’s correct. The word “reading” functions as a noun here. Due to the fact 

that it is formed by adding “ing” to the verb “read,” it is called a gerund.  

      

     In this excerpt, Jane explained the difference of the two grammatical terms in 

detail. Two sentences were given as examples to illustrate the functions of gerunds 

and present participles. In the stimulated recall interview later on that day, Jane 

elaborated the reason why she put so much focus on this grammar point: “This [the 

review part] is how I plan my class in Book Five. I told students that I won’t arrange a 
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particular period of time reviewing old stuffs. I’ll bring in the grammar they’ve 

learned from time to time.” 

     Despite the tendency of using terminology in class, it was interesting to find 

that Jane did follow her principle of “no difficult terminology” when she compiled 

monthly test paper. After the investigator scrutinized three different copies of Jane’s 

test paper for the whole semester, all instructions follow this principle with only one 

terminology occurred. In that particular exception, students were required to rewrite 

a sentence by using another sentence pattern that included a “介係詞,” a parts of 

speech that she thought students should know. In all the other cases where students 

were asked to write down sentences following certain instructions, examples were 

given instead of Chinese terminology. 

 

4.3 Tensions between grammar teaching beliefs and practices 

     The comparison between Jane’s beliefs and practices was literally a process of 

uncovering the multiple competing forces that each belief carried. The more central 

the beliefs were, the more often they were witnessed in classroom practices. Generally 

speaking, most of Jane’s teaching practices were consistent with what she described in 

the interviews. The tensions presented here related to three aspects of grammar 

teaching: extracurricular teaching resources, proportion of grammar instruction and 

the use of grammatical terminology. 

 

4.3.1 Extracurricular teaching resources 

     The first tension lies on the time and frequency of incorporating extracurricular 

teaching resources. The most commonly used teaching resources, according to Jane, 

was short clips, English songs and interesting online articles. Jane highly stressed the 

importance of extracurricular teaching resources in the interviews. She believed that 
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the value of using these materials was to offer students more real exposure, telling 

them that “See, there’s a sentence pattern here, no big deal. It’s pretty easy, right?” She 

was convinced that students’ psychological barrier about grammar can be reduced by 

so doing. As she kept saying in the interview, “I hope they don’t hate English at least.” 

However, this significant belief that she stated did not take too much time and 

frequency during observation. Among the three kinds of teaching resources she 

mentioned, only one was witnessed (interesting online articles). As for the time 

devoted, Jane only implemented these resources in one out of six observed periods, 

with a total of seven minutes. This is contrary to what she described during the 

interview, saying that “I’ll show them the interesting stuffs whenever there is one or 

two minutes left.” 

     This tension unraveled Jane’s inner struggle about implementing extracurricular 

resources and finishing textbook content, namely, the struggle between interest 

developing and time pressure.  

     

4.3.2 The proportion of grammar instruction 

     This section highlights the tension regarding the amount of grammar instruction. 

In the interview, Jane expressed her own interpretation about the role of grammar in 

junior high school setting by saying that grammar was “essential for beginners” but 

“shouldn’t be over emphasized.” Her attitude for grammar was quite neutral during 

the interviews. As she put it,  

 

Of course the ideal case for them is to understand as many grammar points as 

possible. If they really can’t achieve it, however, I’ll ask them to at least 

memorize more words. Having a basic vocabulary bank is already enough for 

moderate students [to utilize in daily life]. What’s more important is the 
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courage to speak out. (J-10-374-376) 

 

Even so, actual classroom demonstrations revealed some contrast to the 

neutral position that she expressed earlier. Besides the period in which new sentence 

pattern was taught, considerable grammar was incorporated in almost every section 

of the textbook. For example, in the dialogue and reading section where Jane 

claimed to put meaning comprehension prior to grammar, sentence analysis still 

took the major part. Meaning comprehension was conducted through direct Chinese 

translation by the teacher. As for the vocabulary section which usually took her two 

periods to finish, the majority of the time was dedicated to word usages, parts of 

speech and the synthesis of related grammar, as shown earlier in this chapter. 

Basically, a great proportion of Jane’s lectures followed this pattern: (1) The teacher 

read out a word or a sentence in the textbook. (2) The teacher picked certain grammar 

points that were related to the word or sentence and asked students some relevant 

questions. (3) The teacher reorganized the questions and answers, rephrasing them 

into clear statements about grammar usages for a quick review. 

