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Abstract 

The continual decline of Chinese proficiency has caused serious concerns in Hong 

Kong. Although most Hong Kong people speak Chinese as their first language, 

they have not been strongly motivated to learn it in part because of the socio- 

economic status of English, and in part because of the discrepancies between the 

spoken and the written forms of Chinese. The absence of a link between the 

spoken dialect (Cantonese) and the written Modem Standard Chinese language 

(based mainly on the syntax of Mandarin) makes the learning of Chinese in the 

"trilingual" (Cantonese, Mandarin and English) and "biliterate" (Chinese and 

English) society laborious. The perception that Chinese proficiency is waning has 

led to criticisms of the quality of language teachers and language teacher 

education in the community. Hence, a study of the problems in Chinese language 

teacher education in Hong Kong is an indispensable step in improving the quality 

of Chinese language education in Hong Kong. 

This study takes pre-service teachers7 (PST) perceptions as the predomhant factor 

in understanding how they learn to become a teacher of Chinese. As both 

students and teachers, the PSTs in this study provide insights into learning, 

teaching, and learning to teach, the Chinese language. Famous for its cultural 

tradition, Chinese teaching is typically transmissive. In particular, teachers of 

Chinese are expected to teach with a missionary zeal for "educating" students by 

acting as exemplars. As a result, how a teacher teaches is often determined by 

how he or she was taught to interpret the nature of Chinese Language. The use of 

texts written by distinguished authors as teaching materials further encourages 

language teachers to give higher priority to literature, culture and moral education 

than language use. Inheriting such a tradition, modem Chinese language teacher 

education is faced with multiple challenges: to promote cognitive developments in 

teachers and cognitive teaching approaches to meet the needs of rapidly 

developing society, and to prepare teachers to maintain a proper balance between 

moral education and appreciation of culture and literature on the one hand, and 

teaching language use on the other. 



This study draws on the literature on Chinese language education, TESOL 

(teaching English to speakers of other languages), learning to teach, teacher 

knowledge, beliefs and perceptions, and develops a conceptual framework to 

interpret the relationships between perceptions and practices as a reciprocal cycle. 

Perceptions of self as a teacher, the subject matter, and teaching and learning of 

the subject matter are inseparable from the beliefs and knowledge of the PSTs, 

which affect how they prepare lesson plans to teach and actually teach in the 

classrooms. Planning and classroom practices are realised in teaching objectives, 

instructional strategies and evaluation of teaching effectiveness, which then 

reinforce knowledge, beliefs and perceptions. The cycle goes on as the PSTs 

learn more about teaching and accumulate teaching experiences. From this 

recurring cycle, the PSTs generate personal theories of teaching a specific subject. 

This study is longitudinal in design, which follows a logical procedure of inquiry. 

It first examines the PSTs' perceptions of teaching and learning Chinese on entry 

to, during and on exit from a.two-year teacher education program. Then it turns 

to the perceptual development and the sources of perceptions and perceptual 

changes, and how they impact on the PSTs. Finally, the complex relationship 

between perceptions, lesson planning and classroom practices are elaborated. In 

particular, data collected in some stages were dependent on the findings of the 

preceding stage. This adds complexity to the overall research d e s i p  of the study. 

This study uses a multimethod approach with two research populations - the 

questionnaire surveys of the entire cohort and qualitative data collection from 

twelve sub-sample participants. Because of the lack of well-established research 

instruments in the Chinese research context, all methods of inquiry have been 

revised according to the results of pilot studies. The multimethod approach in this 

study demonstrates how questionnaire surveys, repertory grids, individual 

interviews, focus groups, classroom observations and the analyses of lesson plans 

and reflective journals can be used in a complementary manner to assure the 

validity of the research. Questionnaire surveys yield the overall perceptions of the 

cohort on entry to and exit from the teacher education program. The perceptual 

development of the entire cohort is understood by the findings of the two surveys. 

Against the backdrop of the overall perceptions of the cohort, the qualitative 



methods are used to study the sub-sample. Repertory ,eds reveal the participants7 

views of teachers of Chinese from different perspectives, whereas individual 

interviews and focus group discussions tap more deeply into the participants7 

thinking about how they have learned to teach Chnese. Other qualitative methods 

such as classroom observation and the analyses of lesson plans and reflective 

journals provide compelling evidence for indicating the extent that the participants 

have grasped the craft of teaching. 

This study suggests from the persistent perceptions and perceptual development of 

the PSTs that Chinese language education in Hong Kong has been ineffective. 

Ineffective Chinese language education has a long-lasting negative impact on 

students including the PSTs. The strong emphasis on literature, culture and moral 

education, and the knowledge telling and teacher-led traditions have led to a low 

level of cognitive demand in Chinese teaching. The procedures recommended for 

teaching a text in Chinese and the assessment criteria of the teacher education 

program have encouraged the,PSTs to become more didactic in teaching, although 

they themselves are aware that they should pay more attention to the needs of 

students. 

This study argues that student teachers' perspectives form a critical element in 

reforming Chinese language teacher education in Hong Kong, and that language 

teacher education should first be ameliorated before language education can be 

effectively improved. Not only should PSTs of Chinese Language be equipped 

with better subject matter knowledge, general pedagogical knowledge and 

pedagogical content knowledge, but Chinese language teacher educators should 

also be cognisant of the necessity for change. Because learning to teach is often 

discipline-based, it is more cost-effective and consistent if the teacher educators7 

Chinese language classes also emphasise cognitive development in the PSTs. To 

be real exemplars for the PSTs, the Chinese language teacher educators should be 

involved in continuing critical evaluation of their own practices. 
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CHAPTER ONE 

INTRODUCTION 

1.0 Background of the study 

Having been a British colony for a century and a half, Hong Kong has a complex 

language environment (HKWGLP, 1994). Today, a well-educated person in 

Hong Kong is expected to be "trilingual" - able to speak Cantonese, Mandarin and 

English; and "biliterate" - able to read and write in Chinese and English (Tse et 

al., 1995). Despite British rule until the hand over of sovereignty to China in 1997, 

English has never been the social language of ordinary people in Hong Kong. 

The use of English has been confined to the legal, commercial and higher 

education arenas. The first language of most Hong Kong people (about 99%) is 

still Cantonese (a spoken Chinese dialect ' ). However, Chinese language 

education has not benefited from this favourable language environment. The 

Chinese proficiency of school leavers has been on a continual decline (HKEA, 

1984, 1988, 1994), indicating, at least, that the reading and writing abilities of 

local secondary school graduates have been degenerating. 

Reasons for the general decline of Chinese proficiency include lack of motivation 

to learn Chinese due to its socio-economic inferiority to English (Education 

Commission, 1995), and the discrepancies between Cantonese and the written 

language, which is based on Mandarin (Modem Standard Chinese). Although 

students are taught to read and write in the syntactic and textual form of Mandarin, 

Cantonese is the dominant medium of instruction in most Chinese classrooms in 

I Although Cantonese shares most characters with Modem Standard Chinese (MSC), it has its own 

lexical and syntactic system; and its spoken form is unintelligible to other Chinese language 

speakers. MSC is loosely referred to as Manhr in  in the Western world. Plltonglzua (literally, 

common speech) is used to refer to the spoken form of MSC that is meant to be the common 

language among the Chinese people (Li, 2000). 



Hong Kong. The absence of a link between spoken Cantonese and written 

Mandarin makes the learning of Chinese laborious (HKWGLP, 1994). 

Regardless of political situations, the community in Hong Kong has long been 

very concerned with the content, quality and accountability of its Chinese 

language education. While educators work hard to find feasible measures to 

remedy the decline of Chinese proficiency, criticisms have turried to the quality of 

language teachers and teacher education (Chen, 1993; Education Commission, 

1995; So, 1983a; Yu, 1991). This line of thinking argues that incompetent 

teachers produce poor students. Because of the continuing deterioration of 

teaching and learning of Chinese, the role and responsibilities of Chinese 

language teacher educators are also questioned. The education community has 

called for a comprehensive review of the quality of Chinese language teacher 

education (Education Commission, 199.9, demanding new thinking about how to 

prepare better language teachers and, ultimately, enhance the quality of Chinese 

language education in Hong Kong. 

1.1 Linking perceptions and instructional practices 

This dissertation studies Chinese language teacher education in Hong Kong by 

investigating pre-service teachers' (PST) perceptions of learning to teach Chinese 

~anguage' in a teacher education program. At the time of data collection, the 

training of primary teachers in Hong Kong was mainly at a sub-degree level. 

Secondary school leavers typically enrolled in a two-year teacher education 

program and learned to teach four primary school subjects (HKIEd, 2000). In the 

opinion of many educators, the breadth and the depth of the program in preparing 

teachers of Chinese Language were highly questionable. 

' "Chinese Language" is used only when it refers to the school subject. The same principle applies 

to Chinese Literature and Chinese Culture which are individual subjects in the secondary school 

curriculum in Hong Kong. 



The existing Chinese literature on this subject reflects, in the main, the personal 

ideology of renowned scholars, and embodies a strong transmissive tradition of 

teaching (Lee, 1991; Pang, 1984; So, 1983a, 1983b; Zhang, 1994b). The use of 

texts written by distinguished authors in classical and modem Chinese as teaching 

materials has led to an emphasis on literature, culture and moral education rather 

than on the use of language (Chan, 1987; So, 1983a, 1983b; Zhang, 1993; Zhang, 

1994a, 1999). The controversy about the priority of teaching may not matter 

much because most teachers of Chinese follow the same procedures when 

teaching a text (Tse et al., 1995), and rote memorisation of text content for 

examination has prevailed in all predominantly teacher-led classrooms (Marton, 

2000; Monis, 1985). 

Two basic assumptions are evident in the literature on teaching Chinese Language: 

the teaching of the language subject is teacher-centred; and teachers are 

competent exemplars and should be accountable for teaching effectiveness. 

Whether these assumptions are in the best interest of student learning has not been 

discussed. The gaps between knowing how teachers teach and understanding how 

students leam are obvious. Similarly, how teachers should be trained and how 

they actually leam to become competent exemplars have not been subject to 

serious analysis. In an attempt to fill one of these gaps, this study exanlines the 

participants' perceptions of learning to teach Chinese Language, and how these 

perceptions impinge on their classroom practices. On the basis of empirical 

findings, this study makes several recommendations about preparing teachers of 

Chinese Language. Overall, if the quality of Chinese language education is to be 

enhanced, reform in Chinese language teacher education is essential. 

The relevant literature in English, like that in Chinese, has not given much 

attention to the problems of how one learns to become an effective language 

teacher. For example, the studies on learning to teach English (TESOL - teaching 

English to speakers of other languages) were not prominent in the professional 

discourse until the 1990s (Freeman & Johnson, 1998). As an alternative to the 

traditional practices in language teaching, the studies in the field of TESOL, with 

their emphasis on knowing more about teachers, their learning and the cognitive 



side of teaching, influence the assumptions that inform this study (Freeman, 1996; 

Freeman & Richards, 1996; Johnson, 1996a; Richards, 1992; Woods, 1996). 

Studies on learning to teach have indicated that student teachers' pre-existing 

knowledge, theoretical beliefs and perceptions have direct influence on their 

instructional decisions and behaviours (Block & Hazelip, 1995; Calderhead, 1987; 

Campbell, 1985; Comers, Nettle, & Placing, 1990; Darling-Harnmond, Wise, & 

Klien, 1999; Elbaz, 1983; Ethell, 1997; Johnson, 1992b, 1994; Kagan, 1992; 

Leinhardt, Putnam, Stein, & Baxter, 1991 ; Meredith, 1995; Munby, 1982; Pajares, 

1992; Sanders, 1995; Shuell, 1992; Tobin, 1990; Weinstein, 1990). In essence, 

these mental conceptions affect "what7' and "how7' they learn from the teacher 

education programs. To assure and improve the quality of teacher education, both 

student teachers and teacher educators need to be aware of student teachers' pre- 

existing knowledge, theoretical beliefs and perceptions of learning and teaching 

(Grossman, 1990; Grossman, 1991 b; Johnson, 1996a; Woods, 1996). 

The notions of knowledge, beliefs and perceptions are different in subtle ways. 

Although beliefs are often considered as part of knowledge (Fenstermacher, 1994), 

they carry a strong affective flavour (Pajares, 1992). Compared with knowledge 

and beliefs, perception is relatively easier to capture because it represents people's 

recognition and interpretation of sensory information (Johnson, 1987; Magill, 

1993). In addition, as perception represents knowledge with qualitative, spatial 

and temporal limitations (Dewey, 1967), it is also conceived as the origin of 

knowledge (Hamlyn, 1996). Therefore, knowledge, beliefs and perceptions are 

inseparable. Knowledge and beliefs arise from perceptions and they, in turn, 

enrich perceptions. The notion of perception not only implies knowledge and 

beliefs, but also avoids unnecessary dispute over the subtle distinction between 

these two concepts. More important, it best represents the main purpose of this 

study - investigating PSTs' recognition and interpretation of their learning to 

teach experiences. 

Four research questions are hence formulated. The first question concerns the 

participants' perceptual development throughout the teacher education program. 



Their perceptions of teaching and learning Chinese on entry to, during, and on 

exit from, the teacher education program are tracked, and the changes in these 

perceptions analysed. The second question focuses on the participants' 

perceptions of teachers of Chinese at different stages during the teacher education 

program. They were asked to compare their perceptions of self as a Chinese 

teacher and the Chinese teacher they aspire to become with what they view as 

good and- poor Chinese teachers. Be it positive or negative, the influence of 

teachers on student learning is indisputable. Studies have indicated that PSTs' 

perceptions of good teachers relate closely to the type of teachers they would 

become (Bailey et al., 1996; Ball & McDiarmid, 1989; Block & Hazelip, 1995; 

Calderhead & Robson, 1991; Campbell, 1985; Comers et al., 1990; Feiman- 

Nemser, 1983; Johnson, 1992b, 1994; Kauchak & Eggen, 1998). The third 

question addresses the sources of the participants' perceptions. It is assumed that 

the identified sources reflect both the ways in which Chinese Language was 

taught to the participants, and the experiences the participants gained from 

teaching practices. As indicated in the literature, perceptions of learning and 

teaching relate to personal experiences (Sardo-Brown, 1996) and contextual 

environment (Borko & Shavelson, 1990; Bullough Jr. & Knowles, 1991; Morine- 

Dershimer, 199 1 ; Nettle, 1998). In particular, student teaching experiences are 

significant to the cognitive development of PSTs (Dunkin, Precians, & Nettle, 

1994; Jones & Vesilind, 1996; Loughran, 1996). The fourth question examines 

the complex relationships between the perceptions of teaching and learning 

Chinese, and lesson planning and classroom practices. The conceptual framework 

that can be constructed from the literature sees the relationship between PSTs' 

perceptions and practices as a reciprocal cycle (Figure 2.8, p.66). Their 

perceptions of self as a teacher, subject matter, and teaching and learning of the 

subject matter are inseparable from their beliefs and knowledge. These constructs 

then affect how they plan to teach, and actually teach. Their planning and 

classroom practices are realised in their teaching objectives, instructional 

strategies and evaluation of teaching effectiveness, which in turn shape their 

knowledge, beliefs and perceptions. The cycle contin~~es as they learn to teach 

and accumulate teaching experiences. It is on the basis of this recuning cycle that 

their personal theories of how to teach a specific subject are developed. 



1.2 Importance of the study 

Taking PSTs7 perceptions as the key to understanding how they learn to become 

teachers of Chinese, this study is innovative not only in its research foci, but also 

in its research design and methods of inquiry. From both a methodological 

perspective and a theoretical perspective, it contributes to the body of knowledge 

on learning, teaching, and learning to teach, languages in general and Chinese 

Language in particular. 

From a methodological perspective, this study takes up the challenge of desi ,~ng 

a longitudinal research, which involves a time-consuming and labour-intensive 

data collection process (Mertens, 1997). The investigator has followed the same 

cohort of student teachers throughout their two-year initial teacher preparation. 

There are two research populations to ensure the breadth and the depth of the 

study: the entire cohort (N = ,531) who participated in the questionnaire surveys, 

and the twelve sub-sample participants who took part in the qualitative data 

collection. In some stages, data collected were dependent on findings of the 

preceding stage. This features in a sequential design and adds complexity to the 

study. In addition, this study has adopted a multimethod (mixed methods) 

approach (Brewer & Hunter, 1989; Qureshi, 1992) to address the complex 

research questions. The research instruments were piloted (chap. 3, pp. 81-93, 

101, 121-123; chap. 4, pp. 193). Questionnaire surveys, repertory grids, individual 

interviews, focus groups, classroom observations and the analyses of lesson plans 

and reflective journals were used in a complementary manner to assure the 

validity of data collection and the "trustworthiness" of data analyses (Lincoln & 

Guba, 1985). With the aid of varied computer s o h a r e s ,  NUD*IST 4 (Richards, 

1998), RepGrid 2 (Shaw, 1992) and SPSSlO (SPSS Inc., 1999), data have been 

thoroughly "interrogated" and triangulated to maximise opportunities for 

interpretation. In particular, findings of the second research question on the PSTs' 

perceptions of teachers of Chinese demonstrate that repertory grid technique is 

effective in investigating group perceptions. Experiences gained in this study 

contribute to the advancement of "mixed methodologyy7 (Tashakkori & Teddlie, 



From a theoretical perspective, playing a dual role of student and teacher, the 

PSTs in this study are in the best position to provide insights into learning, 

teaching, and learning to teach Chinese Language. Their opinions reflect their 

expectations of effective teacher preparation and the genuine learning needs of 

students. Their lesson planning and actual teaching performance are compelling 

evidence of the extent that they have grasped the craft of teaching (Greene, 1984). 

The findings of this study, which cover the perceptions and perceptual 

development of the participants, the effectiveness of Chinese language education 

in Hong Kong and its impact on the PSTs, provide a more solid foundation for 

reforming teacher preparation and classroom teaching of Chinese Language. The 

traditional emphases on literature, culture and moral education, knowledge 

transmission and teacher-led styles have led to a low level of cognitive demand in 

Chinese teaching and are hardly appropriate for the era of the modem knowledge 

economy. The procedures traditionally recommended for teaching a text in 

Chinese and the assessment criteria of teaching practice have made the PSTs more 

didactic in teaching, although they purport to be more concerned about what 

students need to learn. These findings all underline the shortcomings of Chinese 

language teacher education in Hong Kong. 

To improve the quality of language teaching, the quality of language teacher 

education must first be improved because, as Richards (1994) puts it, teaching can 

only be realised by teachers. Not only should PSTs of Chinese Language be better 

equipped with what they need to become competent practitioners, e.g., subject 

matter knowledge, general pedagogical knowledge and pedagogical content 

knowledge (Shulman, 1987a), but their teachers (i.e., teacher educators) should 

themselves be open to change. Because learning to teach is often discipline-based, 

it will be more cost-effective and consistent across the teacher education program 

if Chinese language teacher educators also give attention to cognitive 

development (Cruickshank & Metcalf, 1990; Placek & Dodds, 1988; Posner, 1993; 

Shulman, 1998; Ur, 1992). To be real exemplars, teacher educators also need to 

practise what they preach with student teachers (Bailey et al., 1996). A practical 



way to broaden their perspectives is to involve them in constant critical evaluation 

of their own practices (Almarza, 1996; Bullough Jr. & Gitlin, 1994; Gore, 2001; 

Shulman, 2000; Weinstein, 1989). 

Although this study relates to a specific subject in a specific context, the findings 

may be of more general importance and implications. The similarities between 

the findings and those of previous educational research serve to remind teacher 

educators of the numerous long-standing issues and problems to be addressed in 

the search for improved teacher preparation. These challenges include clarifying 

the philosophies on which pre-service programs should be based, deciding on the 

extent to which teacher preparation should be oriented towards practice, achieving 

the integration of theory and practice, improving the nature and quality of 

teaching in pre-service programs, and raising teacher educators' awareness of life- 

long learning in the changing contexts of teacher education. Overall, the feelings 

of being inadequately prepared to face the classroom environment among the 

PSTs in this study are consistent with the results of other studies (e.g., Britzman, 

1991; Eisenhart, Behrn, & Romagnano, 1991). It is hard to disagree with these 

participants that pre-service programs could do much more to prepare them to 

teach Chinese Language and other subjects well, and to grow professionally in the 

long term. 



CHAPTER TWO 

A CRITICAL REVIEW OF THE LITERATURE 

2.0 Introduction 

Within the field of teacher education, there is virtually no scholarly work on how 

pre-service teachers (PST) learn to teach Chinese Language. A search of the 

tertiary library collections in Hong Kong, using "Chinese language teaching" 

yields 161 8 items, but only five items are found using "Chinese language teacher 

education". Most of these items on Chinese language teaching relate to teaching 

materials, cunicula and instruction guides. 

In order to undertake an exhaustive review of the literature on Chinese language 

teaching in Hong Kong, the Langz~age in Education Jotirnal from the 1980s and 

other periodicals on Chinese language teaching in the 1990s were also searched. 

Articles meeting the following criteria were screened for review: (a) explanation 

of the nature of Chinese language teaching traditions, (b) highlights of the 

development of Chinese language education in Hong Kong, (c) analyses of the 

language learning environment in Hong Kong and other areas, and (d) findings 

contributing to knowledge of Chinese language teacher education. Nearly 50 

articles or book chapters have been identified. They are mainly individual 

language educators' reflections on their own teaching experiences (somewhat 

anecdotal in nature), or renowned scholars' personal views on how Chinese 

language teaching should be conducted. No empirical research has been 

undertaken to ascertain how PSTs learn to grasp the "craft" (Greene, 1984) of 

teaching Chinese Language. 

In addition to the literature in Chinese, this study is also placed in the context of 

the relevant literature in English. The scope of the English works reviewed below 

is broader, and they meet at least one of the following criteria: 



(1) participants are elementary teachers or pre-service elementary teachers; 

(2) dependent variables are limited to knowledge, perceptionsheliefs, 

theories and practice; and 

(3) international studies that reflect a Chinese cultural component. 

To address PSTs' perceptions of learning and teaching Chinese Language and 

their classroom practice, this literature review is organised into two main sections. 

Section one presents an overview of scholarly works on Chinese language 

education in Hong Kong. Views about the specific nature of the Chinese 

Language subject, the traditional approach of Chinese language teaching and its 

effectiveness are examined, criticised and synthesised. Ln addition, there is a brief 

discussion on the implications of these views for Chinese language teacher 

education. Because Chinese Language as a school subject has a long history of 

many centuries in Chinese societies, clarifying the nature and traditions of 

Chinese language education is essential to set the scene for this study. 

Section two reviews the English literature on broader issues of language education. 

An analysis and synthesis of notable research on language teacher education (e.g., 

TESOL) and different schools of thought about teacher education in general are 

presented. Issues such as teacher knowledge, teacher beliefs/perceptions, and 

teacher planning and instructional practices are discussed to provide a theoretical 

and conceptual context for the empirical investigation. 

2.1 An overview of Chinese language education in Hong Kong 

Language education in Hong Kong has been a special issue due to its specific 

political background. Despite the fact that the majority of residents 

(approximately 99%) in Hong Kong speak Cantonese Chinese (HKWGLP, 1994), 

Chinese is not the only official language. Before the British Government returned 

its sovereignty to China in 1997, English occupied a uniquely important position. 

Even since the handover of sovereignty back to China, English has continued to 



be an official language. Moreover, English has been designated as the official 

medium of instruction in schools. Chinese has been taught as a school subject 

only since the 1950's when public examinations were instituted at the end of 

primary and secondary schooling (Tang, 2002). Before the 19507s, the school 

structure and curriculum of Chinese in Hong Kong was modeled on that of 

Mainland China (Tse et al., 1995, p.9). 

According to Tse et al. (1995), "Chinese" in Hong Kong has a complex meaning, 

refemng to writing using traditional complex characters and Cantonese speech. 

Although the shared Chinese written language (Modem Standard Chinese) is 

largely understood by almost all literate Chinese communities, the Cantonese 

speech does not correspond completely to the written form. Because of the heavy 

emphasis on set texts in Classical and Modem Chinese in the Chinese Language 

curriculum, there are persisting discrepancies between the written language taught 

at school and students' "social language" (Cantonese) (HKWGLP, 1994, p.8). 

Lee (1997) argues that because Putonghua (Mandarin) is the national standard 

spoken language in China, it should be the "mother tongue" of all Chinese people. 

However, because most Hong Kong people speak Cantonese, it is Lore accurate 

to consider Cantonese to be the "first mother tongue" and Putonghua to be the 

"second mother tongue" of most Hong Kong people. Hence, Chinese language 

education in Hong Kong is a "second mother tongue" education because the 

written Modem Standard Chinese that most Hong Kong people use is closest to 

Putonghua. The written language Hong Kong students learn does not match their 

spoken language. 

While the environment under the colonial government was not favourable, 

Chinese language teaching has long been a primary concern of local language 

educators for whom the transmission of Chinese traditions is the ultimate mission. 

The issues that have concerned them are: the nature and effectiveness of Chinese 

language teaching, and how the quality of Chinese language teacher education can 

be improved. These issues are discussed in turn below. 



2.1.1 The  nature of Chinese language teaching 

The interpretation of ZhOngguo' yu'w6n ($i3l%2 - Chinese Language) as the 

title of a subject in both primary and secondary schools has been controversial 

among language educators for the past fifty years. As the meaning of the two 

characters yu' (zg) and w6n (2) can be viewed from different perspectives, 

yu'w6n ( g g 2 )  has been interpreted as ycya'n w6nzi (~~~~ - language and 

script) (Pang, 1984), yu'ya'n w6nzhl7ng ( ~ ~ ~ S $ ?  - language and writing) (Lee, 

1991), yu'ya'n iv@nxu6 ( s S 2 g  - language and literature) (So, 1983b) and, to 

some extent, yu'ya'n w6nhun' ( E g Z q i k  - language and culture) (So, 1983a). As 

Z.G. Zhang (1994b) points out, "Despite the different interpretations of rv6n ( 2 )  

in yu'~v6n ( g 2 )  since 1949, most scholars agree that yu'(5g) refers to 'language'" 

(p.140). The differences in the interpretations of w6n ( 2 )  represent different 

emphases in Chinese language teaching. 

2.1.1.1 Teaching of literacy 

Yu'1v6n (ZS2) as in ZhOnggub y h 6 n  ($l$Elsg) refers to both language and 

literacy by language educators taking a "script" and "writing" view of teaching 

Chinese Language (Lee, 1991; Pang, 1984). To these educators, the primary 

obligation of language education is to teach students how to read and write (Deng, 

1991a; Wang, 1984; Ye, 1984). Due to the pictographic nature of the Chinese 

writing system, traditional teaching of Chinese literacy emphasises the recognition 

of individual characters. As Z.G. Zhang (1994b) suggests, the idea that "word 

recognition and essay writing equate to Chinese language learning and teaching" 

has permeated all Chinese societies and all practices of Chinese language teaching 

(p. 140). 

S. S. Zhang (1993) estimates that the Chinese reader needs to know approximately 



3500 Chinese characters to cope with daily communication. This probably 

explains why the process of becoming literate in Chinese is generally long; even 

at university level, students still need to learn new Chinese characters. According 

to S. S. Zhang, traditional teaching of Chinese in Mainland China takes about two 

years to teach over two thousand characters to children. Then students study 

about 700 set texts to obtain knowledge of linguistics, literature and writing. 

Compared with the standard practice in the Mainland, the subject requirements of 

Chinese Language are lower in Hong Kong. Only 2600 Chinese characters and 

150 set texts are expected to be learned by primary school students. Nevertheless, 

penmanship is still a common daily homework of Chinese Language, and 

recitation and dictation are regular exercises in Hong Kong (HKCDC, 1990a). 

2.1.1.2 Teach ing  of moral t h o u g h t s  a n d  thinking 

YGw6n (ggg) in ZhOnggud yG1~6n (qmggz) refers to language and literature or 

language and culture by educators trying to set a higher goal fofi language 

education (e.g., So, 1983a, 1983b). C. S. Chan (1987) points out that traditional 

literary education takes the implementation of morality as its educ'ational ideal, 

and it is aimed at the betterment of a person's morals and the complete 

development of his or her character. In his view, there has been no clear 

demarcation between literature and language in the teaching of Chinese Language. 

Teachers of Chinese with a missionary zeal regard themselves as "educators" who 

teach by example, not just as "teachers" of texts. M. J. So (1953b) exemplifies 

this type of Chinese language teachers: 

If one extracts the intellectual substance and moral precepts from Chinese 

literature, what remains is no more than abstract linguistic symbols. The 

form stays, but the spirit is gone bp.488-89). 

So's argument clearly represents the position of traditional educators, who believe 

in moral education as a key function of Chinese language studies. The learning of 



Chinese is seen as a holistic development of a person's knowledge, attitude or 

value judgement and moral character. Therefore language, literature and culture 

should not be set apart (So, 1983a, p.542). C. S. Chan (1987) points out that a 

main feature of Chinese language teaching is to teach students traditional Chinese 

thought and values through exemplary writings of distinguished authors. 

Therefore, class teaching materials are mainly derived from literary works, and 

the teaching approach leans towards the stylistic and expressive, rather than the 

analytical and grammatical elements. As the skills of spoken and written 

expression are different, using literary works as teaching materials and discussing 

the authors' artistic skills are mandatory. The question is not whether, but how, 

they should be used. 

In spite of the emphasis on recitation, Chinese language teaching has a long 

tradition of preaching an attitude of inquiry since Confucius' time (551-479 AD). 

By thinking critically, students are expected to gasp  and appreciate the traditional 

thought and values in literary works (Zhang, 1994a). S. Y. Cheng (1994) finds a 

relationship between the teaching of moral thoughts and thinking in Chinese 

language teaching: the teaching of thinking has been one of the main objectives in 

the Chinese Language cumculum in Hong Kong since 1975. However, what 

"teaching of thinking" means has never been made clear. He suggests that the 

teaching of thinking includes a two-fold objective: in the short-term, to foster 

reasoning ability; and in the long term, to establish students' personal values and 

character. This view supports a general argument that language education is 

intertwined with critical thinking (Deng, 1991b). Yet how students' reasoning 

ability can be fostered through the study of Chinese Language has not been fully 

elaborated. 

2.1 .I .3 Teaching of language, literature and culture 

The debate on the nature of Chinese language teaching in Hong Kong was 

triggered in 1974 by the separation of the discipline into two secondary school 

subjects, Chinese Language and Chinese Literature, following the practice of 



English language education. A focus of concern was that the teaching of the 

mother tongue should not follow the teaching of a second language. Another key 

concern was whether Chinese Language should include the teaching of literature 

and culture in addition to the teaching of language skills. 

Arguments for the inclusion of literature and culture in teaching Chinese 

Language reflect the thinking that originates from traditional Chinese language 

education. Various language educators have pointed out that the teaching of 

Chinese language is implied in the teaching of Chinese literature (Chan, 1987; 

Lee, 1991; Pang, 1984; So, 1983a, 1983b). Shi (1998) argues that Chinese 

language teaching should follow the sequence of teaching characters at primary 

level, texts at junior secondary level and literature at senior secondary level. 

However, he does not specify how the cultural component should be handled. P. 

K. Wong (1998) suggests that yCw6n (zg 9) in Chinese has always been 

ambiguous because it refers to both language and literacy. In his view, the 

Chinese tradition of teaching yuwen to students is to make them literate so that 

they can be educated to become all-rounded persons, implying that to be literate in 

Chinese does not only mean to be able to read and write, but also to be cultivated. 

Similarly, Z. G. Zhang (1999) affirms that the teaching of reading in Chinese has 

a long tradition of emphasising both wen (2) and ddo ( s ) ,  whereas w6n (2) 

refers to language and rhetoric and ddo ( s )  refers to an overall understanding of 

ancient scholars7 thinking. Overall, in line with traditional thinking, Chinese 

language teaching is perceived as a means to appreciate literature and to recognise 

culture. Hence, the literature and culture components are indispensable to the 

teaching of Chinese Language. As a result, Chinese language teaching has been 

bound to the analysis of classical and modem literary works with no systematic 

explication of linguistic knowledge, assuming that students' knowledge of words, 

literature and culture will be converted automatically into language ability. 

In reality, increasingly fewer students have benefited from this traditional 

approach to Chinese language education, challenging language educators to 

reconsider the established view and make changes to foster language learning 



(Marton, 2000). Pang (1984) addresses the need for drawing a clear distinction 

between the training of language skills and the appreciation of literature. Lee 

(1991), Wang (1984) and F. Y. Yu (1987) also emphasise the importance of 

training students7 language skills in teaching the Chinese Language subject. 

According to Lee (1991), because of the discrepancy between the spoken 

language and the written language, using literary works as teaching materials is 

inevitable. However, emphasising solely the appreciation of literary works in the 

teaching of Chinese Language is impractical and does not meet the needs of 

society. The teaching of language skills is considered more fundamental to the 

teaching of Chinese Language than the development of personal character or 

appreciation of literature. 

A new set of Chinese Language curricula from primary to matriculation was 

formulated in the 1990s (HKCDC, 1990a, 1990b, 1991). With a more balanced 

emphasis on the teaching of the four language skills, i.e., listening, speaking, 

reading and writing, and the inclusion of an explicit cultural component, the new 

Chinese cuniculum for matriculation (HKCDC, 1991) is considered an 

improvement in terms of teaching Chinese as a first language (Li, 1995). Despite 

the common belief that the advantages of traditional Chinese language education 

should not be neglected, there are more general concerns about the drawbacks of 

its overemphasis on the training of reading and writing (Yu, 1994; Zhang, 1994a). 

The issue of prioritising the objectives of Chinese language teaching in modem 

societies seems to have settled. The dominant view is that although Chinese 

Language should foster moral character and cultivate the appreciation of literature, 

its main task is to develop the language abilities of students. 

The next issue concerns achieving the teaching objectives of Chinese Language in 

the latest curriculum. Apart from the general motto of "read more and write 

more", suggestions for curriculum design (Pang, 1984; Shi, 1998), and exemplary 

lesson planning (Chow, 1997), the literature contains no other reference to the 

development of students7 language skills or the expected language learning 

outcomes. Li (1995) has identified the lack of systematic discussion of the 



language system of Chinese in the official cumcula. Deng (1991 a) suggests that 

language teachers should foster students' ability to analyse the correct usage of 

languages. Given a "trilingual" and "biliterate" language environment in Hong 

Kong, fostering students' language awareness and enhancing students' language 

sensitivity seem to be a possible way to improve the quality of language education. 

However, if the training of language skills remains only as practice and drill 

exercises affiliated to the study of classical and modern literary works, the new 

objectives cannot be achieved. 

2.1.2 Characteristics of Chinese language teaching 

After reviewing the findings of a number of studies, Tse et al. (1995) conclude 

that Chinese language teaching in secondary schools in Hong Kong are 

characterised by dominant teacher talk, textbook-centred approaches and 

examination-oriented teaching. It is also found that most secondary Chinese 

teachers follow the same procedures in teaching a book chapter: the teacher 

introduces the biography of the author of the texts, reads the text aloud, explains 

the meanings of words, sentences, paragraphs, and the themes of the text, and 

concludes it by instructing students to do relevant exercises. Most language 

teachers treat writing as a form of testing, during which students write under time 

constraints and examination pressure (p.76). Although this review is based on 

Chinese language teaching in secondary schools, the emphasis on word 

recognition is also evident in teaching at primary levels (Zhang, 1993). 

Morris (1985) identifies several "barriers" to the implementation of teaching 

innovations in Hong Kong. These barriers, such as the burden of public 

examinations, teachers' belief that traditional approaches are more efficient, and 

students' concerns with the coverage of the syllabus, plague the teaching of 

Chinese Language, suggesting that these problems are by no means confined to 

any particular subject (Tse et al., 1995). Overall, teaching and learning in Hong 

Kong have been typified as emphasising the transmission and rote learning of 

information (Leung, 2002). 



Marton (2000) affirms the claim that the typical Hong Kong classroom is teacher- 

dominated with students engaged in rote memorisation. Nearly all investigated 

classrooms from Primary One to Three in Chinese Language and Mathematics 

were characterised by whole-class teaching. Marton argues that if the same 

teaching approach prevails, students are not likely to develop open-ended, 

forward-looking capabilities necessary for the rapid change in the nature of work 

and society. In light of his "learning to learn" proposal for cumculum reform in 

Hong Kong, the issue relating to this study is how the teaching of Chinese 

Language can contribute to equipping students to become life-long learners. 

On the whole, the teaching of Chinese Language at all school levels in Hong 

Kong is characterised by teachers lecturing according to prescribed teaching 

materials, and students answering narrow questions and transcribing information 

into their exercise books - knowledge telling rather than knowledge transforming 

(Bereiter & Scardamalia, 1987). 

2.1.3 Effectiveness of current Chinese language teaching 

Despite a clearer direction for the teaching of Chinese since the early 1990s, 

students' Chinese proficiency, as evidenced by the results of public examinations, 

has been in continual decline. According to the Hong Kong Certzficate of 

Ed~rcation Examination Anntral Reports (HKEA, 1984, 1988, 1994), the 

percentage of those passing Chinese Language was 63.5% in 1984, 60.9% in 1988, 

58.5% in 1994 and 57.3% in 1997. In addition, errors at various linguistic levels, 

ranging from words to phrases, sentences, paragraphs and whole texts, are 

common in university students' writing (Chan, 1990). 

Various causes have been identified. From a sociolinguistic perspective, the 

government's Edrrcation Conzmission Report No. 6 (ECR 6) suggests that there is 

a motivation problem in Hong Kong regarding the learning of Chinese. Due to 

the higher status of English, the need for learning in Chinese is often undervalued 

by both parents and students (Education Commission, 1995). 



A further cause concerns the discrepancies between the spoken and written 

language (Lee, 1997; Tse et al., 1995; Wong, 1991). Although students are taught 

to read and write in the form of Modem Standard Chinese, Cantonese is the actual 

teaching medium in most Chinese classrooms. The absence of a link between the 

spoken Cantonese and the written Chinese makes the learning of the language 

laborious (HKWGLP, 1994). 

Although some scholars (e.g., Chan, 1987) consider the prevalence of Cantonese 

an advantage in teaching classical Chinese literary works, the negative effect of 

Cantonese on Chinese language education is apparent. A main negative effect is 

that students write in the "vernacular style7', which is not acceptable according to 

the Modem Chinese standard (Wong, 1991). According to P. K. Wong (1991), 

only 55.9 % of the Cantonese vocabulary is in common with the Putonghua 

vocabulary; if students are not speakers of Putonghua, many of them are often 

unaware of the rules and vocabulary of the standardised written vernacular. 

Considering that Cantonese is the mother tongue of most Hong Kong people, 

Deng (1991a, p.47) argues that the most urgent task of teaching Chinese in the 

local context is to teach students to express Cantonese thinking in w'iitten Modem 

Standard Chinese. However, he does not explain how this "most urgent task" can 

be accomplished or what training teachers of Chinese should receive in order to 

accomplish the task. 

In general, the results of public examinations and research findings suggest that 

Chinese language teaching in Hong Kong is not effective. Different causes have 

been identified, but most analyses remain largely "fights only on paper7'. No solid 

recommendations have been proposed to bridge the gap between Cantonese 

speaking and thinking and written Modem Standard Chinese, and to prepare 

teachers to take up this challenge. 



2.1.4 Implications: A need for systematic inquiry 

The quality of language teacher and language teacher education is obviously a 

relevant issue (e.g., Marton, 2000). Tse et al. (1995) point out that a serious 

problem in Chinese language teaching in Hong Kong is that many Chinese 

language teachers do not have formal training in Chinese. For these "unqualified" 

teachers, the easiest way to approach teaching is to keep to the emphasis on rote 

memorisation of text content and model answers for examination, which reduces 

the students' interest in studying the subject. After all, if a teacher's own language 

proficiency is in doubt, there is no ground for setting high expectations of his or 

her students. Thus, enhancing the quality of Chinese language teachers has been a 

concern of first importance. 

The ECR 6 (Education Commission, 1995) recommends that teacher education 

institutions should give more attention to language awareness and language skills 

in initial training programs. However, there are more and more demanding 

expectations of Chinese language teachers, many of which relate to the, traditional 

views of the roles of Chinese language education. M. J. So (1983b) advocates 

that teachers of Chinese should be role models for students. Chen (1993) suggests 

that they should be rich in cultural cultivation, demonstrate high language 

proficiency, and be able to teach students how to learn. N. W. Yu (1991) 

advocates a comprehensive curriculum to train Chinese language teachers (both 

pre-service and in-service) to better equip them to fulfil the complex task of 

guiding students to appreciate literary works, develop personal character, and 

understand Chinese culture. 

