
‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

16 
 

CHAPTER THREE 

METHODOLOGY 

The study aims to explore two junior high school in-service English teachers’ 

beliefs and practices in reading instruction and how their in-class practices may be 

shaped by the classroom contexts. The present study adopts case study methodology 

to investigate the topic qualitatively. Case studies can provide rich description of 

individual learners, teachers or classes and at the same time reveal the complexity of 

second language learning and teaching context (Mackey & Gass, 2005, p.171-172). 

Since one purpose of this study was to observe in depth how the interaction between 

the teachers and students affect teachers’ presentation of their teaching beliefs, it is 

expected that the case study investigation of two teacher cases can provide more 

“thick” and “rich” description of their pedagogical beliefs on reading instruction (Duff, 

2007). The data of the current study were collected from the beginning of the spring 

semester of 2009 till the date of the first monthly achievement test. That is, the data 

collection period covered the two teachers’ instruction of Lesson One and Two from 

the textbook. Moreover, two classes of each participating teacher were further 

selected in order to compare the teachers’ different reactions in class when 

confronting with different student members and two different classroom contexts. The 

description of participants, instruments, data collection, and analysis is as follows. 

 

3.1 Participants and their teaching contexts  

3.1.1 Participants’ teaching contexts 

The Upgrade Municipal Junior High School2 where both participating teachers 

work is a medium-sized junior high school located in a metropolitan area in central 

Taiwan. Since they teach in the same school, the school-related conditions are almost 
                                                       
2  To protect the privacy of the school, pseudonyms are used throughout the thesis to refer to the school. 
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the same such as syllabus design, administration, or the monthly achievement tests 

except the classes they teach. There are around 70 classes and 20 English teachers at 

this school. All English teachers having individual seats and a small cabinet sit in the 

same office where they can share their views about teaching or students’ problems 

with each other. They also have meetings every two weeks discussing administrative 

work, the content of the textbook and monthly achievement tests. Each English 

teacher teaches three to four classes in one semester and has five to six instructional 

sessions (45 minutes each) per week for each class. That is, one English teacher has to 

interact with each class every weekday. As for the syllabus design and achievement 

tests, there are 20 weeks and three monthly achievement tests in one semester. Every 

achievement test generally includes two units of the textbook. In other words, each 

teacher has around six to seven weeks to finish teaching two units of textbook 

content.  

In each class, there are about 35 students, including boys and girls. They are of 

diverse English proficiency levels since they are randomly assigned. Like the 

traditional classrooms in Taiwan, each classroom in the Upgrade Junior High School 

is crowded. Students sit in lines and face the same direction to the teacher on the stage 

while several shelves and sanitary equipment are in the corner of the classroom. There 

is a big blackboard behind the teacher for her to write down notes. It is easy for 

students to practice with class members, but it is relatively difficult for group 

discussion. 

3.1.2 Participants 

The participants in the present study are two public junior high school in-service 

English teachers. The two participants, Angela and Bernice3 are both university 

                                                       
3  To protect the privacy of the participants and school, pseudonyms are used throughout the thesis to 
refer to the teachers and school. 
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graduates majoring in English and took high school teacher training courses in college 

at the same time. The school context where they teach is a public junior high school 

located in a metropolitan area in central Taiwan. The students in this school whose 

parents are mostly in the middle classes are randomly assigned, regardless of their 

English proficiency levels or intelligence. Moreover, they are colleagues of the 

researcher, which makes it more possible to observe their teaching in an intensive 

period and to understand their working context (Duff, 2007). They agreed to 

participate in the present study after the researcher explained the purpose of the 

research. They have been teaching English for several years at this school and they 

were both teaching three classes of the second-year students during the data collection 

period.  

However, their different English learning and teaching experiences seem to 

shape their individual beliefs in their reading instruction. Angela started to learn 

English at an early age and graduated from the English department in a private 

university. She began her English learning in a children’s English learning cram 

school since her third grade. After graduation from junior high school, she went to a 

five-year vocational high school which aims to develop high school students’ English 

competence for future occupational needs. Nevertheless, Angela decided to pursuit 

further studies in a private university in Taipei. She took a number of courses about 

literatures, linguistics, English teaching as well as a high school teacher training 

program. However, she claimed that she has little impression about what she learned 

in English teaching courses and that the courses she took in college have little impacts 

on her teaching profession. 