      

4.3.3 The use of grammatical terminology 

     Another tension occurred in Jane’s use of grammatical terminology. There was 

a gap between how she claimed these terms should be used in English class and how 

she actually employed them. In the interview, she described herself as someone who 

does not “put too much emphasis on grammatical terminology” because “knowing 

how to use the language is far more important [than knowing the terminology].” 

Besides, “they may not be able to remember if you tell them too much” according to 

her own understanding to the students here.  

In the classroom observation, although her frequency of grammatical terms 
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varied from sections to sections, generally speaking, high frequency of grammatical 

terms was witnessed. The amount of terminology was particularly obvious in sentence 

pattern, reading and dialogue sections. In one episode, for instance, five terms were 

mentioned within three minutes of lecture on dialogue section: 

 

T: The sentence “Neither did I.” is an inversion sentence. How do you change it 

back? How do you say it if you move the subject to sentence initial position? 

S: I couldn’t, either. 

T: Remember to use “either” in a negative sentence. In inversion sentence, you 

have to put “neither” at the beginning. Also, “neither” is already a negative 

word, so just say “Neither could I” is enough. In the next sentence, you can see 

the phrase “be good at.” Who can tell me why “at” is followed by a V-ing 

here? 

S: Because of the preposition. 

T: Right. Prepositions should be succeed by nouns. By adding “ing” to verbs, 

you get nouns. Continue. “I can’t even fry an egg myself”, how do you call 

“myself” in grammatical terms? 

S:…(Silent) 

T: No ideas? 

S: Reflexive pronouns. 

T: Then who can tell me the situations in which reflexive pronouns should be 

used? 

 

     Episodes like this occurred commonly in Jane’s teaching. In another excerpt, 

Jane spent ten minutes refreshing students’ memory about gerunds and present 

participle. She illustrated the difference of the two terms not only by explaining the 
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meanings but also by offering several example sentences. It was found that students 

might need to have some mastery about terminology to keep pace with Jane’s 

explanation. Mere understanding about parts of speech, as Jane expressed in the 

interviews, was sometimes not enough.  
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CHAPTER FIVE                                            

DISCUSSION 

     The previous chapter revealed the answers to the three research questions of the 

present study. This chapter provides a general picture of the findings as well as 

possible reasons behind them. Four sections were included in this chapter. The first 

two sections focus on the core beliefs and peripheral beliefs of the participant. The 

teacher’s actual practices will be described in section three. Section four presents the 

interaction between core and peripheral beliefs, and how tensions emerged from this 

interaction.  

 

5.1 Core beliefs  

    As was presented in the last chapter, Jane’s core beliefs were all about 

knowledge transmission. This perspective is not uncommon in literature about 

teachers’ beliefs and practices. For example, similar to the participant of the present 

study, who laid emphasis on synthesizing and reviewing previous knowledge, the 18 

ESL Australian teachers in Breen et al. (2001) widely shared Jane’s principle of 

helping students to remember and recall what was taught. They employed practices 

such as explaining forms and functions explicitly, assigning homework for additional 

practice, giving memory tests on certain items and asking students to mark key points 

with highlighters, all of which could be witnessed from Jane’s teaching practices. 

Identical results can also be found in Phipps and Borg’s (2009) study on Turkish 

teachers, Ezzi’s (2012) study on Yemeni teachers, and Feryok’s (2008) research on 

an Armenian teacher. Although the English teachers in these studies came from 

different parts of the world and had various culture and social backgrounds, like 

Jane did in her class, most participants were observed to have the features of 

traditional classes— grammar rules explained in mother tongues explicitly, 
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examples given in isolation without contexts, as well as frequent use of oral or 

written drills like Jane did in her class. It seemed that knowledge transmission 

teaching pattern was still embraced in different parts of the world, not just Taiwan.  

As for the expectation toward students, Jane as well as the teachers in Breen et 

al. (2001) valued the quality of being “active.” However, it is interesting that the two 

parties seemed to view “activeness” very differently. Jane’s “being active” referred to 

the activeness of one’s thinking, in which students were expected to “do the review 

work actively” such as completing homework and memorizing vocabulary in their 

free time. The Australian teachers’ “activeness” referred to both thoughts and 

expression, in which students’ were encouraged to “actively use what they learn to 

cope with communication outside the classroom” (p.483). This kind of thinking may 

be mentioned during Jane’s interview, but it was never witnessed in her actual 

classroom practices. 