In an attempt to investigate language educators' perceptions of the qualities of 

good Chinese language teachers, Liang (1987) found that language proficiency, 

including academic qualifications, was considered the most important quality of a 

Chinese teacher, whereas "being able to motivate students to learn" and "teaching 

attitude" ranked second and third. He concluded that some teaching competence, 

such as the writing of lesson plans and the marking of student work, is explicit 

and can be easily evaluated, whereas implicit elements like teaching attitude take 



longer time to unpack but have a more profound impact on language teaching. In 

light of this view, it can be argued that to improve the quality of language teachers, 

it is necessary to foster an appropriate attitude towards learning and teaching 

among PSTs. 

In conclusion, the discussion of the scholarly works above on the teaching of 

Chinese suggests that there are gaps in our understanding of the linkages between 

how teachers teach and how students learn, and those between how teachers are 

trained and how they actually learn to become competent exemplars. With the 

partial exception of Tse et al. (1995), no rigorous empirical research study has 

been conducted to address these issues within the context of Chinese language 

teacher education. This study is one step in addressing these issues by studying 

the quality and effectiveness of Chinese language teacher education in Hong 

Kong from the perspectives of PSTs. 

2.2 Issues of teaching and teacher education in Western literature 

Education as a field of study covers an extensive area across different levels of 

schooling and various discipline areas. Researchers have addressed educational 

issues from a wide range of perspectives: from policy making to classroom 

practices and student learning outcomes. With respect to the focus of concern in 

this study, literature relating to language teaching and teacher education was taken 

as a point of departure. It was found that most subject-specific research in 

teaching and teacher education was informed by work on education in general. 

Following the sources of references in the subject-specific research, literature on 

teaching and teacher education in general was also reviewed. Several themes are 

identified as threads to organise the literature as follows: (a) learning to teach, (b) 

the roles of teacher knowledge in learning to teach, (c) the roles of teacher beliefs 

in learning to teach, and (d) elements of effective teaching. A sequence of logical 

steps towards understanding a subject-specific learning-to-teach process is 

formulated, which guides the research design of this study. 



2.2.1 TESOL as the point of departure 

Research on teaching English to speakers of other languages (TESOL) provides 

rich insights on language teaching and teacher education. Surprisingly, relatively 

few research studies on English language teacher education have been undertaken. 

Freeman and K. E. Johnson (1998) find that since the founding of the premier 

journal TESOL Quarterly in 1966, research on language teacher education has 

been noticeably missing from the professional discourse. The situation has 

improved only slightly, as only 9% of the articles from 1980 to 1997 were listed 

under the topic of teacher preparation (e.g., Freeman, 1989; Freeman & Richards, 

1993; Johnson, 1992a). According to Freeman and K. E. Johnson, language 

teacher education research has drawn upon works in general education as a point 

of reference. 

Concerns about the lack of research on how language teachers learn to teach had 

been voiced before Freeman and K. E. Johnson published their findings in 1998 

(e.g., Freeman, 1996; Johnson, 1992a, 1996b). As traditional , practices, 

conventional wisdom, and disciplinary knowledge have dominated the field of 

study, language teaching and language teacher education have long been an 

"unstudied problem". Most second language teacher preparation programs simply 

assume that once PSTs have completed the required course, they will be able to 

transfer their knowledge to effective classroom practices. However, without a 

better understanding of how PSTs conceptualise their initial teaching experiences, 

and what impact these experiences have on their professional development as 

teachers, second language teacher education will continue to operate without a 

grounded theoretical framework of how to teach second language teachers to 

teach (Johnson, 1996b, p.30). 

Studies on teachers' decision making form a fertile ground for understanding the 

cognitive dimensions of second language teaching. K. E. Johnson (1 992a) points 

out that there has been a lack of a theoretical framework to serve as a basis for 

second language teacher preparation programs. As a result, attempts have been 

made to gain insights from first language educational research. Researchers have 



focused on the following areas: the ways in which PSTs conceptualise their initial 

teaching experiences, the unique instructional considerations of second language 

teaching, and finally, the contribution that such field experiences have on the 

professional development of second language teachers. 

Taking a broad impressionalistic perspective, Richards (1992) conceptualises the 

nature of language teaching as a continuum rangng from a science, a technology, 

to a craft or an art. According to him, teachers entering the teaching profession do 

need technical competence in teaching, and the confidence to teach according to 

proven principles. Science-research conceptions of teaching might well provide a 

good starting point for inexperienced teachers. As they gain experience, they can 

then modify and adapt these initial theories of teaching, moving towards the more 

interpretive views of teaching that are implicit in theory-philosophy conceptions. 

Eventually, as they develop their own personal theories of teaching, they can 

teach more from an art-crafr approach, creating teaching approaches according to 

the particular constraints and dynamics of the situations in which they work. 

Although Richards' conceptualisation presents a general description of a logical 

developmental sequence, it does not explain why and how individual teachers' 

classroom practices vary. Without an understanding of the theoretidal beliefs and 

perceptions of individual teachers, it is hard to understand how these teachers 

make instructional decisions, choose instructional materials, and select certain 

instructional practices over others. 

Dominant theoretical beliefs are recognised as an important part of teacher 

thinking during literacy instruction for non-native speakers of English. K. E. 

Johnson (1992b) attempts to characterise ESL (English as a second language) 

teachers' theoretical beliefs and determine the extent to which the beliefs are 

consistent with their instructional practices. Findings of her study indicate that 

the majority of ESL teachers (60%) possess clearly defined theoretical beliefs 

which consistently reflect a particular methodological approach towards second 

language teaching. 

The cognitive dimension of second language teaching has, in recent years, 



attracted increasing attention among researchers. Freeman and Richards (1993) 

propose a framework for analysing second language teaching. The focus of 

discussion shifts from teachers' behaviours to their thinking which organises and 

motivates instructional practices. Richards (1994) further suggests that it is 

necessary to model the cognitive skills of expert teachers. The underlying 

assumption is that the cognitive analysis of second language teaching is central to 

understanding both how teachers teach and how novice teachers develop teaching 

expertise. Teaching is believed to be realised only in teachers, and has no 

independent existence (p.400). Fisher et al. (1996) advocate that the overall trend 

in the English language arts and reading is on thinking and critical thinking 

processes that will enable students to communicate and create language in 

situations that do not yet exist. Hence, language teacher education should be less 

involved with transmitting models of effective teaching practice and more 

concerned with providing experiences that facilitate the development of cognitive 

and interpretive skills that are used uniquely by every teacher. 

Similarly, Woods (1996) identifies three main gaps in the understanding of 

language teaching: 

(1) research has not described the structure of classroom language teaching 

in pedagogical terms, i.e., in the context of the larger units of course 

structure and the underlying objectives; 

(2) it has not examined the processes by which language teachers plan and 

make decisions about their teaching (both for and in the classroom); 

(3) it has not examined the language teachinglearning process as it is 

perceived and interpreted by the participants themselves - in particular 

the teacher (p. 1 1). 

Woods, hence, supports the argument that the analysis of teaching as an activity 

grounded in the teacher's belief systems and cognitive world offers important 

implications for the practice of second language teacher education. 

Almarza (1996) argues that pre-service education is not just what happens after 



students enter training institutions, but also encompasses previous learning 

experiences. Helping students to be aware of the understandings they bring to 

formal education is considered to be only the first step in the transition to 

professional thinking, in which students learn to look beyond the familiar worlds 

of teaching and learning. To Almarza, teacher education should not be a question 

of imposing traditional or progressive teachmg models on student teachers. 

Instead, it should be about establishing connections with their personal 

understandings and building on their pre-existing knowledge. Only when teacher 

educators understand these perceptions of teaching on the student teachers' entry 

to teacher preparation programs, can they adjust appropriately the course content 

to overcome any misconceptions that might be getting in the way of PSTs' 

learning (p.74). In other words, helping student teachers recognise their 

conceptions and understandings of their subject matter, teaching and learning not 

only raises their own awareness of the influences that these beliefs have on their 

learning to teach, but also provides a foundation for enhancing the quality of 

teacher education. 

In order to articulate a knowledge base of language teaching, researchers in the 

field of TESOL have examined what constitutes language teaching4:from various 

aspects: the activity of language teaching, the context in which it is practised, 

teachers as participants, and language as the subject matter (e.g., Bailey & Nunan, 

1996; Freeman, 1994; Pica, 1994). Through grounded examinations of language 

teaching within a broader framework of teacher-learner, context, and process, a 

deeper understanding of how language teachers teach and how their students learn 

has emerged in the literature. 

Viewing learning to teach as a life-long developmental process that operates 

through participation in social practices and contexts, Freeman and K E. Johnson 

(1998) propose a tripartite knowledge-based framework constituting the teacher- 

learner, social context (schools and schooling) and pedagogical process (language 

teaching and learning) with an emphasis on the constant and critical 

interdependence among the constituents. T h s  conceptualisation of the knowledge 

base of language teacher education is depicted in Figure 2.1. 



Figure 2.1 Freeman & Johnson's (1998) framework for the knowledge-base of language 
teacher education. 
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Note. Reproduced from Reconceptualizing the knowledge-base of language teacher education, 

TESOL Quarterly, 32(3), p.406, Figure 1. 

The significance of the comprehensive framework is that the teacher as learner of 

language teaching is highlighted as an individual element to be "studied". 

Teachers must understand their own beliefs and knowledge about learning and 

teaching, and be thoroughly aware of the impact of such knowledge and beliefs on 

their classrooms. How this awareness can be developed and consolidated is 

considered the main responsibility of language teacher educators. 

Overall, the relatively scant inquiry into language teacher education in English 

underscores the lack of importance ascribed by researchers to the field, and 

minors an assumption held by many about Chinese language teaching: if one 

speaks a language, one can teach it. In addition, many studies on English 

language teacher education are driven more by tradition and opinion than by 

theoretical definitions, documented study, or researched understandings (Freeman 

& Johnson, 1998, p.398). Language teacher preparation has focused more on 

what teachers need to know and how they could be trained than on what they 

actually knew and how this knowledge shapes what they do. If this approach is 



not effective in preparing language teachers of English, it is unlikely to be a 

model for preparing teachers of Chinese Language. In this connection, the 

following views of language teacher education based on Freeman and Richards 

(1996, pp.5-6) have informed this study: 

(I)  learning to teach involves the development of theories and interpretive 

skills which enable teachers to resolve specific teaching incidents, 

creating their own working theories of teachng in the process; 

(2) teachers7 previous learning, knowing, and beliefs about teaching serve as 

a powerful determinant of their perceptions and practices, and are often 

resistant to change; 

(3) individual teachers follow particular routes in the development of their 

pedagogical knowledge and skills, depending on their individual views of 

language, teaching, learning, and their changing understanding of 

themselves, their learners, their subject matter, and the nature of second 

language instructional tasks; 

(4) understanding teachers' conceptualisations of teaching, their beliefs, 

thinking, and decision making can help us better understand the nature of 

language teacher education and hence better prepare us for our roles as 

teacher educators. 

Freeman and Richards suggest that learning to teach any language shares certain 

fundamental characteristics. Hence, student teachers' perspectives should be an 

appropriate starting point for understanding the process of learning to teach 

Chinese Language. More specifically, this study should also analyse the origins 

and substance of the beliefs and perceptions of student teachers, their perceptual 

changes during the process of teacher education, and how they shape their 

teaching performance. 

2.2.2 Learning to teach 

As an important source of reference in second language teaching and research, the 



general literature on teacher education is also discussed here to provide more 

theoretical insights. Over the past three decades, Western research into how 

teachers learn to teach has taken diverse perspectives, of which the most inspiring 

is that regardless of the differences in cultures or teacher education traditions, the 

primary role of teacher education should be to ensure that PSTs are able to 

produce hgh-quality learning outcomes- in their students (Gore, 2001). 

The shift in research paradigm away from the dominant process-product tradition 

in the mid-1980s has led to conceptual, philosophical and methodological changes 

in research on both teaching and teacher education Pritzman, 1991 ; Carter, 1990; 

Doyle, 1990b; Grossman, 1989). These changes are surnmarised by Anderson 

(1995) in the following conceptual frameworks (Figures 2.2 & 2.3). This shift in 

research pa rad i ,~  is from an emphasis on determining what PSTs should know 

and how they should be best trained to know it, to an emphasis on understanding 

what they actually know and how that knowledge is acquired (Carter, 1990). 

According to Anderson (1995)~ educational research since then has adopted multi- 

disciplinary perspectives to search for "conditional knowledge'' using more 

"qualitative" method. Figure 2.2 outlines the relationship among various 

variables in the teaching and learning process. 

Within Anderson's framework, teachers play a determining role in influencing, 

directly or indirectly, other variables (e.g., school and classroom factors, students 

and classroom), which in turn influence the learning outcomes. The various 

aspects of teacher study form a surface to deep continuum, i.e., from teaching 

skills and techniques (A3), instructional strategies and approaches (A2) to theories 

and models of teaching (Al). This continuum reveals the varieties of research 

work taking teachers as the focus of concern. In Anderson's (1995) words: 

Theories and models help us understand teaching. Strategies and approaches 

provide general guidelines for the ways in which teachers teach. Finally, 

skills and techniques enable teachers to operate within those general 

guidelines (p.xvii). 



Figure 2.2 Anderson's (1 995) schematic representation of the material in the second 
edition covering teaching and learning. 

Note. Reproduced from International encyclopedia of feaching and teacher education (2nd ed., pp. 

xvii, Figure 2), by L.W. Anderson (Ed.), Cambridge, UK: Pergamon. 

In Anderson's view, more research should be done in the areas of classroom 

teaching and learning, and the process of teachers' professional development. 

According to Anderson, knowledge of teachers is derived mainly from research 

conducted in either the psychological or the sociopolitical traditions. Research 

following the former is mainly concerned with the knowledge, beliefs, 

expectations, expertise and so on of teachers, whereas the latter examines their 

social status and political orientation. As teachers' competence in the subjects 

they teach is generally a key criterion of teacher quality (Shulman, 1990)' the 

psychological approach to research on teachers' knowledge and beliefs is more 

fruitful in understanding how the personal characteristics of teachers influence the 

process of teaching and learning. 

Although there is no denying that teachers play a prominent role in the teaching 

and learning process, classroom teaching and learning involve dynamic activities 



constructed by both teachers and students as they process, build on, and work with 

their own experiences and other information (Meredith, 1995). Leinhardt (1991) 

agrees that it is pedagogically sound and cognitively necessary for students to 

have a role in determining the method and direction of their own learning. A key 

feature of studies on cognitively based learning theories is the distinction between 

explanations that are essentially designed by teachers in advance, and those in 

which students play an active role in constructing during classroom dialogue (e.g., 

Biggs, 1992). The positioning of students and the unidirectional arrows in Figure 

2.2 suggest that students are passive knowledge recipients in the teaching-learning 

process. Neither the interaction between students and teachers nor the possible 

influence students may have on teaching has been adequately addressed. 

On the other hand, Figure 2.3 classifies teacher education according to the timing 

and the generality or specificity of teacher education. 

Figure 2.3 Anderson's (1995) schematic representation of the material in the second 
edition covering teacher education. 
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Note. Reproduced from International encyclopedia of teaching and teacher education (2nd ed., pp. 

xvii, Figure 3) ,  by L.W. Anderson (Ed.), Cambridge, U K :  Pergamon. 

The differentiation between generic initial teacher education (G) and subject area 



initial teacher education (H) in Figure 2.3 suggests that these are two areas that 

could be treated or studied separately. Although this is the case in some teacher 

education traditions, e.g., in the United States, it should not be considered the sole 

approach to teacher preparation. Therefore, the above two frameworks could be 

combined to indicate how teacher education at different points of time functions 

to inform teachers' teaching. As Delamount (1995) points put, technical skills 

and knowledge are the explicit, rule-governed, codified parts of the job, whereas 

"indeterminacy" is the "hidden curriculum" of the job performance: all the tacit, 

implicit, unexamined facets of any job. Delamount's suggestion can be 

interpreted as a notion of "situated learning" in which learning is often context- 

dependent and the content of learning is discipline based, the context being the 

formal classroom in which teaching and learning take place. Student teachers 

need training in both generic teaching skills as well as subject pedagogical 

knowledge. Whether student teachers can teach competently in the classroom 

depends largely on how well they integrate, or they are facilitated to integrate, 

learning in both aspects. As such, an exploration of PSTsY perceptions of learning 

and teaching Chinese Language and an evaluation of their classroom practices 

should help us understand how they learn to become a teacher of Chinese 

Language. 

Despite the limitation mentioned above, Anderson's (1995) frameworks present a 

challenge to traditional Chinese education. It has become increasingly clear that 

to improve the quality of Chinese teaching and teacher education, due attention 

should be paid to how teachers' theories and models of teaching are developed 

and how these theories and models influence their instructional practices. 

The literature on processes of learning to teach includes a number of paradi,ms. 

Carter (1990) comments that "how one frames the learning-to-teach question 

depends a great deal on how one conceives of what is to be learned and how that 

learning might take place" (p.307). From a psychological point of view, learning- 

to-teach is an active process involving considerable interaction between thought 

and action (Calderhead, 1987, p.18). The development of teachers' theories and 

models of teaching is determined by multiple variables, as shown in the following 



research on how teachers learn to teach. 

Fuller and Bown's (1975) model of teacher development encompasses pre- 

teaching concerns, early concerns about survival and teaching situation, and 

concerns about pupils. As they point out, teacher education programs are rarely 

organised in such a developmental sequence to meet the needs of teachers. 

Taking both the context of learning to teach and the teacher's perceptions of the 

task into consideration, Fuller and Bown address the issue of learning to teach 

from a relatively "macro" perspective. Their analysis provides a comprehensive 

framework for understanding the interaction between the teacher's learning to 

teach and the various teaching related contexts. Yet it is still not clear how these 

interactions affect behaviour and shape personal theories and models of teaching. 

If "teaching is realised only in teachers" (Richards, 1994, p.400), to understand 

teachers' behaviour, we should: keep track of the teachers' perceptual 

development, and examine the relationships between perceptual development and 

classroom practices. This study is influenced by this line of thinking. 

Following Fuller and Bown (1975), Feiman-Nemser (1983) further divides the 

teacher's life space into four phases - pre-training, pre-service, induction and in- 

service - and extends the learning-to-teach process to the entire career of the 

teacher. Although most teachers attend formal teacher education programs, 

informal preparation such as "personal experiences with parents and teachers and 

images and patterns of teaching shaped by the cultuue" before formal teacher 

education are considered more influential on their learning (p.154). If 

preconceptions of future teachers are not taken into account, very little 

normatively correct learning in teacher preparation can be ensured. This is 

because the images and beliefs that prospective teachers bring to their pre-service 

preparation might serve as "filters" to the knowledge and experiences they 

encounter (Feiman-Nemser, 2001; Feiman-Nemser & Buchrnann, 1986). 

Based on cognitive studies of expertise, Berliner (1986) examines the 

characteristics of teaching expertise and reiterates the worthiness of studying 

expert teachers. Subsequent research by Berliner (1995) identifies a five-stage 



model of teacher development - novice level, advanced beginner level, competent 

level, proficient level and expert level (pp.47-48). Ln this model, the 

consciousness of a teacher's classroom performance with regard to student 

learning develops as he or she accumulates teaching experiences. However, 

although this model provides a comprehensive description of teachers' 

professional development from novice to expert, it does not specify the 

knowledge necessary for this development to take place. 

After reviewing 40 naturalistic and qualitative studies of learning to teach 

between 1987 and 199 1, Kagan (1 992) develops a model of professional growth 

among pre-service and beginning teachers, supporting and elaborating Fuller and 

Berliner's models. She concludes that professional growth among novice and 

beginning teachers is both behavioural and conceptual. The components of 

professional gowth include: (a) an increase in metacognition of their beliefs and 

knowledge, (b) the acquisition of knowledge about pupils, (c) a shift in attention 

from self to the design of instruction to pupil learning, (d) the development of 

standard procedural routines, and (e) the growth in problem-solving skills (p. 156). 

According to Kagan, "the novice's initial inward focus constitutes necessary and 

valuable behaviour, for until the initial self-image is adapted and feconstructed, 

the novice cannot progress" (p. 16 1). To better facilitate student teachers7 learning, 

it is important to first raise the awareness of their own perceptions of learning and 

teaching. 

Emphasising the importance of mastery of procedural routines, Kagan's (1992) 

learning-to-teach model has stimulated much discussion. Grossman (1992), for 

example, claims that Kagan has misrepresented the full body of research on 

professional growth among prospective teachers. She argues that management is 

not neutral but carries within its own implicit theories of instruction and 

assumptions about schooling as a form of social control. In her views, just as 

cognitive psychology no longer supports the division of skills and higher order 

thinking, teacher education must help prospective teachers see the 

interdependence of management and educational goals. Counter-examples of how 

an English methods course fi~nctions to influence graduates' beliefs and 



knowledge about the teaching of English are used as evidence to support the 

argument. 

The implication of the debate between Kagan (1 992) and Grossman (1 992) is that 

a study of student teachers' perceptions of learning and teaching Chinese 

Language can enlighten both teacher educators and student teachers. The teacher 

educators7 practice will be better informed and the student teachers' learning 

better facilitated. 

To understand the nature of teacher learning, Sotto7s (1994) definition offers a 

usehl clue: 

Learning, real learning, isn't what happens when we are fed information. 

Learning is what happens when we realise we don't know something which 

we consider worth knowing, form a hunch about it, and test that hunch 

actively. In doing that, we may have to find information first, but notice that 

finding that information is only part of the process. And notice that the 

process begins when we realise we don't know something (p.50). 

In this view, learning is not the same as remembering but is about understanding 

and making inferences on the basis of what we understand. This is particularly 

true for student teachers. Without a thorough understanding of what it means to 

teach, learning to teach will be confined to merely knowing information or 

imitating teaching acts. This study follows this advice to examine what teaching 

and learning Chinese Language means to PSTs. 

As for the notions of "teaching" and "learning to teach", Reynolds (1992) 

proposes a teaching task framework for measuring performance-based 

assessments for teacher licensure. Differences between beginning and experienced 

teachers are discussed in pre-active, interactive, and post-active domains during 

the instructional process. Beginning teachers are expected to enter the first year 

of teaching with three types of knowledge (knowledge of subject matter, 

knowledge of strategies for facilitating learning and knowledge of pedagogy) and 



two types of dispositions (be concerned about students and school and be 

reflective) in formal evaluation of teaching competence (p.26). If beginning 

teachers are not able to perform the pre-active, interactive, and post-active tasks of 

teaching in an effective manner, they might place their students at risk of 

educational failure. Whether competent teaching differs across subject matters, 

however, is a key area for further study. 

In a review of empirical studies on how beginning teachers learn to teach, Wideen 

et al. (1 998) find that many aspects of the learning-to-teach picture remain unclear 

and findings of these studies appear contradictory. Poor research quality is 

blamed for these weaknesses. The authors point out that only a limited subset of 

the large body of literature is based on primary data. Three thematic groups of 

studies - prior beliefs of beginning teachers, program interventions occurring 

during teacher education, and the first year of teaching - are identified. Although 

the various contexts and approaches of the studies make cross-generalisation 

problematic, Wideen et al.'s 'analysis identifies the following issues that inform 

this study. First, PSTs7 pre-existing beliefs play an important role in their 

learning to teach. Second, in that process, PSTs7 perceptual changes emerge. 

Third, their awareness of their own notions of teaching and learriing are more 

crucial to the effectiveness of learning to teach than knowledge and skills learned 

under the traditional vocational model of teacher education. Fourth, primary data 

is important for gaining correct understanding of this complex process. 

Overall, despite the diverse perspectives, learning to teach is similarly viewed as a 

developmental process. The following have been identified in the literature as 

crucial aspects in the learning-to-teach process and will be incorporated in this 

research: 

(1) context of learning to teach including student teaching experiences, 

(2) content of learning to teach, i.e., what teachers need to know and be able 

to do in order to teach, 

(3) student teachers' pre-existing knowledge and beliefs, 

(4) student teachers7 perceptions of the teaching task, and 



(5) student teachers' behavioural and conceptual changes. 

2.2.3 The roles of teacher knowledge in learning to teach 

As discussed in the preceding section, teacher knowledge and how it is learned 

have been long-standing concerns. In a pioneering study, Elbaz (1983) synthesises 

the knowledge a teacher needs at work as "practical knowledge", which refers to 

"all knowledge as integrated by the individual teacher in terms of personal values 

and beliefs and as oriented to her practical situation" (p.5). More specifically, 

practical knowledge covers the following five categories: (a) knowledge of self, (b) 

knowledge of the milieu of teaching, (c) knowledge of subject matter, (d) 

knowledge of cuniculum development, and (e) knowledge of instruction (p.14). 

Each aspect of practical knowledge will reflect different ways of mediating 

between thought and action and can be organised into a three-level structure: rule 

of practice, practical principle and image (the least explicit and most inclusive). 

According to Elbaz (1983), these three levels are interrelated and, serve one 

another. A principle or an image may give rise to a number of rules which 

exemplify it, and image may grow out of principles and rules which work towards 

it. Adopting the three-level structure of teacher knowledge might be more 

accurate in revealing prospective teachers' knowledge, especially at various stages 

of the learning-to-teach process. As Elbaz (1983) suggests, we might expect a 

beginning teacher to have fairly clear images but few rules and inadequate 

principles to guide her practice (p.135). Elbaz's study provides insights into the 

overall scope and organisation of teachers' knowledge and the connection of that 

knowledge to practical conditions of teaching. 

In a discussion on what teachers need to know and be able to do, Darling- 

Hammond et al. (1999) point out that teaching is an intense activity and teachers 

must simultaneously manage various types of knowledge and skills, therefore, 

assessment strategies in teaching should reflect the minimum knowledge and 

skills requirements all teachers should master (p. 18). Their concept~ialisation of 

the relation among teacher knowledge, judgement and behaviour is depicted in 



Figure 2.4. 

Figure 2.4 Darling-Hammond et al.'s (1999) framework of the relation among teacher 
knowledge, judgement and behaviour. 
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Note. Reproduced from A license to teach: Raising standards for teaching (p.101, Figure 5.2), 

by L. Darling-Hammond, A.E. Wise, & S.P. Klien, San Francisco: ~osse~-  ass. 

This conceptualisation suggests that readily observable teaching behaviours are 

but the tip of an iceberg representing the components of teacher competence. 

Behaviows are informed by teacher judgements and decisions, which themselves 

are the products of a teacher's knowledge, beliefs, and attitudes about the contexts 

and purposes for education, about learners and learning, and about subject matter, 

curriculum, and teaching. These areas of knowledge are used, along with beliefs 

and attitudes that comprise teachers' dispositions, as teachers make judgements 

about what they want to do on the basis of their goals for students and subject 

matter (Hammond et al., 1999, pp.95-96). 

Broadly, Darling-Hammond et al.'s (1999) conceptual framework and Elbaz's 

(1983) three-level structure of teacher knowledge are similar. The former's 



notions of "knowledge, beliefs and attitudes", "teacher judgements and decisions" 

and "teacher behaviours" correspond to the latter's "rule of practice, practical 

principle and image" structure. Linkages between various aspects of a teacher's 

knowledge base and the function of different types of skills are explicit in the 

framework of Darling-Hammond et al. However, the personal theory behind a 

teacher's classroom practice is idiosyncratic and tacit. Therefore their framework 

appears to be too prescriptive. Furthermore, the fiarnework fails to indicate what 

knowledge can enhance teacher judgement (Bmes,  1989). As Batten et al. (1993) 

point out, teachers' professional craft knowledge, acquired primarily through 

practical experience in the classroom rather than formal training, guides their day- 

to-day actions in classrooms. This is because this knowledge is mostly not 

articulated in words, but is nevertheless brought to bear spontaneously, routinely 

and sometimes unconsciously on teaching. In this case, Elbaz's (1983) "rule of 

practice, practical principle and image" structure offers more flexibility for 

examining teacher knowledge, especially at the early stages of learning to teach. 

To make explicit the rules and conventions that make meaning or intelligibility 

possible, i.e., what teachers know, how they act, and what judgements they make 

in solving teaching dilemmas, Doyle (1990b) urges the need for a comprehensive 

framework of teacher knowledge and suggests three categories of knowledge 

about teaching - knowledge about practices, content knowledge, and curriculum- 

enactment knowledge. According to Doyle, in the early 1990s, there has been a 

substantial increase in attention to the subject-matter knowledge and, in particular, 

the pedagogical content knowledge (PCK) of teachers. As Doyle identifies, there 

have been two important strands in the literature. The first focuses on the key role 

of content knowledge and the second on PCK (Grossman, 1990; Grossman, 

Wilson, & Shulman, 1989; Shulman, 1986, 1987a, 1990; Wilson, Shulman, & 

Richert, 1987). These are discussed in the next section. 

2.2.3.1 Subject matter knowledge 

Berliner (1986) suggests that subject matter knowledge and knowledge about the 



organisation and management of classrooms are two large domains of knowledge 

that must be readily accessed by a teacher in order to be an expert pedagogue. 

Because the problems faced by classroom teachers are so complex, integrating 

these two domains of knowledge is important. In the words of Elbaz (1983), this 

"practical knowledge" is the element that changes a person from being a subject 

matter knower to a subject matter teacher (pp.9-10). 

The importance of deep understandings of subject matter knowledge for 

professional judgement has been reiterated by Shulman (1 986, 1987a, 1990), who 

points out that subject matter had been the "missing paradi,gmn in research on 

teacher cognition. Shulman (1986) argues that subject matter had been neglected 

in the research on teaching done in the 1960s and the 1970s, and calls for 

systematic attention to it. In his view, although it has been generally agreed that 

teachers' competence in the subjects they teach is a central criterion of teacher 

quality, what subject-matter knowledge actually refers to remains remarkably 

vague. The emphasis is not just on what the teachers know about the subject, but 

on what they want the students to know, and how they propose to teach them (for 

more on Shulman's concept of PCK, see section 2.2.3.2). 

Wilson et al. (1987) also focus on the teachers' subject matter knowledge and its 

role in teaching. They define subject matter knowledge as both the substantive 

and syntactic structures of the discipline. The substantive structures include the 

ideas, facts, and concepts of the field, as well as their relationships. The syntactic 

structures involve knowledge of the ways in which the discipline creates and 

evaluates new knowledge. 

Further research on this issue attempts to identify types and structures of subject 

matter knowledge. For instance, Ball (1989) suggests that teachers' learning of 

subject matter includes: concepts of subject matter knowledge, sources and 

outcomes of teachers' subject-matter learning, and evidence about teachers' 

subject-matter preparation. She hrther points out that teachers learn content from 

teaching it. An important question for Ball is how this learning from practice 

contributes to the subject-matter preparation of teachers. She finds it not 



surprising that teachers do not have adequate subject-matter preparation, because 

what they know outside their areas of specialisation is probably based on 

resources from elementary and high school classes (p.442). Hence, she argues 

that more research should be done on how to change and deepen teacher's 

subject-matter knowledge. 

Grossman et al. (1989) state that the methods classes have traditionally covered 

the strategies for teaching the subject matter, not the subject per se. While they 

refer content knowledge to the factual information, organising principles and 

central concepts of a discipline, they find that English teachers who are uncertain 

of their own knowledge of grammar try to avoid teaching it whenever possible. In 

other words, teachers' lack of content knowledge affects the style of instruction. 

In conclusion, previous studies on learning to teach suggest that the acquisition of 

knowledge relates directly to classroom performance, and there seems to be no 

better way to learn than to teach it. However, although subject matter knowledge 

is important, it is not more important than other foundational knowledge (Carter, 

1990). 

2.2.3.2 Pedagogical content knowledge 

As teaching professionals need to deal with both content and process, to think 

properly about content knowledge requires one to go beyond knowledge of the 

facts or concepts of a domain. Focusing on the transition from expert students to 

novice teachers, the notion of pedagogical content knowledge (PCK) suggested by 

Shulman (1986) distinguishes different types of teacher knowledge (content, 

pedagogical content and strategic) and forms of knowledge Cpropositional, case 

and strategic). According to Shulman, PCK includes: 

... the most regularly taught topics in one's subject area, the most useful 

forms of representation of those ideas, the most powerf~~l analogies, 

illustrations, examples, explanations, and demonstration-in a word, the ways 



of representing and formulating the subject that make it comprehensible to 

others .... It also includes an understanding of what makes the learning of 

specific topics easy or difficult,.. (p.9) 

In other research, he further identifies several categories that represent the 

"knowledge base of teaching" (Shulman, 1987a). These include content 

knowledge, general pedagogical knowledge (e.g., classroom management), 

curriculum knowledge, such as materials and programs, knowledge of learners 

and their characteristics, knowledge of educational contexts, knowledge of 

educational ends, purposes, values, and pedagogical content knowledge. In 

addition, scholarship in content disciplines, the materials and settings of the 

institutionalised educational process, research on schooling, social organisations, 

human learning, teaching and development, etc., and the wisdom of practice are 

identified as major sources for the knowledge base of teaching. Overall, PCK is 

the special amalgam of content and pedagogy that is uniquely the province of 

teachers, their o~vn special form of professional understanding (Shulman, 1987a, 

p.8). In summary, transformation of subject knowledge for the purposes of 

teaching is at the heart of pedagogical content knowledge. 

Although teacher knowledge development continues to be a central feature of 

research on teaching (e.g., Grossman, 1991a; Grossman et al., 1989; Morine- 

Dershimer, 1991; Richards, 1991), and the concept of PCK has become an 

organising force in redesigning teacher education programs (Grossman, 1990; 

Tamir, 1988), Shulman's notion of PCK is not without criticism. Cochran et al. 

(1993) point out that the term "knowledge" is too static and is inconsistent with 

the constructivist perspective. Based on a constructivist view of teaching and 

learning, they suggest that the notion of PCK should be extended to pedagogical 

content knowing (PCKg), defined as "a teacher's integrated understanding of four 

components of pedagogy, subject matter content, student characteristics, and the 

environment context of learning" (p.266). Although PCKg emphasises the 

importance of knowledge construction in the knowing process and reminds those 

designing teacher preparation programs to adopt strategies that deliberately. 

promote the understanding of the components, it still operates within the 



conceptual dimensions or domains of PCK. 

Meredith (1995) argues that Shulman's concept of PCK is adequate only if subject 

knowledge is seen as absolute, incontestable, unidimensional and static. Her 

argument is that teachers who conceive subject knowledge as multidimensional, 

dynamic and generated through problem solving may require and develop very 

different knowledge for teaching. And student teachers may develop different 

forms of PCK depending on the knowledge and views they bring to teacher 

education. Meredith (1995) does not totally reject the conceptualisation of PCK. 

In fact, as mentioned above, Shulman (1987a) has already elaborated on the 

sources of the knowledge base for teaching. PCK is conceived as developed 

through the process of teacher planning, practice and reflection, implying 

teacher's cognitive activities. If Shulman had made more explicit the role of 

learners as autonomous agents constructing or re-constructing their own 

understanding of subject matter, the notion of PCK would not have attracted as 

many conceptual challenges.  everth he less, Cochran et a1 (1993) and Meredith's 

(1995) arguments about the nature of knowledge are useful. If knowledge is 

conceived as static, it implies a teacher-centred, didactic model of teaching which 

is not acceptable in modem education (Stodolsky & Grossman, 19951. 

Among the domains of teacher knowledge, PCK is perhaps the most complex. It 

represents more than a simple combination of general knowledge, content 

knowledge, and pedagogical knowledge. While it is an amalgam of these, it is 

also a representation of additional knowledge and skills that expert teachers 

possess (Grossman, 1995). It refers to knowledge relating to teaching of 

particular subject matter, including analogies, explanations, and examples that 

assist in communicating the subject matter, the aspects of the subject matter that 

students find easy or difficult, and the pre-conceptions that students may bring to 

the learning situation. As Wilson et al. (1987) suggest, in order to foster the 

development of subject matter knowledge in the minds of students, successful 

teachers must have a knowledge of the subject matter that includes a personal 

understanding of what it means to teach a particular topic as well as knowledge of 

principles and techniques required to do so. The essence of pedagogical content 



knowledge is that it is generated through the "pedagogical reasoning" process, and 

subject matter knowledge is the focal point (p. 1 19). 

It can be concluded from the review above that teachers must have some 

understanding of the subject matter, i.e., what is to be learned and how it is to be 

taught (Shulrnan, 1987a), before being able to teach it. That knowledge is central 

to instructional practice (Grossman, 1991a). The development of PCK is a salient 

factor in learning to teach. If PCK is practically oriented, it includes experimental 

dimensions, i.e., practical knowledge that both shapes and is shaped by practice 

(Rovegno, 1992). 

2.2.3.3 Personal practical knowledge 

Another strand of research on teacher knowledge development is conducted by a 

group of Canadian researchers. Conceptualising teachers' practical knowledge, 

Clandinin and Connelly (1996) increasingly believe in the power of Jeachers to 

reshape official policies. Their work draws on Polanyi (1958), who made the 

philosophic case that even in the most depersonalised areas science and 

mathematics - knowledge has a subjective and personal character. As teachers do 

their work primarily in the act of teaching, and their personal histories intervene to 

control day-to-day teaching practices, the notion of "personal practical 

knowledge" is coined to describe teacher knowledge. 

By "personal", Clandinin and Connelly do not mean idiosyncratic or private; 

rather, they mean something that has both a personal and cultural origin and 

quality. In general, they try to understand practice from a teacher's perspective in 

the context of teachers' knowledge landscapes. A set of ass~unptions and 

metaphors for thinking about teacher education, which helps distinguish among 

pre-service teacher education programs, has been developed (Connelly & 

Clandinin, 2000). These assumptions include: 

(1) teacher education is a lifelong process; 



(2) teacher education is taken as a lifeline and learning is to be 

contextualised; 

(3) teaching is an educative relationship among people, more than a role 

conferred by government and by accreditation bodies and taught in pre- 

service programs; and 

(4) teacher education is a continuum (p.100). 

In addition, "teacher education as injection" and "teacher education as 

reconstruction" are used as metaphors for guiding their thinking on teacher 

education. PSTs' learning needs, existing knowledge, and awareness of their 

existing knowledge, are basic concerns of this research strand. In this tradition, 

the purpose of a teacher knowledge pre-service program is to provide an 

orientation towards teaching the knowledge that PSTs already hold. 

Compared with Shulman's (1986, 1987a) concept of PCK, Clandinin and 

Connelly's (1996) notion of "personal practical knowledge" places a strong 

emphasis on raising the student teachers' awareness of what they already know. 

In other words, Shulman and his colleagues work on a broader knowledge base 

for teachers, whereas Clandinin and Connelly are more concenikd with what 

teacher knowledge can be inferred from participants' personal experience. The 

distinction between the two research strands is also reflected in their method of 

inquiry. While Shulman and his colleagues use a wider variety of methods (e.g., 

observations, interviews, and reflective journals) to collect data, Clandinin and 

Connelly mainly rely on narrative inquiry including autobiographies and stories. 

Regarding the design of this study, the work by Shulman and his colleagues sheds 

considerable light on both the research direction and the method of inquiry. 

Above all, what PSTs already know before they enter teacher education programs 

is viewed in both strands as a salient factor in determining what and how they 

learn to teach. Grossman et al. (1989) suggest four dimensions of subject-matter 

knowledge for teaching that influence prospective teachers: content knowledge, 

substantive knowledge, syntactic knowledge, and beliefs about subject matter. 

Beliefs are seen as more disputable than knowledge, and teachers frequently treat 



their beliefs as knowledge. The scope of teacher knowledge is thus extended 

beyond what student teachers have already learned from formal schooling. 

Personal beliefs about the nature of teaching and learning, subject matter, and its 

teaching and learning all contribute to the development of teacher knowledge. As 

Barnes (1 989) and Calderhead (1 987) point out, teachers' beliefs about teaching 

and leaming relate to how they think about teaching, learn from their experiences, 

and conduct themselves in classrooms. The roles of these beliefs in PSTs' 

learning to teach are discussed in the next section. 

2.2.4 The roles of teacher beliefs in learning to teach 

"Becoming 'a real teacher at last' was both exciting and traumatic" is quoted by 

Turner (1985) as a reminder to beginning teachers that they should be aware of 

the taken-for-granted procedures and attitudes they possessed when they start to 

learn to teach b.318). It also serves to remind them that they should understand 

that teaching involves more than interacting with children and plannins curricular 

activities. 

Teachers' beliefs or theoretical orientations are thought to have a very significant 

role in instructional practices. They are an important means to understand 

teachers' classroom actions. Studies on teachers' beliefs show that the beliefs that 

teachers hold about their role, the subject matter, leaming, students and 

classrooms affect their overall action and all phases of the teaching process (Block 

& Hazelip, 1995; Campbell, 1985; Comers et al., 1990; Johnson, 1992b, 1994; 

Meredith, 1995; Munby, 1982, 1984; Pajares, 1992; Sanders, 1995; Shuiell, 1992; 

Tobin, 1990; Tse, 1998; Weinstein, 1990; Woods, 1996). 