As for Angela’s English teaching experiences, the vivid and more 

meaning-oriented discussions with adult English learners in a cram school impressed 

her most. When entering the university, she worked as an assistant teacher to practice 
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orally with adult learners in another cram school for two years. She was responsible 

for several instruction sessions and had to design interesting topics to discuss with 

learners in English. She enjoyed the discussion with those adult learners for she 

herself could learn English at the same time. Finally, she started her junior high school 

English teaching career in the Upgrade Municipal Junior High School and has been 

teaching here for six years. She was teaching three classes of second-year students in 

the school during the data collection period. 

On the other hand, Bernice’s English learning experiences started from her 

six-grade and finally graduated from the English department in a national university 

of education. Instead of studying in a vocational school as Angela, she continued her 

academic studies in a famous municipal senior high school in central Taiwan. Because 

of her aspiration to be a teacher and better performance on English, Bernice entered a 

national university of education in central Taiwan and majored in English. The aim of 

the university was to develop future junior and senior high school teachers. She took 

courses from literatures, linguistics and English teaching as well as a high school 

teacher training programs. What impressed her most were those about English 

teaching, such as English teaching methodologies, reading strategy instruction and 

some practicum courses. Although she believed in the usefulness of these courses to 

her teaching, such as the reading strategy training, she expressed the difficulty to 

realize her beliefs in the junior high school English teaching context in Taiwan. 

Bernice has little English teaching experience before she works as a junior high 

school English teacher. She only taught English to an elementary school student as a 

tutor for three to four months when she was studying in college. After graduation 

from college, she worked as a student teacher in one junior high school for one year. 

That is, before being an in-service English teacher in the Upgrade Municipal Junior 

High School, she had little experience teaching students English, not to mention 
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interacting with junior high school students in class. Now, she has taught English in 

the Upgrade Junior High School for about four years and was teaching three classes of 

second-year students as Angela during the data collection period.  

 

3.2 Instruments 

 The data of the present study were mainly from three semi-structured interviews 

with participants individually before and after the observation as well as classroom 

observations of both teacher participants while the interviews with several students 

from the observed classes served as the supportive data. 

 3.2.1 Semi-structured interviews 

 Semi-structured interviews with the two teachers, Angela and Bernice, were 

conducted before and after observations of classes. According to Nunan (1992), 

semi-structured interviews referred to an interview procedure in which the interviewer 

went into the interview session with some general ideas (topics or issues) of what he 

wanted to know rather than having all of the predetermined questions. This procedure 

enabled the researcher to follow the interesting topics naturally occurred, while 

making the interviews less formal and artificial. There are one pre-observation 

interview and two post-observation interviews with each teacher. Each interview was 

conducted individually. While the first interview was conducted before any classroom 

observation, the other two post-interviews were carried out after the instruction of 

Lesson One and Lesson Two (For specific dates of interviews, please refer to Table 

3.1). 

The purposes of pre-observation interview with each participant were to acquire 

an in-depth understanding about the participants’ education and teaching backgrounds 

and their pedagogical beliefs on reading instruction. The researcher also reviewed 

each of the participating teachers’ course syllabi in order to determine a proper 
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schedule and negotiate the legitimacy of classroom observations and later interviews. 

(More about observations are explained below.) The dates of pre-interviews are 

presented in Table 3.1. Topics of the first interview were based on Meijer, Verloop, 

and Beijard’ s framework of structured open interview (1999), Nien’s study (2002), 

and C. F. Wu’s study (2002). As shown in Appendix A, the questions ranged from 

teachers’ personal background information, beliefs about teaching and learning of 

reading, viewpoints about learners’ impacts on their in-class practices and beliefs, 

ideal and commonly used reading instruction techniques and critical components in 

reading.  

The post-observation interviews, on the other hand, were conducted immediately 

with participating teachers after their instruction of each lesson. That is, participants 

were interviewed by the researcher after they finish the instruction of Lesson One and 

Lesson Two. (The dates of post-interviews are presented in Table 3.1.) The purposes 

were to inquire these teachers’ major decision-making processes and the extent to 

which students and critical incidents are involved in the process. The themes of these 

interviews, following Nien’s and C. F. Wu’s studies, extended from the rationales 

behind observed reading instruction activities, specific incidents occurring in class, 

teacher-student interaction, compromises or decisions made during instruction and 

some questions aroused from the previous interviews. (For sample questions, please 

refer to Appendix B and C.) During the last interview, the teachers were also given 

opportunities to reflect on previously stated pedagogical beliefs and their process of 

reading instruction as a whole.  