     Drawing on Green’s (1971) framework on belief system as well as Phipps and 

Borg’s (2009) study presented in Chapter 2, a summarized illustration on Jane’s 

teaching beliefs is shown in Figure 1. It demonstrates the content of Jane’s core 

beliefs, peripheral beliefs and the relationship between them. As the figure shows, 

core belief occupied the major portion of the concentric circle, representing stronger 

intensity and higher priority in teaching practice (Green, 1971). Peripheral beliefs, on 

the other hand, took up a smaller portion in her belief system, signifying lower 

influence on behaviors. Most of Jane’s classroom practices were the actualization of 

core beliefs, while less time were allowed for the peripheral beliefs to come into 

practice. It was also found that the tensions between Jane’s beliefs and practices 

were the results of inharmonious interactions between core beliefs and peripheral 

beliefs. 

     As Figure 1 suggests, Jane’s core beliefs mainly originated from one generic 
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education philosophy—teaching as a process of knowledge transmission. As was 

presented in the previous chapter, Jane’s first priority was to transmit all the textbook 

knowledge within given time. This echoes previous scholars’ perspective that core 

beliefs often derive from more general beliefs about education (Green, 1971; Phipps 

& Borg, 2009). Jane’s knowledge transmission teaching pattern is prevailing in 

Chinese teaching context where test-driven orientation occupies the center of English 

teaching (Chen & Tsai, 2012). The two teachers in Hsu’s (2006) study were found to 

employ textbooks as the main teaching source in their class due to “social teaching 

norms” in Taiwan. They also considered time as the major external factors that 

impede them from applying their beliefs. In Lee’s (2008) study, one of her 

participants also attributed his limited implementation of inductive teaching to the 

tight teaching schedule of secondary school.  
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Figure 1 The relationship between core beliefs and peripheral beliefs  
 

Peripheral beliefs 

 Grammar is necessary but should 

not be over emphasized. 

 

 

English is a tool. 

Core belief: 

Teaching is a process of knowledge transmission. 

In general: 

Transmit all the 

textbook 

knowledge in 

time 

Students’ role: 

Being active 

followers in class. 

Teacher’s role: 

Teacher as a guide 
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     While passing on her knowledge, Jane shaped herself into a guide who conducted 

and directed the whole class by constantly integrating old grammar points and offering 

test related advice. Similar results can also be found in Wu’s (2006) study in which 

two participating teacher regarded themselves as guides who “point out the right 

direction” for students. In Wu’s (2006) words, this teaching style is somewhat more 

“curriculum oriented” instead of student centered.  

     It is worth mentioning that context seemed to play a decisive role in shaping 

Jane’s knowledge transmission philosophy. The tremendous influence of context has 

generated substantial discussion in the area of teacher beliefs and practices 

(Basturkmen, 2012; Borg, 2003; Johnson, 1996; Phipps & Borg, 2009; Wu, 2006). In 

Chinese society, parents, students, and schools generally hold the expectation that part 

of teachers’ primary duty is to hand down knowledge (Wu, 2006). Above all, textbook 

content is regarded as the most fundamental source of knowledge that students should 

master (Scollon, 1999). Helping them familiarize all the textbook content thus became 

teachers’ first choice. This explains the reason behind Jane’s insist on finishing the 

assigned textbook content within given time.  

     Second, Jane’s expectation for students’ role is quite distinct from current 

teaching trends such as CLT. Jane highly valued student cooperation and conformity 

as positive attitude of pursuing knowledge. In classroom observations, for example, 

Jane not only hoped students to follow all instructions precisely but also anticipated 

their learning attitude to be active and voluntary. Students should take notes, review 

the materials they have learned on that day and prepare for the upcoming quizzes 

without being demanded by the teacher. They were also encouraged to memorize new 

vocabulary or sentences in the class right away. In short, Jane expected her students to 

be active, but only mentally. On the contrary, CLT centers more on “verbal 

activeness”, in which learners are encouraged to communicate with others and learn 
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the language through using it (Brown, 2001). Jane’s knowledge transmission pattern 

was closer to that of one teacher in Wu (2006) who focused more on “transmitter’s 

end” rather than “receiver’s end”. Once the teacher had finished the knowledge 

transmission process, she was said to be completed her own job. It was students’ 

responsibility to carry out the process of digesting, discriminating and reflecting by 

themselves.  