Stodolsky and Grossman (1995) report that subject matter intersects in important 

ways with teachers' individual and collective expectations for students and the 

manner in which departments enact curricular and other policies. They find that 

teachers' conceptions and beliefs regarding the subject they teach, in tandem with 

departmental policies and norms, might greatly facilitate or deter reform efforts. 



In addition, teachers who see their subjects as static, well-defined, and benefiting 

from cumculum standardisation might be much less willing to experiment with 

instructional change than those who see their subjects as dynamic and endorse 

autonomy in selecting curriculum content. 

The influence of teachers' personal beliefs on education is unquestionable. 

However, the disputable concern is whether a clear line can be drawn between 

teacher knowledge, teacher beliefs and teacher attitudes. A common description 

about the relationship between teacher beliefs and teacher knowledge is that 

teachers' theoretical beliefs are thought to make up an important part of the prior 

knowledge through which they perceive, process, and act upon information in the 

classroom (Clark & Peterson, 1986; Munby, 1982). 

In a study on concepts and beliefs of 120 participants, ~ lexander  and Dochy 

(1995) show that a characteristic shared by the respondents in their study is the 

recognition that both knowledge and beliefs arise from one's experience. The 

distinguishing factor is that knowledge is often perceived as arising from 

experiences that were formally constructed, as in the case of schooling, whereas 

beliefs are seen as the outcomes of one's everyday encounters. howledge  is 

often described as "learned", "agreed-upon", "factual" and "expe~iential'~ in 

nature, whereas "belief7 was described as "subjective", "feelings", "idiosyncratic 

truth", "personal", and "values" (p.425). Educational experience, cultural 

background and religious convictions altogether shape the way that adults 

conceive knowing and believing. To maximise the results and avoid unnecessary 

disputes and confusion discussed above, no sharp distinction between knowledge, 

beliefs and perceptions of PSTs will be drawn in this exploratory study. 

As teacher knowledge, beliefs and perceptions are interrelated concepts and have 

been the focus of research in many educational studies, it is usefill to differentiate 

the emphasis or the underlying assumptions of each of these concepts in the 



literature before the scope of this study is clearly defined. 

Knowledge 

As a philosopher in education, Fenstermacher (1994) focuses on examining how 

notions of knowledge are used and analysed in a number of studies on teachers 

and teaching. He surmises that the different names adopted in various research 

studies do not necessarily refer to different types of knowledge. According to 

Fenstermacher (1 994), 

to the extent that a conception of knowledge has epistemic merit, it will 

provide a basis for determining the strengh, confidence, or trustworthiness 

of claim to know something, whether that knowledge is propositional or 

performative, formal or practical (p.34). 

While his assertion of the notions of teacher knowledge formal (TWF) versus 

teacher knowledge practical (TWP) is yet to be verified, it offers a broader 

conception of knowledge that might include personal beliefs and sheds light on 

teacher knowledge research. More important, the theoretical underpinning that 

"any knowledge must be subject to evidentiary scrutiny if they are to count as 

knowledge in any useful sense of the term" (Fenstermacher, 1994, p.28) provides 

an explicit criterion for determining what should be considered teacher knowledge. 

Belief - 

Taking an information-processing approach, Fishbein and Ajzen (1975) define 

belief as the fundamental building blocks in conceptual structure, which 

ultimately determines attitude, intention, and behaviour (p.14). Fishbein and 

Ajzen's conceptual framework, depicted in Figure 2.5, lays a foundation for 

understanding the relationship between "knowledge" and "belief' in this study. 



Figure 2.5 Fishbein & Ajzen's (1 975) schematic presentation of conceptual framework 
relating beliefs, attitudes, intentions and behaviours with respect to a given 
object. 

Note. Reproduced from Belief; attitude, intention, and behavioc An introduction to theory and 

research (p.15, Figure 1.1), by M.  Fishbein & 1. Ajzen, Reading, MA.: Addison-Wesley. 

Although "knowledge" is not included explicitly in the framework, it logically 

resides in the "totality of beliefs". There is no simple way of deciding whether 

belief should be subsumed under knowledge or vice versa. 

Nespor (1 987) identifies four features that distinguish teacher beliefs from teacher 

knowledge: existential presumption, alternativity, affective and evaluative aspects 

and episodic storage. Belief systems are characterised as "non-consensual" 

(consisting of disputable propositions) and "unbounded" (loosely bound, with 

"uncertain linkages to events, situations and knowledge systems"). As Nespor 

suggests, beliefs and belief systems have two important uses for teachers: task 

definition and cognitive strategy selection, and facilitation of retrieval and 

reconstruction in memory processes. Nespor further points out that most of the 

constructs in many studies are simply different words meaning the same thing 

(attitudes, values, judgements, axioms, opinions, perceptions, conceptions, 

implicit theories, explicit theories, perspectives, repertories of understanding, etc.) 

(pp.318-321). This observation is evident in Zeichner et al.'s (1987) study in 

which "perspective" is used as a key construct to study teacher knowledge, with 

the underlying assumption that teacher behaviour and teacher thinking are 



inseparable and part of the same event. 

Calderhead and Robson (1991) propose an alternative concept to describe how 

knowledge about teaching is held. "Images" of teaching refer to ways of 

representing knowledge that could readily be translated into action, sometimes 

synthesising quite large amounts of kno'wledge about teachers, cluldren, teaching 

methods, and so on. However, this notion of image does not exclude the 

influence of beliefs in informing a teacher's action. 

The essence of beliefs, as pointed out by Nespor (1987), is that they colour not 

only what individuals recall but also how they recall it (p.317). Beliefs influence 

perceptions that in turn make behaviours to be consistent with, and to reinforce, 

the original beliefs. Compared with knowledge, beliefs have stronger affective 

and evaluative components (Dretske, 2000). As Pajares (1992) suggests, belief is 

based on evaluation and judgement, and knowledge on objective fact and 

cognition. In any case, as a global construct, "belief' does not lend itself easily 

to empirical investigation. 

The "common-sense view" that teachers' beliefs about a subject influence their 

presentation of that subject to pupils is supported by educational research. 

Feiman-Nemser (1996) suggests that prospective teachers' beliefs about teaching 

and learning are informed by their beliefs about the nature of the subject they 

teach, and tries to find out what prospective teachers need to know and be able to 

do in order to teach competently. Sanders' (1995, p.100) findings are con,ment 

with Lortie's view (1975) that teachers draw upon a "veritable scrapbook of 

memories" which informs their teaching (Sander, 1995, p. 100). Subject 

knowledge does not rest merely on skills and competencies, but also on teachers' 

perceptions of the nature of subject. 

Brown (1990) hypothesises that concept formation has a key role to play in 

teacher trainer development and action. In his view, beliefs and concepts have a 

large part to play in how an individual teacher perceives his o\vn language 

teaching theory, and the problem of teacher training is one of "trying to replace 



old inefficient beliefs with more useful and valid ones" (p.89). In this view, what 

matters is not only the significance of teacher's beliefs but also the nature of the 

teacher's concepts. If beliefs carry more affective colour, this is rather similar to 

the general sense of "knowledge". In any case, if beliefs play a prominent role, it 

is important to gain a clearer idea of their nature and of the belief systems. 

Furthermore, for a change in the nature of the teacher's concepts, their dimensions 

among the student teachers should be studied. 

Because both knowledge and beliefs are not easy to categorise, measure or 

quantify, researchers have attempted to incorporate these two notions. For 

instance, Woods (1996) indicates that "knowledge", "assumptions" and "beliefs" 

are not distinct concepts, but rather are points on a spectrum of meaning as 

follows: 

We use the term "knowledge" to refer to things we "know" - conventionally 

accepted facts.. .. Assumption normally refers to the (temporary) acceptance 

of a "fact" (state, process or relationship) which we cannot say we know, and 

which has not been demonstrated, but which we are taking as true for the 

time being.. .. Beliefs refer to an acceptance of a proposition for which there 

is no conventional knowledge, one that is not demonstrable, and for which 

there is accepted disageement (p. 195). 

As a result, BAK (Belief-assumption-knowledge) is coined to study teacher 

cognition in language teaching, and investigate the relationship between teachers' 

BAK and their classroom practices. Woods' attempt is practical and adequate in 

that it includes all necessary information for understanding what language 

teachers already know and need to know in classroom decision-making. 

Given that much of what is commonly called knowledge has never been directly 

verified by the knower, one cannot construe knowledge as static or distinguish it 

unambiguously from beliefs. Furthermore, certain aspects of teachers' subject- 

matter related cognitions such as their perspectives on the nature of their 

discipline are difficult to classify as either knowledge or beliefs. Therefore, 



although it is useful to draw contrasts between knowledge of and beliefs about a 

subject for purposes of analysis, it is also important to recognise that these 

contrasts are relative rather than absolute. 

In a similar line of thinking, an applicable assumption of this study is that PSTs 

have concepts of how Chinese is learned and taught. If their beliefs about 

teaching Chinese are influenced by these concepts, then observing their 

instructional practices will yield evidence about their understanding of the nature 

of the Chinese Language subject. In an initial attempt to enhance the 

understanding of how PSTs learn to teach, neither beliefs nor knowledge should 

be neglected. 

Perception 

N.A. Johnson (1987) defines perception as "the understanding of the world that 

you construct from data obtained through your senses (Shaver, 1981, ,p.83)" and 

suggests that perceptions are obtained through sensory experiences rather than 

merely by reflection or intuition (p.218). Based on this definition, N.A. Johnson 

argues that perceptions direct most attitudes and responses, and are central to both 

practice and research in education. He points out several characteristics of 

perceptions that are relevant to this study. First, personal perceptions impact on 

individual attitudes and behaviour. Second, although individuals are not capable 

of recognising and verbalising all perceptions, perceptions tend to develop as 

internally consistent and temporally stable structures. To understand how PSTs 

learn to teach Chinese Language, it is appropriate to investigate their perceptions 

because, compared with teacher knowledge and teacher beliefs, teacher 

perceptions do not need to be "proven", and have relatively stable stn~ctuues. The 

notion of teacher perceptions offers the broadest perspective, the most flexibility 

and thus the richest source for understanding PSTs' learning to teach. 

While psychologists view perception as a concept enabling us to see certain things 

in certain ways, philosophers see it as a philosophical matter. In the words of 



Hamlyn (1 996): 

... in trying to provide an understanding of perception it is not enough simply 

to list the components involved in it - causal processes, sensations, concepts 

and so on. One needs to know how they fit together (p.7). 

Due to this cognitive characteristic, perception is considered the origin of 

knowledge. In his paper "How do concepts arise from percept? ", Dewey (1967) 

divides knowledge into two parts: conceptual and perceptual. All knowledge in 

scientific investigations starts from perceptual knowledge arising frorn immediate 

experience. However, the original experience which incites inquiry is less 

controllable and comprehensible than subsequent experience enriched and guided 

by scientific knowledge: 

As to their intellectual value, concept refers to the complete knowledge of an 

object - knowledge of it in its mode of genesis, and in its relations and 

bearings; while percept refers to the incomplete (abstract) knowl~dge of an 

object - knowledge of the object in its qualitative, spatial, and temporal 

limitations (p. 145). 

In brief, these two kinds of knowledge are inseparable, but inform and support 

each other. Although concepts arise frorn percepts, they always return into and 

enrich the percepts. 

The basic conditions of perception suggested by Hamlyn (1996) are most 

appropriate for conceptualising this study. First, perception is connected with 

belief, and has an important function in enabling us to form beliefs about the 

world. Second, perception is concept-dependent, presupposing a relation of 

intentionality to something, which constitutes at least an intentional object. Third, 

not all perceptions are conscious, and where they are not, there cannot be 

conscious forms of experience. Given a general concept of perception of this kind, 

it is possible to have forms of perception which are not a direct function of any 

beliefs, however much belief is presupposed in more indirect ways (Harnlyn, 1996, 



This research studies PSTs' perceptions of learning and teaching Chinese 

Language and their relations to learning to teach, with an emphasis on revealing 

the PSTs' recognition and interpretation of various learning experiences and 

circumstances. The process of perceiving involves at least recognising, identifying 

and classifying, which in turn shape the PSTs' attitudes towards learning and 

teaching, and their teaching performance. These perceptions may relate to the 

characteristics of each individual, their life history, and individual experience. 

However, because these perceptions are also influenced by the PSTs' common 

experiences in the teacher education program and a common goal of becoming 

teachers of Chinese, they are similar for the most part. 

To gain more understanding of what teacher beliefs/perceptions have been 

identified, what shape these beliefs/perceptions take, and the suggestions made in 

the existing literature, 48 relevant studies are selected for a focused review. A 

summary of the background, methods and key findings of these studies are listed 

in Appendix 2.0. 

2.2.4.2 Teachers' beliefslperceptions 

Research on teachers' beliefs/perceptions mainly attempts to understand the 

mental constructs and processes that underlie teacher behavio~u-, without paying 

much attention to teachers' concepts of subject-matter or their role in planning, 

interactive decision-making and student learning (Fang, 1996). Summers and 

Kruger (1994) identify this as a weak area in education research. They argue that 

teachers' beliefs about the subject and the teaching and learning of the subject 

merit explicit attention in teacher education programs. The studies reviewed 

below fall into the following three themes: features, sources and development of 

teacher beliefs/perceptions. 



Features of teacher beliefslperceptions 

Weinstein (1989) finds that only a few studies touch upon PSTs' preconceptions 

about what teaching is, their definitions of successful teaching, and their 

expectations for success. Student teachers in her study tended to be unrealistically 

optimistic and had self-serving biases about future teaching performance. Most of 

them emphasised interpersonal/affective variables and downplayed the academic 

dimensions of teaching. 

In a study on PSTs' beliefs about teaching and learning and sources of these 

beliefs, Duane (2000) identifies three categories: a belief in teaching as a calling, 

an early identification with teachers as role models, and a self-view of being a 

teacher. The PSTs in the study believed that they could avoid most of the 

problems faced by classroom teachers, simply because they believed they had 

been called to the profession. Mayer (1999) also finds that PSTs see themselves 

as having all the "appropriate" personal qualities for effective teaching, but in the 

practicum they have to focus on developing pedagogical competence. 

Findings from Duane (2000) and Mayer (1999) echo Weinstein's (lb89) notion of 

PSTs' "unrealistic optimism" among PSTs. A more important question is why 

this exists. Earlier research shows that PSTs with unrealistic optimism are 

restricted, rigid, and insensitive, and are concerned with their own actions rather 

than possible student responses (Calderhead & Robson, 1991). 

Among the concerns of PSTs, maintaining discipline and order in class has been 

emphasised by various teachers (Christensen, Massey, Isaacs, & Synott, 1995; 

Cooke & Pang, 199 1 ; Johnson, 1996b). One possible explanation is that the lack 

of experience of being a teacher limits prior knowledge of teaching to information 

acquisition (Olson & Osborne, 1991). As a result, novice teachers often exhibit a 

strong sense of responsibility, but are hampered by their inability to apprehend 

classroom situations in pedagogically appropriate ways. 

Similarly, Christensen et al. (1995) and Conners et al. (1990) also find that most 



PSTs focus on the interpersonal and nurturant aspects of teaching. On the other 

hand, K.E. Johnson (1996b) suggests that PST's conceptions of self as a teacher 

and second language teaching, knowledge of the students, and ability to cope with 

the realities of the classroom are intertwined throughout the process of practicum. 

Besides, student teachers are often found bringing to their teacher education 

program clearly defined views on the behaviours that "good" teachers should 

exhibit as well as important instructional variables that teachers should utilise 

(Calderhead & Robson, 1991; Conners et al., 1990). According to Calderhead 

(1991), they commonly hold an image of good teaching, which is frequently 

derived from one or two particular teachers they know, who stand out as role 

models. 

Effective teaching - perceptions of good teachers 

The literature on education is replete with examples of what good teachers are and 

what they do, but it fails to provide a resolution to the issue of whether education 

students can be trained to do what good teachers do and to be good teachers, or 

whether some basic aptitudes must be present before training (Schwartz,l996, 

p.10). Kauchak and Eggen (1998) argue that the question of what constitutes 

good teaching is particularly important to developing teachers, because their 

answers to the question will influence the kind of teacher they become. The 

characteristics of effective teachers summarised by Kauchak and Eggen (1998) 

are similar to findings of Leinhardt et al. (1991). In essence, Leinhardt et al. 

suggest that any effective use of appropriate representations requires the teachers' 

deep understanding of the topics they are teaching Cp.1 lo). It is unmistakable that 

subject matter knowledge matters in good teaching. 

Bailey et al. (1996) identify both "good" and "bad" teaching models in PSTs' 

personal histories. In general, the "teacher factor" is considered more important 

than methodology in teacher development. They suggest that the first step 

towards changing teaching practice is awareness. Two guiding principles of 



language teacher development are: the ownership principle under which the 

teacher fosters a feeling of joint control and personal involvement; and the 

modeling principle in which an effective way to teach is through consistently and 

repeatedly demonstrating the behaviour (and attitudes) a teacher educator wishes 

to impart. This suggestion is in line with Mayer's (1999) findings that having a 

teaching personality was considered by PSTs as more important than any subject 

matter knowledge or pedagogical knowledge. 

While the qualities of effective teachers from the teacher's perspective are well- 

defined, what students expect of teachers is ofien neglected or underrated in 

educational research. Nevertheless, Batten et al. (1993) identify a consistent 

pattern of response about the qualities of good teachers among students from 

different schools, which emphasises the affective variables of teacher-student 

relation. 

In conclusion, regardless of the priority given to the qualities of effective teachers, 

their characteristics are similar. To a large extent, students are influenced by their 

teachers in their beliefs about what contributes to academic success and about 

what makes a good class (Ball, 1989). In this study, the PSTs are4:both students 

and teachers. Their views of teachers should represent both the teacher's and the 

student's perspective. By comparing these related views, not only along the 

student-teacher dimension but also with earlier studies on views of teachers and 

students on the qualities of good teachers, this study will portray a holistic picture 

of the characteristics of teachers of Chinese. 

Sources of teacher beliefslperceptions 

The importance of teachers' prior knowledge, beliefs/perceptions in affecting 

teaching and learning has been reiterated in various studies (e.g., Bullough Jr., 

1992; Gudmundsdottir, 1991). Chnstensen et al. (1 995) categorise five 

conceptions of teaching: nurturing helper, authority and disciplinarian, shaper of 

children's lives, presenter of information, facilitator of thinking and learning. 



Their research shows that PSTs enter teacher education with a diversity of well- 

established views about teaching and learning. 

Schmidt and Kennedy (1990) find very diverse patterns of beliefs across three 

groups of teachers and conclude that teachers form their beliefs in isolation, and 

their experiences and interpretations of those experiences are highly idiosyncratic 

and have not been challenged by others. Similarly, Grant (1992) suggests that the 

metaphorical understandings of teaching by teachers are rooted in professional 

and personal realms, but the structural metaphor in their knowledge is initially 

drawn from personal beliefs rather than from the fundamental canons of their 

disciplines. 

On the other hand, findings from other studies are slightly different. Wodlinger 

(1985) finds that students entering the first year of an Education, Arts, or Science 

program have similar beliefs about education, teachers, and classroom interactions. 

These beliefs are found similar to the perspectives of secondary school students. 

In addition, Kagan and Tippins (1992) find that PSTs define good teaching from a 

student perspective. While in-service teachers define good teaching In terms of 

clear lesson structure (e.g., stating objectives and defining terms at the beginning 

of a lesson, checking for understanding, using guided practice, summarising, etc.), 

PSTs define good teaching in terms of fun and involvement and tend to use major 

activity structures as macrostructures to help interpret lessons. As Shuell (1992) 

suggests, attitudes inherent in the different views among prospective teachers are 

rooted in early experiences both at home and at school. 

Overall, despite the subtle differences in findings, the above studies suggest a 

common learning model of PSTs. That is, PSTs enter teacher education programs 

with well-established beliefslperceptions of teaching and learning, and these 

beliefs might be difficult to change. This poses a big challenge for teacher 

educators as they strive for better ways of facilitating student teachers' 

conceptual/perceptuaI change. 



Development of teacher beliefslperceptions 

In addition to the personal experiences gained before joining the teacher education 

program, the experiences PSTs encounter afterwards also shape their perceptions. 

These experiences occur in such areas as pressures from students, parents, family 

(Sardo-Brown, 1996), study, the ideological traditions and administrative 

arrangements of the official educational system (Broadfoot, 1993; Bullough Jr. & 

Knowles, 1991; Fang, 1996), and even textbooks (Borko & Shavelson, 1990; 

Kwo, 1994; Schmidt, Porter, Floden, Freeman, & Schwille, 1987; Schram, 

Feiman-Nemser, & Ball, 1990). In particular, cooperating teachers (Morine- 

Dershimer, 1991) or supervising teachers (Nettle, 1998) are important persons in 

teachers' learning to teach during teaching practice. 

The influence of the teacher education programs on teacher beliefslperceptions 

varies in the literature. Some suggest that formal teacher education experiences 

have significant effects upon the cognitive development of the student teachers 

involved (e.g., Dunkin et al., 1994; Florio-Ruane & Lensmire, 1990; Hill, 1999), 

whereas others find very little such effect (e.g., Bramald, Hardman, & Leat, 1995; 

Foss & Kleinsasser, 1996). Tardif (1985) identifies two major themes in student 

teachers' beliefs in learning to teach: feeling like a teacher and adopting 

classroom teacher behaviour. Acting like a teacher, especially in the initial stages 

of student teaching, is perceived as relating to knowledge of subject matter and 

communication of subject matter. To the student teachers, being a teacher means 

being an expert in the subject area taught. Jones and Vesilind (1996) report that 

PSTs reconstruct their knowledge relating to teaching during the teacher 

education program and attribute these changes primarily to their experiences in 

teaching practice. Their knowledge becomes less like lists of topics and more 

coherent and integrated from the beginning to the end of teaching practices. In 

Loughran's (1996) study, the PSTs change the approach to teaching by becoming 

better organised, more confident and more relaxed about being a teacher. This 

finding suggests that on the one hand, teaching practice has a significant impact 

on conceptual change, and on the other hand the organisation of PSTs' knowledge 

is fluid and sensitive to new experiences. 



Kwo (1994) identifies an explicit interactive process following the pattern of 

recitation in initial teaching practice. The PSTs in her studies were inclined to 

adhere to planned routines to reduce the load on interactive thinking and new 

decision-making. Their teaching was influenced by prepackaged textbook 

materials. Throughout the teacher education program, the PSTs gradually moved 

from routines to novelty in task-oriented teaching. Kwo points out that a shift in 

attention from self to the design of instruction is evident (see also Loughran, 

1996). 

However, other studies show that student teachers' beliefs1 perceptions are only 

slightly affected by the teacher education program. Teacher education has very 

little impact on PSTs mainly because it fails to internalise the values to the 

students. Hence, the practicum is the only opportunity for their beliefs to be 

challenged and altered (Bramald et al., 1995; Foss & Kleinsasser, 1996; Khamis, 

1986; Mayer, 1999; Nettle, 1998). Eisenhart, Behrn and Romagnano (1991) show 

that student teachers often complain about the irrelevance of university 

coursework in preparing them to teach. 

To remedy the inadequacy of teacher education cumculum in universities, Aitken 

and Mildon (1991) recommend peer sharing among student teachers during 

teaching practice under the supervision of experienced on-site mentors, whereas 

Cooke and Pang (1991) emphasise the importance of induction for beginning 

teachers. Tse (1998) suggests that teacher education programs should help student 

teachers to cope with constraints in the broader teaching context outside the 

classroom. Other scholars argue that teacher education programs should support 

and develop student teachers' thinking about the teaching and learning process 

(Bramald et al., 1995) and their skills in accessing and evaluating resources 

(Dunkin, Memtt, Phillips, & Craven, 1998). 

To summarise, a general consensus about teacher education in the literature is that 

traditional or progressive teaching models are not the issue. Instead, teacher 

education should be concerned about establishing connections with the student 

teachers' personal understandings and about building students' knowledge on the 



basis of their existing knowledge base (Almarza, 1996). A key question flows 

from this understanding - How does the training of Chinese language teachers in 

Hong Kong measure up to this challenge? Hence, this study will examine how 

the participants' experiences in the teacher education program affect their 

perceptual changes. 

2.2.4.3 The roles of teacher educators 

Given the complex roles of teachers, studies have been done on the work of 

teacher educators. Doyle (1990b) suggests that the issue for teacher education is 

fundamentally curricular: "how to represent knowledge about teaching in ways 

that enable teachers to come to their own understanding of what it means" (p. 18). 

The fundamental task of teacher educators is to ensure that prospective teachers 

develop deep understanding of the complexities surrounding learning and strong 

skills for producing learning of the subject they teach (Foss & Kleinsasser, 1996; 

Schram et al., 1990). The crux of the problem is that most of the novices, after 

watching teachers for years as students in elementary and secondary schools, 

think that they know what they need to know to become teachers. Yet in most 

cases, these backgrounds are often ignored in the planning of teacher education 

programs (Barnes, 1989; Galluzzo & Craig, 1990; Wubbels, 1992), resulting in 

the discrepancy between the expectations of prospective teachers and teacher 

educators. 

There are many things that the teacher educators can and should do to ensure the 

quality of teacher education. Bailey et al. (1996) suggest that the first step 

towards changing teachers' behaviours is to raise their awareness. Prospective 

teachers should be facilitated to look beneath the familiar, interactive world of 

schooling, and focus on student thinking and learning. Without appropriate 

guidance in examining current beliefs and assumptions, student teachers are likely 

to maintain conventional beliefs and incorporate new information or puzzling 

experiences into old frameworks. 



A practical understanding of the central tasks of teaching is essential to teacher 

learning (Doyle, 1990a; Feiman-Nemser & Buchmam, 1986, 1987; Grossman, 

1991b; Holt-Reynolds, 2000). As Comers et al. (1990) point out, very little is 

known about prospective teachers, and teacher educators need to know what 

knowledge the student teachers bring to their programs of study to develop their 

fullest potential. One way to understand the student teachers' knowledge base is 

to learn about their thinking. Clark and Peterson (1986) suggest that teachers' 

thoughts constitute a large part of the psychological context of teaching, within 

which cuniculum is interpreted and acted upon through teaching and learning. 

Their conceptualisation of the relation between teacher thinking and action is 

depicted in Figure 2.6: 

Figure 2.6 Clark & Peterson' (1986) model of teacher thought and action. 
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Note. Reproduced from Teachers' thought processes, in M. C. Wittrock (Ed.), Handbook 

of resource on teaching (3rd ed., p.257, Figure 9.1), New York: Macmillan. 

As shown in Figure 2.6, the circular nature of their model of teacher thought and 

action makes it possible that teacher behaviour affects student behaviour, which in 

turn affects teacher behaviour, and ultimately student achievement. The model 



also allows the components in the cycles and the cycles themselves to affect each 

other. h essence, the model illustrates that a complete understanding of the 

process of teaching is not possible without an understanding of the constraints and 

opportunities impinging upon the teaching process. This study follows the same 

line of thinking in conceptualising the relations between student teachers' 

perceptions and their instructional practices. 

As important persons in teachers' learning to teach, teacher educators should take 

time to understand the learning needs of student teachers (Turner, 1985). For 

instance, PSTs may first need to come to terms with their own images of teachers 

and teaching, and gradually begin to use what they learn about their students and 

the classroom to modify, adapt, and reconstruct those images (Johnson, 1996b). 

When teacher educators help PSTs explore their conceptions actively, they not 

only train the PSTs to become more aware of their conceptions, which can 

facilitate a conceptual change process, but the teacher educators themselves can 

also conceptualise the processes of professional development and how these 

processes might be enhanced (Calderhead, 1987; 1991). In addition, teacher 

educators would benefit from a critical synthesis and careful interpretation of 

research to improve their own practice. If they want to make teacher education 

"teaching for conceptual change", teacher educators should examine their own 

implicit theories and make their educational beliefs an explicit part of teacher 

education (Weinstein, 1989). 

A common view in research studies is that teacher educators should develop skills 

to facilitate student teachers to identify, analyse, and evaluate variables which 

influence their behaviour to substantiate their knowledge base (Babich, 1991; 

Bullough Jr. & ~ i t ' l i n  1995; Campbell, 1985; Hill, 1999). In particular, they 

should help student teachers to become aware that subject content knowledge 

itself is not sufficient to guarantee any substantial improvement in the quality of 

classroom teaching. For instance, knowledge of teaching literature or language 

involves more than knowing how to analyse a novel or a sentence or how to 

engage students in such analysis, because the selection of strategies often depends 

on the students (Clift, 1991). 



A common strategy to facilitate teacher learning is to help student teachers reflect 

on their experiences. Through a process of reflection on practice, knowledge 

provides teachers with ways of perceiving classroom situations and a repertoire of 

associated routine responses (Calderhead, 1987, p. 16). In particular, the 

identification and analysis of metaphors can help student teachers reconstruct a 

clear conception of self as a teacher, and develop the capacity and inclination to 

engage in critical reflection beyond the concern for self to the context of 

schooling (Bullough Jr., 1991; Tobin, 1990); and the use of personal histories can 

assist PSTs to make better sense of course work (Holt-Reynolds, 1991). Other 

strategies such as structured field observations (Kagan & Tippins, 1992), 

modeling reflection and inquiry (Gudmundsdottir, 1991), and analysing video- 

taped teaching performance (Johnson, 1 992a; Weinstein, 1 990), etc., are also 

suggested to help student teachers reflect on their experiences. 

Shulman (1998) suggests that the central feature of all professional education is 

indeed the tense relationship between theory and practice. Following Dewey, he 

proposes six "commonplaces" which are characteristics of all forms of 

professional education. If the preparation of teaching professionals is considered 

an apprenticeship, "cognitive apprenticeship" will best fulfil the basic attributes, 

because it "teaches the practical, judgemental, and situated intellectual work that 

characterises traditional crafts and occupations with the reflective and elaborative 

mechanisms that characterise higher-order thinking" (p.524). 

From a social constructivist view of learning, teacher educators should work hard 

to elicit a student teacher's understandings instead of relying on their own 

understandings as the way of knowing (Weaver & Stanulis, 1996). Dewey was 

one of the first educators to cogently argue that teachers need to be viewed as 

knowing subjects, not as functionaries: 

The remedy (for school failure) is not to have one expert dictating 

educational methods and subject-matter to a body of passive, recipient 

teachers, but the adoption of intellectual initiative, discussion, and decision 

throughout the entire school corps (Dewey, 190311977, p. 232). (quote in 



Bullough Jr. & Gitlin, 1994) 

In conclusion, teacher educators need to do what good teachers anywhere need to 

do - help student teachers learn to think (Holt-Reynolds, 2000). How to develop a 

curriculum for understanding and meaningful frameworks for teaching is the main 

task. What is needed is an integrative conception of teaching, bringing together 

all the variables in teachers' learning to teach. To create such a conception, 

teacher educators must engage in serious deliberations and develop a coherent 

conceptual framework for the curriculum. More important, they need to be 

actively involved in the study and criticism of their own practice. They should 

also commit to high-quality classroom practice that is essential for teacher 

learning (Gore, 2001). 

2.2.5 A logical inquiry into learning to teach a specific subject 

Freeman and Johnson (1998) provide a useful overview of the disparate research 

on teacher learning, and group research on teacher learning around four foci: the 

role of prior knowledge and beliefs in learning to teach, the ways in which such 

teaching knowledge develops over time and throughout teachers' careers, the role 

of context in teacher learning, and the role of teacher education as a form of 

intervention in these areas, particularly in changing teachers' beliefs about content 

and learners (p.407). Despite the various sample sizes, diverse contexts and 

heterogeneous methodology, these diverse approaches to understand and describe 

the process of how teachers learn to teach allow us to understand better this 

important facet of teachers' professional practice (Appendix 2.0). 

This understanding has guided the research design of this study. First, earlier 

research findings suggest that PSTs enter teacher education programs with well- 

established beliefslperceptions, which influence the development of their 

propositional and procedural knowledge of teaching. The relatively restricted and 

rigid nature of these beliefslperceptions challenges the cuniculum, the 

implementation and the effectiveness of teacher education. Second, teacher 



educators should be more aware of student teachers' prior knowledge and learning 

needs. However, the major concern in investigating teacher knowledge1 beliefs1 

perceptions is that knowledge, beliefs or perceptions cannot be easily 

differentiated. To explore as much as possible what PSTs consider important and 

relevant to their understanding of teaching and learning, research into their 

perceptions of teaching and learning is definitely a preferred alternative. 

In this study, PSTs' perceptions of teaching and learning Chinese Language and 

their perceptions of Chinese language teachers are examined. Data on how PSTs 

plan to teach and how they actually conduct their Chinese Language lessons allow 

the investigator to describe how the Chinese Language classrooms operate, to 

report the features of pedagogical routines and relationships, and to make visible 

the perceptions of teaching and learning that are being enacted in the context of 

the classroom. A linear representation of the interrelationships between the 

constructs of PSTs' learning to teach is depicted in Figure 2.7. 

Figure 2.7 The relationships between the constructs of PSTs' learning to teadh 
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PSTs' beliefs and knowledge are considered the fundamental sources of their 

perceptions. On the basis of these beliefs, knowledge and perceptions, lessons are 

planned which in turn guide their classroom practices. Results of the classroom 

practices then enrich or revitalise the original beliefs and close the intellectual 

cycle of teaching. In order to emphasise the dynamic nature of teaching and 

highlight the interrelati~n'shi~s between PSTs' perceptions, beliefs and knowledge, 

and that of their planning and classroom practices, the conceptual framework 

represented in Figure 2.7 is further elaborated into a three-dimensional model in 

Figure 2.8. 

Figure 2.8 The interrelationships between the constructs of PSTs' learning to teach. 
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The elaborated model includes details of PSTs' perceptions, beliefs and 

knowledge, and of their planning and classroom practices. More important, it 

reveals the secondary relationships between these perceptions, beliefs and 

knowledge, and between PSTs' planning and classroom practice. The flow of 

arrows within each cylinder indicates how the constructs are interrelated and how 

they influence each other before they exert an influence within the broader cycle. 

This conceptual framework leads to the following research questions: 

1. What are pre-service teachers' perceptions of teaching and learning 

Chinese on entry to, during and on exit from a teacher education program? 

What changes in these perceptions occur over the period of their teacher 

education program? 

2. How do pre-service teachers construe the ways in which self, a good 

Chinese teacher and a poor Chinese teacher differ? What changes occur 

in the ways pre-service teachers construe a successful teacher and an 

unsuccessful teacher over the period of their teacher education program? 

3. What are the sources of pre-service teachers' perceptions of teaching and 

learning Chinese? 

4. What are the relationships between pre-service teachers' perceptions of 

teaching and learning Chinese and (i) their lesson planning and (ii) their 

teaching practice in primary Chinese learning classrooms? 

2.3 Concluding comment 

As a background to the study, this chapter has, in the first instance, provided an 

overview of Chinese language education in Hong Kong. It has analysed the 

specific nature of Chinese language teaching in a distinctive socio-political 

context. As a language subject, the scope of Chinese language teaching exceeds 



far beyond the teaching of language use. Literature and culture are two mandatory 

elements, reflecting the dominant traditional perceptions of the teachlng and 

learning of Chinese. On the one hand, whether language, literature or culture 

should be priorities of teaching in a Chinese language classroom depends solely 

on how the teacher interprets his or her role. Teachers of Chinese in general 

possess a strong sense of being responsible for transmitting traditional moral 

concepts, thus blurring the objectives of language teaching and learning. On the 

other hand, the Chinese teaching traditions demand a teacher-led didactic 

approach. Students are treated, in the main, as passive knowledge recipients, 

rather than being invited to share in the intellectual debates of the classroom and 

to transform their own knowledge base. 

As evident in the continual decline of student performance in public examinations, 

the effectiveness of Chinese language education in Hong Kong has been seriously 

questioned. Many teachers agree that the teaching of the four language skills is 

more fundamental than the development of personal character or appreciation of 

literature. However, there is still no consensus on whether set texts i'n Classical 

and Modem Chinese should continue to be emphasised in .the language 

curriculum. In theory, the training of language skills should not be confined to 

practice and drill exercises, but, in reality, the teaching and learning of Chinese 

Language in Hong Kong has been typified as knowledge telling rather than 

knowledge transforming. As a result, Chinese language teacher education has 

become an increasingly important concern. A key task is to assure how PSTs learn 

to become a competent language teacher of Chinese. 

This chapter has also synthesised relevant research studies in Western literature - 

learning to teach in general, and learning to teach English in particular. The roles 

of teacher knowledge, beliefs and perceptions in affecting teacher learning and the 

distinction between knowledge, beliefs and perceptions have been discussed. 

Finally, a conceptual framework is formulated and the focus of this study justified. 

Language teaching and language teacher education have been neglected in early 

Western literature, but from the 1990s, more researchers have begun to see the 



importance of better understanding PSTs' conceptions and perceptions in 

providing a grounded theoretical framework for language teacher education. 

PSTs' pre-existing knowledge and beliefs form an important basis through which 

they make instructional decisions and develop personal theories of learning and 

teaching. Hence, knowing and helping PSTs recognise what they know and 

believe are crucial to improve teacher education. To this end, it is necessary to 

replace the traditional transmissive model with an approach focusing on 

developing teachers' cognitive and interpretive skills. 

PSTs' learning to teach can be revealed in their "behaviour change" and 

conceptual development in the process of teacher preparation. The learning-to- 

teach process can be examined from the following perspectives - the context and 

content of learning to teach, teachers' pre-existing knowledge, beliefs and 

perceptions of teaching, and teachers' behavioural and conceptual changes. Of 

these perspectives, teacher knowledge, beliefs and perceptions are interrelated. 

While they are all considered influential in shaping teacher decision and 

behaviour, their exact contents are controversial. The discussions on teacher 

knowledge by Shulman (1987a) and his colleagues (e.g., Grossman et al., 1989) 

draw increasing attention to the importance of teachers' subject mattkr knowledge 

in the process of teaching and learning. The differentiation bebveen content 

knowledge and pedagogical content knowledge, and how pedagogical content 

knowledge is developed, shed considerable light on the conceptual framework of 

this study. 

Researchers have also attempted to investigate the learning-to-teach process from 

the perspective of teacher beliefs. As many teachers treat their beliefs as 

knowledge and it is not easy to draw a clear distinction between them, it seems 

wiser to avoid the dispute and look for a more comprehensive alternative that can 

maximise the coverage of research findings. At the end, "perception" is used for 

several reasons. First, it refers to how people recognise and interpret their 

experiences and circumstances in a broad sense. This context-dependent 

characteristic meets the subject-specific requirement of this study. Second, 

according to cognitive psychology, it shapes, at least partially, individual attitudes 



and behaviour. That is, it shares the characteristics of knowledge and beliefs. 

Lastly, although it is not an objective reality, the structures of perceptions are 

internally consistent and temporally stable. In other words, perception does not 

need to be "proven" as knowledge normally does. To highlight the breadth of 

PSTs' perceptions and reflect their relations to knowledge and beliefs, the notions 

of knowledge and beliefs are kept in the conceptual framework in this study. This 

indicates that these notions are inseparable; knowledge and beliefs influence 

PSTs' recognition and interpretation of their relevant experiences in learning to 

teach. 

The studies on PSTs' learning to teach find that they emphasise interpersonal or 

affective variables, but downplay the academic dimensions of teaching. This 

creates a dilemma for PSTs because they intend to maintain a goad relationship 

with students while keeping the class in order. In the perceptions of PSTs, those 

of good teachers and teaching are emphasised because they influence the kind of 

teachers the PSTs would become. Good teachers share common characteristics in 

these studies: (a) having a particular teaching personality; (b) modeling desired 

behaviours; (c) having high expectations for students; (d) being able to organise 

and control students; and (e) being able to transmit information effectively. In 

essence, these characteristics are established mainly from the teacher's 

perspectives. Researchers have pointed out the need to consider the perspectives 

of students in evaluating teaching effectiveness. 

Overall, PSTs' experiences in initial teaching practices are crucial to the 

development of their perceptions of teaching and learning. The extent that PSTs 

can apply what they have learned from teacher education programs to teaching 

has direct influence on their evaluation of the effectiveness of the programs. 

Teacher educators are widely expected to: (a) be aware of what student teachers 

already know; (b) engage student teachers in understanding the rationale 

underlying methods and skills of teaching through critical reflection and the 

structured experiences of expert teachers; (c) be role models; and (d) be actively 

involved in the study and criticism of their own practice. 



CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

3.0 Introduction 

The investigation of PSTs' perceptions of learning and teaching Chinese in this 

study is an outlet for exposing the thoughts and beliefs that affect their learning to 

become teachers of Chinese Language. As perceptions can be viewed from both 

the hypothetical stance as well as from verifiable rationales about the participants' 

choices and behaviours, identifying and measuring PSTs' perceptions require 

multiple approaches in order to triangulate the data as thoroughly as possible 

(Denzin, 1989). 