In addition, the supportive data from interviews with students from the observed 

classes were used to understand these two teachers’ reading instruction from students’ 

perception, which may lead to more validated results. Four students in every observed 

class were selected according to the participating teachers’ recommendation. Before 
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the student interviews, the researcher discussed with the two teachers about those 

selected students’ general English performance for reference.In sum, there are 16 

students from the four observed classes being interviewed after all classroom 

observation. Two students of the same class as a group were interviewed together by 

the researcher, and each student interview lasted about 30 minutes. (The dates of 

student interviews are also shown on Table 3.1.) The purposes of student interviews 

were to inquire students’ impression of the teachers’ reading instruction activities, 

teachers’ reading instruction focuses, their daily interaction with the teachers and 

teachers’ expectation for their English learning. (For specific topics of student 

interviews, please refer to Appendix D.) It was expected that the interviews with the 

participating teachers could make their implicit reading instructional beliefs emerge 

and the interviews with students were able to supplement the description of how the 

teachers present their reading instruction in class.
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Table 3.1 Dates and topics of interviews with teachers and students 

Dates Interviews Topic 
Angela Bernice 

 
 
02.10.2009 
 

 
 

02.11.2009 

 
 

Pre-observation 
interview 

 Personal education backgrounds 
and teaching experiences 

 Pedagogical beliefs on reading 
instruction 

 Legitimacy of classroom 
observations 

 
 
 

03.13.2009 

 
 
 

03.16.2009 

 
 

Post-observation 
interview  

(after Lesson 
One) 

 Rationales of observed reading 
instruction activities in class 

 Teacher-student interaction 
 Specific incidents occurring in 
class 

 Question from the previous 
interviews 

 
 
 

03.31.2009 

 
 
 

03.31.2009 

 
 

Post-observation 
interview  

(after Lesson 
Two) 

 Observed reading instruction 
activities different from L1  

 Teacher-student interaction 
 Reflection on previously stated 
beliefs and overall practices 

 Questions from the previous 
interviews 

03.27.2009 
(Class A) 

03.26.2009 
(Class B) 

03.26.2009 
(Class C) 

03.30.2009 
(Class D) 

 
Student 

interviews 

 Impression on the teachers’ reading 
instruction activities 

 Daily interactions with the teachers
 Teachers’ expectation for their 
English learning 
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3.2.2 Classroom observations 

After negotiating with the participating teachers, the researcher observed both 

teachers’ instruction of two lessons covered in the first monthly achievement test. 

There were around five weeks of instruction sessions being observed for each class. 

That is, the observation period ranged from the beginning of the spring semester in 

2009 till the date of the first monthly achievement test. Two classes of each teacher 

were chosen for the observation, depending on availability. In short, there were four 

classes (Class A, B, C, and D4) observed by the researcher: Class A and B are taught 

by Angela while Class C and D belong to Bernice. The observation schedule can be 

seen in Table 3.2. Through the observations of both teachers’ in-class teaching, it was 

expected to observe their reading instruction activities on the reading passages and 

dialogues in each lesson and how the teachers’ reading instruction beliefs are shaped 

by the different classroom contexts. The account of classroom events was recorded 

through video recordings and field notes. The researcher, serving as a 

non-participating observer, recorded events that happened in the classroom, paying 

special attention to those related to the research questions. That is, the researcher, in 

spite of her  

 

Table 3.2 classroom observation dates in each class 

Classes 
Angela’s classes Bernice’s classes 

Class A Class B Class C Class D 
Observation 

period 
02.17.2009 

~ 
03.20.2009 

02.16.2009
~ 

03.23.2009

02.16.2009 
~ 

03.20.2009 

02.16.2009 
~ 

03.20.2009 
Total sessions 30 sessions 29 sessions 30 sessions 30 sessions 

 

                                                       
4 To protect students’ privacy, pseudonyms are used to refer to the name of classes being observed in 
the present study. 
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3.3 Data Collection and Analysis 

The procedure of data collection and analysis can be divided into two sessions. 