      

5.2 Peripheral beliefs 

Jane’s peripheral beliefs were about her perceived significance of English and 

the role of grammar in junior high school context, both of which were concerned 

with English education itself. This is in line with Phipps and Borg’s (2009) 

discovery that peripheral beliefs are generally about language learning. Jane 

considered English as a tool for communication and knowledge acquisition. Under 

this belief, she set a bottom line for her students—“I hope that at least they don’t 

hate English,” she stated. This generated another peripheral belief which grammar 

was considered as an element whose existence was “necessary but should not be 

overemphasized.” Only the most basic terminology should be taught because “it is 

more important to know how to use the language.” Identical results can be 

commonly found in teachers of different culture backgrounds, such as Ezzi (2012), 

Feryok (2008), Hsu (2006), and Wu (2006). In these cases, participants experienced 

the trouble of implementing current teaching trends in their class although they 

accepted the advantages of them. Their stated beliefs regarding the current teaching 

trends, as a result, became peripheral in their belief systems and were less likely to 

be put into practice. 

The reason why the beliefs concerning English education become peripheral 

may be explained by Phipps and Borg’s (2009) hypothesis. From the results of their 
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study, Phipps and Borg argued that peripheral beliefs are the ones that are 

“theoretically embraced” but haven’t “experientially ingrained” yet. In other words, 

the theoretical conceptions that have not fully undergone the “first-hand experience 

of their effectiveness” tend to turn into peripheral beliefs (Phipps & Borg, 2009). In 

the present study, although Jane acknowledged the significance of English as a tool, 

putting teaching focus on practical use was still not a priority option because it was 

not how she acquired this language in the past. Apart from past learning experience, 

Jane’s previous teaching practice also experientially shaped the intensity of different 

beliefs. Having taught English for almost thirty years, she admitted that the 

traditional grammar translation method almost dominated her classroom practice 

throughout her teaching career. It wasn’t until recent years that she started to include 

the “theoretically embraced” philosophy into actual teaching practices. This also 

confirmed Green’s (1971) point of view that core beliefs are usually resistant to 

change and difficult to modify. 

 

5.3 Classroom practices 

     Jane’s classroom practices were the results of the intricate interaction between 

core beliefs and peripheral beliefs. Her teaching sequence within one lesson started 

with the warm-up section, followed by sentence pattern, vocabulary, reading, 

dialogue, and finally ended with the exercises in the textbook and workbook. This 

teaching sequence basically followed the PPP model (see Willis, 1996) in grammar 

instruction, but there still existed some variations. As already described in the 

previous chapter, she began a new grammatical point by “presenting” its features to 

students first, and then she required them to copy the key points and example 

sentences to the textbook. Most examples she offered were decontexturalized 

sentences that had little to do with students’ personal experience. Besides, the 
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sentences were often quite short, as Jane thought “students are more willing to copy 

short sentence down.” After sufficient explanation on the grammatical features, she 

would then assign textbook exercises for them to “practice” and familiarize sentence 

structures. However, the third “P – produce” in the PPP model was not witnessed 

during the whole observation period. After finishing the first two stages, 

presentation and practice, Jane directly moved to the vocabulary section in the 

dialogue. Students were never invited to participate in any free situation which 

allowed for the natural production of newly acquired grammar. By the same token, 

three out of four Hong Kong teachers in Wu’s (2006) study also carried out this 

teaching pattern, omitting the last “production” stage of the PPP model.  

     Another feature salient in Jane’s classroom practices was the constant 

inclusion of grammar instruction and terminology. In one stimulated recall interview, 

she elaborated the reason why students can benefit from the instruction of 

terminology: 

      

     T: Their reading experience is scarce, and they don’t read voluntarily. However, 

this kind of questions [about gerunds and present participles] are still very 

common in tests. When they see the questions with so many words in the 

form of “-ing,” they may feel bewildered. That is why I talked about it. 

     R: So it’s because of the tests? 

     T: Yeah. The circumstance now still expects teachers to teach for the tests. So far, 

our students do not have enough reading experience for developing language 

intuition. Therefore, it would be easier for students to pick up this language if 

we directly tell them the terminology and its principles. 

 

     From this excerpt, it was observed that Jane’s reason for using grammar 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

71 
 

terminology was twofold. First, the traditional concept about “teach for the test” still 

played an important role in Taiwanese teaching context (Lai, 2004). Therefore, Jane 

presumed that both students and parents expect teachers to offer instructions on the 

knowledge that may show up in the test paper. Second, she believed that grammar 

terminology was efficient in explaining how a language works, especially to those 

who do not have enough language exposure.  