Shulman (1981) discusses the role of research methodology as "disciplined 

inquiry" in educational research and points out that the nature of controversy over 

method (mainly between quantitative and qualitative methods) has been 

experimental versus correlational. Such a controversy is neither meaningful nor 

constructive as research methods are not merely different ways of achieving the 

same end. Often, the choice of research methods implies different ways of asking 

or answering research questions and even different commitments to educational 

and social ideologies. As Shulman suggests, a major reason why research 

methodology in education is so exciting is that education is not itself a discipline 

but a field of study, a locus containing phenomena, events, institutions, problems, 

persons, and processes, which themselves constitute the raw material for inquiries 

of many kinds (p.6). In other words, whether certain methods are appropriate for 

particular research depends on what the research aims to achieve and investigate; 

that is, the research questions drive the methodology (Yarger & Smith, 1990). In 

essence, the gist of disciplined inquiry is that its data, arguments and reasoning 

are capable of withstanding careful scrutiny by another member of the scientific 

community. In fact, as the research becomes more diverse and interdisciplinary, 

no one method serves all research purposes (Brewer & Hunter, 1989; Lagemann 
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& Shulman, 1999). 

This study has multiple foci. First, it differentiated PSTs' perceptions of teaching 

and learning Chinese at different temporal stages throughout a teacher education 

program. Second, it studied how the PSTs construed the ways in which self, a 

good Chinese teacher and a poor Chinese teacher differ. Third, the sources of 

these perceptions were identified. Fourth, the relationships between these 

perceptions and the ways the PSTs planned and conducted their Chinese lessons 

were described. 

An exploratory pilot study showed that PSTs might not be explicitly aware of 

their perceptions of learning and teaching Chinese Language, although they have 

been studying the subject since they first entered fonnal schooling at around the 

age of six. Therefore, in-depth discussion, and in particular, retrospection to the 

point when they first made their comment (Qureshi, 1992, p.102), were used to 

help the participants to become aware of their perceptions. 

A multimethod (mixed methods) approach (Brewer & Hunter, 1989; Qureshi, 

1992 ) was used because it not only served the multiple purposes of this study, but 

also facilitated a holistic understanding of the research problems. In fact, research 

increasingly shows that quantitative and qualitative approaches are 

complementary in providing a theoretical framework, validating data, interpreting 

relationships and deciphering puzzling responses, etc. (Denzin, 1989; Fielding, 

1986; Tashakkori & Teddlie, 2003). The advantage of adopting multiple methods 

for delving in depth into complexities and processes of the participants' learning 

to become teachers of Chinese was that both the validity of quantitative data and 

the "trustworthiness" of qualitative data can be secured (Lincoln & Guba, 1985). 

More important, the use of multiple methods reflected the investigator's diverse 

ways of knowing and thinking about the research problems (Greene & Caracelli, 

2003). By using a multimethod approach, specific information about how the 

PSTs learned to teach Chinese Language can be documented more 

comprehensively, and what the PSTs need to learn to become a competent teacher 

of Chinese Language can be inferred on a more concrete basis. 



To maximise the data collection opportunity and to ensure effective 

communication with the participants, the research was longitudinal in design and 

was conducted originally in Chinese. Data collection for this study was an 

ongoing process so that the development and changes of the participants' 

perceptions can be best tracked. In some stages, data collected were dependent on 

the findings of the preceding stage. All instruments adopted and data collected 

were later translated into ~nglish) .  To reveal a holistic picture of the participants7 

perceptions and gain an in-depth understanding of how the perceptions were 

formed and interrelated, data were collected from two research populations: (a) 

the entire pre-service teacher population at two separate points of program 

progress in 1998 and 2000 (N = 531) of a two-year full-time primary teacher 

education program in Hong Kong in two consecutive surveys, (b) a sub-sample of 

the same pre-service teacher population derived from a random-start, equal- 

interval strategy resulting in twelve PSTs from the population of 502 participants 

who responded to the first survey. The two consecutive surveys were designed in 

answer to the first research question in general, whereas a variety of qualitative 

research instruments, including repertory ,gids, individual interviews, focus group 

discussions, classroom observations, lesson plans and reflective journals, were 

used specifically to generate facts, opinions and insights from the twelve sub- 

sample participants for addressing each of the four research questions in detail. 

Although these data collection methods are common in Western educational 

research, some of them are new to the Chinese discipline, especially the study of 

learning to become teachers of Chinese Language. Therefore, a pilot study was 

conducted to develop the research instruments for this study. The pilot study 

comprised surveys and interviews, in order to identify PSTs' perceptions of good 

teaching, the sources of their perceptions, and other general questions relating to 

pre-service teacher education. The pilot study aimed also to enhance the 

investigator's understanding of the issues involved within the research topic and 

3 To retain the literal meaning of the participants' opinions as far as possible, data collected were 

transcribed verbatim in Chinese and then translated into English. 



to obtain preliminary responses from a proportion of the target sample, principally 

to refine the interview techniques. The preliminary responses gave the 

investigator an indication of the likely responses and better ways of obtaining and 

handling information, and assisted in averting pitfalls in the main interview study. 

Findings and experiences gained from the pilot study are reported as a sub-section 

under Research Question One in this chapter (pp. 8 1-93, 101 -1 09). 

In addition, the repertory grid technique was adopted to investigate the 

participants' perceptions of good teachers and poor teachers of Chinese. Before 

the design of the formal repertory grid was finalised, a semi-formal version was 

conducted as a trial (section 3.2.2.1, pp. 121-123). In order to show how different 

methods were used to address the research questions, each of the research 

questions is reproduced below together with a justification of the appropriateness 

of each research method. 

3.0.1 The participants 

The participants in this study were PSTs taking a two-year full-time sub-degree 

level certificate program for training primary teachers in Hong Kong (HKIEd, 

2000). Participants entering the program were Secondary Seven graduates who 

had taken the Advanced Level Examination. Upon completion of the program, 

the participants were qualified to teach Chinese, Mathematics, General Studies 

and a fourth Primary subject of their own choice. The options included Art and 

Craft, Computer Studies, English, Music, Physical Education (PE) and Putonghua 

(spoken Mandarin Chinese). The total number of credit points (CPs) required by 

the program was 60. The participants were to take 31 CPs in Year One and 29 

CPs in Year Two. One CP was equivalent to approximately 15 contact hours in 

class. 

The program comprised five domains: Academic Studies, Curriculum Studies, 

General Education, Professional Studies and Field Experience. The weighting of 

each domain in terms of the number of CPs and CPs allocated to Chinese-related 



core studies is outlined in Table 3.1. 

Table 3.1 Weighting of study in the relevant teacher education program. 

Domain Curriculum Academic General Professional Field Total 

Studies Studies Education Studies Experience* 

CPs 14 26 6 14 0 60 

CPs for Chinese 2 9 0 0 0 11 
related core studies 

* Field Experience was a compulsory but non-credit-bearing component. 

Within the Curriculum Studies domain, the participants studied the local Primary 

Curriculum in Hong Kong as well as the subject curricula relating to their study. 

The Academic Studies domain provided comprehensive subject knowledge and 

was weighted more heavily than the other domains. The Professional Studies 

domain provided the participants with an understanding of the teaching and 

learning process and helped them acquire basic interactional and instructional 

skills. General Education aimed to broaden the participants' horizons on 

becoming primary teachers. Core General Education subjects included Life skills 

and Putonghua. The participants could also choose among ~ lec t ive  General 

Education subjects on Art, Computer Applications, English, Music and PE. 

Although Field Experience was a non-credit-bearing component, all participants 

need to obtain at least a pass grade before they could graduate. It was intended to 

provide the participants with necessary experiences in primary schools and link 

these experiences with theories through reflective discussions. The Field 

Experience activities included a range of practicurn seminars, school visits, 

attachments, trial teaching, cooperating teacher scheme, and block teaching 

practice spreading across the two-year program period. 

All participants had to take 11-CP core studies in Chinese, which were already 

more than one sixth of the weighting in the whole program. If a participant chose 

Chinese as the fourth elective subject, he or she had to do three to six more CPs in 

Chinese. In other words, the subject training in Chinese that a participant 

received to become a teacher of primary Chinese Language ranged from a 



minimum of 165 contact hours to a maximum of 275 contact hours. 

3.0.1 .I The sub-sample 

Among the whole cohort, 12 participants were selected to form a sub-sample for 

eliciting in-depth qualitative data. Nine of them were female and three were male. 

The ratio of female to male participants reflects the actual ratio of gender 

difference among the whole cohort. Table 3.2 illustrates the gender distribution 

and the fourth electives of the sub-sample. 

Table 3.2 Gender distribution and the fourth elective subjects of the sub-sample. 

4'" Elective Male Female 

Physical Education 3 1 

English 0 3 

Chinese 0 1 

Putonghua (Mandarin Chinese) 0 1 

Art & Craft 0 1 

Computer Studies 0 1 

Mathematics & General Studies 0 1 

The elective subjects that the participants chose were not exhaustive. Music, 

Chinese and Mathematics were also options that the participants could choose but 

were not reflected in the sub-sample. In the two-year teacher education program, 

the participants received subject-based training as well as training in Professional 

Studies. As a matter of formality, all members in the sub-sample were asked to 

sign a formal consent form for taking part in the study (Appendix 3.0). 



3.1 Research question one 

What are pre-service teachers' perceptions of teaching and learning Chinese 

on entry to, during, and on exit from a teacher education program? What 

changes in these perceptions occur over the period of their teacher education 

program? 

One of the potential weaknesses of research into student teachers' thinking is the 

small sample sizes necessitated by the intensive nature of biographical approaches, 

and the assumption that teacher training courses can be regarded as a constant 

(Bramald et al., 199.5). Furthermore, rarely have details been given of how 

samples are selected which prompts questions about validity. For these reasons, 

the first research question is addressed through both quantitative and qualitative 

techniques: (a) two consecutive longitudinal surveys conducted with the whole 

cohort of pre-service teacher participants close to program entry point and exit 

point, (b) individual interviews of a sub-sample of the participants. The advantage 

of conducting surveys in this study is two-fold. First, it allows a large number of 

participants to be involved in a relatively consistent manner. Second, it assures 

the generalisability of the results. On the other hand, at individual interviews the 

participants can articulate their explicit views of what learning and teaching 

Chinese mean to them, and a more in-depth insight can be obtained. Moreover, as 

the sub-sample was selected from the whole cohort, opinions could also serve to 

confirm and elaborate shared views and perceptions among the participants. 

3.1.1 Pilot survey 

Teacher knowledge, teacher beliefs/perceptions, and effectivelineffective teaching 

were identified in Chapter Two as important factors that shape PSTs' perceptions 

of learning and teaching. As no instruments for collecting comprehensive data of 

this kind from pre-service language teachers of Chinese had been developed, a 



The pilot survey involved four different classes in a two-year full-time primary 

teacher education program, two in Year One and two in Year Two in June 1998. 

The average class size was 35. About 140 PSTs were invited to complete a self- 

administered questionnaire for the survey. The purpose of including of different 

year groups in the pilot study was to examine the reliability of survey items. 

Findings from each year group were compared to identify the differences and 

similarities in PSTs' perceptions of teaching and learning Chinese. 

There were six sections in the pilot survey (Appendix 3.1). In most cases, the 

participants were asked to rate the items in the form of statements by circling the 

appropriate number on a 5-point scale. For example, the objectives of Chinese 

Language include: "to foster student reading ability"; 5 = Strongly Agree, 4 = 

Agree, 3 = No Opinion, 2 = Disagree, 1 = Strongly Disagree. In the two sub- 

sections in Section One, the participants were asked to: (a) choose from the stated 

lists, the five most important items; and (b) prioritise the five chosen items in 

order of importance with 1 = Most Important. In Section 2.2, the participants 

were asked to describe how their best teachers of Chinese taught in theix schools. 

Section One of the pilot survey related to the teaching of Chinese Language. 

Because one of the objectives was to ground the study of PSTs' perceptions of 

learning and teaching Chinese Language, in addition to the relevant literature, the 

goals of government Chinese Language curricula at both primary and secondary 

levels and course descriptions of the relevant teacher education program were 

reviewed in the search for potential questionnaire items. 

Section One had two sub-sections. Section 1.1 asked the participants to rate the 

extent to which they agreed with the teaching objectives of Chinese Language. 

Thirteen statements on teaching objectives were adapted from the official Chinese 

Language Ctrrricula (HKCDC, 1990a, 1990b, 1991). The content of the 

objectives ranged from "the fostering of students' reading, writing, listening and 

speaking abilities" to "the strengthening of students' sense of responsibility 

towards society". The participants were then asked to choose five objectives and 

rank them according to their order of importance. The purpose of eliciting this 



information was to find out what the PSTs considered to be priorities in the 

teaching of Chinese Language. Section 1.2 asked the participants to rate the 

degree of emphasis on different teaching content in their past Chinese lessons. A 

list of 21 items was compiled from the Chinese Language Curriczila. These items 

included, for example, "reading comprehension in Modem Chinese", "proper 

ways of writing characters", "knowledge of Chinese culture", and so on. After 

rating each of the 21 items, the participants chose five items which they thought 

were emphasised most in their past Chinese lessons and ranked them in order of 

importance. 

Section Two related to teacher performance. The participants were first asked to 

rate the extent to which they agreed with ten items in Section 2.1 about how 

teachers of Chinese teach. Items in this section included, for example, "acts 

personally in all affairs"; "demands strict silence in classroom"; and "teaches 

according to textbooks most of the time" (direct translation from Chinese). These 

items were designed with reference to Y.C. Cheng (1995). According to Y.C. 

Cheng, a teacher's personality has a direct influence on the effectiveness of his or 

her teaching. As the focus of this section was on the performance of Chinese 

teachers, only items applicable to the teaching of Chinese were considered and 

modified to meet the requirement of the study. These included, for example, "to 

develop student thinking", "to pay attention to student response", and "strict 

classroom management" (direct translation from Chinese). 

Nevertheless, it is not easy to work out an exhaustive description of teacher 

performance that can be fully operationalised. Therefore, in addition to the ten 

general structured responses, the participants were also asked to indicate in their 

own words how their best teachers of Chinese taught in their secondary and 

primary schools in Section 2.2. As Liang (1987) suggests, some aspects of 

language teachers' performance such as the writing of lesson plans and the 

marking of student work are explicit and can be easily evaluated, whereas implicit 

elements which have a profound impact on language teaching like "teaching 

attitude" and "sensitivity to language" take time to reveal. 



Section Three focused on student performance. In order to compare the 

participants' behaviours in secondary and primary schools, items used in this 

section were repeated for both school contexts. There were five items in each of 

the sub-sections in this section. In Section 3.1, the participants were asked to rate 

the extent to which they agreed with the five items describing their behaviours in 

their secondary Chinese lessons. In Section 3.2, the participants were asked 

whether the same five items described their behaviours in Chinese lessons in their 

primary schools. Items in this section were: "shows much interest in the subject 

of Chinese"; "works according to the teacher's arrangement"; "asks questions 

from time to time"; "participates actively in group discussion"; and "participates 

actively in various learning activities". These items related to the items 

describing teacher performance in the preceding section. 

Section Four comprised three sub-sections with items on difficulties in learning 

and teaching Chinese. Section 4.1 asked the participants to rate the extent to 

which they agreed with seven items summarising the most difficult content to be 

learnt in Chinese Language. In Section 4.2, the participants rated the extent to 

which they agreed with the same seven items being the most difficult content to 

teach. Items used here were developed on the basis of items in Section 1.2 on 

teaching content. Section 4.3 consisted of a list of seven items describing the 

major obstacles in teaching Chinese Language in the local context. The statements 

were formulated on the basis of research by Deng (1991a) and W. M. Wong 

(1 995). Deng (1 99 1 a) examines the different roles played by various languages, 

and argues that the vital task of teaching Chinese in the local context is to teach 

students to express their Cantonese thinking in written Modem Standard Chinese. 

W. M. Wong7s (1995) findings from a survey of more than 200 secondary school 

language teachers show that most teaching difficulties relate to the quality of a 

teacher in such areas as subject knowledge, teaching methods, classroom 

management skills, counseling skills, and the design of classroom activities. 

Following these suggestions, items used in this section were mainly subject 

content focused or language related. Examples included: "Putonghua is not the 

mother tongue of most Hong Kong people"; "the spoken language and the written 

language are incon,ment"; and "Chinese education is not emphasised in society". 



The participants, rated the extent to which they agreed with each item. 

Section Five was concerned with participants' expectations of Chinese language 

teacher education. Five key areas of subject knowledge training for primary 

teachers of Chinese were listed. The participants were asked to indicate their 

perceptions of the most important subject knowledge in equipping them to 

become primary schoolteachers of Chinese. These five key areas were in fact 

titles of modules for Chinese electives in the relevant teacher education program. 

They were, namely, "the origin and development of scripts, Cantonese phonetics, 

and the use of reference books", "Modem Chinese (grammar, lexicology, and 

rhetoric)", "children's literature", "Putonghua" and "Primary Chinese teaching 

methods". 

Section Six, the final section in the pilot survey, asked for individual biogaphical 

information. In addition to demographic data such as gender and age, the 

participants were also asked to provide information on: (a) where they received 

their primary and secondary education; (b) whether they spoke other Chinese 

dialects; (c) how they evaluated their own Chinese language proficiency; and (d) 

whether they had any language teaching experience. 

3.1 .I .I Results of the pilot survey 

As the pilot survey was undertaken to develop an instrument for the surveys 

proper, results are reported here as a part of the development of research design 

and methodology. Altogether 104 completed questionnaires were collected (N in 

Year One = 48, N in Year Two = 56). The response rate was 74.2%. The pilot 

survey consisted of a total of 91 items. Data generated were processed through 

the SPSS program obtaining frequencies, means and standard deviations (Bryman 

& Cramer, 1997). In addition, One-Sample t tests were performed to test whether 

the item means differed from the critical value of three, which represents the 

middle or neutral point on the 5-point scale (i.e., 3 = Third Important in Section 

1.2 and Section Five, and 3 = No Opinion in all other sections) at the 95% 



confidence level. Lastly, Cronbach's alphas were used to ascertain the reliability 

of items in the first five sections. The results of the pilot survey are summarised 

in Tables 3.3 to 3.10. 

Tables 3.3 and 3.4 depict the major results of Section One of the pilot study. 

Table 3.3 suggests that for both Year One and Year Two PSTs, the means of the 

13 items on the teaching objectives of Chinese Language are significantly 

different from the critical value of three and are in the direction of agreeing with 

the items. Also, high internal-consistency reliability for this measure across the 13 

items is found (Year One a = .92, Year Two a = 29). These results suggest that 

the items used in this section accurately measure the participants' perceptions of 

the teaching objectives of Chinese Language. 

Table 3.3 Pilot survey: PSTs' perceptions of the teaching objectives of Chinese Language. 

Teaching objectives of Extent of agreement 

Chinese Language 

To foster student reading ability. 

To foster student reading habit. 

To foster student writing ability. 

To foster student listening ability. 

To foster student speaking ability. 

To foster student proper speaking 

manner. 

To foster student thinking ability. 

To enhance student interest in 

studying Chinese. 

To equip students with the ability to 

study on their own when they further 

their studies in Chinese. 

To inspire student thinking. 

To foster student moral concepts. 

To enrich student knowledge of 

Chinese culture. 

To strengthen student sense of 

responsibility towards society. 

Year One Year Two 

M Sd t df M Sd ta df 

4.27 0.57 15.34' 47 4.25 0.64 14.63* 55 

4.21 0.71 11.74* 47 4.11 0.65 12.71* 55 

4.38 0.61 15.73' 47 4.36 0.62 16.49* 55 

4.27 0.57 15.34' 47 4.1 1 0.76 10.80* 54 

4.27 0.64 13.68' 47 4.27 0.65 14.68* 55 

4.08 0.74 10.16" 47 4.13 0.66 12.71* 55 

Scale range = 1 (Strongly Disagree) to 5 (Strongly Agree), * p <.05. 
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In terms of significant differences, results in Table 3.4 are similar to those in 

Table 3.3. That is, for both Year One and Year Two PSTs, the means of the 21 

items on teaching content are significantly different from the critical value of 

three. However, as this section asked participants to rate the degree of emphasis 

on teaching content items, the means around three would indicate a medium level 

of emphasis. The alphas for both year groups are the same (a  = .92), indicating 

that the items used had adequate reliability (Gliner & Morgan, 2000). 

As can be seen in Table 3.4, the teaching of vocabulary and sentence structures 

were most emphasised in the participants' past Chinese lessons. 

Table 3.4 Pilot survey: PSTs' perceptions of teaching content in Chinese lesson. 

Teaching content of Degree of emphasis , 

Chinese Language Year One Year Two 

Reading comprehension in Modern. 

Chinese 

Reading comprehension in Classical 

Chinese 

Vocabulary 

Sentence structures 

Paragraph structures 

Passage structures 

Analysis of texts 

Use of punctuation marks 

Proper ways of writing characters 

Grammar 

Rhetoric 

Genres 

Writing practice 

Listening exercises 

Speaking exercises 

Independent thinking 

Imagination 

Use of reference books 

Searching for references 

Knowledge of Chinese culture 

Guided readings 
- - -- 

Scale range = 1 (Fifth Important) to 5 (Most Important), ' p <.05. 



Although reading comprehension was emphasised, it was mainly in Modem 

Chinese, not in Classical Chinese. 

The participants were also asked to choose from each Section the five most 

important items and rank them according to their order of importance. Four out of 

the five most important objectives identified by the participants are in common for 

the two year groups. These are: "to foster student reading ability"; "to foster 

student speaking ability"; "to enhance student interest in studying Chinese"; and 

"to equip students with the ability to study on their own when furthering their 

studies in Chinese" 

Although the fifth items chosen by the two year groups of participants are 

different, they both refer to thinking. For the Year One group, t h s  item is "to 

foster student thinking ability", whereas for the Year Two group, it is "to inspire 

student thinking". Both groups of participants identified thinking as an important 

objective in teaching Chinese Language. 

With regard to the ranking of teaching content, the two year groups only share 

two items in common - "reading comprehension in Modem Chinese" and "writing 

practice". Other important teaching content items identified by the Year One 

participants are "speaking exercises", "independent thinking" and "grammar", 

whereas those identified by the Year Two participants are "sentence structures", 

"rhetoric" and "analysis of texts". Obviously, the important teaching content of 

Chinese Language focuses on the teaching of reading and writing. However, "to 

foster students' writing ability" was not considered an important objective. This 

discrepancy between the participants' perceptions of the teaching objectives and 

the teaching content of Chinese Language indicates the necessity to question the 

validity of the items in Section One. Results from this section serve as important 

guidelines for revising items relating to the teachng content of Chinese Language 

in the surveys proper. 

Section Two was intended to measure the participants' perceptions of teacher 

performance in their past Chinese lessons. However, it is clear from Table 3.5 



that only about half of the items in Section 2.1 actually measured what they 

intended to measure. That is, five item means are significantly different from the 

critical value of three for the Year One group, and six for the Year Two group. 

The alphas also suggest that items in Section Two yielded a relatively low 

reliability (Year One a = .56, Year Two a = .5). 

Nevertheless, out of the ten items relating to teacher performance in Section 2.1, 

four item means are significantly different in both year groups. These are 

"teaches according to textbooks most of the time"; "guides the class to write"; 

"encourages students to ask questions"; and "sets tests on textbooks contents". 

These results are useful for revising the items on the participants' perceptions of 

classroom climate in Chinese lessons later, as they point to the role of textbooks 

in Chinese lessons on the one hand, and teachers' approaches in teaching the 

subject on the other. 

Table 3.5 Pilot survey: PSTs' perceptions of teacher performance in Chinese lesson. 

Teacher performance Extent o f  agreement 

Year One  Year Two 

Teaches according to textbooks most 3.81 3.73 1.02 5.38* 55 
of the time 
Guides the class to do extra-curricular 2.91 
reading 
Guides the class to write 

Provides extra language knowledge 3.23 
exercises 
Organises different varieties of 
listening and speaking activities in 
class 
Encourages students to ask questions 3.52 

Holds discussions in class 

Sets tests on textbooks contents 

Note: Scale range = 1 (Strongly Disagree) to 5 (Strongly Agree), * p <.05. 

Data from Section 2.2 also provide rich information on the participants' 

perceptions of how teachers taught in Chinese lessons. Most of the participants 



were cooperative and responded in detail, with an overall response rate of over 

70%. As data in this section were in the participants' own words, a content 

analysis (Holsti, 1969; Krippendorff, 1980; Ranyard & Williamson, 1996) was 

performed to develop a usable set of categories for describing the performance of 

Chinese teachers. To fulfill the requirements of content analysis (Holsti, 1969), 

notes were taken about the types of teacher performance that seemed to be 

occurring during a preliminary reading of the responses. These were formed into 

a tentative category set. The category labels were decided by the investigator to 

encapsulate as concisely as possible the participants' descriptions. Then an 

experienced Chinese language teacher educator was invited to check the validity 

of the tentative categories. Following his comments and suggestions, the initial 

classification was refined by reconceptualising some of the categories to account 

for all the responses. The category "other" was added to reflect the fact that some 

participants might have misread the requirements of the section. Nevertheless, the 

classification of teacher performance into these categories was not always 

straightforward. In some cases, the participants did not describe clearly how their 

former Chinese teachers performed. One response might include the description 

of several aspects of a teacher's performance. For instance, a participant remarked 

that a secondary school teacher of Chinese "can have sufficient knowledge; does 

not teach according to textbook; has personal opinion; allows students to ask 

questions" (direct translation from Chinese). This response was classified into 

three different categories, i.e., teacher knowledge, teacher approach and teacher 

control. In other cases, some responses were ambiguous in that the participants 

described similar aspects of a teacher's performance with contradictory attributes. 

For instance, a participant remarked that a primary schoolteacher of Chinese 

"teaches according to textbook but provides activities sometimes" (direct 

translation from Chinese); and another participant remarked that a secondary 

school teacher of Chinese "teaches according to textbook, very boring; but 

sometimes talks about history or stories relevant to the topic, very interesting" 

(direct translation from Chinese). In these cases, ambiguous responses were 

treated as separated entries and subsumed under the same category. Details of the 

content analysis are shown in Table 3.16. 



Table 3.6 Pilot survey: A content analysis of PSTs' perceptions of the best teacher performance in 
Chinese lesson. 

Secondary N Primary 

Teacher approach 
Minimises students' recitation 2 Minimises students' recitation 
Is flexible 3 Organises many teaching activities & 
Is confined to textbooks1 set curriculum 10 games 
Is not confined to textbooks 7 Is confined to textbooks1 set curriculum 
Motivates students to leam 6 Is not confined to textbooks 
Organises many teaching activities, 16 Encourages students to write creatively 
analyses and discussions Inspires1 guides students how to think 
Focuses on training students how to think 7 Emphasises fostering students' proper 
from different perspectives attitudes towards learning 
Emphasises students' understanding 2 Emphasises learning of idioms 
Emphasises appreciation of individual I Emphasises heuristic extra-curricular 
literary works activities 
Emphasises fostering students' proper 1 Emphasises language knowledge 
attitudes towards learning 
Guides students to participate in community 1 
activities and exchange programs 

Teacher control 
Allows students to express opinions freely 4 Always asks students to read aloud or 
Encourages students to ask questions answer questions 
Is demanding of students, strict classroom 3 Allows students to talk 
rules 1 Does not allow students to talk 

Teacher knowledqe 
Possesses extra-curricular knowledge of 7 Possesses rich knowledge 
history, literature and culture 

Teacher preparation 
Provides feedback to students 
Prepares many notes 

1 Prepares well for lessons 
1 Marks students' work carefully 

Gathers extra-curricular information 
Teacher presentation 
Explains clearly, humourously with teaching 17 Explains clearly, vividly and 
aids; speaks with a loud and clear voice and interestingly 
has good manners Uses many examples from daily life/ 
Has decent handwriting 1 history 
Uses many daily life examples 4 Tells stories 
Tells stories1 history1 extra-curricular 11 Uses colourful teaching aids 
knowledge Talks all the time/ traditional 

Teacher-student relation 
Is patient, fair-minded, strict but caring and 4 Is patient, caring but still demanding 
approachable Is very strict 
Is willing to share personal experiences with 3 
students 
Works together with students 1 

Other - 
Forgot/ no idea 4 Forgot/ no idea 
Is (very) boring 4 Is (very) boring 
Adopts traditional teaching methods 1 Adopts traditional teaching methods 
Teachers students how to conduct 2 Does not organise any activity 
Never introduces any Chinese cultural 1 
knowledge 
Never inspires students in learning Chinese I 

Total 127 



These results not only reflect the multifaceted nature of the teaching and learning 

process, but also the key role played by teachers in determining classroom climate. 

Furthermore, they confirm that a typical Chinese Language classroom in Hong 

Kong is teacher-centred, transmissive and textbook dominant (Tse et al., 1995). 

Of significance, the diversified data elicited from this section necessitated a 

reconsideration of whether an open-ended approach was the most effective way of 

collecting perceptual data in the surveys proper. To make comparison and contrast 

between PSTs' perceptions at different stages more feasible, a scale showing the 

extent of agreement and a scale of preference for supplied statements seemed 

more appropriate. 

Section Three concerned the participants' perceptions of student performance in 

their secondary and primary schools. As shown in Table 3.7, not every item mean 

differs significantly from the critical value of three. 

Table 3.7 Pilot survey: PSTs' perceptions of student performance in Chinese lesson. 

Student performance Extent of agreement 

Year One Year Two 

At secondary school 

3.20 0.94 1.56 55 
Chinese 
Works according to the teacher's 3.71 0.71 7.57* 55 
arrangement 
Asks questions from time to time 2.80 0.84 -1.75 55 

Participates actively in group 
discussion 
Participates actively in various 
learning activities 

At primary school 

Works according to the teacher's 
arrangement 
Asks questions from time to time 

Participates actively in group 2.93 0.94 -0.57 
discussion 

Scale range = 1 (Strongly Disagree) to 5 (Strongly Agree), * p e.05. 
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The mean of the item "works according to the teachers' arrangement" is 

significantly different in both year groups and across the two school contexts. 

School students seemed to be rather passive in Chinese lessons, and the teacher 

played a key role in arranging all aspects of the cumculum and context, especially 

in primary classrooms. The alphas are at an acceptable level (Year One a = .74, 

Year Two a = .7). These results, together with those discussed earlier, call for a 

new section to focus on measuring the participants' perceptions of the teacher's 

role in relation to classroom climate in the surveys proper. In this way, the 

relatively low reliability yielded by items in Section 2.1 (Year One a = .56, Year 

Two a = .5) could be avoided. 

Tables 3.8 and 3.9 show the results of Section Four relating to the participants' 

perceptions of difficulties in learning and teaching Chinese. In essence, the 

content items that the participants found most difficult to learn are the same as 

those they found most difficult to teach. As can be seen in Table 3.8, the means 

of three items are significantly different from the critical value of three in both 

year groups in the most difficult content to learn and the most difficult4content to 

teach. These are "writing, including different genres and practical writing as in 

official document, notice, receipt, etc."; "language use, including the use of 

punctuation marks, the use of proper characters, rhetoric, and lexicology"; and 

"training of thinking". 

Although the means of other items here do not differ significantly from the critical 

value of three, they do show significant differences in both year groups. These 

include, for example, "reading, including recognition of words, comprehension, 

appreciation and analysis of writing skills" and "fostering of cultural sensitivity, 

moral education and social responsibility". The alphas (Year One a = .73, Year 

Two a = .79) also indicate that the inter-item reliability is acceptable. 



Table 3.8 Pilot survey: PSTs' perceptions of difficulties in learning and teaching Chinese. 

Difficulties in Chinese Language Extent of agreement 

Year One Year Two 

M Sd t 

Learning 

Reading, including recognition of 3.40 1.03 2.88* 
words, comprehension, appreciation 
and analysis of writing skills 

Writing, including different genres and 3.58 3.70 1.03 5.08* 
practical writing as in official 
documents, notices, receipts, etc. 

Listening comprehension and 3.16 1.02 1.18 
grasping the main points of data 

Oral presentation, including speech, 3.29 3.38 1.10 2.58* 
discussion and reporting, etc. 

Language use, including the use of 3.33 2.24' 44 3.71 0.99 5.42" 
punctuation marks, the use of proper 
characters, rhetoric, and lexicology 

Fostering of cultural sensitivity, moral 3.49 3.10* 44 3.13 0.97 0.96 55 
education and social responsibility 

Training of thinking 3.73 5.53' 44 3.63 0.95 4.95* 55 

Teaching 

Reading, including recognition of 3.20 1.32 44 3.60 1.03 4.32* 54 
words, comprehension, appreciation 
and analysis of writing skills 

Writing, including different genres and 3.64 4.63* 44 3.67 1.04 4.81* 54 
practical writing as in official 
documents, notices, receipts, etc. 

Listening comprehension and 3.20 3.38 0.91 3.10* 54 
grasping the main points of data 

Oral presentation, including speech, 3.09 3.24 0.98 1.79 54 
discussion and reporting, etc. 

Language use, including the use of 3.34 
punctuation marks, the use of proper 
characters, rhetoric, and lexicoiogy 

Fostering of cultural sensitivity, moral 3.73 
education and social responsibility 

Training of thinking 

-- 

Scale range = I (Strongly Disagree) to 5 (Strongly Agree), * p <.05. 

On the other hand, two items relating to the measuring of the participants' 

perceptions of the major difficulties in teaching Chinese Language in Hong Kong, 



as shown in Table 3.9, are not effective. The item means of "the subject content 

is separate from daily life" and "the impracticality of the subject knowledge in 

daily life" do not differ significantly from the critical value and the alphas are 

relatively low (Year One a = .49, Year Two a = .62). 

Table 3.9 Pilot survey: PSTs' perceptions of major obstacles in teaching Chinese in Hong Kong. 

Obstacles i n  teaching Extent of agreement 

Chinese Language Year One Year Two 

M Sd t 

most Hong Kong people 

The spoken language and the written 4.20 
language are incongruent 

Students use English 3.48' 44 3.73 0.97 5.56* 

Students use dialects 5.35' 44 3.98 0.87 8.36" 

Chinese education is not emphasised 3.58 3.36 0.99 2.73* 
in society 

The subject content is separate from 3.18 3.20 1.15 1.30 
daily life 

The subject knowledge is impractical 3.00 1 .I 1 0.00 44 2.82 I .I  1 -1,.22 54 
in daily life 

Scale range = 1 (Strongly Disagree) to 5 (Strongly Agree), * p <.05. 

Finally, Section Five concerned the participants' expectations and perceptions of 

the importance of the subject training in Chinese Language offered by the teacher 

education program. As shown in Table 3.10, although all item means differ 

significantly from the critical value of three, the alphas are not promising, 

especially in the Year Two group (Year One a = .67, Year Two a = .38). The 

relative small value of the Year Two a is due to the minimal difference among the 

responses. The minimum item mean in this section is 3.8, whereas the maximum 

is 4.4. Most Year Two participants expected to receive further training in various 

aspects of Chinese. Among the five modules, only Children's Literature was 

optional. All Year Two participants should have taken the rest of the four 

modules when they completed the questionnaire. 



Table 3.10 Pilot survey: PSTs' expectations of Chinese language teacher education. 

Training aspects Degree of Importance 

Year One Year Two 

Cantonese phonetics, and the use of 
reference books 

Modern Chinese (Grammar, 4.22 0.81 11.16* 54 
lexicology, rhetoric) 

Children's literature 3.78 3.76 0.77 7.37* 54 

Putonghua 3.89 3.89 0.85 7.74* 54 

Primary Chinese teaching methods 4.27 4.42 0.76 13.80* 54 

Scale range = 1 (Most Important) to 5 (Fifth Important), * p <.05. 

These results lead to questions such as: Why did participants respond in such a 

way towards the end of the teacher education program? What specific topics 

would PSTs doing the same program be interested in pursuing in greater depth? 

Findings in this section support using appropriately similar items for a parallel 

section in the surveys proper. 

3.1.2 Surveys proper 

Upon returning the questionnaires, some group representatives reflected that the 

pilot survey questionnaire was too complicated to complete. Some participants 

had left out a whole page of the questionnaire. These feedbacks suggest that the 

repetitive and lengthy format of the questionnaire might threaten the validity of 

the data. In addition, some of the items used in the pilot survey were found to be 

statistically unreliable (e.g., items used in Section 2.1). In order to enhance the 

reliability and validity of the survey instrument, the questionnaires for the surveys 

proper were restructured in light of the results and issues learned from the pilot 

survey. Unreliable items (a < .7) were rejected or revised, and replicated items or 

sections combined. A comparison between the content and structure of the pilot 

survey and the surveys proper is shown in Table 3.1 1. Only four sections were 



retained in the questionnaire for the surveys proper (Appendices 3.2 to 3.3). In 

order to track the participants' perceptual changes over the period of the teacher 

education program, the surveys proper were conducted twice with the same cohort, 

i.e., one at the beginning of the program, the other towards the end of the program. 

The number of items was reduced significantly, fi-om 91 to 57 in the first survey 

and 58 in the second, to minimise participant fatigue in filling the questionnaires. 

Table 3.11 A comparison of the design of the pilot survey and the surveys proper. 

Pilot survey 

Section Content 

One Teaching of Chinese Language 

Teaching Objectives 

Teaching content 

Two Teachers' performance 

Three Students' performance 

Four Difficulties in learning and teaching 

Surveys Proper 

Section Content 

One Background information 

Two Objectives of Chinese language 

teaching 

Three Practices in primary Chinese 

Chinese I classrooms 

Five Expectations of Chinese language ( Four Expectations of Chinese Janguage 

teacher education 

Six Background information 

teacher education 

3.1.2.1 Items for the surveys proper 

Section One of the first survey asked the participants to provide biographical 

information including gender, age, place of primary and secondary education, the 

Chinese dialects spoken, and past language teaching experiences. The participants 

also evaluated their Chinese language proficiency. To this end, they were asked 

to assess: (a) their own Chinese proficiency relating to all four basic language 

skills (i.e., listening, speaking, reading and writing), and (b) their knowledge of 

Chinese literature and Chinese culture. As the second survey was conducted 

towards the end of the teacher education program with the same cohort, this 

section was redundant. The participants were asked only to evaluate their current 



Chinese proficiency and knowledge of Chinese literature and culture. Then, the 

participants proceeded to evaluate their knowledge of teaching Chinese in primary 

schools and their ability to teach the four language skills at different levels. The 

final question in this section urged the participants to reflect on the efforts they 

had made since entering the program. The purpose was to remind the participants 

that they were also responsible for their learning to become a competent teacher 

of Chinese. 

To make comparison possible, items in the core sections (Sections Two to Four) 

in both questionnaires were identical. Section Two asked the participants to rate 

their extent of agreement with the teaching objectives and the degree of actual 

emphasis of these objectives in their past classrooms. Table 3.12 shows the items 

in section. 

Table 3.12 Items used in Section Two of the surveys proper. 

Comparison between the extent of agreement and the degree of actual emphasis 

94 

The teaching objectives of Chinese Language include: 

To foster student reading ability. 

To foster student reading habit. 

To foster student writing ability. 

To foster student listening ability. 

To foster student speaking ability. 

To foster student proper speaking manner. 

To foster student thinking ability. 

To enhance student interest in studying Chinese. 

To equip students with the ability to study on their own when they further 

their study in Chinese. 

To inspire student thinking. 

To foster student moral concepts. 

To enrich student knowledge of Chinese culture. 

To strengthen student sense of responsibility towards society. 

L. 



provided a measure of the con,gnlence of cuniculum intent and practice in the 

participants' former Chinese lessons. Items on teaching objectives were retained 

whereas items on teaching content were eliminated because the latter were 

subordinate to the former (Wong, 1995). Nevertheless, for the purpose of 

triangulation, questions relevant to the teaching content of Chinese were raised in 

the individual interviews in relation to the difficulties in teaching and learning of 

the subject. On the other hand, the participants were still asked to rank the five 

most important objectives of the subject. The decision was made on the 

assumption that the information elicited could reveal what the participants 

considered to be priorities in teaching Chinese Language. 

Section Three in the surveys proper was modified in an attempt to focus the 

participants' consideration on the key features. Items in this section were designed 

with reference to the classroom environment instruments developed by Fraser 

(1986, 1990, 1991) and results in the pilot survey. In fact, the use of classroom 

environment perceptions as criterion variables is not uncommon (Steele, 1982), as 

noted by Fraser (1991): 

Fraser (1986) tabulated 47 studies in which classroom environment 

dimensions were employed as dependent variables in (1) cuniculum 

evaluation studies, (2) investigations of differences between student and 

teacher perceptions of actual and prefenred environment, and (3) studies 

involving other independent variables (p. 14). 