In the first session, the results of the pre-observation interviews were used to 

understand the teachers’ backgrounds, their pedagogical beliefs on reading and 

opinions about their students’ impacts in the teaching contexts. The data gathered 

from the interviews were audio-taped, transcribed and later coded based on the 

process of content analysis suggested by Lieblich (1998). Duff (2007) also agrees the 

appropriateness of using content analysis to analyze interview data and inquire 

participants’ perspectives. After the transcription, the interview data related to the 

teachers’ reading instructional beliefs and personal background were selected for 

further categorization. The coding categories derive from the constant comparison and 

contrast of the selected data. The preliminary results of recurring themes emerged 

after the classification of the data into categories. That is, the steps of data analysis of 

interviews started from selecting related texts from the transcription of the interviews, 

defining the content categories, classifying the data into the categories to drawing 

conclusions from the results. With the data gained from the pre-observation interviews, 

participants’ beliefs about reading instruction may be elicited (For sample 

transcription of interviews, please refer to Appendix E). 

The second session of data collection, including classroom observation and 

post-observation interviews, were conducted according to the negotiated schedule 

between the researcher and the teachers. It was expected to understand how these 

teachers’ reading instructional beliefs were realized in daily practices and how the 

characteristics of each teachers working context, particularly those related to students, 

impacted on the their actions. The observed instructional sessions were video-taped, 

accompanied by the field notes taken by the researcher. (For sample observation notes, 
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please refer to Appendix F.) After the observation of the instruction in Lesson One, 

the first post-interviews were conducted as quickly as possible to avoid memory loss, 

asking about their rationales of adopting certain reading instruction activities and 

teacher-student interaction as well as critical incidents occurring in class. At the end 

of instruction in Lesson Two, the teachers had another post interview in which they 

were asked to reflect on their previously stated beliefs, different reading instruction 

practices between Lesson One and Two, and the compromises or decisions made 

during the teaching processes. Interviews with students were conducted at the same 

time as supplements to help the researcher get comprehensive understanding of 

teacher-student interaction in the classroom context. These follow-up interviews were 

audio-taped, transcribed and coded, following similar content analysis procedures as 

the first session. On the other hand, the classroom observation data were collected 

through video recordings and field notes taken by the researcher. The reading 

instruction activities or specific incidents happening in class related to the research 

questions would be recorded in the researcher’s notes, which were further transcribed 

and categorized as the process of content analysis. The video recordings served as the 

reference and evidence for the researcher’s notes. According to Strzepk (1973), one of 

the purposes of using content analysis on classroom instruction is that the teachers’ 

and students’ behaviors can be analyzed and evaluated at the same time. It was 

expected that through the triangulated data from interviews with the teachers and 

students and classroom observations, the present study are able to offer more thick, 

rich and vivid description of how the teachers present their reading instruction. Finally, 

compared with the results from the first and last sessions, themes related to 

compromise or inconsistency between beliefs and practices may emerge and issues 

related to student involvement will be discussed. 

In order to establish trustworthiness of the present study, the data collection and 
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analysis procedure will include data triangulation whenever possible. First, the 

multiple sources of data collection in the present study were expected to provide more 

validated results. The responses in the first interview by the participating teachers 

were expected to make teachers’ implicit reading instructional beliefs emerge while 

the teachers’ reading instruction activities observed in class serve as the evidences to 

assure their previously stated beliefs. It was also expected that the preliminary 

analysis of the first interview data would lead to clearer focus for later observations 

and follow-up interviews. Similarly, the data collected in the second session were also 

derived from multiple sources, including observations, post-observation interviews 

with teachers and students and teachers’ final reflections. The constant comparisons 

between observational data and post-observation interview data would help describe 

teacher-student interaction in class and explain the rationale underlying the 

instructional compromises or decisions made by teachers. Second, the data from 

interviews with students in the observed classes served as the supplementary 

information for the researcher to understand the participating teachers’ reading 

instruction from another perspective as well as the impacts of teacher-student 

interaction more thoroughly. This can lead to more comprehensive understanding of 

how the participating teachers deal with those student issues from students’ views. 

Third, the transcription of audio-taped interviews was further reviewed by the 

participating teachers, which aimed to check the accuracy of the statements and build 

another form of triangulation. In conclusion, it was expected that through the 

triangulation of data collection, the results can provide “more complex and ideally 

more valid insights” to answer the research questions (Duff, 2007, p.144). 