     Jane’s practice about “teaching for the test” was found in another example. In one 

episode, Jane was asking students to mark an adjective phrase in a sentence, saying that 

“This is called adjective phrase. Generally speaking, we [school teachers] don’t put 

terminology like this into your monthly exam. Nevertheless, sometimes you may still 

see it in the commercial test paper. It would be safer if you know what this terminology 

means.” Here, her emphasis on terminology and the substantial time she devoted in 

grammar can be interpreted as a result of social expectation, a well-documented factor 

behind teachers’ practices (Borg, 1999b; Borg, 2003; Feryok, 2008; Golombek, 1998; 

Lai, 2004; Phipps & Borg, 2009). The trend of tests, question types in commercial test 

paper, students’ expectation about what counted as a responsible teacher all had deep 

influence on her grammar teaching practice. 

   

5.4 Tensions between beliefs and practices 

     According to Green (1971), people tend to organize similar beliefs together and 

form independent clusters in their belief systems. The clusters act like “protective 

shield,” making it possible for people to hold contradictory beliefs (Green, 1971). In 

this section, the investigator will first elaborate the way in which Jane’s core beliefs 

and peripheral beliefs interact with each other. Attempts will then be made to describe 

the tensions between beliefs and practices. 

     Due to the fact that Jane’s core beliefs and peripheral beliefs generated from two 
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different aspects respectively, it was not surprising to find some contradictions 

between them. Jane indeed made some attempts to include beliefs from another 

cluster into practice. However, since core beliefs still occupied the first priority, only 

part of the peripheral beliefs can be actualized into practice. The rest peripheral 

beliefs that had not yet been carried out thus become “tensions” (Basturkmen et al., 

2004; Feryok, 2008; Freeman & Richards, 1993; Phipps & Borg, 2009). This 

indicates that teacher beliefs are indeed a complex set which may not always been 

implemented into classroom practices (Basturkmen, 2012; Borg, 2003; Farrell & 

Bennis, 2013; Johnson, 1992b; Phipps & Borg, 2009). 

     Jane’s statements in the interviews were mostly in line with the observed 

classroom practice. Still, tensions seemed to be more salient in three aspects: the 

inclusion of extracurricular teaching resources, proportion of grammar, and the use 

of grammatical terminology. These tensions were mainly generated from two 

clusters of beliefs mentioned earlier, knowledge transmission perspective versus 

ideal English education perspective. A synthesized overview of Jane’s tensions is 

listed in Table 1.  

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

73 
 

First, Jane emphasized the inclusion of extracurricular teaching resources in the 

interviews. For her, these materials opened another window for students and enabled 

them to realize the practical use of English. However, these teaching resources were 

seldom seen during classroom observations. In one stimulated recall on which two 

interesting online articles were presented, the investigator asked Jane why she did not 

include the materials in previous classes: 

 

     R: Do you usually show them the extracurricular materials when you teach 

dialogue and reading? 

     T: Not really. Actually as long as there is one minute or two, I’ll put the materials 

in. 

     R: But I didn’t see you using them [the materials] in previous classes? 

     T: Well, it depends on time. If I finish the arranged schedule of that day and still 

two or three minutes left, I’ll give them a break [by showing them the 

materials]. (J-12-435-439) 

Tensions During interviews During observations 
Extracurricular 
teaching resources 

･Highly valued. 
･Showing students that “English 
is a tool”. 

Rarely observed. 

Proportion of 
grammar instruction 

･Grammar should not be 
overemphasized. 

Substantial time and 
effort were devoted to 
the review of grammar. 

The use of 
grammatical 
terminology 

･Mastery of basic grammar 
terminology was already 
enough. 
･Knowing how to use the words 
was more important than 
memorizing terminology.  

Frequent use of 
terminology during 
lectures and inquiries. 

Table 1 Jane’s tensions between beliefs and practices 
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Like the participants in other studies mentioned in Chapter 2, this extract 

provides an evident example about how time pressure significantly influenced Jane’s 

actual teaching practices. Jane’ practical concern of time outweighed her ideal 

English teaching belief of interest developing. In fact, Jane had constantly been 

searching and gathering extracurricular teaching resources online. There were 

actually tens of clips and articles in her notebook computer, indicating that she was 

well prepared to demonstrate them the world of English beyond textbooks. Even so, 

her core belief still took the lead, making her postponed her peripheral belief until 

time was allowed.  