Of the instruments exemplified in Fraser (1 991, pp.6-1 I), the Classroom 

Environment Scale (CES) developed by Moos, and the Individualised Classroom 

Environment Questionnaire (ICEQ) by Fraser were the most relevant and valid, 

because these scales were specially designed for assessing student perceptions of 

the psychosocial characteristics of classroom environment. The items in the scales 

have been extensively field tested among students, used widely in research and 

shown to be reliable (e.g., van der Sijde & Tomic, 1992). In particular, the CES 

can be used to measure preferred (or "ideal") environment as well as actual (or 

"real") environment, and to measure teachers' as well as student perceptions. The 



ICEQ, on the other hand, characterises the classroom learning environment 

described in individualised curriculum materials and in the literature of 

individualised education, including open and inquiry-based classrooms (Fraser & 

Fisher, 1983). Both instruments formed an item bank for the selection of 

appropriate items in this section of the surveys proper. 

To shorten the questionnaire, the number of items in Section Three was kept to 

the minimum. Sixteen items reflecting four dimensions of classroom climate were 

used. The dimensions included "teacher control", "teacher knowledge of Chinese 

language", "teacher presentation" and "teacher planning". This selection reflected 

the results of the pilot survey as these dimensions were the most frequently cited. 

From the perspective of "teacher-watchers" (Barnes, 1989), these were all 

teacher-centred dimensions. The need to use these dimensions as indicators of 

classroom climate reflected the general situation in Chinese lessons where the 

teacher plays a central role in determining the classroom activities. Items used in 

this section were mainly adapted from the short forms of the CES and the ICEQ 

(Fraser, 1986, Appendix A) with modifications made to suit the context of 

teaching Chinese. Following McMeniman7s (1 98 1) convention, two positive and 

two corresponding negative statement items in irregular order for each dimension 

were included to test the reliability of items. By the matching of the same 

individual to the member of each pair of items, consistency of response could be 

ascertained. 

The participants were asked to rate their extent of agreement with the practices in 

the primary Chinese classrooms they had experienced as students and the extent 

of their preference for these practices in the classrooms when they taught. 

Comparison between the extent of agreement and preference provided a measure 

of the congruence of how the participants were taught Chinese Language and how 

they themselves would like to teach the subject. 

The items purporting to measure the classroom climate in Chinese lessons are re- 

arranged in Table 3.13. 



Table 3.13 Items used in Section Three of the surveys proper. 

* DCC = Dimensions of classroom climate 

TC = Teacher control TKn = Teacher knowledge 

TPI = Teacher planning TPr = Teacher presentation 

Actual 

Order in 

Section 3 

1 

9 

13 

5 

11 

6 

15 

14 

2 

8 

4 

< 2  

10 

3 

7 

16 

Items on expectations of Chinese language teacher education in Section Four were 

increased from five to fifteen to include all Chinese modules of the current teacher 

education program, echoing the teaching objectives of Primary Chinese. All items 

from No.6 onwards in Table 3.14 were newly added for the surveys proper. In 

most cases, the participants rated statement items on a 5-point scale regarding the 

theme(s) of each section (e.g., regarding Chinese proficiency in Section One, 5 = 

Very Good, 4 = Good, 3 = Average, 2 = Poor, 1 = Very Poor). An open-ended 

response was used at the end of the final section to enable the participants to 

Practices in primary Chinese language classrooms 

The teacher decides how much activity and talk there should be 

in the classroom. 

Students can choose their partners for group work. 

There are set ways of working on things in the classroom. 

Students can make up their own projects. 

The teacher often relates lessons with different topics about life 

and talks about his or her own experiences. 

The teacher reads out the content of textbooks. 

The teacher often talks about knowledge of Chinese language 

that is not included in the syllabus/lesson plan. 

The teacher seldom tells stories about Chinese literature or 

Chinese culture. 

The teacher thinks up unusual projects for students to do. 

Students do the same kind of homework almost everyday. 

The teacher often takes time out from the lesson plan to talk 

about other things. 

The teacher keeps to the syllabus/lesson plan strictly and never 

deviates from it. 

The teacher's presentation is interesting and humourous. 

The teacher has no sense of humour. 

The teacher always tries out new ideas. 

The teacher seldom tries out different ways of teaching. 
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specify special aspects they expected of Chinese language teacher education. 

Table 3.14 Items used in Section Four of the surveys proper. 

On the whole, the surveys proper were condensed, and other problems in the pilot 

survey were addressed to make the questionnaires easier to complete. For 

example, the length was reduced from seven pages to four pages. As the two 

surveys were self-administrated questionnaires, the purpose of data collection was 

more fully explained in the cover note, and instructions in each section were 

revised to provide clear navigational guides (Jenkins & Dillman, 1997). The 

participants were also reminded that there were no right or wrong answers, and 

I expect to receive more training in the following aspects: 

The origin and development of scripts 

Cantonese phonetics 

How to use reference books 

document, notice, receipt, etc. . 

X - 
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0 
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2 
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were encouraged to provide thoughtful opinions of teaching Chinese and their 

expectations of Chinese language teacher education. They were also provided 

with a time estimate (about 20 minutes for the first survey; and 15 minutes for the 

second survey) for completing the questionnaires. 

3.1.2.2 Procedures of  the surveys proper 

Both surveys proper were conducted in a self-administered manner. The entry 

survey was conducted at the beginning of the teacher education program in 

October 1998, and the exit survey was conducted with the same cohort towards 

the end of the program in May 2000. In addition to Chinese, Mathematics and 

General Studies, the fourth elective subject of the participants differentiated the 

training the participants received throughout the program. According to their 

fourth elective subjects, the participants were divided into 14 groups. 

Questionnaires were dispatched to each group during one of their Chinese lectures. 

The participants completed the questionnaire at home and could call the 

investigator if they needed clarification. Group representatives collected the 

completed questionnaires and returned them to the investigator's office. 

3.1.2.3 Method of survey analysis 

All data generated from the surveys proper were entered into SPSS 10 for 

Windows (SPSS Inc., 1999). The primary mode of analysis computed frequencies, 

means and standard deviations. Statistical tests were applied to establish whether 

differences or contingencies merited discussion; however, the outcomes of the 

tests were regarded mainly as guides rather than as a definitive basis for 

interpreting the results of the survey. The Cronbach alpha model of internal 

consistency based on the average inter-item correlation was used to examine the 

reliability of statements relating to the participants' experiences in their past 

Chinese classrooms in Section Three. Dependent Samples t tests for the mean 



differences between the identical items in the two surveys were conducted to 

obtain the magnitude of the observed differences at a 95% confidence level, p 

< .05. Furthermore, Cohen's (1988) measure of the standard difference between 

group means d was also reported as effect size. Effect size is an index of the size 

of the statistical difference between groups, independent of the size of the groups, 

and expressed in standard deviation units (Graziano & Raulin, 2000). The 

advantage of effect size is that it shows a greater substantive interpretation of the 

comparison beyond significance testing (Rosenthal, Rosnow, & Rubin, 2000, p.4). 

The larger the value of an effect size, the greater the degree to which the 

phenomenon under study is manifested. In this study, the larger the value of an 

effect size, the greater the extent to which the participants' changes in their 

perceptions of the relevant variable is indicated. Both statistical significance 

testing and effect size measurement were used in this study for making sound 

quantitative interpretations. As Fan (2001) suggests, both significance test and 

effect size should be considered in comparing quantitative data because they are 

in fact two related sides that together make a coin; they complement each other 

but do not substitute for one another (p.275). Following Cohen's (1988) 

conventions, this study regards a d value of .8 or more as large, a value of .5 as 

medium, and a value of .2 as small. 

3.1.3 Individual interviews 

Based on a review of 44 studies on the characteristics of teacher candidates, 

Brookhart and Freeman (1992) argue that hrther research on teachers' learning to 

teach should use sub-population comparisons and longitudinal designs, matching 

entry and follow-up samples, and co-coordinating entry and follow-up measures. 

Although comprehensive surveys can yield structured answers for the 

participants' perceptions of teaching and learning Chlnese at different points of 

time and allow structured comparisons of results, the results represent only a 

general perspective. To further investigate the subtle development and the 

sources of the participants' perceptions, other methods of data collection were 

necessary. In-depth individual interviews were conducted with the sub-sample 



participants between the surveys proper because supplementary information could 

be elicited for substantiating interpretations of other data throughout the research 

process. The method operates on the assumption that one makes meaning of his 

or her experience after reflecting on the constitutive details of their experiences 

(Marshall & Rossman, 1999). By encouraging the sub-sample participants to 

reconstruct and then to reflect on the meaning of those experiences, the 

investigator could explore the meaning of events and perceptions held by them 

and test her emerging interpretations. Facts, opinions, and insights generated 

from three rounds of in-depth individual interviews of the sub-sample participants 

were used to show the PSTs' perceptions of teaching and learning Chinese at 

different stages. In addition, analyses of this information revealed the changes 

and development in the participants' perceptions of teaching and learning Chinese 

over the period of their teacher education program. 

Interviewing is a common means of research in education. As a qualitative 

method of inquiry, interviewing has a few presumptions (Lincoln & Guba, 1985). 

In this connection, this study has several noteworthy features. In ,particular, 

interviews are influenced by the context in which they are conducted. First, the 

investigator worked in the institution and it was not necessary to create a research 

environment. Second, through person-to-person encounter on a continual basis 

and occasional contact on campus, the investigator was able to develop a good 

rapport with the participants. Third, throughout the two-year process of inquiry, 

the investigator acquired and continued to refine the skills needed to operate as 

"an effective data collection instrument" (Lincoln & Guba, 1985, p.250). 

3.1 -3.1 Pilot interviews 

Although there are different forms of interviews, structured or unstructured 

(Qureshi, 1992), conducted with individuals or with groups, there is no one right 

way of interviewing that is appropriate for all situations (Patton, 1990). In order 

to trial the investigator's skills of interviewing in the research context and 

evaluate the effectiveness of interviewing in this data collection, three Year Two 



PSTs and six Year one PSTs undertaking the same teacher education program 

were invited to attend two pilot group interviews and two pilot individual 

interviews after the pilot survey in 1998. All interviews were semi-structured and 

each interview lasted for about 90 minutes. Semi-structured interviews provide a 

desirable combination of objectivity and depth and often permit the gathering of 

valuable data that could not be successfully obtained by any other approach (Borg 

& Gall, 1989, p.452). The guidelines for the pilot interviews are attached as 

Appendix 3.4. 

Results of the pilot interviews 

All pilot interviews were audiotaped and transcribed. Themes which emerged in 

the interview processes were organised into four pilot interview records with 

supporting extracts from each, interview (Appendices 3.5 to 3.8). As the purpose 

of piloting the method was to see if the participants could elaborate on teaching 

and learning Chinese and substantiate their ideas with their experiences as 

learners, the discussions were not kept strictly to the interview guidelines set in 

advance when the participants were willing to elaborate at certain points of 

interest. Also, not all topics were covered thoroughly within the time limit. As a 

result, the actual topics discussed and the depth of discussion differed. 

As shown in Table 3.15, group interviews yielded information in greater breadth 

and individual interviews yielded information in greater depth. Throughout the 

pilot interviews, the ,investigator tried to rnaximise every opportunity for the 

participants to express their ideas. The discussions with the participants had 

advantages and limitations. On the one hand, as the participants were taking the 

same teacher education program as the target cohort in the main study, the data 

elicited yielded useful insights into the perceptions of PSTs with a similar 

background. On the other hand, because the participants of each year group knew 

each other well, group discussions were easily pulled off course by topics that the 

participants were more interested in, e,g., criticism about the teacher education 

program that they were undertaking. Although these findings were of interest in 



themselves, important questions were not adequately discussed. 

Table 3.15 Themes of discussion emerged in pilot interviews. 

Pilot group interviews 

Experience in language learning (Mainly in Englisl 

Self evaluation of English proficiency 

Self evaluation of Chinese proficiency 

Reasons for the decline of Chinese proficiency 

Different attitudes towards attending Chinese and 

English lessons 

Perceptions of Chinese lessons 

Objectives of learning Chinese 

Perceptions of good Chinese teachersl teaching 

Pilot individual interviews 

Experience in language learning 

Self evaluation of Chinese proficiency 

Perceptions of ~h i nese  lessons 

What should be taught in Chinese lessons 

Perceptions of good Chinese teachersl 

teaching 

What the participant learnt in Chinese 

lessons 

Self evaluation of ability to teach Chinese 

What participants learnt in Chinese lessons ( What the participant would apply to teach 

Self evaluation of ability to teach Chinese * 

What participants would apply to teach Chinese 

Participants' intentions of whether to follow the way 

their former Chinese teachers taught 

How to make a Chinese lesson challenging and 

interesting * 

Reflection on teacher training 

What participants have learnt at the institution 

Expectations of teacher training I 

Chinese 

Changes of perceptions of teaching and 

learning Chinese after entering the institution 

Expectations of teacher training 

Comments on pilot survey questionnaire # 

* Themes that did not emerge in pilot group interview 1 

# themes that did not emerge in pilot individual interview 2 

To maintain a balance between a free talk and well-focused discussion within the 

reasonable 90-minute period (Seidman, 1998) set for each interview, regular 

individual in-depth interviews with multiple participants seemed more appropriate 

for tracing the comprehensive development of PSTs' perceptions, triangulating 

findings across sources and testing issues of reliability and validity in the main 

study. 

On the whole, the pilot interviews were rapport interviews (Massarik, 1981). The 

participants were very cooperative and were willing to share their personal 

language learning experiences. All of them studied Chinese and English and had 

attended public examinations. In addition to learning Chinese and English, 



Japanese was popular among the languages that participants were interested in 

learning. But their proficiency in Japanese was limited to expressions in daily 

conversation. The participants' attitude towards learning different languages in 

Hong Kong could be surnrnarised by participant JE 

I think.. . learning language is step by step. When you were born, you learn 

your mother tongue. Then after going to school, you begin from kindergarten, 

teachers or school.. . force you to learn English, or some schools may force 

you to learn Putonghua. Then when we grow up.. . I can really study for my 

interests .... I really want to communicate with others ... so I'll learn a third 

language, a fourth language. (EXT-1.4, PGI -. I ~ )  

Due to the special political context in Hong Kong, the participants did not really 

have a choice of which language to study. Both Chinese and English are 

compulsory subjects in the school cumcula. In general, some participants were 

rather resistant to learning English in the local context because English was alien 

to their first language (EXT-5.2, PGI - I), and others found English difficult to 

learn (EXT - 1.1, PGI-11). In essence, almost every school subject was 

examination oriented. The participants had no confidence in using English 

(EXT - 5.3, PGI-I; EXT - 5.2, PGI-11). 

Although the pilot interviews did not delve into the causes of the participants' 

attitude towards learning English, it is obvious that the participants were not 

satisfied with what they learned, as evidenced by their poor public examination 

results. As participant L complained: 

That is, for example, ... I've finished A-Level and I suppose I passed the 

English papers. However, if I have to write a passage, or a letter in English, 

such as an application letter, I don't think I can write it. (We've) studied for 

4 Coding of supporting extract: EXT stands for extract; PGI stands for pilot group interview. That 

is, the quotation (EXT-1.4, PGI-I) is originated from the extract no.l.4 of the first pilot group 

interview. For details of other extracts from pilot interviews, see Appendices 3.5 to 3.8. 



years, or listened to English radio programs, or watched the movies. How 

many people can understand without looking at the captions? We're 

especially weak in grammar. We made a lot of grammatical mistakes. We've 

learnt English for many years, but the results are too poor. It's time for 

people to reflect. (EXT-2.1, PGI- 11) 

Compared with English, the participants had more confidence in their Chinese 

proficiency. However, all of them felt incompetent to teach Chinese. Each 

participant reported that they had some sort of linguistic problems, e.g., 

participant H was not sure about the proper ways of writing Chinese characters; 

some participants were better in speaking and weaker in writing than others, and 

vice versa. According to the participants, their Chinese proficiency declined even 

after entering the teacher education institution because they practised less than 

before, be it reading or writing (EXT - 4.1, PGI - I). One major consequence was 

that they found writing assignments more difficult because of the lack of regular 

practice. For instance, participant Y admitted: 

I just wrote when I was in secondary school such as in composition lesson. 

After we came here to study, we write less than before. This makes it 

difficult for us to do the assignments. That means we haven't written for a 

long time. ... We may learn many in different aspects in these two years, 

but ... our Chinese and English standard may be lower than before. It's 

because not much attention has been paid to this aspect. Maybe the 

institution doesn't emphasise this aspect. It's ridiculous. (EXT - 4.1, PGI-11) 

The participants had a strong feeling that they did not have good language 

proficiency (EXT - 4.4, PGI- 11). The more they studied, the more they found 

themselves inadequate (EXT-2.1, PI1 - I). 

Regarding teaching the Chinese Language subject, some participants perceived 

that there seemed to be a standard lesson structure in both primary and secondary 

schooling. As participant L suggested, Chinese lessons seemed to follow a 

formulaic procedure; the main objective of teaching was to get the exercises done: 



. . . You just kept reading the textbooks and applied what you learnt in classes 

in examination. It's the traditional way of teaching. Sometimes, you just 

concentrated on finishing the assignment. You just copied the words without 

thinking about their usages. It's the case in my primary school. I don't 

remember what the teachers said. I just remember that we kept doing the 

assi,ments, reading the textbooks and sitting for the examinations .... All 

we had to do was to follow the workbook and do it. (EXT-6.1, PGI 11) - 

In particular, writing was perceived as a detestable activity because the 

participants felt that they were forced to write in the Chinese lesson: 

I have also been forced to write when I was young. For example, when I was 

in primary 6, so far I disliked it, but the teacher said, "No, you should 

write.. ." Two hundred words, three hundred words, then.. . I couldn't think 

of anything.. . For example, "about my mother", one has eyes, ears, mouth, 

nose; my mother, mother's love is great.. .. I could just think of something 

monotonous. Then I just added these, "Dik, Liu, Mo" (particles in.Cantonese) 

to my writing, in order to make up enough number of words. But then the 

teacher said, "No, you should add more adjectives." I didn't have those 

feelings. ... I still don't understand what the teacher wanted to teach. (EXT - 

6.3, PGI-I) 

Among the participants, there were contradictory sentiments to the Chinese 

Language subject. Whether the participants liked or hated the subject depends on 

what the teachers emphasised and how they delivered the lessons. As described by 

the participants, teachers of Chinese varied from old-fashioned and inflexible, 

teaching according to teachers' handbooks, examination-oriented, etc. to active 

and stimulating. The following extracts present typical experiences of the 

participants: 

Boring. Not every student likes Chinese. I think girls like it more. This is 

my intuition. Most boys think that Chinese is rather boring. Also, the teacher 

is very important because I have met some teachers who were really boring. 



Every lesson was the same. No one liked to attend the lesson even if the 

passage was in fact quite interesting. But if the teacher was good and the 

passage was really boring, you would still be positive and hope that the 

teacher would tell you something new. (EXT-3.1, PII-I) 

I hated Chinese lessons long before my primary schooling. I found them very 

dull. Once the lesson started, I felt asleep when I opened the book. I didn't 

move after opening the book. But when I grew up, I liked it most. Up to 

Form 4, 5, maybe the teachers' style had changed. They added more content 

to teaching. In Form 6, 7, I liked Chinese very much, but that subject 

changed to Chinese Culture.. . it was named "culture", not Chinese. So it 

contained a lot of examples of daily life. I think it's because the teacher had 

changed, and depending on the texts, things were taught differently. 

(EXT-6.6, PGI- I) 

I have met a very active teacher. He sat on the desk when he talked and we 

just kept laughing throughout the whole lesson. Yet we could still learn when 

we laughed .... So, we never stopped laugh_lng and it was a very happy 

environment.. .. We learned something that was not in the textbook.. .. We 

could learn from him, I have seldom met such a good teacher.. .. We 

basically didn't need to do revisions before exam. "I'm a very good 

reference", I remember my teacher said this all the time. "You don't need to 

buy many references.. .. I am a very good book, if you can explore me.. ." 

With this teacher, I think Chinese is not a harsh subject at all; it's rather 

relaxing. His style was like a drama actor. You would be very happy once 

you saw him, and you would long for his arrival. He always showed his rich 

facial expressions once he came in. In fact you could learn a lot from him. 

(EXT-9.1, PGI-I) 

There is no doubt that the teacher plays a vital role in determining the classroom 

climate. Good teachers could leave students with very special impressions. The 

interviews also suggest that the more the students' perceptions of Chinese 

teachers were explored, the more they understood how Chinese could be taught 



more effectively. For instance: 

You can tell that a good teacher of Chnese is a teacher of Chinese.. .. The 

way they talked was more like written, less colloquial.. . . They were very 

knowledgeable and they could answer a lot of questions ..... Teachers of 

Chinese possess a strong sense of justice.. .. Because what they talked about 

was traditional .... Teachers of Chinese were all traditional. They were like 

the Confucian scholars.. .. They were kind and caring. If you feel isolated 

from the teacher, you won't learn much from him.. .. If you like the teacher, 

you would be less resistant and think that Chinese is easier to learn.. 

(EXT-5.3, PII-I) 

In addition, students' perceptions of a Chinese Language lesson were evident in 

what they expected to learn and what they were actually taught in class. Some 

participants regarded the leaming of Chinese as grasping a basic life skill for 

living in society (EXT-7.2, PGI-I; EXT-7.1, PGI-11); some participants thought 

that Chinese language was a means for expressing thoughts and thinking 

(EXT - 7.1, PGI-I). These opinions support the claim that the teaching of Chinese 

Language in the local context is literacy education rather than pure language 

education. Nevertheless, regarding learning Chinese as an education routine, the 

majority of the participants thought that they had not learned much in Chinese 

lessons (EXT-8.1, PGI-I; EXT-8.3, PGI-I). Only one participant (participant H) 

reported extremely positive experiences in leaming the subject. 

The conflicting perceptions of teaching and learning Chinese Language among the 

participants in the pilot study demonstrate that the present study is worth doing at 

least to resolve these contradictions. As suggested in the review of literature in 

Chapter Two (section 2.1.4, p.20), if the quality of Chinese language education is 

to be enhanced, there should be systematic inquiry into how the language is 

actually learned from the learner's perspective. 

Given the broad scope for discussion, the participants might not be able to reflect 

on their own learning experiences in detail during the pilot interviews (EXT-9.2, 



PI1 - I; EXT - 13.3, PGI - I; EXT - 10.4, PGI-I). However, the influence of former 

Chinese teachers on the participants' teaching of Chinese could be ascertained 

(EXT-11.2, PGI - I; EXT - 11.3, PGI - I; EXT - 8.2, P a  - 11). The following extract 

of participant H's opinion provides a clear explanation: 

Not in my case, maybe the methods.. . that is, those. about how to treat 

students and how to teach the content. The Institute could really teach us.. .. 

We could learn something, but I was quite influenced by my former 

teachers.. . I think my former teachers gave me more than those (teachers) 

here. Things taught in the Institute were very theoretical but my former 

teachers had some real examples. You really could see the outcome .... 

(EXT-I I.  I ,  PGI-I) 

Although it is not possible to claim that the data elicited from the participants 

revealed their perceptual changes, the quality of data provided support for the 

study to continue to use rapport interviews as a means of data collection, and it is 

possible to explore a representative sample of PSTs' perceptions for, answering 

the research questions in the main study. 

3.1.3.2 Procedures of individual interviews 

Before the final participants were identified for eliciting qualitative data in the 

main study, three rounds of individual interviews were designed to keep track of 

the participants' perceptual change or development. Throughout the two-year 

period of the whole teacher education program fi-om 1998-2000, the first round of 

individual interviews were scheduled before the participants left the institution for 

the first teaching practice in late March, 1999. On their return to the institution 

after a four-week teaching practice, the participants were busy with their academic 

examinations and assi,onments. As a result, the second round of individual 

interviews were scheduled in late June to early July 1999 at the participants' 

convenience. The third round of interviews was conducted in November-1999 

when all the participants progressed to their secopd year of teacher education. 



The three rounds of individual interviews were so scheduled to complement other 

methods for data collection. The rationale and procedures of other methods 

including repertory grids, focus group discussion and classroom observation will 

be explained in detail in later sections. 

Structure of individual interviews 

Although there was a set of guidelines for each interview, the interviewing 

process remained flexible and the guidelines were mainly a list of issues to be 

addressed. Following the conventions of Borg and Gall (1989) and Denscombe 

(1998), the individual interviews in this study were semi-structured as the 

participants were encouraged to develop ideas and speak more widely on the 

issues raised by the investigator. This gave the investigator's access to the 

concrete details of an experience by permitting the participants to reconstruct and 

then reflect on the meaning of that experience. 

The first interview asked for personal background information relating to 

language learning and motivations and planning for becoming language teachers 

of Chinese. As the participants have already studied for a semester, they were 

encouraged to express their understanding of teaching and learning primary 

Chinese, and their concerns for their first teaching practice. The second interview 

focused on the participant's experiences of teaching during their teaching practice, 

how they understood the teaching of Chinese, how they made sense of teaching 

Chinese Language and how this understanding changed over time. At the end of 

their first year of teacher education, the participants were also asked about what 

they planned to do to enhance their ability to teach Chinese. The third interview 

was to follow up on the second one, and asked whether the participants had 

achieved their summer plans. By that time, they were expected to be in a position 

to reflect upon their perceptions of teaching and learning Chinese before and after 

their teacher education. The participants were also asked how they would prepare 

themselves to become a competent teacher of Chinese Language (questions asked 

in respective individual interviews are listed in Appendix 3.9). 



3.1.3.3 Method of individual interview analysis 

All the interviews were conducted and transcribed originally in Chinese by the 

investigator. This allowed the investigator to become immersed in the 

participants' comments because she experienced each comment several times. 

Then the Chinese transcripts were translated verbatim into English and processed 

through the NUD*IST 4 (Non-Numerical Unstructured Data Indexing, Searching, 

and Theory-building) computer program (Richards, 1998). Transcribing and 

translating the data helped the investigator become more sensitive to the meaning 

behind the participants' utterances. As the amount of interview data was huge, 

computer facilities were used for indexing and cross-referencing (Qureshi, 1992). 

To ensure anonymity, all the names were fictitious. 

Although NUD*IST 4 (Richards, 1998) facilitated organising and retrieving 

textual data in a variety of systematic ways with no limits to the data size and 

intricacy, the investigator had to determine the text units (unit of analysis) and 

assemble the coded units into different index systems that address the research 

questions. 

In the process of analysis, the units of analysis were not predetermined, but were 

carved out from the data according to their meaning (Tesch, 1990). According to 

Tesch, a unit of analysis in qualitative research is defined as "a segment of text 

that is comprehensible by itself and contains one idea, episode, or piece of 

information" (p.116). In this study, a unit of analysis was a participant's 

elaboration of an idea or recount of an event. After segmenting the units of 

analysis, the investigator read through the data repeatedly to check for the 

occurrence and re-occurrence of potential answers to the research questions and 

marked the units where the participants' opinions or experiences were compelling. 

As the individual interviews were semi-structured, the interview guidelines 

formed the basis of an initial organising scheme of the data. When categories of 

the participants' perceptions began to emerge, the investigator began to label 

(code) the units that were marked as compelling. According to Glaser (1992), 

coding is "conceptualising data by constant comparison of incident with incident, 



and incident with concept to emerge more categories and their properties"; and a 

category in coding is "a type of concept usually used for a higher level of 

abstraction" (p.38). By comparing and contrasting, all coded text units were 

allocated under different nodes according to their properties and dimensions to 

form various hierarchical index systems in NUD*IST 4. With the sophisticated 

text searching functions (string search, pattern search) in NUD*IST 4, the 

investigator's sensitivity towards the data was enhanced. The investigator was 

able to explore the data as thoroughly as possible and re-examine the coding from 

various perspectives. More important, the "document annotations", "memos" and 

"node definitions" functions in NUD*IST 4 allowed the investigator to record 

ideas and reflections on earlier coding and categories. This in turn formed an 

audit trail (Lincoln & Guba, 1985) that recorded how decisions were made at 

different points of time. 

As Tesch (1990) suggests, the purpose of coding is to aggregate all data about the 

same topic or theme, so that each category can be studied individually. The 

analysis process of the study is systematic and comprehensive, but not rigid. The 

result of the analysis is a type of higher-level synthesis (pp.95-97). Because there 

were a few rounds of interviews, data analyses were conducted concurrently with 

data collection. The name of codes and categories were mainly derived from the 

meaning of the text units which reflected patterns the investigator identified in the 

data. The preliminary "labels" for coding and categorisation were revised so as to 

fit within the expanding organising system in the process of analysis. After 

several rounds of ccde-contextualisation" and ccre-contextualisation" (p. 122) of the 

data, the coding of text units was completed and the categorisation finalised, with 

data ready for interpretation. 



3.2 Research question two 

How do pre-service teachers construe the ways in which self, a good Chinese 

teacher and a poor Chinese teacher differ? What changes occur in the ways 

pre-service teachers construe a successful teacher and an unsuccesshl 

teacher over the period of their teacher education program? 

Be it positive or negative, findings of all studies on perceptions of teaching and 

learning cannot neglect the influence of teachers on students' perceptions. To 

study further the content and quality of the participants' perceptions of learning 

and teaching Chinese, the second research question asks the participants to 

compare themselves with the good and the poor teachers of Chinese they have 

met. The assumption underlying the design is inspired by Kelly's (195511991) 

Personal Construct Theory (PCT). Kelly first offered two alternate assessment 

strategies to the clinical psycliologists to assess their clients' perceptions, i.e., the 

Role Construct Repertory Test and the fixed role therapy (Kelly, 195511991). The 

former was later developed into the well-known Repertory Grid ' ~ e c h n i ~ u e  

(Blowers & O'Connor, 1996), which this study has also followed. As Kelly's 

Personal Construct Theory contains considerable information and has been 

reviewed in several notable publications (e.g., Adarns-Webber, 1981; Bannister, 

1981, 1985; Blowers & O'Connor, 1996; Burr & Butt, 1992; Fransella & 

Bannister, 1977), it is only necessary to give the briefest of summaries in this 

study. 

3.2.1 Personal Construct Theory 

George Kelly published his account of PCT - The Psychology of Personal 

Constructs: A theory of Personaliv - in 1955. In a review of Kelly's publication, 

Bruner (1956) regards it as an effort to construct a theory of personality from a 

theory of knowledge: 



The theory explains how people come to know the world by binding its 

diverse appearances into organised construct systems which vary not only in 

organisation but in their goodness of fit to the reality (p.355). 

Originating from psychotherapy, PCT has lasting implications for psychological 

research (Ben-Peretz, 1983; Fontana, 1995). The assumption is that what people 

do is guided by their beliefs, and that the best way to understand people is to 

understand their beliefs from "within": to understand people from inside looking 

out, rather than from the outside looking in. Therefore, psychological research 

should start from the perspective of the research participants, rather than imposing 

a perspective upon them. That is, people are seen as active rather than re-active in 

this research paradigm. As Bannister (1 98 1) suggests, from a PCT viewpoint, the 

difference between psychologist and subject (participant) is at best only a matter 

of level of abstraction: psychologists are trying to make sense out of the way in 

which their subjects make sense (p. 194). This implies that the questions involved 

in the research should have personal meaning and significance for the subject 

(participant). The significance of PCT lies in the emphasis it places on the 

meaning which a person attaches to his or her world. 

The major theoretical elements of PCT (Kelly, 195511991) are a fundamental 

postulate and a set of elaborating corollaries. Underlying these elements is Kelly's 

philosophical position of "constructive alternativism", which assumes that all of 

our present constructs or interpretations of the universe are subject to revision or 

replacement (p.11). The fundamental postulate is that "a person's processes are 

psychologically channelised by the ways in which he anticipates events" (p.32). 

This channelisation is the guide for the individual's perceptions of and reactions 

to the world. The basic unit of this channelisation is the personal construct, which 

is operationally defined as how the individual perceives two objects or events to 

be similar, but different from the third. This defines the boundaries of knowable 

experiences: the individual knows the world by construing people (including the 

self), events, and things by c.omparison and contrast to one another, and in relation 

to their expected future behaviour. 



Although the fundamental postulate is critical to Kelly's attempt to predict and 

explain behaviour, it is not sufficient to cover all aspects of a person's behaviour 

and the choices that are made which cause that behaviour. h order to address 

these additional details, Kelly has provided a series of eleven corollaries to his 

fundamental postulate. These corollaries support statements that provide a 

detailed analysis of thoughts and behaviours which cannot be directly derived 

from the fundamental postulate (Kelly, 195511 991, pp.72-73): 

1. construction corollary: A person anticipates events by construing their 

replications; 

2. individuality corollary: Persons differ from each other in their 

constructions of events; 

3. organisation corollary: Each person characteristically evolves, for his 

convenience in anticipating events, a construction system embracing 

ordinal relationships between constructs; 

4. dichotomy corollary: A person's construction system is composed of a 

finite number of dichotomous constructs; 

5. choice corollary: A person chooses for himself that alternative in a 

dichotomised construct through which he anticipates the greater 

possibility for extension and definition of his system; 

6. range corollary: A constrzlct is convenient for the anticipation of a finite 

range of events only; 

7. experience corollary: A person's construction system varies as he 

successively construes the replication of events; 

8. modulation corollary: The variation in a person's construction system is 

limited by permeability of the constructs within whose ranges of 

convenience the variants lie; 

9. fi-a,mentation corollary: A person may successively employ a variety of 

construction subsystems which are inferentially incompatible with each 

other; 

10. commonality corollary: To the extent that one person employs a 

construction of experience which is similar to that employed by another, 

his psychological processes are similar to those of the other person; 



11. sociality corollary: To the extent that one person constnres the 

construction processes of another, he may play a role in a social process 

involving the other person. 

In an attempt to explore the implications of PCT for understanding children's 

experiences, Butler and Green (1998) provide a more concise summary of Kelly's 

corollaries and organise them around the process of people striving for personal 

meaning. 

Figure 3.1 Butler & Green's (1998) summary of Kelly's corollaries. 
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Note. Reproduced from The child within: The exploration of personal construct theory with young 

people (p.10, Figure 2.1), by R. J. Butler & D. Green, 1998, Woburn, MA.: Betterwoth- 

Heinemann. 



As shown in Figure 3.1, a person's thoughts and behaviour can be analysed from 

different aspects (for a detailed elaboration of these corollaries, see Kelly, 

195511991, pp.32-73). 

As a sound basis for research into teachers7 professional development (Ethell, 

1997; Oberg, 1987; Zuber-Skenitt, 1991, 1992), PCT is useful for this study. 

First, the design of this study attended to the personal meaning and significance 

for the participants. The sub-sample participants were reminded that they were not 

only ''subjects" who reacted passively to the investigator's interest, but also 

autonomous learners who actively constructed and revised their understanding of 

learning to teach Chinese. Second, the second research question of this study was 

formulated according to the basic assumption of PCT that the individual knows 

the world by construing people, objects or events, by comparison and contrast to 

one another, and in relation to their expected future behaviour (Kelly, 195511 99 1). 

By asking the participants to compare and contrast themselves with the good and 

the poor teachers of Chinese, it was hoped that the participants7 constrz~cts of 

learning and teaching Chinese could be revealed. Lastly, the Role* Construct 

Repertory Test (Kelly, 195511991) was the prototype for the development of 

repertory grids used in this study. Although the Test was devised specifically for 

use in a clinical psychology context, it was not meant to be a test. Rather, the 

original purpose was to support movement in the personal construct systems of 

psychotherapy clients so as to handle problems of personal personality and 

interpersonal relationship (Kelly, 195511 99 1, p. 152). Ln this study, the use of 

repertory grid is only a starting point for subsequent interpretation and a reference 

point by which to make a personal evaluation of change (Roberts, 1999). Data 

obtained from the repertory grids supplied the investigator with highly 

individualised systems for examining the participants' perceptions of self and 

others in their own words. 

3.2.2 Repertory grids 

The repertory grid technique has a long history in psychological research, 
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especially when the subjective ways in which individuals interpret and explain 

their perceptions to themselves are the objects of inquiry (Fransella & Bannister, 

1977). Burr and Butt (1992) suggest that repertory grid technique is so well 

known because it has a life of its own. It is a flexible technique that offers endless 

computational possibilities and perspectives combined with the seductive prospect 

of a sort of "pyschic X-ray" (p. 1 19). Bannister and Mair (1 968) define a repertory 

grid as "any form of sorting task which allows for the assessment of relationships 

between constructs and which yields these primary data in matrix form" (p.136). 

Providing a more operational definition, Bell (1988) suggests that repertory grid 

is "a set of representations of the relationship between the set of things a person 

construes (the ELEMENTS) and the set of ways that person construes them (the 

constrzlcts)" (p.102). The convention of writing ELEMENT in capitals and 

construct in italics follows Ryle (1 975). 

In short, repertory grid technique is a method for representing the way a person 

thinks about things. The idea is to provide a format through which individuals can 

express their own view of reality. Although the repertory grid does not measure 

emotions and feelings in any direct sense, it gives us a clear picture of how the 

individual's cognitive and affective experiences relate to each ot'her (Fontana, 

1995, p.207). In this study, using repertory grid technique means that participants 

were not asked to talk about the abstract notion of learning and teaching Chinese, 

but were encouraged to think about their perceptions of actual experiences in 

which they were taught by their teachers of Chinese. As the technique focuses on 

"internal" processes, the comparisons the technique required the participant to 

make were more concrete. Connections generated from comparisons between the 

ELEMENTS offered insights that represent meaningfill perceptions and values 

(Lambert, Kirksey, Hill-Carlson, & McCarthy, 1997). 

Compared with other qualitative methods of inquiry, repertory grid technique is 

more objective. As Kelly (1955/1991) suggests, "the psychology of personal 

constructs is more objective because it is more projective" (p.144). Another 

characteristic of the repertory grid technique is that it produces data capable of 

statistical analysis (Roberts, 1999, p.120). This helps to quantify subjective data 



and makes objective comparison between constructs possible (Diamond, 1983; 

Diamond & Zuber-Skerritt, 1986). Munby (1984) analyses the drawback of 

traditional quantitative approaches in terms of the domain of interest and the 

presence of test items, and argues that what the researcher is interested in might 

not necessarily correspond to the participant's beliefs. Therefore, in order to 

attend to the uniqueness of an individual within a particular environment, a 

quantitative approach with special opportunities given to the participants to talk 

about their fundamental beliefs and principles is more useful. 

In addition, repertory grid technique has been proven to be an effective tool for 

understanding how people view the world of events and tracking people's 

perceptual change in various studies on language teaching (Augstein & Thomas, 

1977), teachers' beliefs (Cronin-Jones & Shaw, 1992; Munby, 1983), teacher 

thinking, (Corporaal, 1991 ; Hillier, 1998; Pope & Denicolo, 1993; Roberts, 1999; 

Solas, 1992), and teacher education and development (Artiles & Trent, 1990; 

Christie & Menrnuir, 1997; Cole, 1990; Corporaal, 1987; Diamond, 1985; Ethell, 

1997; Hopper, 2000; McQualter, 1985, 1986; Pope & Keen, 1981; Reid & Jones, 

1997; Shapiro, 1991; Yaxley, 1991; Yeung & Watkins, 2000; Zuber-Skemtt, 

1991, 1992). 

Nevertheless, repertory grid technique- is not without limitations. In research on 

teaching thinking, Munby (1982) uncovers two possible difficulties with existing 

varieties of repertory grid technique, i.e., ELEMENTS have to be connected to 

each participant's immediate and personal experience; and special efforts are 

needed to minimise a participant's offering up either "socially acceptable" 

constructs or ones which are superficial (for a detailed discussion on the overall 

"crisis of methodology" in PCT, see Neimeyer, 1985). 

Fang (1996) challenges repertory grid technique and claims that it produces data 

which represent hypothetical situations. Written responses collected reflect what 

would be done rather than what is actually done in real instructional settings. This 

criticism is mainly concerned with the notion of validity and the question of 

whether data elicited by means of repertory grid, technique truly represent the 



participant's thoughts or beliefs. 

According to Kelly (1955/1991), personal constructs are both structure and 

process. They serve as hypotheses for testing, and channels for psychological 

processes. As an evoker of processes like that attributed to constructs, it is true 

that the repertory grid technique has not been tested empirically. It is taken for 

granted that the information gathered by the repertory grid represents those 

channels of psychological process which Kelly posits, and questions of validity 

have been deflected by concentrating on the repertory grid as simply a method for 

ordering data. 

Fransella and Bannister (1977) point out that the validity of the grid itself cannot 

be "sensibly" questioned, in that it is a "format for data", essentially a tool 

facilitating the organisation of information. Its validity should be examined only 

in relation to PCT that it serves. 