The second and third tension concerned the effort that Jane dedicated to 

grammar instruction and terminology. It was also the struggle between Jane’s 

perceived role of teacher versus her perceived role of grammar and terminology. On 

one hand, she was clearly aware that acquiring grammar knowledge and terminology 

only had limited contribution to true communication; what counted most was the 

courage to speak out and sufficient authentic exposures. On the other hand, her 

actual practice was again dominated by the same knowledge transmission spirit, in 

which teachers should acted as a guide who directed, organized and synthesized 

knowledge for her pupils (Wu, 2006). 

As mentioned earlier, Jane’s classroom practices were the results of the 

interaction between core beliefs and peripheral beliefs. Core beliefs, knowledge 

transmission perspective, dominated Jane’s classroom practices. When situations 

allowed, she would include peripheral beliefs—ideal English education perspective 

into her practices. This was also the reason why the investigator only observed one 

occurrence of extracurricular teaching resources during six observation periods. If 

Jane had difficulty transmitting knowledge on schedule, the peripheral beliefs about 
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ideal English teaching techniques wouldn’t be employed. Knowledge transmission 

perspective is more teacher-centered, expository and receptive in nature (Wu, 2006), 

while Jane’s ideal English teaching perspective is more student-centeredness, 

self-discovery and regards constant exposure of new materials as indispensable 

(Brown, 2001; Feryok; 2008, Larsen-Freeman, 2000). Jane may value some tenets 

under ideal English teaching philosophy such as authentic exposure and student 

activeness, but she also believed in the crucial principles in traditional teaching 

methods. Both perspectives were crucial in her belief system; the only difference 

was the intensity they carried. In comparison with Lai’s (2004) work, Jane as well as 

the Taiwanese teachers in Lai’s study were clearly aware of the benefits of current 

teaching trends, trying to abandon traditional values and embracing the authentic use 

of language as part of their teaching beliefs. Yet in both cases, they also admitted 

that contextual factors often brought them back to the old teaching patterns. Instead 

of regarding tensions as the inconsistencies that impede teachers’ practices, it is 

more constructive for us to view them from another perspective. The inconsistencies 

were not as negative and undesirable as documented in the literature. In fact, as 

Phipps and Borg (2009) indicated, they were actually congruent with core beliefs 

that are so fundamental that teachers themselves may not be aware of. 

Due to time constraint, the interpreter only had chances to observe Jane’s class 

in ninth grade, a grade that brought Jane the most pressure. In stimulated recalls, 

Jane mentioned three reasons that inhibited her from implementing ideal English 

teaching methods on ninth graders. First of all, 9th graders’ textbook content was the 

richest and the most difficult, so she was under huge time pressure to finish textbook 

knowledge in time. Second, due to the upcoming Basic Competence Test, reviewing 

previously acquired grammar seemed to be more urgent than having extracurricular 

activities to gain authentic exposures. Third, some of her classes were previously 
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taught by other teachers who employed more traditional teaching methods than she 

did. Students in these classes were already used to receiving knowledge passively, 

making it difficult for Jane to change students’ existed learning pattern. All of these 

reinforced her frequency of grammar instructions, and meanwhile caused a 

deduction to other teaching activities. In seventh grade and eighth grade where there 

were less time pressure, Jane claimed that she stressed less on grammar and 

allocated more time on other activities such as group discussions and comprehension 

questions which may generate more student participation and authentic language 

use.  
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CHAPTER SIX                                              

CONCLUSION 

     This chapter includes four sections. The first two sections contain an overall 

summary of the present study as well as the implication about tensions. The third 

section describes the limitations on issues that were unable to be discussed in the 

current study. At last, the suggestions for further research are raised for those who 

are interested in studies about teacher beliefs and practices. 

 

6.1 Summary 

     The aim of the present study was to explore the tensions between a teacher’s 

grammar teaching beliefs and practices. Green’s (1971) notion about core beliefs 

and peripheral beliefs was adopted as the basic framework for data analysis. In order 

to fully document the participating teacher’s core beliefs, peripheral beliefs as well 

as the tensions in between, data were gathered through multiple resources such as 

semi-structured interviews, stimulated recalls, classroom observations, field notes 

and other document resources. The findings of this study were summarized as 

follows.  