Bannister (198 1) asserts that Kelly's philosophy of constn~ctive alternativism 

allows users of PCT to postulate a reality, provided that it is recognised that 

reality can only be interpreted and not directly apprehended in any absolute sense. 

Far from being a deficient theory, the philosophy of constructive alternativism 

underlying PCT, which contends that no interpretation of reality is absolute and 

irrevocable, offers extra freedom for the psychological researcher to make better 

sense of the sense that the participant makes sense of his or her world. As Burr 

and Butt (1992) suggest, the aim of adopting the construct repertory test is not to 

arrive at a tightly defined set of constructs, which are neatly pinned down to a set 

of verbal labels (p.120). That is, the significance of applying the method is not 

getting at a person's constructs, but looking at the way a person construes. In 

other words, the concept of reliability and validity are differently defined in a 

repertory grid context, and are perhaps less important than in a testing context 

(Bell, 1988, p.102). 

Overall, grid data are proximities or similarities. By helping participants to 

compare and contrast the ELEMENTS which are within their experience in their 



own words, the psychological researcher is in a better position to explore the 

individual realities of the participant and of intragroup commonalities. As the 

ultimate aim of this study is to understand how the participants construe learning 

and teachnz Chinese in the process of their initial teacher education, repertory 

grid technique is considered an appropriate method for eliciting the participants' 

relevant perceptions from their own perspectives for analysis. 

Many forms of repertory grid technique have been developed in different research 

settings. In order to identify a repertory grid that suits the purpose of this study 

best, one semi-formal repertory grid was tried before the formal repertory grid 

format was finalised. The formal repertory grid exercises were conducted with the 

sub-sample participants twice at different points of their teacher education 

program. To explore the participants' intragroup similarities and differences of 

construing, the ELEMENTS in the repertory grids were supplied, and constructs 

elicited were considered representative perceptions of the whole cohort. 

3.2.2.1 The semi-formal trial repertory grid exercise 

The semi-formal repertory grid exercise conducted towards the end of the first 

semester from December 1998 to January 1999 was meant to be a trial because 

neither the investigator nor the participants were used to the method. The 

participants were chosen by the nominal group technique among 502 respondents 

who returned their questionnaire in the first sumey. Initially, 10% of the total 

respondents (n = 50) were invited to be participants in the study, and 47 of them 

showed up. The semi-formal repertory grid exercises were conducted in small 

groups. The size of the groups ranged from four to seven, and there were 

altogether nine groups. The initial trial repertory grid translated from Chinese is 

shown in Figure 3.2 (the original version of the trial repertory grid is attached as 

Appendix 3.1 0). 



Figure 3.2 A blank trial repertory grid translated from Chinese. 

In what way is the member 

marked with a "Y" different 

LT = language teacher Invalid matrix 

Although the participants were briefed and guided through the process of 

completing the trial repertory grid, they in general found it difficult to 

differentiate "good language teachers" from "good teachers", and "poor language 

teachers" from "poor teachers". First, at the end of the first semester, some 

participants were still not fully prepared for becoming teachers of Chinese. 

Second, group elicitation was not as ideal as expected because members tended to 

be influenced by others in the group. When asked to rate the ELEMENTS 

according to the constnlcts they devised, some participants got the ratings wrong 

by reversing poles. In order to secure the validity of data elicited for answering 

Research Question Two, information relating to "good language teacher" and 
L < poor language teacher" was eliminated (as highlighted in Figure 3.2). 

As an alternative, with a large amount of data, content analysis (Holsti, 1969; 

Krippendorff, 1980; Ranyard & Williamson, 1996) was used to identify general 

themes common to group members' perceptions' of good teachers and poor 



teachers in general for data triangulation (Denzin, 1989), and rating for each 

ELEMENT was not analysed. 

3.2.2.2 The two formal repertory grid exercises 

Based on the experience gained from the trial exercise, two rounds of formal 

repertory grid exercises were conducted with the participants on a one-to-one 

interactive basis, the first round in November 1999 and the second in June 2000. 

The participants were limited to 12, who agreed to participate in the two-year data 

collection exercise. To minimise selection bias and to ensure a broader coverage 

of the varieties of the participants' elective subjects, the final 12 participants were 

selected by nominal group method from the 47 former participants who 

participated in the trial repertory grid exercise. 

The formal repertory grid was revised with clearer guidelines and a sharper focus. 

On the revised grid form, the participants were provided with the objektive of the 

exercise "to f~irther understand your perceptions of Chinese language teaching". 

In addition, three questions were designed to stimulate their thinking: 

1. As a would-be teacher, who has influenced your Chinese language 

teaching most? 

2. How prepared are you to become a Chinese language teacher? 

3. What kind of Chinese language teacher would you like to become? 

Regarding the content of the revised repertory grid, only six ELEMENTS were 

supplied to obtain a minimum number of possible triads for comparison. These 

included, "The present you", "Ideal self as language teacher of Chinese", two 

"Good language teachers of Chinese", and two "Poor language teachers of 

Chinese". The revised repertory grid translated from Chinese is shown in Figure 

3.3 (the original version of the formal repertory grids is attached as Appendix 

3.1 1). Following Zuber-Skemtt's (1988) design, there are a total of eight triads 

to cover all the six ELEMENTs within a grid for comparison. 



Figure 3.3 A blank formal repertory grid translated from Chinese. 

LT = language teacher 

On an individual basis, each participant was asked to make comparisons among 

the six supplied ELEMENTs according to the prescriptive triads marked on the 

blank grids. As the ELEMENTs had to be personally significant to the 

participants, the two good teachers and the two poor teachers should have taught 
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Chinese to the participants. The participants were asked to specify, by designating 

a code to each of them, the two good Chinese teachers and the two poor Chinese 

teachers. These codes were only meant to be reminders to the participants of 

whom they were referring to. As long as the participants could differentiate the 

ELEMENTs, they did not have to disclose the identities of the teachers concerned. 

What do you the members 

marked with an "X" have in 

common? 

To form the emergent pole (alike) of a construct, the participants were asked what 

they thought the ELEMENTs marked with an "X" had in common; and to form 

the implicit pole (different), they were asked in what way the ELEMENT marked 

with a "Y" was different from the similarity of the " X  ELEMENTS. The ninth 
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constructs, the participants were then asked to rate the ELEMENTs from 1 to 7 

for each construct. A rating of 1 meant that the particular ELEMENT was closest 

in meaning to the emergent construct pole; a rating of 7 meant that the ELEMENT 

was closest to the implicit construct pole; a rating of 4 meant that the ELEMENT 

was in the middle between the contrast poles. Finally, the participants were asked 

to rate each ELEMENT for overall success as a teacher of Chinese Language. 

3.2.2.3' Method of repertory grids analysis 

As the trial repertory grid was truncated, only a content analysis was conducted. 

Constructs elicited were analysed and categorised solely according to the meaning 

of the participants' verbal descriptions. For the two rounds of formal repertory 

grid exercises, a total of 24 repertory grids were elicited, 12 for pre-teaching 

practice and 12 for post-teaching practice. 

According to Bell (1988), although a personal construct system as defined by 

Kelly (1 95511 99 1) embraces two facets, ELEMENTs and constructs, it is the 

latter that provide the driving structure for the theory In this study, ELEMENTs 

were supplied as the basis for cross-grid comparison. Methods of analysing 

repertory grid data can be categorised into two main categories: spatial 

representation and tree representation (Bell, 1988, p. 105). Since the 1970s, a 

number of computer packages have been developed. A series of over twenty 

computer software packages for analysing repertory grid data can be found at 

http://www.oikos.org/so ftwar.htm. Among the software packages, the RepGrid2 

(1992), developed by the Center for Person-Computer Studies at the University of 

Calgary, was chosen because it provides both functions of spatial representation 

(PrinCom, Socio) and tree representation (FOCUS) required by this study. 

Pope and Shaw (1981) suggest that computer programs are cctools which help in 

articulation of personal perspectives" @. 109). Initially, the two batches of formal 

repertory grids were input and processed by the RepGrid2 as individual grids. 

Grids of the same batch were processed through S$ocio to obtain the most often 



used constructs (mode constructs and construct modes5 ) by all participants at the 

same stage, and a sequence of diagrammatic socionets (Pope & Keen, 1981 ; Pope 

& Shaw, 1981; Shaw, 1981). The Socio program was used in order to explore the 

similarity and differences in construing between the sub-sample participants. The 

technique is based on an assumption rooted in Kelly's (195511991) commonality 

corollary that there may be areas of .  shared meaning among any group of 

individuals. 

Socionet is a by-product of Socio from the matrix of similarity measures among 

all individual grids. To show the extent that each participant had common 

construing over ELEMENTs with other participants who possessed the strongest 

individualistic viewpoints at the same stage, a sequence of socionets was 

generated by setting the mathematic threshold at different levels. Each batch of 

mode constructs was then FOCUS-ed to display the content of the shared 

construing in a diagram of cluster analysis. 

Lastly, each mode grid was put through PrinCom where the relative p,ositions of 

ELEMENTs of a mode grid were shown on a two-dimensional graph. The spatial 

representation of the mode grids produced by PrinCom was obtained through a 

factor analysis of the most often used constructs. ELEMENTs or constrzicts close 

to others were construed as similar, whereas those far apart are construed as 

unalike (Shaw, 1980a, 1980b). Results from the two stages of data elicitation were 

then compared and interpreted. Examples of spatial representation and tree 

representation of grid data produced by the RepGrid2 are shown in Figure 3.4 to 

3.6. 

Mode constnrcts produced by Socio refer to the most often used constrtlcts by the participants 

and constnlct modes refer to the clusters of similar mode constnrcts according to the ways the 

participants rate the ELEMENTS. 



Figure 3.4 A principal component a n a l y s i s  d i s p l a y e d  by PrinCom. 

Elements: 6, Constructs: 32, Range: 1 to 7, Context: Pre-seivice teachers' perceptions 

Figure 3.5 A socionet p r o d u c e d  by Socio. 
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Figure 3.6 A cluster analysis displayed by FOCUS. 

Elements: 6, Constructs: 25, Range: 1 to 7, Context: Pre-service teachers' perceptions 
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3.3 Research question three 

What are the sources of pre-service teachers' perceptions of teaching and 

learning Chinese? 

Data obtained from the first survey proper, initial individual interviews and 

repertory grids emerge to shape the jigsaw pieces of the participants' perceptions 

of learning and teaching Chinese. However, the crux of the research problems is 

the genesis of all these perceptions. Uncovering the sources of these perceptions 

is a way to deepen the theoretical understanding of the participants' perceptions 



(Grossman, 1990). Nevertheless, this leads to something of a conceptual dilemma 

in the research design. Before a comprehensive picture of the participants' 

perceptions could be revealed, it seems not feasible to investigate the sources of 

those perceptions. On the contrary, even if such a picture emerges, it could not be 

guaranteed that the participants could articulate how the picture has emerged. The 

only possible way to keep track of the sources of respective perceptions is to seek 

clarification and elaboration on insights raised by the participants during in-depth 

individual interviews (Qureshi, 1992). As a prescribed follow up question in the 

interview protocols, potential answers for Research Question Three were elicited 

and interpreted mainly on the basis of three rounds of individual interviews set at 

different points of time throughout the teacher education program. 

3.3.1 Focus groups 

In addition to individual interviews, focus group discussions were also used as a 

means of data triangulation. This method assumes that an individual's attitudes 

and beliefs are not formed in a vacuum: people often need to listen to others' 

opinions and understandings in order to form their own (Marshall & Rossman, 

1999). According to Thomas and Tathum (1989), the focus group interview was 

originally designed to solve a marketing research problem. Focus groups are 

meant to be just that, "focused", concentrating on one respondent-type and a 

limited range of topics. Focus groups are different from individual interviews in 

that there are opportunities for "homogenous" participants to interact with others. 

In focus groups, the individuals can hear other views and respond. Comments can 

be countered or amplified by other participants (Krueger, 1998). By the 

participants' mutual stimulation in "mini" groups (Greenbaum, 1998), the results 

can provide a more sophisticated understanding of Research Question Three. 

Initially, the 12 sub-sample participants were not familiar with one another even 

though some of them took the same elective subjects (e.g., PE). Towards the end 

of their teacher education program in June 2000, the participants were invited to 

attend a small group gathering at their convenience, The purpose of the gathering 



was to review what the participants thought they had learnt about becoming a 

competent teacher of Chinese in the teacher education program and to evaluate the 

research process of this study. In most cases, a focus group comprises seven to 

ten people. In order to suit the various participants7 time and promote the 

participants7 expression of their views in a supportive environment, three mini 

group sessions, each consisting of four participants, were 'planned. The 

investigator was the moderator in all the focus group discussions. 

3.3.2 Method of focus group analysis 

All discussions were audiotaped and transcribed. The transcripts were translated 

verbatim by the investigator and organised by means of NUD*IST 4. According 

to Krueger (1998), focus group analysis can either be done on a question-to- 

question basis, looking for themes within questions and then across questions; or 

by organising results around themes that are pre-determined. In this study, a 

modified approach was used. Data generated from the focus groups p'lus the last 

round individual interviews were organised in different ways with the aid of 

NUD*IST 4 as an indexing and cross-referencing tool. Then the codes and 

categories which emerged were compared with those generated from the other 

individual interviews. In addition, as focus group analysis combines many 

different elements of qualitative research and increases the complexity of group 

interaction (Krueger, 1998), the participants' behaviour at the discussions and 

psychological elements were considered. The investigator's field notes and coding 

memos were also used as references for interpretation. 

3.4 Research question four 

What are the relationships between pre-service teachers' perceptions of 

teaching and learning Chinese and (i) their lesson planning and (ii) their 

teaching practice in primary Chinese learning classrooms? 



The ultimate purpose of exploring teachers' beliefs, thinking, conceptions or 

perceptions is to examine their teaching effectiveness. The use of interviews, 

together with records of classroom observations, has proven to be invaluable in 

exploring student teachers7 conceptions or perceptions, particularly by providing 

evidence that teaching is more than observable behaviour (Almarza, 1996). 

Clark and Yinger (1987) suggest that teacher planning is one of the central topics 

of research on teacher thinking, largely because of the pivotal role it plays in 

linking curriculum to instruction, and also because planning is a relatively 

accessible aspect of the mental lives of teachers (p.84). Although lesson planning 

is rarely claimed as an important part of the repertoire of experienced teachers and 

in reality few lessons proceed exactly as planned, it is addressed directly in all 

initial teacher education programs (Clark & Peterson, 1986). With no exception, 

all participants in this study prepared written lesson plans for each lesson they 

taught during teaching practice. This "ready-made" information provided rich 

resources for understanding how the participants7 perceptions were actualised. As 

Clark and Peterson (1986) suggest, written lesson plans allow for the.possibility 

of visualising the participants' thinking about the teaching activity being enacted 

in the specific context of their own classroom. 

Following Shavelson and Stern's assertion (1981, pp.456-457), the conception of 

teaching as a cognitive process in this study rests on two fundamental assumptions. 

First, the participants who learn to teach also learn to make reasonable judgements 

and decisions in a complex and uncertain environment. Second, there is a 

relationship between the teacher's thought and action in teaching. By comparing 

the participants' sample lesson plans with their actual instructional practices, 

Research Question Four investigates the development of PSTs7 competence to 

teach Chinese Language. 

3.4.1 Sample lesson plans 

As required by the teacher education program, all participants had to write a 



lesson plan for each lesson they taught for the teaching supervisor's inspection 

during teaching practice. In order not to impose an extra burden on the 

participants, sample lesson plans were collected at the end of each teaching 

practice only on a voluntary basis. The participants were asked to provide a copy 

of the complete lesson plan used during the investigator's classroom observation 

visit. A complete lesson plan referred to a plan for teaching a book chapter, 

which normally lasts for two school periods (30-35 minuteslperiod). Regardless 

of the grade level, this was almost the standard practice of ordinary primary 

schoolteachers in the local context. 

3.4.2 Method of lesson plan analysis 

There are different ways of planning to teach (Posner, 1993; Wragg, 1995). Ralph 

Tyler's model of teacher planning is recommended as "the optimal blend of 

structure and flexibility" (Kauchak & Eggen, 1998, p.67). The model suggests 

that planning should proceed in a series of four sequential steps:' specifying 

objectives; selecting learning activities; organising the learning activities; and 

specifying evaluation procedures. Components in a basic lesson plan include: unit 

title, instructional goal, performance objective, rationale, content, instructional 

procedures, evaluation procedures, materials and aids, etc. (Kauchak & Eggen, 

1998, p.87). 

In order to examine the relationships between the participants' lesson planning 

and the specific training they received in teaching Chinese Language, the analysis 

was conducted with reference to the common lecture notes delivered in the 

Chinese Teaching Methods module. The Methods module focused mainly on the 

training of teaching reading. A lesson was structured in the sequence of: 

Motivation 3 Development + Analysis 3 Conclusion 3 Application (Exercise). 

Also, the participants were reminded to assign appropriate homework and foster 

students' proper attitudes. All sample lesson plans were analysed to see if they 

had followed the suggested content and structure. 



In addition, with reference to Tyler's model (Kauchak & Eggen, 1998), the 

appropriateness of the participants' lesson plans was also evaluated. Above all, a 

good lesson plan should meet the learning needs of students. A list of lesson 

planning evaluation items and the rating scale were adapted from McBumey-Fry 

(1998, p.145) because they were compatible with the framework used for 

analysing the content and structure of the sample lesson plans. The extent of 

appropriateness of the sample lesson plans was evaluated in terns of objective, 

content, sequencing, selection of materials, identified strategies and links to 

evaluation. A rating ranging from 5 to 1 was assigned to each of these aspects, 

i.e., 5 = Outstanding, 4 = Good, 3 = Satisfactory, 2 = Unsatisfactory, 1 = Very 

Weak. To ensure the reliability of the evaluation, an experienced teacher educator 

of Chinese Language was invited to be the second rater. As the rating scale was 

the same as that of the standard teaching evaluation in the teacher education 

institution, which both raters were familiar with, no specific training was 

necessary. The ratings by the two raters were compared afcer each rater finished 

rating the lesson plans separately. 

3.4.3 Classroom observations 

In the teacher education program, the participants had to practise teaching on two 

occasions. As a developmental design, the requirements of the two teaching 

practices were not the same. In the second semester of Year One, the participants 

were attached to primary schools for about four weeks. Under the supervision of 

cooperating (supporting) teachers at schools, the participants practised teaching 

two to three subjects, excluding their fourth electives. In the second semester of 

Year Two, they were placed in primary schools for about eight weeks to practise 

individual teaching for all four subjects. Classroom observation was chosen as a 

method for inquiry because it was the most natural way to compare "what the 

participants think" with "what they do". 

For convenience, the format of the standard teaching evaluation form (Appendix 

3.12) used in the teacher education institution was adopted for keeping a structural 



record of classroom observations and a framework for providing feedback to the 

participants. The records included the investigator's rating according to the 

prescriptive performance categories as well as her written comments of each 

lesson observed. Having been a teaching supervisor for about five years in the 

data collection process, the investigator was experienced in assessing PSTs7 

teaching according to the aspects stipulated in the evaluation form. In fact, 

throughout the data collection process, the investigator was at the same time 

carrying out the official duty of teaching practice supervision with other 

participants of the same cohort. Therefore, data recorded in the evaluation forms 

could be seen as reflecting an average supervisor's judgement of a participants7 

teaching performance in the same cohort. Nevertheless, in order to check the 

reliability of the investigator's rating, four other teaching supervisors' ratings 

were provided by the participants for comparison on a voluntary basis. 

Furthermore, care was taken in the post-lesson meetings to reiterate that the 

purpose of the classroom observation was not to assess, but to provide feedback 

on the participants' classroom teaching, and to gain insight into what the 

participants perceived to be the most beneficial preparation for learning to teach 

Chinese Language. 

The participants were informed in advance of the visits by the investigator. It was 

up to the participants to decide which lesson they felt most comfortable in 

allowing the investigator to observe. Before attending the lesson, the participants 

were asked to provide the investigator with a copy of the lesson plan for reference 

(Appendix 3.13). During the lesson, the investigator played a "bystander" role in 

observing the complex interaction between the participants and the class of 

children. Notes were taken on any enlightening incidents and instant thinking. 

After the observed lesson, the investigator and the participant held an immediate 

meeting for about 30 minutes to evaluate the lesson. The participants were asked 

to talk about their feelings and experience gained. They were also asked to point 

out things that they believed had gone well or wrong in the lesson. The 

discussions then proceeded with the investigator seeking exemplification and 

elaboration of the participants' responses. 



Lastly, the participants7 reflective journals (Appendix 3.14) after each teaching 

practice were collected on a voluntary basis as another source of interpretation. 

3.4.4 Method of classroom observation analysis 

Data obtained from classroom observations consisted of the teaching evaluation 

by the investigator, the investigator's post-lesson discussion notes and the 

participants7 occasional reflective journals. The participants' teaching 

performance was evaluated according to the scale stipulated in the standard 

teaching evaluation form in the teacher education institution. The assessment 

criteria included six dimensions: the teacher, preparation, performance, classroom 

management, communication and subject knowledge. Under each dimension, 

there were sub-categories to be rated according to a five-point scale (i.e., 5 = 

Outstanding, 4 = Good, 3 = 'Satisfactory, 2 = Unsatisfactory, 1 = Very Weak). 

Mean ratings of the sub-categories were used for indicating the overall 

effectiveness of the participants7 classroom teaching at each teaching piactice. In 

addition, the investigator's written comments on each classroom observation were 

analysed for highlighting the characteristics of the participants' performance. In 

particular, both "the flow of lesson" and "the focus of interaction" (Kwo, 1994) 

were taken as important guidelines in determining teaching quality. Lastly, all 

other observation related information was reviewed for supplementary evidence 

of the development of the participants7 teaching competence. 

3.5 The investigator's role 

Most of the information presented in this study was collected in a naturalistic way. 

That is, none of the things which the participants were asked to do differs from 

what they would ordinarily be expected to do as part of their teacher education. 

Working as a lecturer in the institution, the investigator played a dual role as a 

non-judgemental researcher and a language teacher educator in the study. Among 



the 12 sub-sample participants, only one happened to be in a Putonghua module 

taught by the investigator. None of the participants was officially supervised by 

the investigator during the two rounds of teaching practice. The potential for 

investigator bias as an invalidating factor in the study was considered. This 

problem was addressed by adopting a multirnethod approach which allowed 

findings to be corroborated or questioned by comparing the data produced by 

different methods. Whenever possible, e.g., lesson plan analysis, and the second 

rater's views were included. In addition, the investigator's dual role was 

advantageous for this study because it offered an inside perspective in studying 

the process of learning to teach Chinese Language. The intensiveness and the 

extensiveness of the contact with the participants facilitated the investigator 

developing a good rapport with the participants, which was crucial in gathering 

rich and valid data for the study. Overall, throughout the two-year period, the 

investigator was, at the same time, involved in a collaborative effort with the 

participants to develop their competence as beginning teachers of Chinese 

Language. 

3.6 Chapter summary 

This chapter provides a detailed account of the research methods adopted and the 

data analysis. Table 3.16 presents the methods used for addressing each of the 

research questions in the study. First, there was a questionnaire survey of the 

whole cohort of a two-year full-time pre-service primary teacher education 

program to collect background data on the participants, and their perceptions of 

learning and teaching Chinese Language at the beginning of the program. The 

questionnaires comprised a series of statements on which the participants were 

asked to indicate agreement or disagreement on a range of five points as in the 

Likert procedure. Second, a trial repertory ,gid exercise was completed to elicit 

47 selected participants' constructs of good teachers and poor teachers. Third, a 

sub-sample of 12 participants who completed the trial repertory grids was invited 

to take part in the qualitative data collection process of the study. The sub-sample 



participants were interviewed regularly concerning the progress of their learning 

to become a teacher of Chinese Language. They also completed two revised 

repertory grids and attended focus group interviews. During the teachng practice 

periods, the investigator observed and evaluated Chinese Language lessons 

conducted by the sub-sample participants. Their sample lesson plans and 

occasional reflective journals provided supplementary data for interpretation. At 

the end of the teacher education program, the second questionnaire survey was 

conducted with the whole cohort. Except for the background information section, 

most of the statements in the second questionnaire were the same as in the first. 

Findings from the surveys help track the overall changes in the participants' 

perceptions. 

The methods used in this study are complementary. Each method provides a 

distinctive perspective. These perspectives are integrated to form an effective 

means of answering the research questions. By examining the participants' 

perceptions from various perspectives and corroborating findings with multiple 

methods, the validity of this exploratory study can be enhanced. 
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CHAPTER FOUR 

FINDINGS 

4.0 Introduction 

The findings reported in this chapter relate to each of the four research questions. 

Findings from the entry questionnaire survey, the exit questionnaire survey, the 

three consecutive rounds of individual interviews and the focus group discussions 

answer Research Question One - the participants' perceptions of learning and 

teaching Chinese throughout the span of the teacher education program. Findings 

from the three rounds of repertory grid exercises and various interviews answer 

Research Question Two - the participants' perceptions of good and poor teachers 

of Chinese. Findings from ' the individual interviews and the focus group 

discussions answer Research Question Three - the sources of the participants7 

perceptions and perceptual changes. Findings from sample lesion plans, 

classroom observations and occasional reflective journals answer Research 

Question Four - the relations between the participants' perceptions and their 

classroom teaching. 

4.1 Research question one 

What are pre-service teachers' perceptions of learning and teaching Chinese 

on entry to, during, and on exit from a teacher education program? What 

changes in these perceptions occur over the period of their teacher education 

program? 



4.1.1 Questionnaire surveys 

Findings fiom the two surveys are presented together to facilitate comparison, and 

to support a holistic picture of the whole cohort's perceptual changes. Details of 

the perceptual development are supplemented by data obtained from the 

individual interviews of the 12 sub-sample participants. Except for the sections 

on background information in the entry survey and on the participants' self- 

evaluation of readiness to teach Chinese Language in the exit survey, the core 

content of the two surveys is identical (Appendices 3.2 and 3.3). 

4.1 .I .I Profiles of the participants 

A total of 531 PSTs enrolled in the teacher education program in 1998. Five 

hundred and two participants responded to the entry survey, giving a response rate 

of 94.5%. When the exit survey was conducted, only 371 participants of the 

cohort responded, yielding a response rate of about 70%. A summary of the 

participants' profiles is shown in Table 4.1. 

Among the 502 participants in the entry survey, 24.9% were male and 75.1 % were 

female, with ages ranging fiom below 18 to 35 and the great majority (96%) 

falling within the range of 19 to 25. Before enrolling in the program, most of the 

participants were educated in Hong Kong (primary education 88.4%, secondary 

education 89%). The remaining received education either in China or overseas. 

The native language of 60.6% of the participants was Cantonese whereas 38.6% 

spoke one of a number of Chinese dialects. Only 9.6% of the participants had 

language teaching experience, either in giving private tuition to individuals or 

teaching in kindergartens, and so on. Most of the language teaching experience 

was not formal classroom teaching. In general, the majority of the cohort were 

brought up and educated in the local community at a similar age, with a similar 

starting point to be trained on becoming a teacher of Chinese Language. 



Table 4.1 Demographic characteristics of the participants. 

Demographic data Descriptor N YO 

Gender 
Male 

Female 

125 24.9 

377 75.1 

Total 502 100 

Below 18 

19 - 25 

26 - 35 

12 2.4 

-482 96.0 

7 1.4 

Missing 1 0.2 

4th elective 

subjects 

English 

Computer Studies 

Art & Craft 

Music 

Physical Education 

Putonghua (Mandarin Chinese) 

Chinese & Mathematics 

Chinese & General Studies 

General Studies & Mathematics 

Place of 
Hong Kong 

Mainland China 
primary education Hong Kong & Mainland China 34 6.8 

Hong Kong & Overseas 3 0.6 

Missing 1 0.2 

Hong Kong 447 89 
Place of Mainland China 9 1.8 

secondary education Overseas 2 0.4 

Hong Kong & Mainland China 10 2.0 

Missing 34 6.8 

4.1 .I .2 Self-evaluation of Chinese proficiency 

To investigate whether the PSTs' perceptions changed over time, their evaluation 

of their own Chinese proficiency was taken as the point of departure. All four 

basic skills - listening, speaking, reading and writing - were self-evaluated, so was 

their knowledge of Chinese literature and Chinese culture. A comparison between 

their self-evaluation of Chinese proficiency in the entry and exit surveys is 

summarised in Table 4.2. 



Table 4.2 PSTs' self-evaluation of Chinese proficiency. 

Chinese proficiency N Mean Sd P d 

.I75 -.029 

.280 -.042 

.287 .076 

Knowledge of Chinese literature 501 .001 -.I71 

Knowledge of Chinese culture 500 

Scale range = 1 (Very Poor) to 5 (Very Good) 

By Cohen's (1988) standard, the participants' self-evaluation of Chinese 

proficiency is similar at these two different points of time. As shown in Table 4.2, 

the effect sizes of all variables are less than .2. Nevertheless, the minimal 

increase in the means of most variables (minimum increase = .01, maximum 

increase = .04) in the exit survey suggests that more participants rated their 

proficiency of Chinese higher on exiting the program. While most participants 

rated their listening, speaking and reading skills higher on exiting thk program, 

ratings for writing skills were not as positive. The mean rating of 3.,06 for writing 

in the exit survey is the only mean less than the corresponding mean (3.13) in the 

entry survey. On the other hand, the only statistically significant difference (p 

= .001) is found in the participants' knowledge of Chinese literature, with an 

effect size of .17. The mean increases from 2.52 to 2.72, suggesting that although 

the participants rated their knowledge of Chinese literature as insufficient, their 

exposure to Chinese literature increased during the teacher education program. 

This is especially indicative of those who had not taken Chinese Literature in their 

secondary schooling. 

4.1.1.3 Emphasis on teaching objectives of Chinese 

Most of the means on teaching objectives decrease towards the end of the teacher 

education program, indicating that the participants' extent of agreement to the 



"official" statements and the degree of actual emphasis on the teaching objectives 

in their past classrooms did not change greatly between entry to and exit from the 

program. This is supported by the values of the effect size index d. As shown in 

Table 4.3, the effect sizes are always kept to the minimum with the following 

three exceptions: 

# 2 "to foster students' reading habit" (mean increases from 4.01 to 4.05; d = 

-.06); 

# 9 "to equip students with the ability to study on their own when they 

further their studies in Chinese" (mean increases from 3.94 to 4.00; d = -.08); 

# 13 "to strengthen students' sense of responsibility towards society" (mean 

increases from 3.70 to 3.80; d = -.I I). 

Table 4.3 PSTs' perceptions of the teaching objectives of Chinese. 

Teaching objectives of Extent of agreement 

Chinese Language N Mean Sd P d 

3. To fostei students' writing ability. 498 

4. To foster students' listening ability. 498 .OOO 0.20 

5. To foster students' speaking ability. 497 .I49 0.14 

6. To foster students' proper speaking 498 

manner. 

7. To foster students' thinking ability. 497 4.25 4.14 .81 .99 .076 0.14 

8. To enhance students' interest in 4.03 4.00 .77 557  0.04 

studying Chinese. 

9. To equip students with the ability to 497 

study on their own when they 

further their studies in Chinese. 

10. To inspire students' thinking. 

11. To foster students' moral concepts. 498 

12. To enrich students' knowledge of 497 

Chinese culture. 

13. To strengthen students' sense of 498 

responsibility towards society. 

Scale range = 1 (Strongly Disagree) to 5 (Strongly Agree) 

1.43 



By the end of the teacher education program, more participants were inclined to 

think that students should learn to study on their own. In addition, they ascribed 

more importance to students' reading habit in the teaching of Chinese Language. 

They had developed a stronger belief that the teaching of Chinese Language 

should aim to strengthen students' sense of responsibility towards society. On the 

whole, a general increase in the standard deviation values suggests that there were 

greater varieties of responses among the participants on exit from the program. 

As the 13 objectives are official principles, the participants are not expected to 

oppose them. The key question is how these objectives could be achieved. A 

comparison of the mean of the degree of emphasis on each teaching objective in 

the participants' past Chinese lessons in the two surveys is surnmarised in Table 

4.4. Results in the exit survey also reflect the participants' experiences as teachers 

during their teaching practice. Again, the values of the effect size are small. The 

means in the exit survey are on the whole smaller than those obtained in the entry 

survey, except for the following four objectives: 

# 1 "to foster students' reading ability" (mean increases from 3.92 to 4.05); 

# 2 "to foster students' reading habit" (mean increases from 3.24 to 3.27); 

# 3 "to foster students' writing ability" (mean increases from 3.49 to 3.78); 

# 13 "to strengthen students' sense of responsibility towards society" 

(mean increases from 2.74 to 2.77). 

The means of objective #13 falling below 3 indicate that this objective was 

seldom emphasised in the participants' past Chinese lessons. Objectives #1 and 

#2 relate to reading, and objective #3 to writing. The mean of "to foster students' 

reading ability" (4.05) is the largest, and the mean of "to foster students' writing 

ability" (3.78) is the second largest among all the items in this section of the exit 

survey. Obviously, reading and writing were emphasised to a greater extent in the 

participants' past Chinese lessons, and these perceptions of emphasis became 

stronger among the participants in the exit survey. 



Table 4.4 PSTs' perceptions of emphasis on the teaching objectives in Chinese lesson. 

Teaching objectives of Degree of emphasis 

Chinese Language N Mean S d P d 

2. To foster students' reading habit. 497 

3. To foster students' writing ability. .001 -0.33 

4. To foster students' listening ability. 497 .018 0.13 

5. To foster students' speaking ability. 497 

6. To foster students' proper speaking 497 

manner. 

7. To foster students' thinking ability. 496 

8. To enhance students' interest in 

studying Chinese. 

9. To equip students with the ability to 497 .I45 0.09 

study on their own when they 

further their studies in Chinese. 

10. To inspire students' thinking. 

11. To foster students' moral concepts. 497 

12. To enrich students' knowledge of 497 

Chinese culture. 

13. To strengthen students' sense of 496 

responsibility towards society. 

Scale range = 1 (Never Emphasised) to 5 (Always Emphasised) 

A comparison between the extent of the participants' agreement with the teaching 

objectives and the degree of emphasis on these objectives in their past Chinese 

lessons suggests that there were discrepancies between the ideal and the reality 

(see Table 4.15). Although the participants in general agreed with the teaching 

objectives of Chinese Language, the actual emphasis on each of the objectives 

varied. Because the participants were from different secondary schools, they are 

expected to have experienced different styles of language teaching. Still, 

emphasis on the teaching of the four basic language skills was pronounced, 

particularly in reading and writing. The participants' perceptions of the degree of 

emphasis on the teaching objectives in their past classrooms were uniform in the 

entry survey (average above 3, i.e., every objective being emphasised 

occasionally), but varied in the exit survey (ranging from 2.77 to 4.05). 



Table 4.5 A comparison of PSTs' perceptions of the teaching objectives and their emphases in 
Chinese lesson. 

Teaching objectives of Chinese Language Entry Exit 

Mean Mean 

2. To foster students' reading habit. 

3. To foster students' writing ability. 

4. To foster students' listening ability. 

5. To foster students' speaking ability. 

6. To foster students' proper speaking 

manner. 

7. To foster students' thinking ability. 4.25 0.99 4.14 

8. To enhance students' interest in studying 4.03 

Chinese. 

9. To equip students with the ability to study 3.94 2.86 1.08 4.00 2.77 1.23 

on their own when they further their 

studies in Chinese. 

10. To inspire students' thinking. 4.05 1.01 4.01 1.16 

11. To foster students' moral concepts. 4.05 0.95 4.01 0.95 

12. To enrich students' knowledge of Chinese 3.97 0.86 3.80 0.97 

culture. 

13. To strengthen students' sense of 3.70 0.96 3.80 1.03 

responsibility towards society. 

Mean 4.08 3.18 0.90 4.03 3.11 0.92 

E.A. = Extent of Agreement D.E = Degree of Emphasis 

Other than objectives relating to language skills, only the mean of objective #11 

"to foster students' moral concepts" is over 3, suggesting that this objective was 

often emphasised more than other non-language objectives. Furthermore, 

although the participants were inclined to think that Chinese lessons should 

"equip students to study on their own'' (objective #9) and "strengthen students' 

sense of responsibility towards society" (objective #13), in reality, both objectives 

were among the least emphasised. The mean of the extent of agreement of 

objective #9 is 3.94 in the entry survey and 4 in the exit survey, whereas the 

means of the degree of emphasis in the participants' past classrooms are 2.86 and 

2.77 in the two surveys respectively. Similarly, the mean of the extent of 

agreement of objective #13 is 3.7 in the entry suryey and 3.8 in the exit survey, 



whereas the mean degree of emphasis in the participants7 past classrooms is only 

2.74 and 2.77 in the two surveys respectively. This begs the question of the extent 

of the gap between theorylpolicy and practice. 

Results in Table 4.5 are consistent with those in Tables 4.3 and 4.4, i.e., except for 

objectives #I ,  #3, #4 and # l l ,  the differences between the mean extent of 

agreement and the mean degree of emphasis are mostly larger in the exit survey. 

This comparison further supports the fact that reading and writing were the major 

foci in the Chinese Language lessons. While the gap between theorylpolicy and 

practice is conspicuous in both surveys, the larger differences in the exit survey 

suggest that participants found a sharper contrast between theory and practice 

towards the end of the teacher education program. 

For the participants, the importance of these teaching objectives varied at different 

stages of their teacher education program. In the entry survey, statements #I, #3, 

#5, #7, and #10 were rated as the most important, whereas in the exit survey #1, 

#3, #5, #7, #8 and #9 (weighting of #5 and #9 being the same) were considered 

the most important objectives. The participants' ranking of the teaching objectives 

is surnrnarised in Table 4.6. 

In both surveys, the participants identified "to foster students7 reading, writing, 

speaking and thinking abilitiesy7. Also, more participants placed importance on 

"to enhance students' interest in studying Chinese" and "to equip students with 

the ability to study on their own when they f!urther their studies in Chinese" in the 

exit survey. In addition to language skills, more participants on entry to the 

teacher education program regarded "thinking" as a key focus of leaqing and 

teaching Chinese. Objectives # 7 and #10 both relate to students' thinking. 

Towards the end of the program when they were about to become qualified 

teachers, the participants were more realistic or more concerned with students' 

practical needs in solving learning difficulties. Objective #9 "to equip students 

with the ability to study on their own" replaced objective #10 as the fifth most 

frequently selected item, and it was considered as important as the objective of 

fostering students' speaking ability. 
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Objective #8 "to enhance students' interest in studying Chinese" also became 

more important to the participants. This suggests that more participants 

understood the importance of self-motivation in learning. 

Consistent with the results shown in Table 4.4 and Table 4.5, most participants 

considered fostering students' reading and writing abilities as important in 

teaching Chinese. A possible explanation is that these PSTs were trained to read 

and write in most of their past Chinese lessons and were prepared to perform 

similar practice in their future lessons. That is, to teach Chnese equates to enable 

students to read and write the language. 

Besides reading and writing, "thinking" is a prominent element in the teaching of 

Chinese. Among the top five most frequently chosen objectives, "to foster 

students' thinking ability" was considered by most participants as the most 

important objective and "to inspire students' thinking" ranked fifth in the entry 

survey. These results reflect in all probability the participants' perceptions of the 

functions of language: the ability to read and write is a means only, the aim of 

reading is to understand what written words mean; and the aim of writing is to use 

written words to express meaning. If this was the case, the participants had 

wanted to teach their students the four basic skills because these skills were 

considered instrumental to thinking. 

Of the four basic skills, "listening" ranked only sixth in the entry survey and ninth 

in the exit survey. These findings may imply that most of the PSTs did not 

consider listening skills as important as the other skills. In addition, findings from 

the individual interviews in Section 4.1.2 will help explain how these PSTs made 

such a judgement and how this judgement influenced their learning to teach 

"listening" in Chinese Language lessons. 

4.1.1.4 Classroom climate in Chinese lessons 

Section Three of the questionnaires was concerned with the participants' views of 



how their Chinese lessons were delivered. To the investigator's disappointment, 

the reliability of this section was not as strong as expected for two reasons: the 

total number of items for measuring the four dimensions of classroom climate was 

only 16; and these items were translated into Chinese from English with 

"interference" due to language. Table 4.7 shows the alpha reliability co-efficient 

for each dimension of classroom climate. 

Table 4.7 Reliability of the dimensions of classroom climate. 