First, the participating teacher’s core beliefs revolved around one center 

philosophy—teaching as a process of knowledge transmission. This philosophy 

generated three other core beliefs, namely, finishing all textbook content within 

given time period, expecting herself to be a guide, and requiring students to follow 

actively in class. Her peripheral beliefs were found to be salient in two themes: 

viewing English as a tool and regarding the role of grammar as necessary but 

should not be overemphasized. As for classroom practices, the participant’s most- 

observed teaching practices were her substantial amount of grammar instructions 

and frequent adoption of grammar terminology. Finally, three tensions emerged 
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between beliefs and actual practices, including the participant’s inclusion of 

extracurricular teaching resources, proportion of grammar, and the use of 

grammatical terminology. It was found that these tensions generally derived from 

two clusters of beliefs—knowledge transmission perspective and ideal English 

education perspective. During the course of teaching, these two distinct perspectives 

interacted and influenced each other according to the immediate context of that 

moment. The strong intensity of knowledge transmission perspective dominated 

Jane’s classroom practice, and the ideal English teaching principles that were unable 

to be carried out became tensions. 

The results of the present study confirmed the existence of “tensions” proposed 

by previous researchers (Basturkmen et al., 2004; Feryok, 2008; Freeman & 

Richards, 1993; Phipps & Borg, 2009). It also provided further evidence for Phipps 

and Borg’s (2009) assumption that core beliefs are usually experientially ingrained 

while peripheral beliefs are theoretically embraced. The much-quoted observation 

about how contexts shaped teachers’ grammar teaching beliefs and practices was 

identified in the present study as well.  

 

6.2 Pedagogical Implications 

     The primary contribution of the present study was to provide English 

education field some detailed descriptions about the component of teacher’s core 

beliefs and peripheral beliefs on grammar instruction, a perspective rarely explored 

in the literature. The results of this study yielded a few pedagogical implications. 

First, although slow, calling for a shift from traditional grammar translation method 

to a more communicative orientation still generated positive changes. As suggested 

in previous evidence, teachers’ beliefs, especially the ones that are deeply grounded 

in experiences, are resistant to change (Green, 1971; Pajares, 1992; Phipps & Borg, 
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2009). Through the effort that Jane made to incorporate ideal English teaching 

principles, the investigator witnessed the positive influence that current teaching 

philosophy had on an experienced in-service teacher. Regardless of Jane’s limited 

amount of extracurricular teaching resources during the observations, her inclusion 

of these materials was a meaningful start to provide authentic exposures. 

     The findings of the study have also lent some credence to Phipps and Borg’s 

(2009) hypothesis that peripheral beliefs are the ones that are “theoretically 

embraced.” Teacher education programs should offer courses or workshops that 

assist teachers to gain more “empirically ingrained” experience on those 

theoretically embraced teaching methods. Once teachers have enough operational 

experience, the practices will in turn influence their core beliefs and peripheral 

beliefs, making them more and more harmonious.  

 

6.3 Limitations 

     There are some restrictions that may narrow the scope of this present study. 

First of all, Green’s distinction on core and peripheral beliefs is sometimes 

challenging to operate for research purpose. It is not straightforward to determine 

which belief should be categorized into core or peripheral. Second, the limited 

observation time also constrained the investigator from illustrating Jane’s teaching 

throughout three grades. All the classroom observations were conducted in Jane’s 

ninth grade classes, which she described as the most pressured grade of all. 

Therefore, the tensions revealed in the present study were only sufficient to portray 

part of her teaching state.  

 

6.4 Suggestions for future studies 

     Within the studies on teachers’ beliefs and practices, much has been discussed 
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on what constitutes beliefs (Borg, 2003; Green, 1971; Pajares, 1992; Phipps & Borg, 

2009; Rokeach, 1968) as well as the gaps between beliefs and practices (Basturkmen, 

2012; Borg, 2003; Johnson, 1992b; Phipps & Borg, 2009). However, most of them 

analyzed the gaps more negatively by using terms such as inconsistency or 

incongruence. More research should be done to positively investigate the distinctions 

between beliefs and practices to generate more complicated understandings about 

teaching process. The documentation of the present study should provide some basis 

for future research on similar topics. Second, it is suggested that future research of 

teachers’ beliefs and practices should be conducted with more depth. Observing 

participants’ classes in all three grades enables researchers to make a more holistic 

portray of participants’ teaching philosophy as a whole.  
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Appendix 1                                                     
Interview and observation consent form 

 

訪談同意書 
 
______，您好： 
 
    我是政治大學英國語文學系英語教學組碩士班研究生，目前正著手進行畢

業論文的研究。研究主題為「台灣國中英文教師對文法教學信念與實踐之差異

研究 」，主要目的是想探究台灣國中英文教師對文法教學的理念、以及教師實

際上如何進行文法教學。希望您能提供個人的想法和經驗協助本研究進行。 
    本研究採用深度訪談法，須 2 次訪談，各約 1 至 1.5 個小時，並會根據蒐

集到的資料狀況進行另一次的後續訪談。為了資料的整理與分析，希望您同意

於訪談過程中錄音。錄音內容僅作為研究者分析資料、編碼及歸類統整之用，

絕不外流。基於保護受訪者的義務，您的姓名及個人資料一律隱匿不公開，改

以代號稱之。因此，希望您能提供真實的意見，以增加研究資料的正確性。 
     訪談期間您隨時有權利選擇退出或終止錄音，也有權力決定回答問題的深

度，面對不想回答的問題亦可拒絕回答。若您對本研究有任何意見，歡迎隨時

提供。再次誠摯地歡迎您參與本研究。 
 
我同意受訪參與本研究 
受訪者：__________________(請簽名) 
 
我同意研究者使用訪談過程中的內容 
受訪者：__________________(請簽名) 
研究者：__________________(請簽名) 
日期：          年        月         日 
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Appendix 2                                               
Semi-structured interview protocol 

 
Opening 

The interviews in the present study is to understand your beliefs about 
education, English teaching, and especially grammar teaching. There will be three 
interviews in total, and each interview will last for about an hour. Later in this 
interview, I will ask you a few questions about these topics. Please feel free to share 
your ideas and feelings. There is no right or wrong about your answer. All of your 
opinions will be valuable for this study. The questions in this interview include two 
major topic domains— your personal experiences of English learning and how you 
teach grammar in class. If you have anything relevant to add after each question, 
please feel free to do so. 

 
Topic domain 1 

Demographic information and autobiographical narratives about grammar 
learning and teaching 
 
Lead-off question 1: Could you please tell me some general information about your 
prior learning experiences, such as your major in the university, the professional 
training courses that you took, etc? To what extent did your grammar learning 
experience as a student influence the way you teach grammar? 
 

a. You mentioned that you major in ______ in college. How did this experience 
influence your ideas about teaching in general and grammar teaching? 

b. You said that you took _____ course(s) in college. How did this experience 
influence your ideas about teaching in general and grammar teaching? 

c. Besides what you have mentioned just now, could you describe how you 
learned grammar in the past?  

 
Topic domain 2 

                  Prior teaching experiences 
 
Lead-off question: I know that you have been teaching English for _____ years. Can 
you briefly describe your prior teaching experience, and tell me to what extent these 
experiences influence your grammar instruction now? 

a. You said that you taught in _____ junior high school before. What are the 
differences between teaching in that school and the present school (for 
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example, teaching methods, school atmosphere, student levels… )?  
b. When you first came to this school, did you encounter any difficulties, 

especially in grammar teaching? How did you deal with these difficulties? 
c. You have been teaching in this school for ____ years. What are the major 

changes or adjustments in your grammar instruction during this period? Why 
did you make these adjustments? 

 
Topic domain 3 

Teachers’ stated beliefs and stated practices about grammar teaching 
 

Lead-off question: I know that in junior high school setting, teachers have to cover 
three units in each exam. I’m curious about what your teaching procedures are in each 
unit. For example, some teachers like to finish teaching all vocabulary first and then 
move on to sentence patterns, dialogues, and reading sections. How about you? Could 
you describe how you teach a whole unit? 

a. You said that you often teach grammar and sentence pattern at _____(for 
example, at the beginning of a lesson)____. Why do you choose to do so? 
Have you tried arranging the sequence in other ways? Why or why not? 

b. Could you describe the teaching procedures of the grammar point you’re 
currently teaching? What are steps and tasks involved in details?  

c. Why do you choose to teach grammar in this manner? What are the reasons 
behind each task? 

d. What are the other ways that you would also use in grammar teaching?  
e. Among all the methods that you talked about, which one do you use most 

frequently? Why do you prefer this teaching method? 
f. How do you feel about focusing on grammatical forms or concentrating on 

meaning communication? What is your opinion about their importance in 
English learning? 

g. How often do you use grammatical terminology in class? When do you 
usually use them? Why? 

h. How do you usually correct students’ grammar mistakes? Why? 
i. What materials or what types of practices do you usually use in grammar 

instruction? Could you please tell me the reason why you use them? 
j. I know that the students that you are currently teaching will face 12-year 

national education this year. In what way does the new high school entrance 
system influence your grammar teaching beliefs and practices? 

Could you please tell me how you conceive the role of grammar instruction in junior 
high school classroom? 
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