Dimensions of classroom climate alpha reliability co-efficient 

Entry Exit 

Teacher control .3883 .4290 

Teacher knowledge of Chinese 

Teacher presentation 

Teacher planning 

The alpha reliability co-efficients of "teacher control" and "teacher planning" are 

rather low in the entry survey. At the beginning of the teacher education program, 

the participants were not able to differentiate the positive from the negative items, 

especially for the dimensions of "teacher control" and "teacher planning". In 

comparison, "teacher knowledge" and "teacher presentation" were more explicit 

and made more sense to the participants. Towards the end of the program, the 

participants were expected to have grown professionally. The reliability co- 

efficients in the exit survey do suggest that they have come to perceive the 

dimensions of classroom climate differently. 

Tables 4.8 to 4.10 are re-organised according to the four pre-determined 

dimensions of classroom climate. The number preceding each statement item 

indicates the actual order of appearance in the questionnaires. A comparison of 

the participants' mean of the extent of agreement in the two surveys is presented 

in Table 4.8. 



Table 4.8 PSTs' perceptions of the classroom climate in Chinese lesson. 

Dimensions of classroom climate Extent of agreement 

N Mean S d P d 

.I66 -0.13 
decides how much activity 
e should be in the 

5. Students can make up their own .786 -0.02 
projects. 

9. Students can choose their partners for 501 ,000 0.73 
group work. 

13. There were set ways of working on 501 .I21 -0.08 
things in the classroom. 

Teacher knowledqe 
500 365 2.43 2.66 1.16 1.11 ,004 -0.20 

6. The teacher reads out the content of 
textbooks. 

11. The teacher often relates lessons 500 365 3.92 3.90 .89 .90 .438 0.02 
with different topics about life and 
talks about his or her own 
experiences. 

14. The teacher seldom tells stories 500 365 2.66 2.87 .96 .97 .OOO -0.22 
about Chinese literature or Chinese 
culture. 

15. The teacher often talks about 501 365 3.34 3.32 .84 .85 ,329 0.02 
knowledge of Chinese language that 
is not included in the syllabusllesson 
plan. 

Teacher planning 
500 364 3.74 3.65 .84 .83 ,192 0.11 

2. The teacher thinks up unusual 
projects for students to do. 

4. The teacher often takes time out from 501 365 3.10 3.15 .88 .85 .658 -0.06 
the lesson plan to talk about other 
things. 

8. Students do the same kind of 501 365 2.47 2.93 1.10 1.19 ,000 -0.42 
homework almost everyday. 

12. The teacher keeps to the syllabus1 501 365 3.04 3.03 .90 .92 .728 0.01 
lesson plan strictly and never deviates 
from it. 

.468 -0.05 
3. The teacher has no sense of humour. 

7. The teacher always tries out new .633 -0.06 
ideas. 

10. The teacher's presentation is .008 0.15 
interesting and humourous. 

16. The teacher seldom tries out ,021 -0.16 
different ways of teaching. 

Scale range = 1 (Strongly Disagree) to 5 (Strongly Agree) 



Regardless of the deliberate balance between the positive and the negative items, 

findings in this section reflect the actual variations on the participants' perceptions 

of classroom climate. Information collected from this section is perceptual 

measures based on the participants' personal experiences over many lessons. 

Findings from the entry survey are expected to reveal the participants7 

-impressions of how teachers of Chnese taught in general and those from the exit 

survey would reflect, in addition to their own experience as students, the 

participants' experience as teachers. 

Similar to the findings in Section Two, most of the effect sizes in Table 4.8 are 

minimal. That is, the participants' perceptions of teacher control, teacher 

knowledge, and teacher planning and teacher presentation in Chinese lessons have 

not changed much statistically. Yet there are a few exceptions. First, the largest 

effect size d in Table 4.8 is item # 9 "students can choose their partners for group 

work" within the dimension of teacher control (d = .73). According to Cohen 

(1988), a value of .5 is considered medium. The participants agreed more with 

"students can choose their partners for group work" in the entry survqy, but this 

perception changed rather significantly (p = 0) towards the end of their teacher 

education program (entry mean = 3.51, exit mean = 2.77). This implies that the 

participants perceived themselves as having more opportunities for choosing 

partners for group work when they were school students (mode of rating = 4). 

After gaining actual teaching experiences, the participants realised that their 

students did not have the same freedom in choosing partners (mode of rating = 2). 

On the whole, the participants saw the Chinese lessons as an organised process 

under the control of teachers, in that "these were set ways of managing the 

classrooms" (#13). 

Second, although the effect sizes of items # 6 "the teacher reads out the content of 

textbooks", # 8 "students do the same kind of homework almost everyday" and 

#14 "the teacher seldom tells stories about Chinese literature or Chinese culture" 

are small, the mean differences behveen the results of the entry and the exit 

surveys are statistically significant (p < .05). Of these items, items #6 and #14 fall 

into the dimension of teacher knowledge. The assumption of the dimension is that 



the more knowledgeable a teacher is, the less he or she will rely on the textbooks. 

In the exit survey, the participants were more likely to read out the content of 

textbooks (entry mean = 2.43, exit mean = 2.66) and tell students stories about 

Chinese literature and Chinese culture during the Chinese lesson (entry mean = 

2.66, exit mean = 2.87). Nevertheless, compared with findings for the other two 

items in the same dimension, to be teachers of Chinese, being knowledgeable was 

viewed as a prerequisite. The participants thought that teachers of Chinese need 

to relate lessons to different facets of life and experiences (#I 1: entry mean = 3.92, 

exit mean = 3.9), and should possess knowledge of Chinese language beyond the 

syllabus (#15: entry mean = 3.34, exit mean = 3.32). 

Although the findings of item #8 suggest that the participants gave the same kind 

of homework to students (entry mean = 2.47, exit mean = 2.93), findings of other 

items in the same dimension indicate that there were flexibilities in the 

participants7 past Chinese lessons. For example, teachers might think up unusual 

projects for students to do (entry mean = 3.74, exit mean = 3.65), and spend some 

portion of the classes on unplanned activities (entry mean = 3.1, exit mqan = 3.15). 

As student teachers, the participants did not have much autonomy in deciding 

what and how to teach during their teaching practice. However, their preference 

for practices in primary Chinese classrooms reflect what they intended to do. A 

comparison of the participants' perceptions in this regard is made in Table 4.9. 

As can be seen in Table 4.9, there is no major change in the participants' 

preference for classroom climate between the entry and the exit surveys. The 

largest effect size is for item #9 (d = .57). Towards the end of the teacher 

education program, the participants developed a stronger sense of teacher control 

in class. They were less inclined to let students choose their partners for group 

work (entry mean = 3.48, exit mean = 2.93). In addition, the significantly 

increased mean rating of item # 13 - "there are set ways of working on things in 

the classroom" (entry mean = 3.37, exit mean = 3.6, p = .002) - suggests that the 

participants exerted more teacher control and preferred a well-disciplined 

classroom. 



Table 4.9 PSTs' preference for the classroom climate in Chinese lesson. 

Dimensions of classroom climate Extent of  preference 

N Mean Sd P d 

Teacher control 

1 .The teacher decides how much activity 
and talk there should be in the 
classroom. 

5. Students can make up their own .410 -0.08 
projects. 

9. Students can choose their partners for 495 .OOO 0.57 
group work. 

13. There were set ways of working on 492 .002 -0.25 

6. The teacher reads out the content of .001 -0.30 

textbooks. 
11. The teacher often relates lessons 497 .315 -0.07 

with different topics about life and 
talks about his or her own 
experiences. 

14. The teacher seldom tells stories .I23 -0.14 
about Chinese literature or Chinese 
culture. 

15. The teacher often talks about ,887 -0.03 
knowledge of Chinese language that 
is not included in the syllabusllesson 
plan. 

2. The teacher thinks up unusual ,680 0.01 

projects for students to do. 
4. The teacher often takes time out from 492 349 3.08 .008 -0.25 

the lesson plan to talk about other 
things. 

8. Students do the same kind of 493 349 2.14 ,000 -0.37 
homework almost everyday. 

12. The teacher keeps to the syllabus1 492 348 3.09 .I27 0.13 
lesson plan strictly and never deviates 
from it. 

Scale range = 1 (Never Happen) to 5 (Always Happen) 

On teacher knowledge, although the difference in the participants7 perception of 



item #6 - "the teacher reads out the content of textbooks" - is statistically 

significant (p = .001), the mean of the extent of preference is the smallest of all 

items in this dimension (entry mean = 2.1, exit mean = 2.39). Compared with 

other practices, reading out the content of textbooks was least preferred in both 

surveys. In contrast, the participants were quite consistent in expressing 

preference for an ability to relate the teaching of Chinese to topics about life and 

the teacher's own experiences (item # l I :  entry mean = 3.92, exit mean = 3.98), 

and talk about knowledge of Chinese language beyond the syllabus (item #15: 

entry mean = 3.42, exit mean = 3.44). 

Similarly, a significant difference between the entry and exit surveys in the 

dimension of teacher planning is found for a least preferred item (#8). Although 

the participants on the whole did not prefer to assign the same kind of homework 

to students, more participants indicated that they preferred students to do the same 

kind of homework in the exit survey than in the entry survey (entry mean = 2.14, 

exit mean = 2.49). On the other hand, findings do suggest that the participants 

have become more inclined to handle the syllabus flexibly. While the mean of the 

extent of preference for item #4 - "the teacher often takes time out from the lesson 

plan to talk about other things" - increases (entry mean = 3.08, exit,mean = 3.2S), 

the mean of the extent of preference for item #12 - "the teacher keeps to the 

syllabus/lesson plan strictly and never deviates from it" - decreases (entry mean = 

3.09, exit mean = 2.97). 

Of all item statements in Table 4.9, the most outstanding mean rating is that of # 

10 - "the teacher's presentation is interesting and humourous". It is the only item 

larger than 4 in both surveys (entry mean = 4.25, exit mean = 4.17). Obviously, 

most participants hoped to conduct interesting and humourous lessons. Two other 

significant differences (p = .001) in the participants' preference for teacher 

presentation are items # 7 (entry mean = 3.65, exit mean = 3.87) and # 16 (entry 

mean = 2.6, exit mean = 2.94). As two sides of the same coin, these were 

designed to examine if the participants were willing to experiment with different 

ways of presentation. While these results suggest that more participants would try 

out new ideas, participants who did not prefer to try out different ways of teaching 



also increased. Overall, the participants' perceptions of classroom climate in the 

Chinese lessons varied. This is supported by results in Table 4.10. 

Table 4.1 0 A comparison of PSTs' perceptions of and preference for the classroom climate in 
Chinese lesson. 

Dimensions of classroom climate Entry Exit 

Mean Mean 

1 .The teacher decides how much activity 3.13 1 0.12 3.28 3.16 0.12 
and talk there should be in the 
classroom. 

5. Students can make up their own 3.2 28 -0.08 3.22 3.35 -0.13 
projects. 

9. Students can choose their partners for 3.51 8 0.03 2.77 2.93 -0.16 
group work. 

13. There were set ways of working on 3.59 3.37 0.22 3.66 3.60 0.06 
things in the classroom. 

6. The teacher reads out the content of 2.43 2.10 0.33 2.66 
textbooks. 

1 1. The teacher often relates lessons 3.92 3.92 0.00 3.90 
with different topics about life and 
talks about his or her own 
experiences. 

14. The teacher seldom tells stories 2.66 2.63 0.03 2.87 
about Chinese literature or Chinese 
culture. 

15. The teacher often talks about 3.34 3.42 -0.08 3.32 3:44 -0.12 
knowledge of Chinese language that 
is not included in the syllabusllesson 
plan. 

Teacher planning 

2. The teacher thinks up unusual 3.74 3.65 0.09 3.65 3.64 0.01 
projects for students to do. 

4. The teacher often takes time out from 3.10 3.08 0.02 3.15 3.28 -0.13 
the lesson plan to talk about other 
things. 

8. Students do the same kind of 0.33 2.93 
homework almost everyday. 

-0.05 3.03 
lesson plan strictly and never deviates 
from it. 

0.10 2.39 

7. The teacher always tries out new -0.07 3.64 
ideas. 

-0.28 3.83 

0.22 3.00 

E.A. = Extent of Agreement E.P. = Extent of Preference 



This comparison of the differences between the entry and exit surveys indicates 

that the means of the participants7 extent of agreement to the dimensions of 

classroom climate and the means of their preference are closely related, providing 

supporting evidence to the argument that the participants' preference for what 

they would like to happen in their future classrooms was based on their past 

experiences as students in the primary classrooms; Although this is not to suggest 

that these would-be teachers will teach exactly in the same way as they were 

taught, these findings can at least serve as the basic criteria for investigating the 

relationship between their perceptions of being taught Chinese to and how they 

themselves actually taught the language subject. 

In summary, the participants' perceptions of classroom climate in Chinese lessons 

were complex. On the one hand, most of them preferred flexible teaching, 

teaching not confined to the set syllabus, and preferred a knowledgeable, 

interesting presentation to mechanic, didactic teaching and monotonous 

presentation. On the other hand, towards the end of the teacher education 

program, more participants became increasingly aware of the need to eqert control 

over students. The challenge for these PSTs was to strike a balance between the 

ideal and the constraints of everyday classroom practice in reality. 

4.1 .I .5 Expectations of Chinese language teacher education 

Section Four of the surveys investigated the participants' expectations of training 

to become Chinese teachers. Apart from those issues discussed above, it is 

necessary to further explore other relevant training that the participants felt a need 

to do to become a competent teacher of Chinese. Findings from this section reflect 

the participants' evaluation of the effectiveness of the teacher education program 

in preparing them to become a competent teacher of Chinese Language. 

Compared with those in other sections, the effect sizes of this section are on an 

average larger: six out of the fifteen effect sizes range from .27 to .41, indicating 

the relatively stronger influence of the teacher, education program on the 



participants' expectations of Chinese language teacher education. Table 4.11 

shows that most of the mean ratings of the participants' extent of agreement to the 

expected aspects of training were smaller in the exit survey. 

Table 4.11 A comparison of PSTs' expectations of training in teaching Chinese Language. 

Expected aspects of  training Extent of  agreement 

N Mean Sd 

scripts. 

2. Cantonese phonetics. 4.06 3.96 .70 

3. How to use reference books. 3.96 3.74 .71 

4. Modern Chinese (Grammar, 4.16 4.25 .68 

lexicology, rhetoric) 

5. Children's literature. 3.90 3.95 .77 

6. Putonghua (Spoken Mandarin) 

7. Primary Chinese teaching 

methodology. 

8. Textbook Selection: Method, 

Procedure and Training. 

9. Reading: Comprehension, Content 494 

analysis and appraisal, and 

Analysis of writing skills. 

10. Writing: Different types of genres 497 

and practical writing as in official 

document, notice, receipt, etc. 

11. Listening comprehension, how to 495 4.24 4.06 .66 .72 .OOO 0.27 

grasp the main points of data. 

12. Oral presentation: Speech, 4.37 4.19 .62 .71 .001 0.29 

discussion and report etc. 

13. Teachers' classroom language. 

14. Development of senses of culture, 49 

moral and social responsibility. 

Scale range = 1 (Strongly Disagree) to 5 (Strongly Agree) 

Nine out of the fifteen mean ratings of the expected aspects of training are larger 

than 4, suggesting that although the participants expected relatively less training 

in the listed areas, most of them were rather willing to learn more in various 



aspects relating to teaching Chinese. Among all results, the mean ratings of 

aspects # 1 "the origin and development of scripts" (entry mean = 3.42, exit mean 

= 3.49), # 4 "modem Chinese: grammar, lexicology, rhetoric" (entry mean = 4.16, 

exit mean = 4.25) and #5 "children's literature" (entry mean = 3.9, exit mean = 

3.95) are larger in the exit survey than those in the entry survey, indicating that 

more participants were particularly interested in studying the origin of Chinese 

characters, modem Chinese and children's literature further. 

Findings from the entry survey indicate that the participants were highly 

motivated at the beginning of the teacher education program. The decrease of the 

mean ratings of the expectations of training in the exit survey implies that the 

participants have gained a general idea of the substance listed, and began to 

prioritise their needs in learning to become competent teachers of Chinese. The 

three highest means in the entry survey are: "training of thinking" (4.48), 

"primary Chinese teaching methodology" (4.4), and "oral presentation7' (4.37). 

This is probably because the participants had just entered the program. They were 

deeply concerned about how to become "proper" Chinese language teachers. As 

"to foster students' thinking ability" and "to inspire students' thinking" were 

viewed as major objectives of teaching Chinese, it was likely that the participants 

would expect to receive more training in thinking, and they did. However, their 

expectations of learning more "teaching methods" and having more practice on 

oral presentation might imply that they perceived the teaching of Chinese 

Language as a set of prescriptive procedures which can be grasped by repetitive 

practices. 

Towards the end of the teacher education program, there were a few more 

significant differences in the participants' expectations of training. First, the 

differences in four aspects are the most significant (p = 0). The participants were 

not as eager to receive further training in "how to use reference books" (#3: entry 

mean = 3.96, exit mean = 3.74), "Putonghua" (#6: entry mean = 4.28, exit mean = 

3.98), "textbook selection" (# 8: entry mean = 4.16, exit mean = 3.86), or 

"listening comprehension" (# 11: entry mean = 4.24, exit mean = 4.06). Second, 

the participants had more confidence in their oral presentation (#12: entry mean = 



4.37, exit mean = 4.19, p = .001), sense of culture (#14: entry mean = 4.21, exit 

mean = 4.01, p = .002) and thinking ability (#15: entry mean = 4.48, exit mean = 

4.29, p = .002). Still, the highest mean rating is "training of thinking" (4.29) in 

the exit survey. While the mean ratings of "primary Chinese teaching 

methodology" and "reading" (4.28) are the second highest, the mean rating of 

"modem Chinese" ranks third (4.25). The majority of participants still expected 

to receive more training in thinking and reading, and they had least confidence in 

achieving these teaching objectives. In Modem Chinese, "thinking" has not been 

formally taught in either the primary or secondary cumculum. Because of this, 

the participants found this an innovation, and wanted to study more of it. 

Overall, most participants still expected to receive further training in all aspects 

towards the end of the teacher education program. Whether this was because they 

had not received sufficient training in these areas needs hrther study. 

Lastly, the participants were asked to specify their expectations in their own 

words at the end of the section. Altogether 26 participants gave extra.comments 

in the entry survey and 10 did in the exit survey, and some of the written 

comments were very detailed. For instance, a participant wishing to learn more 

Chinese literature, wrote in the entry survey: 

Knowledge of Chinese literature. It is because as a teacher of Chinese, one 

should have background knowledge of Chinese literature so as to explain to 

students in detail. How could a teacher of Chinese not know anything about 

classical literature such as Shuihii Zhuin (The marshals forced to join the 

Liangshan Mountain) and H6ng16u MGng (Dream of the Red Chamber)? 

Another participant was not satisfied with the training received, and wrote in the 

exit survey: 

(There was) no training in oral presentation including giving speech, 

discussion and report, etc. I had to attend other enhancement courses. 



A summary of the written comments is listed in Table 4.12 . The comments of the 

entry survey are classified into 20 items. Of these, #1 to # 8 concern subject 

content knowledge of Chinese; and #9 to #16 are about teaching skills and 

methods. The remaining items, which cannot be categorised are identified as 

"other". 

Regarding subject content knowledge, the participants were concerned about 

Chinese language proficiency, and Chinese literature as well as Chinese culture. 

These findings are consistent with the participants' perceptions of the teaching 

objectives of the Chinese Language subject. In particular, learning to write 

Chinese characters was an important part of the participants' Chinese lessons 

especially at junior primary. As the correct order of writing different strokes was 

often neglected, some participants might find it confusing and difficult. 

In addition, although Cantonese was the medium of instruction in Chinese lessons 

in Hong Kong, Putonghua syntax is closer to written Modem Chinese. There is a 

general belief that the higher one's Putonghua proficiency is, the better gne writes. 

Therefore, it was not surprised to find that the participants expected to receive 

more training in Putonghua when they learned to become a competent teacher of 

Chinese Language. 

In teaching skills and methods, four participants expressed similar concerns for 

enhancing the techniques of reading aloud, a typical practice in Chinese lessons. 

A teacher was expected to demonstrate how a text should be read aloud as this 

was considered an important means of understanding and appreciating texts. 

Other skills and methods mentioned were: "how to mark students' work", "more 

peer teaching practice", "handling classroom discipline", etc. 

Overall, individual participants were still rather concerned with their "basic" 

knowledge of Chinese towards the end of the program. Order of strokes, use of 

punctuation marks and the radicals by which Chinese characters are arranged in 

dictionaries are only basic knowledge for primary students. 
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As the participants were would-be teachers of Chinese Language, their 

expectations of receiving more training in basic knowledge of Chinese are 

worrying. Another compelling remark is "creative writing" because it was a new 

trend of development in teaching Chinese. If a teacher were ignorant of the trend 

or practice, he or she would not be able to assist students to write or think 

creatively. 

Furthermore, it is noteworthy that in the exit survey the participants still expected 

to receive further training in motivating students to learn Chinese Language. 

Whether this implies that Chinese was not interesting or the participants 

experienced personal difficulties in motivating students needs further 

investigation. Generally speaking, the participants preferred more hands-on 

practice to vague discussion. Oral presentation was perceived as an important 

teaching skill, which the participants expected to have more practices. 

4.1.1.6 Incompetent to teach Chinese Language 

Towards the end of the training program, the participants had more confidence in 

teaching Chinese to junior primary students. While 45.6% participants thought 

that their knowledge of teaching junior primary Chinese was good, only 25.3% 

thought that they possessed adequate knowledge to teach Chinese at the senior 

levels. Although reading and writing were perceived as prominent teaching 

objectives, Table 4.13 shows that the participants had least confidence in teaching 

writing (mean rating = 3.13). Only 20.8% participants thought that they were 

good at teaching writing, whereas more (45%) reported being able to teach 

reading well. Whereas 39.1% (N = 363) of the participants reported that they had 

made enough effort on learning to become a competent teacher of Chinese, only 

28.6% admitted that they had not done so and 28.8% had no opinion. All in all, 

the majority of the participants did not perceive themselves as competent to teach 

primary Chinese Language. 



Table 4.13 PSTs'self-evaluation of readiness to teach primary Chinese Language. 

Knowledge of teaching Level N % Mean Sd 

primary Chinese Language Junior 371 100 3.48 .64 

Senior 371 100 3.20 .63 

Language skills 

Ability to teach Listening 367 98.9 3.35 .65 

Speaking 367 98.9 3.44 .72 

Reading 370 99.7 3.49 .64 

Writing 366 98.7 3.13 .65 

Scale range = 1 (Very Poor) to 5 (Very Good) 

Above all, these findings provide an overview of the participants' perceptions of 

learning and teaching Chinese on entry to and on exit from the teacher education 

program; they also lay a sound foundation for further investigation into the PSTs' 

perceptions of learning to become a competent teacher of Chinese Language. 

4.1.2 Details of PSTs' perceptions of learning and teaching Chines; 

In addition to the two questionnaire surveys, three rounds of individual interviews 

and five focus groups were conducted with the 12 sub-sample participants (for 

personal particulars of the sub-sample see Appendix 4.0). Findings are organised 

according to the participants' perceptions on entry to, during and on exit &om the 

program. The development of these perceptions during the period of the program 

was also analysed. 

For easy reference, coded transcripts under category headings are provided in the 

appendices. The category headings used in this study reflect the emergent themes 

identified in the process of analysing the interview data. A concise definition of 

each category is included at the beginning of the relevant appendices (Appendices 

4.1 to 4.4). 

Extracts of the same round of individual interviews in each category heading are 



organised in alphabetical order using the participants' fictitious names. Extracts 

from focus group discussions are organised in an ascending order according to the 

numbering of the focus group discussion. Sources of relevant extracts are 

indicated with reference to the coded transcripts (Appendices 4.1 to 4.4). For 

instance, "ENT-BORG-Joyce1 : 186" denotes an extract of interview data from the 

first round of individual interviews; the interviewee is Joyce and the text unit is 

number 186, whereas "ENT-BORG refers to the text unit coded as evidence 

showing the participants' perception of "Chinese as a boring subject upon entry to 

the teacher education program". An argument supported by "EXT-BORG-FG4: 

Gloria: 246" means that the evidence originates from the fourth focus group 

discussion on exit from the teacher education program, with Gloria as the speaker 

and the text unit is numbered 246 in the original transcript. Again, "EXT-BORG" 

means that the text unit is coded as evidence showing the perception of "Chinese 

as a boring subject on exit from the teacher education program". 

A text unit in this study refers to the whole content of speech taken by each 

interlocutor at each turn of the discussions. Therefore, the length of eaqh text unit 

varies. In cases where the information in a text unit contains is complex and 

supports various arguments, only the typical relevant section of the' text unit will 

be extracted. The number of a text unit refers to the order in which it appears in 

the original interview transcript. 

4.1.2.1 On entry to the teacher education program 

To highlight the important findings from the interviews, the participants' 

perceptions on entry to the teacher education program are re-organised around 

three themes: perceptions of the content of Chinese Language, experiences of 

studying Chinese Language, and intentions of teaching Chinese Language. 



Perceptions of the content of Chinese Language 

During the first round of interviews, the participants talked about their 

impressions of Chinese Language, a subject which they had been studying for 

over thirteen years. To them, the content of Chinese Language was confined to the 

training of language skills; In general, the participants thought that the scope of 

Chinese Language could be very broad as it related to daily life experiences 

(ENT-L&T-Elainel: 277), and its content was profound compared with other 

subjects (ENT-INTR-Lucyl: 97-99). For instance, even teaching a single word in 

Chinese involves all aspects of the pictophonetic character, i.e., the form, the 

pronunciation and the meaning, not to mention teaching various language forms 

and texts (ENT-L&T-Charles1 : 143). 

Like other subjects in the formal cumculum, there was a set cuniculum for 

Chinese Language. However, apart from training in the four basic language skills, 

Chinese Language seemed to have an implicit mission to convey traditional 

thoughts and moral concepts. Being educated in such a traditjon, some 

participants thought that moral education was an indispensable part of the Chinese 

Language subject (ENT-L&T-Cathyl: 90-92; Lucyl: 125). In fact, most texts 

compiled for Chinese Language were implicitly linked to the development of 

proper attitude and character. Although conveying moral messages to readers has 

long been a major trend in the Chinese tradition, language has never been treated 

as a tool solely for communication. The ultimate objective of studying Chinese 

texts was to grasp the moral guidance contained therein and become an all-round 

person. Therefore, traditional teachers of Chinese emphasised the attitude or value 

judgement that a text was supposed to convey. 

Experiences of studving Chinese Language 

The participants' most distinctive impression of studying Chinese was that the 

subject was heavily loaded with various tasks, with a lot of homework to do after 

school. Often, the repetitive and mechanical copying nature of homework made 



the participants very frustrated. Because of this, some participants thought that 

learning Chinese was boring (ENT-BORG-Tammyl : 77). Common features of 

Chinese lessons covered writing, dictation, watching ETV (educational television 

programs), language activities, comprehension, tests, and so on (ENT-L&T- 

Nancyl: 113; Toml: 171). In particular, students needed to write a composition 

within a designated period of time during the lesson. Some participants recalled 

that this was hard for them and sometimes writing was like a filling-in-blanks 

exercise (ENT-L&T-Nancy1 : 1 15). Therefore, the effective way of learning 

Chinese was to do all homework tasks and get high marks in the examination 

(ENT-L&T-Cathy1 : 12 1-126). Fun-filled lessons with games were preferred 

(ENT-L&T-Tarnmyl : 9 1). 

Rote learning was common in most participants' past Chinese lessons. The 

teacher entered the classroom and read aloud what was in the textbook, whereas 

students read, recited and completed homework (ENT-L&T-Tammyl: 75, 91). 

The participants were bored by such a typical teacher-centred approach because 

they said, in most cases, the teacher spoke with a monotonous tone and there were 

not many classroom activities in which students could participate (ENT-L&T- 

Lucy1 : 127; Nancyl : 107; ENT-BORG-Joyce1 : 186; Keith1 : 167): Worse still, 

textbooks were of poor quality and too cornmercialised. Some participants 

suggested that more idioms and classical literary works such as the Tang Poems 

should have been taught so as to foster students' deeper cultivation of the 

language and appreciation of Chinese culture (ENT-L&T-Joyce1 : 174). 

Nevertheless, as Chinese was the mother tongue of most participants, some found 

this subject content easier to grasp. Because other subjects were taught in English, 

and some participants did not like English, Chinese became the most preferred 

subject (ENT-LIKE-Karen1 : 1 09). 

Intentions of teaching Chinese Language 

Without formal teaching experience, the participants' intentions of teaching 
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Chinese Language were shaped by what and how they were taught, and why they 

wanted to be a teacher of Chinese: 

Firstly I'll follow the trend. I must finish my text first. Because I need to 

hand over (what I have taught) to the supporting teacher and the principal, I 

must accomplish their goals first.. .. I will teach them (students) clearly what 

the definition of sunset glow is, how to admire the sunset glow. For example, 

we can study the sunset glow .... Above the sky, it is so beautiful, the colour .... 

So when we see the sunset glow, we can imagine.. . I will then ask them to 

tell me what they feel. Then, I'll tell them not to pollute the environment, 

(because if not) we won't be able to see such beautiful sunset glow.. .. (ENT- 

L&T-Tammyl : 81) 

It is hard to imagine how a descriptive text about sunset could be related to the 

concept of being environmentally friendly in other language lessons, but this was 

the participant's perception of the message that a Chinese Language lesson should 

deliver. As mentioned above, Chinese Language had a hidden mission of 

transmitting traditional moral concepts behind the official cuniculum. In the 

process of teaching, this mission was often perceived as more vital. Therefore, 

the emphasis on teaching Chinese Language was on literacy rather than on the 

language per se, and this was why there was so much space for the elaboration of 

the teaching content. According to the Oxford English Dictionary, literacy refers 

to "the quality or state of being literate; knowledge of letters; condition in respect 

to education, especially the ability to read and write". However, "to be literate" 

carries more value judgement in the Chinese sense. A literate person in Chinese 

is expected to be "reasonable" in addition to being able to read and write. 

Reading and writing were still the priorities of the teaching objectives because 

they were seen as a means to convey the moral messages. Instead of a thorough 

elaboration on the texts, some participants were less aggressive, and "played safe" 

by limiting the classroom discussion to the surface meaning: 

... I actually am not very confident. Why? Say, if I need to teach a certain 



text, I will really think about how to teach .... the text contents .... that is, like 

those that the text contents need to cover. Otherwise, I do not care much. 

(ENT-L&T-Charles1 : 187) 

This alternative view reflects that the quality of a Chinese Language lesson could 

vary greatly in terms of stimulating students' in-depth thinking because the 

teacher played an important role in deciding the direction of a lesson. Although 

the implicit mission of Chinese Language in fostering students' attitude was 

widely shared, the gap between the ideal and the reality lies in the participants' 

teaching competence and their priorities of teaching. 

Except for those who had failed in past examinations of Chinese, most 

participants liked to teach this subject (ENT-DISL-Glorial: 145-150). This was 

because they appreciated the underlying Chnese culture (ENT-LIKE-Charlesl: 

161; Lucyl: 63; Mandyl: 166), and wanted to pass the traditional thoughts onto 

their prospective students (ENT-LIKE-Elaine1 : 3 1 1). 

For most participants, Chinese Language was an easy subject to start teaching but 

it was not easy to teach it well (ENT-EASY-Mandyl: 146-147; 162-163). First, 

the profound subject content posed a great challenge to a beginning teacher of 

Chinese. On the one hand, the participants thought that they had no problem in 

understanding the meaning of the prescribed texts. On the other hand, they found 

it difficult to explain their understanding of the texts to students (ENT-DIFF- 

Cathy1 : 80-83; Charles1 : 163; Nancyl : 109; Tom1 : 137). Although those with an 

arts background had more confidence in teaching the subject (ENT-EASY-Joycel: 

238), others were concerned about their low language proficiency. Their 

perceptions of inadequacy included a lack of vocabulary and ability to express 

themselves (ENT-DIFF-Charles 1 : 164; Nancyl : 109). Remedies to inadequate 

language proficiency were to "work hard" and "read more" (ENT-DIFF-Nancyl: 

101). Even before teaching practice, some participants had started to realise that 

time was limited and there were many teaching aspects to tackle in Chinese 

Language. First, there were simply too many prescribed texts to cover (ENT- 

L&T-Tammyl: 69). Second, some participants had no knowledge of the language 



proficiency of junior primary students. As a result, they saw teaching at the junior 

primary levels as teaching and learning afresh (ENT-DIFF-Charles 1 : 14 1 - 142). 

However, the more senior the level, the more difficult the participants found the 

teaching of Chinese Language, because they did not have adequate knowledge of 

teaching the language subject (ENT-L&T-Nancy1 : 1 19). 

On entry to the teacher education program, the participants' perceptions of 

teaching Chinese Language suggested a congruent approach to teaching the 

subject, i.e., "from simple to complex" and "from shallow to profound". While 

the teaching of language use was perceived as preliminary, simple and shallow, 

the fostering of literature appreciation and moral thnking were seen as complex 

and profound (ENT-L&T-Gloria1 : 185- 192; Lucy1 : 79-84; Mandyl 185- 187; 

Toml : 139, 141). This is a typical remark: 

.. .. I'll teach them the words first, and the usage of words, sentences, or 

maybe deeper, teach them how to admire Chinese, and moral education. 

(ENT-L&T-Elaine1 : 307) 

These perceptions formed a two-fold concept of first laying the language 

foundation and then grasping the more profound messages behind the words. 

How this two-fold concept was implemented varied. Some participants were still 

not sure about what or how to teach other than teaching some fragmented aspects 

in brief such as grammar and rhetorical skills (ENT-L&T-Karen1 : 175-1 80; Toml : 

157). Others blamed the current education system for the cramped cumculum 

(ENT-L&T-Joycel: 147-154). To some participants, teaching a text was a set 

procedure - the whole class reading aloud, the teacher explaining each paragraph, 

the students asking questions, which were answered by other students and 

endorsed or supplemented by the teacher. The whole class reading aloud 

constituted a major method of teaching Chinese Language (ENT-L&T-Glorial: 

306-3 1 8). 

The importance of the teaching of writing, including the proper ways of writing 



Chinese characters and composition, was reiterated (ENT-L&T-Mandy 1 : 187; 

217). To the participants, primary school teachers were responsible for laying a 

good language foundation for students to advance to secondary schooling (ENT- 

L&T-Charlesl: 145). In addition to reading and writing skills, some participants 

would cover areas such as the origin of characters, idioms, classical poems and 

proverbs that embody knowledge of traditional Chinese culture. They thought 

that this would stimulate students' interest in the subject (ENT-L&T-Keithl: 128- 

131). 

Obviously, the effectiveness of teaching hinges on student motivation. To the 

participants, teaching Chinese was to teach children words and foster their interest 

in studying the subject (ENT-L&T-Elainel: 275). Students should be motivated, 

not to be forced to learn. Reading was considered the most effective way of 

enhancing students' language proficiency (ENT-L&T-Lucy1 : 13 7- 13 8). Thus, 

teachers were expected to motivate students to read more and foster their reading 

habit: 

Apart from teaching them writing, reading, for example, very simple 

sentences should also be taught .... Those very simple basic things should also 

be taught. I think to make them read, as a teacher one should also do. My 

primary school teachers didn't do so. (ENT-L&T-Charlesl: 146-147) 

Some participants thought that students should be provided with more 

opportunities to develop their speaking ability (ENT-L&T-Tammyl: 69), whereas 

others stated that students need not learn so much. Quality was considered more 

important than quantity (ENT-L&T-Tom1 : 171). Still other participants 

emphasised the importance of helping students grasp the meaning of words 

accurately because this was crucial to their ability to comprehend and express 

clearly (ENT-L&T-Tammyl : 89). 

In any case, the traditional way of didactic teaching was not at all preferred. The 

teacher talking through the whole lesson was perceived as boring and a hindrance 

to learning. As the content load of Chinese Language was heavy, the most 



difficult task was to arouse the interest of students (ENT-L&T-Nancy1 : 107). The 

participants would like to let students talk more and arrange a variety of activities 

in the Chinese lesson (ENT-L&T-Cathy1 : 10 1 - 106; Joyce 1 : 188; Karenl : 194; 

Toml: 148-151). 

Other possible ways of arousing students7 interest mentioned by the participants 

included associating the teaching content more with the daily life experiences of 

students and providing more group work and role play (ENT-L&T-Lucyl: 127- 

135; ENT-BORG-Tarnmyl : 77). Rhymes, riddles and other teaching aids were 

considered effective in attracting students7 attention (ENT-L&T-Nancyl: 117). 

Some participants preferred telling stories. Other participants found it necessary 

to maintain a balance between the need for moral education and meeting the 

expectations of parents concerning the development of reading and writing 

abilities. Moral education in the Chinese lesson was seen to have profound 

influence on the personal growth of students (ENT-L&T-Elainel: 349; Lucyl: 

125). 

To teach effectively, classroom management and student attention were the 

participants' major concerns. A teacher was expected to keep students on track by 

checking whether they were learning what they needed to learn during the lesson: 

.... There seems to be a lot to teach, but actually you know what you teach 

does not mean that your students know what you teach .... To be effective, I 

think we should look back .... Within the lesson, you should make sure 

whether they (students) could reach your goals. (ENT-L&T-Charles1 : 222) 

Clear teaching objectives and an enjoyable learning process were also emphasised 

to help students learn easily, consolidate what they had learned and apply their 

knowledge to daily life (ENT-L&T-Elainel: 363; Karenl : 184; Toml : 168, 171). 

Some participants considered a good teacher-student relationship as the key to 

effective teaching. A teacher played an important role in arousing the students' 

interest in the subject (ENT-L&T-Keithl: 145). The participants' preference for 

an enjoyable classroom learning environment was explicit (ENT-L&T-Tarnmyl : 



89). Indicators of effective teaching involved writing characters and composition 

well and getting high marks in dictation (ENT-L&T-Mandyl: 293). 

In conclusion, at an early stage of the teacher education program, most 

participants accepted the emphasis of traditional Chinese Language on the 

appreciation of culture and literary work, but rejected the traditional teacher- 

centred approach in teaching the subject. Confining the class to the content of 

prescriptive texts was perceived as boring, whereas activities and competitions 

were necessary to add excitement to teaching and motivating students. The 

participants' concerns about the profound subject content and the limited &ount 

of time suggests that although Chinese was the mother tongue of the participants, 

they did not consider Chinese Language an easy subject that they could teach well 

or easily. 

4.1.2.2 During the teacher education program 

The first teaching practice (TPI) fell in the second semester of the teacher 

education program, lasting for five weeks. The second round of individual 

interviews was conducted at the end of the second semester followed by the third 

round after the third semester started. Both rounds of individual interviews were 

designed to keep a close track of the participants' perceptual development during 

the teacher education program. The two-month summer holidays falling in 

between was considered a critical period for their perceptual development as they 

took a variety of activities and obtained diversified experiences on teacher 

preparation. 

In the middle of the teacher education program, the participants did not maintain 

such a sharp distinction between learning and teaching Chinese as they did on 

entry to the program. Instead, the key concern focused mainly on teaching. 

Whenever they were asked to talk about learning Chinese, they would relate it 

directly to teaching the subject. There is no doubt that TPI had deepened the 

participants' understanding of the teaching reality and alerted them to the 



requirements for becoming competent teachers of Chinese. Hence, it is more 

appropriate to consider their perceptions of learning and teaching Chinese at this 

stage as their perceptions of learning to teach Chinese Language. The findings in 

this section are organised differently from those in the interviews on entry to the 

program. Perceptions are organised as: perceptions of Chinese Language, 

perceptions of learning to teach Chinese Language, influence of the summer 

experiences on learning to become a teacher of Chinese Language, expectations of 

further training in teaching Chinese Language, and reflection on.the first year of 

study in relation to learning to teach the language subject. The participants' 

experiences from TPI and summer activities were major sources of their 

perceptual development during the teacher education program. They will be 

discussed further in the section relating to Research Question Three. 

Chinese Language is a difficult subject to teach 

Only half of the 12 sub-sample participants had the chance to teach ,Chinese in 

TPI (Appendix 4.0). Others could only observe the Chinese classes of their fellow 

students at the same placement school. As before, Chinese was repeatedly 

perceived as a difficult subject to teach and, in particular, to teach it well (MIDI- 

DLFF-Elaine2: 198-200; MID2-CHNGE-Gloria3: 145; Keith3: 193; Tom3: 13 1). 

There were several reasons for these perceptions. First, the scope of the subject 

was extremely flexible and much broader than the set cumculum. Almost 

everything in daily life could be related to the teaching of Chinese. Teachers of 

Chinese were expected to possess profound knowledge in order to answer 

questions and provoke student thinking. Some participants were worried that their 

language foundation was not good enough to teach the subject (MD1-DIFF- 

Charles2: 226; Elaine2: 196; MIDI -GDTCHR-Gloria2: 99-1 00, 104). Second, 

there were abundant prescribed exercises for students, resulting in endless work 

for teachers (MIDI-L&T-Cathy2: 57). Worse still, unlike subjects like 

Mathematics, no immediate right or wrong answer was available for these 

exercises, adding extra stress to the participants. Marking student writings and 

correcting their compositions were challenging tasks for the participants (MIDI- 



L&T-Charles2: 236, 248; MID2-CHNGE-Gloria3: 147). Often, they taught 

students the wrong things and had to correct themselves afterwards, further 

deflating their confidence in teaching the subject (MIDI-TCHR-ROLE-Elaine2: 

66). Third, the traditional approach of adopting prescribed texts in Chinese 

Language was seen as a burden which limited creativity in teaching the subject, 

especially when the texts were poorly written and out of date (MIDI-DFF- 

Nancy2: 75-77). If a teacher just followed the textbook without referring to daily 

life experiences, the class was considered boring, and students would not be 

motivated (MIDI-BORG- Elaine2: 177,215; Mandy2: 127). 

A gap between theory and practice 

All the participants found the module on Chinese Teaching Methods they studied 

in Year One practical and useful because it addressed directly their concerns 

relating to how to teach (MIDI-L&T-Lucy;?: 90; MID2-LTT-Cathy3: 64). 

However, most participants reported that they could not follow the methods 

closely because of the heavy workload of language teachers, the complex subject 

content and time constraints (MIDI-L&T-Cathy2: 55, 183; Charles2 53, 244-248; 

Elaine2: 159; Karen.2: 108-112; 228; Tom2: 9; MID2-LTT-Joyce3: 246). Not 

only did the participants have to confront the dilemma of theory against practice, 

they also found that many other teachers were not able to follow the procedures 

they were taught in the teacher education program: 

Of course, he (the supporting teacher) didn't have the motivation section in 

class. He entered the classroom and just said, "Last time we talked about so 

and so, let's continue today.. ." He explained each sentence. If there was a 

new word in the sentence, he would explain it. Sometimes he would talk 

about other things and mess things up, so.. . (there were no clear procedures). 

(MID1 -L&T-Cathy2: 141 -142) 

Some participants suspected that the supporting teachers only followed the set 

procedures suggested by the teacher's handbook (MIDI-L&T-Elaine2: 223; 



Lucy2: 8; Nancy2: 59). For the participants, following the textbook was 

"superficial" (MID2-LTT-Tom3: 1 1 I), whereas following the standard five-step 

method was "mechanical" (MIDI-L&T-Gloria2: 118). The five steps were 

"motivation, development, analysis of text content, analysis of text structures, and 

consolidation" (MID2-LTT-Gloria3: 35; Mandy3: 102). If a teacher really 

followed only the five-step method, a participant pointed out, even the students 

would discover the teaching pattern (MID2-LTT-Lucy3: 43). 

The struggle between following proper procedures of teaching and classroom 

creativity created another big challenge for the participants. In addition to the 

Teaching Methods module, the participants had taken another module on the 

Target Oriented Cumculum (TOC), which related to instruction in their second 

year of study. According to the participants, the TOC module lecturers introduced 

the concept of "task" to be applied to teaching Chinese (MID2-LTT-Elaine3: 90- 

91; Keith3: 82). Some were confused in the middle of the module and suspected 

that the five-step method they learned in their first year was wrong (MID2-LTT- 

Charles3: 48; Gloria3: 49-57; Mandy3: 114). 

The participants' responses suggested that they expected to obtain a set of 

legitimate methods with answers for all their teaching problems (MID2-LTT- 

Gloria3: 73). When they were introduced to other teaching alternatives, they 

found them too theoretical and out of step with practice (MID2-LTT-Elaine3 : 15 1 - 

163; Keith3: 84-86). Some found the module on TOC boring and repetitive 

(MID2-LTT-Gloria3: 45-47; Joyce3: 99-101). In theory, although the four 

language skills were basic teaching and learning domains in Chinese Language, 

the actual focus was on the teaching of reading (MIDI-L&T-Cathy;?: 173; Keith2: 

137-139). Some participants were advised by the supporting teachers that they 

need not bother with the listening and speaking sections in class. Therefore, 

alternative teaching approaches that did not relate to reading were considered 

irrelevant. Most of the participants did not have a chance to practise the teaching 

of writing during TP1 (MID2-LTT-Lucy3: 101). 

In practice, the participants did believe and understand that it was better to let 



students have some time for discussion before a final conclusion was reached in 

the teaching process. However, they also realised that it was very hard for them 

to strike a balance between keeping the class under control and encouraging class 

discussion in the primary classroom. Worse still, if other teachers of the same 

school required strict classroom discipline, students would become overexcited 

easily even if classroom discipline was relaxed only a little (MIDI-L&T-Cathy2: 

155). Similar experiences made the participants recognise that whatever methods 

they used, they were constrained by the actual conditions in their teaching 

environment (MIDI-L&T-Cathy2: 167; Nancy2: 59). The teacher had to be 

flexible and adjust the teaching approach: 

Well, I saw that they liked reading very much. I thought the study 

environment was very good in this school, for Chinese. Because sometimes 

when I talked about idioms, they would say, "I have read it, heard about 

it ...." Then they'd tell me about it. That means I needed to change the 

motivation pa rt.... Once they said that, I immediately ask them to tell me the 

story.. .. So I didn't need to spend too much effort and they were yery happy. 

Also, they had many chances to practise speaking. I think it's very good, 

because they had the chance to speak, they were very happy. Because I 

respected them, they felt that I gave them a chance to perform, they were 

very obedient. (MID 1 -L&T-Tammy2: 57) 

Another critical condition relating to effective teaching and reiterated by the 

participants was a good teacher-student relationship. At least the teacher should 

ensure that students did not hate the subject. Otherwise, the students would 

disturb the teaching and learning in class (MIDI-TSRLN-Cathy2: 27). A 

harmonious atmosphere would not only benefit student learning but also teaching. 

The participants were looking forward to having an enjoyable and successful 

experience in class (MIDI-TSRLN-Gloria2: 326; Karen2: 19). To develop a good 

relationship, some participants were aware of the need to show more respect and 

care for students, e.g., to avoid scolding students in class and trying to 

communicate with students after class (MIDI-TSRLN- Cathy2: 37; Keith2: 122- 

129; Tom2: 33). Nevertheless, a good teacher-student relationship did not 



automatically guarantee teaching effectiveness especially when there were a 

number of over-active students in the class. Sometimes, if the teacher was too 

permissive, students would misbehave and make trouble, leading to rather 

frustrating experiences for the participants during their teaching practice (MIDI- 

TSRLN-Mandy2: 63). 

Although some participants thought that their Chnese proficiency should have 

equipped them well enough to handle the primary curriculum (MID2-LTT-Cathy3: 

68-72), many were often frustrated by an inability to explain their knowledge to 

students (MID2-LTT-Cathy3: 64; MID2-XPTRN-Gloria3: 85, 93). Their 

problems ranged from identifying appropriate teaching objectives and approaches 

(MIDI-L&T-Cathy2: 45) and differentiating proper ways of writing characters 

(MID 1 -L&T-Cathy2: 59) to explaining sentence patterns (MID 1 -L&T-Lucy2: 7 1, 

100) and teaching reading (MID2-XPTRN-Gloria3: 87), etc. In particular, the 

participants found sentence patterns and the structure of texts the most difficult to 

explain. Not satisfied with just telling students the model answers, they did not 

know how to arrange learning activities in class (MID2-LTT-Mandy3; 108-1 lo), 

and did not know how to find solutions to their problems (MIDI-L&T-Lucy2: 100; 

MID2-XPTRN-Joyce3: 226). Although the participants repeatedly. claimed that 

they possessed sufficient Chinese proficiency, they did not think that they had 

sufficient pedagogical knowledge to teach the subject (MID2-XPTRN-Charles3: 

58). More participants started to realise that there was much to be learned in 

becoming a teacher, but there was too little time allocated in a two-year teacher 

education program (MID2-XPTRN-Charles3: 97; Gloria3: 107). However, some 

participants still believed that teaching could only be improved through learning 

from experience (MID2-XPTRN-Cathy3 : 36,74). 

At this stage, the participants had gained a broader understanding of teaching 

Chinese Language (MID2-LTT-Nancy3: 31-39; Tammy3: 48; Tom3: 33). A 

cause for concern was that there was not sufficient opportunity for them to 

practise (MID2-XPTRN-Cathy3: 36) and try out ideas for teaching on campus, 

before teaching practice (MID2-LTT-Nancy3: 41-57). But other participants 

believed that they could learn how to teach only by teaching in a real environment 



such as during the teaching practice when they interacted with students and 

developed an understanding of what students needed and how these learning 

needs could be satisfied (MIDI-L&T-Cathy2: 49). Without actual teaching 

experience, the participants were uncertain about many teaching-related issues 

(MIDI-L&T-Keith2: 147-149; MID2-LTT-Charles3: 34-38; Keith3: 13 1-135; 

Mandy3: 45). A typical example was that they had no confidence in marking 

dictation and composition (MID2-LTT-Joyce3: 248-252; Keith3 : 1 15-1 17), and 

were especially uncertain about how a piece of student writing should be judged 

because they had not marked a real composition before. Unfortunately, they did 

not have much opportunity to practise a skill that they found most difficult 

(MID2-LTT-Lucy3 : 10 1). This was because the supporting teachers were not 

willing to take the risk of allowing PSTs to mark compositions: 

If I fail a few times, I will accumulate more experience. I will understand 

what works and what doesn't. But my students might suffer. (MID2-LTT- 

Gloria3: 370) 

In any case, the criteria used by the participants to evaluate teaching effectiveness 

were not lower than those of experienced teachers. Whether students were 

learning and learning happily (MID 1 -L&T-Karen2: 1 18; Mandy2: 1 18-1 2 I), and 

whether students were motivated to study fiirther on their own (MID2-LTT-Tom3: 

113), were often the focus of concern. If there was no learning activity for 

students, the lesson was considered boring (MID 1 -BORG-Gloria2: 126; MID1 - 

L&T-Tammy2: 55). 

Influence of summer experiences 

When asked how they would make use of the summer to further equip themselves 

for teaching the language subject, the participants' responses ranged from highly 

motivated to totally unprepared. As their fourth elective subject varied, some 

participants were bound by the pre-arranged summer activities of their elective 

subjects. The participants who did not have pre-arranged commitments were 



rather conscious of gathering materials from their daily life for teaching Chinese 

and other subjects (MID 1 -EQUP-PLAN-Cathy2: 199-201); others wanted to 

attend Chinese language enhancement courses such as "Writing", "Ball Pen 

Calligraphy", (MID 1 -EQUP-PLAN-Joyce2: 142- 145) and Putonghua (MID I - 

EQUP-PLAN-Cathy2: 193; Karen2: 192; Nancy2: 11 5). Their responses show 

that handwriting was a crucial part in teaching Chinese. They aimed at not only 

improving their own handwriting and blackboard writing, but also acquiring the 

skills of teaching children how to write properly - both the proper ways of holding 

a pen (MIDI-EQUP-PLAN-Joyce2: 195-199) and the right order of character 

strokes (MIDI-EQUP-PLAN-Lucy2: 112). Quite a few participants did not have 

any plan to equip themselves better (MID 1 -EQUP-PLAN-Gloria2: 206; Karen2: 

236). Some indicated that they would do some reading (MIDI-EQUP-PLAN- 

Charles2: 250-254; Gloria2: 194; Keith2: 218-221; Mandy2: 221), but did not 

know exactly what they were going to read. 

Some participants had common plans to prepare for their teaching career. 

Computer literacy in Chinese was perceived as a must (MIDI-EQTJP-PLAN- 

Joyce2: 2 16-224; Mandy2: 259; MID2-OTTRN-Nancy3: 175). In addition, to 

increase their employability, many participants planned to attend cdurses such as 

"First Aid Course", "Leadership Training", "Piano Lesson" and "Folk Dance 

Class", etc. (MIDI-EQUP-PLAN-Cathy2: 199-201 ; Gloria2: 182-1 88; Nancy:!: 

1 15). 

The summer was exhausting for some participants but relaxing for others. Some 

participants said that they did not take extra steps to prepare themselves to teach 

Chinese because they were not interested in the subject (MID2-SUM-ACTY- 

Karen3: 44, 5 1). This was partly because they were exhausted after TPI and were 

not motivated to make any extra effort. However, this was also partly because 

they did not take their training as teachers of Chinese Language seriously. 



A demand for further training 

In general, most participants did not think that their Chinese proficiency had 

improved since entering the teacher education program. This was because there 

was no regular or intensive practice and drill on reading and writing as in 

secondary school (MID2-LTT-Elaine3: 168-171; Karen3: 13 1-141; Lucy3: 65-69; 

Tom3: 204). For the participants, the training program was far from ideal: 

I think the institute is not very serious about the Chinese subject especially 

for students like me. I have gained a little bit more understanding because I 

only have one Chinese subject this year. It is about the theory of TOC and 

A.A. There is no Chinese teaching method or discussion of Chinese 

knowledge in depth. And the worst thing is that it depends very much on the 

lecturer. If the lecturer is not good, I can't learn any thing. I think this is very 

difficult for me. (MID2-LTT-Keith3: 76) 

The situation was slightly better for the Chinese elective participants because they 

had more opportunities to be exposed to Chinese (MID2-LTT-Mandy3: 29). 

Ways of improving Chinese proficiency included attending language 

enhancement courses (MID2-LTT-Tammy3: 22), keeping a diary (MID2-LTT- 

Tom3: 218) and reading (MID2-OTTRN-Charles3: 88; Keith3: 64, 90). Grammar, 

idioms and autobiography were specific areas that the participants thought were 

helpful in broadening their knowledge of Chinese (MID2-OTTRN-Charles3: 82- 

84; Mandy3: 93; MID2-CHNGE-Tom3: 149). 

After TPI, the participants expected to receive more training in subject knowledge 

and methods of teaching. Whereas those from a science background wanted more 

training in Chinese literature and Chinese culture (MID2-XPTRN-Lucy3: 83; 

Mandy3: 61 -67; Nancy3 : 77), those from an arts background thought all they 

needed was stronger training in methods (MID2-XPTRN-Gloria3: 103; Karen3: 

154; Keith3: 90). It is noteworthy that the reason was the same, i.e., subject 

knowledge was more basic than methods of teaching. If the teacher did not 

possess sound subject knowledge, the participants suggested, no teaching 



technique could help improve the quality of teaching. Once a teacher had 

sufficient knowledge of Chinese, more varieties of methods and practice would 

make teaching more effective: 

Explanation of word meaning, marking of composition, explanation of 

writing style and text content, etc., you must know all these well if you are to 

teach Chinese in primary schools. The teaching method is of no use if you 

don't know the content. (MID2-XPTRN-Mandy3: 83) 

Still, some participants thought that the whole program was too much of a rush 

and it was not possible for their content knowledge and language proficiency to 

improve (MID2-XPTRN-Keith3: 203; MID2-OTTRN-Mandy3: 162). Even 

though the participants took a few Chinese-related modules in the program, their 

proficiency was likely to stay at the post secondary level. Therefore, the academic 

background of the participants could make a big difference in their competence in 

teaching Chinese. The major difference between the participants from an arts 

background and those from a science background was that the former, had taken 

Chinese Literature and/or Chinese History in their senior secondary schools 

whereas the latter had not. That means that an arts student had four more years of 

Chinese studies than a science student. However, both groups of students 

received the same training to become a teacher of Chinese Language. Of the 12 

sub-sample participants, only three had chosen Chinese Literature before they sat 

for the university entrance examination. Regardless of their academic background, 

the participants reiterated their strong expectations of receiving more training in 

teaching the language subject and marking writing: 

I did receive some training here. I have mentioned about last year's training. 

I think these were very useful. Right, we were given some writings to mark. 

We had a deeper impression after the exercise. It was more useful marking 

than only listening to theories.. .. (MID2-XPTRN-Keith3: 1 19) 

In addition to writing, reading, reading aloud, pronunciation (Cantonese), the 

participants again expected to have more training in the usage of words, order of 



strokes, use of reference materials and Putonghua (MID2-XPTRN-Gloria3: 83; 

Karen3: 160; Joyce3: 207- 2 1 1 ; MID2-OTTRN-Nancy3 : 157). The reason for the 

need to learn the proper order of strokes in writing Chinese characters was that it 

was not emphasised in the past and, as a result, the participants did not know 

much about it (MID2-XPTRN-Joyce3 : 2 13). Some participants were worried that 

Putonghua would quickly become the medium of instruction. They also thought 

that studying Putonghua helped them grasp more expressions in Modem Standard 

Chinese (MID2-OTTRN-Nancy3: 159; 208-219). If the program did not meet 

these expectations, they would take extra courses offered by other institutions off 

campus (MID2-OTTRN-Nancy3: 161; Tammy3: 37; Tom3: 55). In an extreme 

case, a participant attended as many as five evening courses a week (MID2- 

OTTRN-Nancy3: 182-1 83). 

Reflection on the first year of learninp to teach 

On entry to the teacher education program, some participants found it ,difficult to 

cope with the various modules they needed to study at the same time. These 

included modules on professional studies and on subject-based academic studies, 

but the students did not quite understand without practice (MID2-LTT-Charles3: 

34-38). After teaching practice, they had obviously developed a clearer 

understanding of what they had been learning. However, their perceptions of 

learning to teach Chinese were rather contradictory. On the one hand, most 

admitted that they had learned more of the skills and became aware of the reality 

of teaching (MID2-LTT-Charles3: 32; Gloria3: 29; MID2-CHNGE-Karen3: 117; 

Mandy3: 184; Nancy3: 63; Tammy3: 5 1-58). In particular, they had a clearer 

concept of the cumculum, the proper procedures of handling a text and the 

structure of writing a lesson plan (MID2-CHNGE-Joyce3: 13 1-1 5 1 ; Nancy3: 67- 

69). On the other hand, they did not think they had learned enough from the 

modules in the program. Their language proficiency remained the same or was 

even worse than when it was before they joined the program (MID2-CHNGE- 

Cathy3: 28-32; Gloria3: 125; Karen3: 119-121, 13 1; Keith3: 94; Mandy3: 53). 



After the participants had encountered a real classroom situation and overcome 

the initial concerns for classroom management, several started to concentrate on 

the content: 

After I returned from the teaching practice, I didn't find it a poor job 

anymore. It's good .... I didn't find it as difficult as what I thought before.. . 

In fact, the textbooks provided us with much information. If I want to know 

more, I can look up the dictionary. (MID2-CHNGE-Cathy3: 82-86) 

Certainly, reference materials from the commercial textbooks could help the 

participants prepare for lessons but they did not solve all their teaching problems 

(MID2-CHNGE-Tammy3: 62). Some participants started to realise that learning 

Chinese was different from learning to teach Chinese, and a good language 

foundation was crucial to becoming a competent language teacher: 

To be direct, I think, say the problem that my basic knowledge of Chinese is 

not good, it might not relate directly to what I am going to teach. But 

indirectly speaking, I can see the problem. Because the lecturer only taught 

us how to teach, we must know what we are teaching before we can teach. 

But sometimes I found that in fact I didn't know the topic. And also, when I 

read a primary text sometimes, I really couldn't figure out what to teach. So 

I must know the texts very well, and I must know that there are certain things 

that you can teach in the texts. But for this kind of ability, we have to try 

many times before we know. That is, before we know what is more worthy 

to teach. (MID2-CHNGE-Charles3: 80) 

One way of strengthening training in teaching Chinese, according to the 

participants, was to have more in-depth studies in Chinese literature (MID2- 

CHNGE-Mandy3: 55-57). By studying more literary work, the participants 

believed that teachers would become more able to motivate students to study 

Chinese Language (MID2-CHNGE-Tom3: 3 16). 



4.1.2.3 On exit from the teacher education program 

The second TP fell in the last semester of the teacher education program. After 

TPII, focus group discussions were organised to stimulate exchange of ideas 

among the participants. The size of the focus group(s) ranged from the maximum 

of four participants to the minimum of one participant because other students did 

not show up as scheduled but visited the investigator afterwards. Each session 

lasted for 60 to 90 minutes. Although the participants did not know each other 

before the focus group meetings, they were willing to discuss and share their 

views with fellow students, yielding five open and substantial discussions. Their 

perceptions of learning and teaching Chinese Language on exit from the teacher 

education program were organised as an evaluation of learning to become 

teachers of Chinese Language, and expectations of further .training. The 

discussions on the roles of Chinese teachers will be presented in the section 

relating to Research Question.Two. 

Still not ready to teach 

Although the participants had completed the teacher education program when they 

met as focus groups, most were not confident of teaching Chinese Language 

(EXT-L&T-FG1: Karen: 72, 142-143; FG3a: Mandy: 117; FG4a: Gloria: 232,369; 

FG5: Charles: 59; EXT-DIFF-FG1: Keith: 81-84). Participants who were 

confident that they could teach Chinese Language better than other subjects also 

admitted that they were not fully prepared and their knowledge of Chinese was 

still very limited (EXT-L&T-FG1: Lucy: 147; FG2: Elaine: 60). 

Surprisingly, some participants with an arts background became less confident in 

teaching Chinese Language. This was the case because in other subjects like 

Mathematics and General Studies, they had more materials or creative activities to 

motivate students. In Chinese Language, reading and writing were the dominant 

activities (EXT-L&T-FGl: Karen: 68; EXT-DIFF-FG1: Keith: 86). If the 

participants wanted to teach Chinese Language in a, more lively manner, they did 



not have as many alternative approaches as found in other subjects. To the 

participants, this was partly because their language foundation was not adequate, 

and partly because they did not have enou& experience (EXT-L&T-FG1: Karen: 

70; EXT-DIFF- FGl : Keith: 86-91). 

In the focus group discussion, there were other concerns. The teaching of thinking 

was considered the most abstract objective to achieve (EXT-DIFF-FG2: Tom: 150; 

EXT-L&T-FG2: Tom: 156), indicating that thinking was perceived as something 

that should be taught step by step. On the other hand, some participants thought 

that the teaching of thinking should be viewed more flexibly, and all activities in 

the language classroom could be considered the teaching of tbnking (EXT-DIFF- 

FG2: Elaine: 152). These different perceptions suggest that the participants had 

different understandings of the teaching objectives. 

Another enduring concern was the teaching of writing (EXT-L&T-FG1 : Karen: 

123; Lucy: 135; FG4a: Nancy: 309). Although some participants perceived 

writing as an essential means of training students to think (EXT-L,&T-FG3b: 

Mandy: 13) and motivating students to read and write (EXT-L&T-FG3b: Tarnrny: 

15), they had not gained much experience in these areas (EXT-L&T-FGI : Karen: 

125; FG2: Elaine: 155; EXT-XPTRN- FG3b:Joyce: 7; EXT-DIFF-FG5: Charles: 

98-100). As Cathy suggested, the problem of teaching writing was two-sided, i.e., 

teaching students how to write and marking students' writing: 

... When I looked at a sentence and thought that there's something wrong 

with it, I was unable to tell what's wrong or what the problem was. So I did 

not know how to explain it to my students. That is, I knew that the sentence 

did not sound right but I had no idea about what's wrong with it (EXT-L&T- 

FG3b: Cathy: 18) 

Of the 12 sub-sample participants, only Joyce had opportunities to mark students' 

writing at teaching practice. From the supporting teacher, she had learned some 

"survival tricks" and developed an insight into the crux of teaching writing 

"effectively": 



. . . the supporting teacher had told me that some of the students in my class 

were incapable. If I didn't want to mark too seriously, I could just tell the 

students what to write. So I just started with writing according to the pictures 

provided. That is, when I started, I just asked students to write short 

paragraphs according to the pictures. Basically, I was really afraid that they 

would make a very wild boast in their writings. So I gave them relatively 

more hints on writing.. .. Teaching writing was not too hard but it is hard to 

teach it well. (EXT-L&T-FG3b: Joyce: 9) 

Although guided writing or telling students what to write made marking easier, 

Joyce understood that this deviated fiom the original teaching objective. The 

"trick" did not encourage students to put down their thoughts in words in a logical 

and organised way (EXT-L&T-FG3b: Joyce: 14). In her view, fostering students' 

reading habit seemed to be the only solution to enhance the quality of their writing 

(EXT-XPTRN-FG3 b: Joyce: 26). 

Though not mentioned as frequently as other concerns, teaching students to 

summarise the meanings of a paragraph was also seen as a challenging task (EXT- 

XPTRN-FG3a: Mandy: 279; FG5: EXT-DIFF-Charles: 101). The participants 

were concerned with teaching students how to identify the key sentences in a text 

and help students understand better. However, they had not learned this in the 

teacher education program (EXT-L&T-FG5: Charles: 107- 1 12). 

The Knowledge of Chinese Language (11) module was deemed the most useful for 

training to become teachers of Chinese Language. This module covered Modem 

Chinese grammar, lexicology and rhetoric. Its value and importance were 

reiterated because the participants found the linguistic knowledge useful in 

helping them judge whether a student's writing was adequate or inadequate (EXT- 

L&T-FG1: Lucy: 169-171; FG2: Elaine: 123; Tom: 124; FG3a: Tammy: 50). 

This module was also the most difficult for the participants (EXT-L&T-FG2: 

Elaine: 46, 130; FG3a: Mandy: 51, 283-284). On exit fiom the teacher education 

program, many participants were still struggling to work out how to apply what 

they had learned to practice: 



Sentence patterns, sometimes I don't know why it seems better not to explain 

because the more I explained to my students, the more confused they 

became.. .. I mean it is really hard to explain to students in academic terms. 

It's better if you don't explain in that way but you use examples to show 

them. But we were taught that we should explain to students, that a sentence 

comprises two parts: the first part means so and so, and; the second part 

means so and so. Sometimes it's really better not to explain. They can even 

make those sentences by themselves. It's much better than trying to explain 

to them but they didn't get anything at the end. (EXT-L&T-FG3a: Mandy: 

282) 

The participants questioned the efficacy of the program design in terms of "when 

was the best time to learn what". The situation was exacerbated if the supervisors 

of the teacher education program were not aware of their students' development 

of teaching competence and expected them not to make any mistakes (EXT-L&T- 

FG3a: Cathy: 126). Some participants were frustrated that the supervisor's 

suggestions were not practical and different supervisors had different criteria 

(EXT-L&T-FG3a: Mandy: 119,200; Joyce: 154; Tarnrny: 134,194). 

Some participants questioned the arrangement of putting the Teaching Methods 

module in the first semester of the program. First, they found the concepts and 

skills of teaching quite abstract (EXT-L&T-FG3a: Mandy: 122). They found it 

hard to grasp those concepts because they had not had any teaching experience 

(EXT-L&T-FG3a: Cathy: 128). Second, although the Chinese Teaching Methods 

module was meant to provide a step-by-step guideline for students, only a few 

participants preferred a standard format for teaching. Due to time constraints, 

school requirements and parental expectations, the participants dared not risk too 

many relatively innovative teaching alternatives (EXT-L&T-FG4a: Nancy: 222, 

252-268). 

Most participants found the "methods" suggested in the Methods module too 

prescriptive and restrictive, i.e., they were expected to teach in the order of 

explaining vocabulary, teaching sentence patterns and analysing the text. Some 



even caricatured it as a "set meal" (EXT-L&T-FG3a: Joyce: 130; Mandy: 13 1; 

FG5: Charles: 122), and were critical of the fra,gmented steps which could not, 

and should not, be implemented in every lesson. One just could not prepare every 

single word to be uttered in the lesson plan (EXT-L&T-FG3a: Joyce: 136; FG4a: 

Gloria: 240). On occasions, the fault was with the poor quality of commercial 

textbooks whch could not fit into the five-step method (EXT-L&T-FG3a: Cathy: 

287; FG4a: Gloria: 242). Several participants preferred a more interactive 

approach to let students discuss, voice their feelings and work out solutions to 

problems (EXT-L&T-FG2: Elaine: 158; FG4a: Gloria: 244, 248; FG5: Charles: 

96). The tutors of the methods module had not provided any explicit or 

convincing rationale that Chinese should be taught in one or other particular way 

(EXT-L&T-FG3a: Mandy: 122), but the participants still followed their 

suggestions. They did this not because they agreed with the tutors, but they 

"wanted to play safe" and pass the module and the teaching practice (EXT-L&T- 

FG3a: Cathy: 142; Joyce: 143, 146; Mandy: 140; Tarnmy: 144; FG4a: Gloria: 238; 

FG5: Charles: 129). 

Data from the focus group discussions indicate that a number of the participants 

conceptualised the process of learning to teach from a more holistic ,and reflective 

perspective. Through teaching practice, some participants started to realise when 

they should adjust their plans in the process of teaching and how they could have 

conducted a lesson in a more coherent way (EXT-L&T-FG3a: Tammy: 139). Still 

other participants complained that the requirements of teaching practice were 

inconsistent with what they learned from the module on TOC. Because some 

schools had not yet implemented the new curriculum, the five-step method was 

perceived as a must to be followed by all (EXT-L&T-FG5: Charles: 133, 182). 

The way forward 

On the whole, most participants considered that their content knowledge of 

Chinese Language was inadequate (EXT-XPTRN-FGl : Lucy: 228; FG3b: Joyce: 

28, 32). Although some thought that they had consolidated what they learned in 



secondary schools (EXT-XPTRN-FG4a: Nancy: 312), they thought that the 

training they had received was rather weak, especially compared with that offered 

in other local tertiary institutions (EXT-XPTRN-FGI : Keith: 154). They had 

indeed learned some teaching skills but they still needed more to master those 

skills (EXT-XPTRN-FG3b: Tammy: 33-34). Some participants suggested that the 

whole teacher education program should be re-structured, enriched and 

lengthened (EXT-XPTRN-FG5 : Charles: 146). 

In reality, Chinese was already the largest component of all subjects in the teacher 

education program (EXT-L&T-FG1: Lucy: 65). The sense of being under- 

prepared among the participants was due in all probability, to the traditional 

mission of Chinese teaching. The perceived close relation of the subject content 

to almost all aspects of daily life made the task of teaching Chinese Language an 

immense challenge. For some participants, the effort needed for preparing a 

Chinese language lesson was double the effort for preparing a lesson in other 

subjects (EXT-L&T-FG3 a: Mandy: 1 17- 1 19). Some had confidence in managing 

the teaching content if they had enough time to prepare but they still could not 

cope with questions beyond their teaching preparation (EXT-L&T-FG5: Charles: 

63, 71). For these participants, subject content knowledge was paramount if they 

were to further their careers as teachers of Chinese: they thought that the more 

knowledgeable one was, the better. Subject content knowledge was reiterated as a 

fundamental and crucial element in a successful lesson. With limited knowledge, 

a teacher could not ensure quality teaching would occur (EXT-L&T-FG4a: Nancy: 

371). 

Subject content knowledge here referred not only to the teaching content of a 

lesson but also to any Chinese-related knowledge in a broad sense. If a teacher of 

Chinese was "knowledgeable", he or she would know when, what and how to 

discuss topics with students, and students would never be bored in a Chinese 

lesson (EXT-GD-TCHR-FG5: Charles: 73). Otherwise, the authority of a teacher 

would be challenged and the students would become unruly (EXT-XPTRN-FG3b: 

Tarnmy: 45,47; Mandy: 48). 



Overall, most participants thought that to become knowledgeable so as to teach 

effectively was a life-long pursuit (EXT-L&T-FG2: Elaine: 109, 1 1 1; Tom: 108, 

181-183; FG3a: Joyce: 115; FG3b: Tamrny: 34; Cathy: 40; Mandy: 41-43; FG4a: 

Nancy: 379-3 80). As Elaine suggested: 

That is, only when you start teaching will you become aware that you know 

so little. How can I motivate them? That is, it's really hard sometimes, how I 

can motivate them, I must make more effort. (EXT-L&T-FG2: Elaine: 180) 

Therefore, the deficiency of the teacher education program did not lie in the 

breath of the modules (EXT-XPTRN-FG2: Tom: 106)' but in how the modules 

were taught (EXT-XPTRN-FG2: Elaine: 114; FG3b: Joyce: 22; FG4a: Gloria: 31 1) 

and whether ample opportunities were provided for the participants to practise. 

Without substantiated practice, some participants found it impossible to maintain 

their language proficiency (EXT-XPTRN-FG3b: Tamrny: 37). 

In addition to subject content knowledge, teaching methods were also .considered 

an important component. Some participants thought that they should have been 

better equipped before being sent to teaching practice, and they' should have 

practised teaching in schools for a longer period before they graduated (EXT- 

XPTRN-FG1: Karen: 97). Some stated that peer teaching could not substitute for 

actual teaching practice in the real environment of schools: 

I think regarding the poor foundation, on the one hand we can remedy on our 

own; on the other hand, more preparation would also help. Therefore, I think 

teaching methods are most important. In fact, in our Institute, I think 

teaching practice is still the most important. I mean those really for teaching 

Chinese. But what we learnt is not that useful. Peer teaching with all fhends 

pretending to be primary students, of course they're cooperative, right? They 

must be. So it is different from teaching in a real classroom. Also, sometimes 

I am not sure whether my approach is appropriate. That is, I can't know 

students' responses from the responses of my peers. So I think it would be 

better if this can be emphasised more.( EXT-XPTRN-FG1: Keith: 93) 



Furthermore, the participants expected supervisors to comment more specifically 

on how they could better handle the teaching content during actual teaching 

practice. Comments on classroom management and general pedagogical skills did 

not meet all their needs of learning to teach Chinese (EXT-XPTRN-FG3a: 

Tamrny: 234). There should have been more discussions guided by the Methods 

module tutors on alternative approaches on return from teaching practice (EXT- 

XPTRN-FG1 : Lucy: 103-1 05; FG3a: Mandy: 279; FG5: Charles: 1 16). 

In summary, on exit from the teacher education program, the participants thought 

that they were not h l ly  prepared for teachmg primary Chinese Language. Only 

one of the 12 sub-sample participants was confident to. teach the subject in 

Putonghua mainly because the secondary school in which she studied used 

Putonghua as the medium of instruction, and moreover, her fourth elective 

teaching subject was Putonghua (EXT-L&T-FG4a: Gloria: 392). However, this 

did not mean that the participants were not willing to take up their teaching posts. 

Most participants thought that they were able to handle the subject superficially - 

completing the teaching content set in textbooks and finishing the ,prescribed 

student exercises with model answers supplied. They were not contented with 

confining the teaching of Chinese Language to mechanistic practice and drill for 

language usage. This was mainly because some participants still considered the 

traditional mission of Chinese teaching in fostering proper attitudes and character 

indispensable (EXT-L&T-FG1 : Lucy: 184; Keith: 187; FG2: Tom: 165; Elaine: 

166). As more participants believed that classroom learning should be more 

stimulating and enjoyable for both teachers and students (EXT-L&T-FG1: Lucy: 

131; FG2: Tom: 70; EXT-XPTRN-FG3a: Mandy: 279), their perceptions of 

learning and teaching Chinese Language had become more complex. Taking 

these complex perceptions into consideration, it was not surprising that the 

participants thought that the criteria for competent teachers of Chinese were more 

demanding than those for other subjects, and why they generally pleaded for the 

Chinese teacher education program to be more carefully designed. 



4.2 Research question two 

How do pre-service teachers construe the ways in which self, a good Chinese 

teacher and a poor Chinese teacher differ? What changes occur in the ways 

pre-service teachers construe a successful teacher and an unsuccessful 

teacher over the period of their teacher education program? 

Multiple methods have been used to investigate the PSTs7 perceptions of good 

and poor teachers of Chinese thoroughly. Findings from the multiple methods are 

complementary. The repertory grid technique allows the investigator to generate 

and compare the participants' construing of the "present me", "ideal self as 

Chinese teacher", "good teachers of Chinese" and "poor teachers of Chinese" at 

different stages. Data from individual interviews and focus group discussions 

provide substantial evidence to supplement findings from the repertory grids. 

4.2.1 The semi-formal trial repertory grid 

Because neither the investigator nor the participants were familiar with the 

repertory grid technique, the first round of repertory grid exercise was treated only 

as a pilot for gaining insights into designing an appropriate instrument for data 

collection. Altogether, 47 participants were invited to complete a trial repertory 

grid on different occasions in December 1998 to January 1999. Because most of 

the participants had difficulties in differentiating "good Chinese teachers" from 

"good teachers", and "poor Chinese teachers" from "poor teachers", relevant data 

were eliminated. The remaining data were treated as the participants' perceptions 

of good teachers and poor teachers in general for data triangulation. Of the 47 

completed trial repertory grids, valid constnlcts of 24 grids (drawn from every 

two grids) were categorised. The selected samples consisted of at least one 

representative from each of the 14 subject groups in the cohort and 144 pairs of 

constructs were obtained. The personal characteristics of good teachers and poor 

teachers were categorised as 19 (42.36%) generic characteristics, 13 (22.22%) 



affiliative characteristics, and 22 (35.42%) abilities and skills. These are 

sumrnarised in Tables 4.14 to 4.16. As the trial repertory grid exercise was 

conducted in Chinese, the constructs shown in Tables 4.14 to 4.16 are a literal 

translation. 

Table 4.14 PSTs' perceptions of the generic characteristics of good teachers and poor teachers. 

Generic characteristics . N = 61 (42.36%) F 

1. always behaves as students' role model - reveals words and deeds naturally 1 

2. confident - lacking in confidence 2 

3, conscientious - lazy 7 

4. creative - old-fashioned and stiff 2 

5. enthusiastic - not enthusiastic 5 

6, experienced - inexperienced 2 

7. flexible - inflexible 6 

8. impartial - partial 4 

9. incessantly enhances own Chinese knowledge - has no desire to do better 3 

10. open-minded - close-minded 2 

I 1  .optimistic - pessimistic 

12. patient - impatient 

13. reflective - not reflective 

14. responsible - irresponsible 4 

15. serious - not serious 4 

16. achievement oriented - low achievement 1 

17. ego-centric - non-ego-centric 2 

18. sufficient preparation - no preparation 8 

19. systematic - dis-organised 1 

The frequency F of each pair of constructs indicates that some participants used 

exactly the same expressions and others used different words for the same 

construct. As shown in the above Table 4.14, the more frequently mentioned 

generic characteristics of good teachers (F 2 4) refer mainly to the teacher's 

commitment to teaching, including whether the teacher was conscientious (#3: F 

= 7), enthusiastic (#5: F = 5), responsible (#14: P = 4), serious (#15: F = 4) and 

well prepared (#IS: F = 8). 

In addition, teacher attitude was perceived as very important. Whether the teacher 



was flexible (#7: F = 6), impartial (#8: F = 4) and patient (#12: F = 5) was also 

highly valued, as supported by the findings from the perceptions of the affiliative 

characteristics of good teachers in Table 4.15. Good teachers were perceived by 

most participants as empathetic (#4: F = 5) ,  concerned about students (#5: F = 5) 

and as having good teacher-student relations (#8: F = 4). 

Table 4.15 PSTs' perceptions of the afiliative characteristics of good teachers and poor teachers. 

Affiliative characteristics N = 32 (22.22%) F 

1. communicative - non-communicative 2 

2. accepts students' suggestions - authoritarian 3 

3. approachable - not approachable 2 

4. empathetic - lacks tenderness 5 

5. concerned about students - not concerned 5 

6. concentrates on paper work - spends a lot time with students 

7. generous - arrogant 

8. good teacher-student relation - bad teacher-student relation 

9. has confidence in students - has no confidence in students 

10. high expectation of own teaching and students - low expectation 

11. loves students - hostile to students 

12. realises students' needs - never pays attention to students' reaction 

13. takes students as the centre of teaching - pays no attention to students' learning 3 

progress 

Consistent with findings from the individual interviews, teacher knowledge was 

highly valued by the participants. The highest frequency relates to teacher 

knowledge. Good teachers were perceived by most participants as possessing 

good general knowledge (#4: F = 9), as shown in Table 4.16. Valuable 

characteristics of abilities and skills were clear explanation (#6: F = 4) and a sense 

of humour (#12: F = 4). 

Compared with Tables 4.14 and 4.15, the constructs in Table 4.16 are the most 

diversified. The aspects of abilities and skills range from teacher knowledge (# 2, 

4, 1 I), styles of presentation (#3, 6, 10, 12, 15, 17), teaching methods (#5, 7, 13, 

19), classroom behavioural management strategies (#14, 16, 18), quality of 

homework (#9), and so on. These findings reveal the participants' perceptions of 



good teachers in general at the early stage of the teacher education program, and 

also lay the foundation for further investigation into their perceptions of good and 

poor subject teachers of Chinese at later stages of the study. 

Table 4.16 PSTs' perceptions of the abilities and skills of good teachers and poor teachers. 

Abilities and skills N = 51 (35.42%) F 

1. able to make students understand - unable to do so 1 

2. able to master the subject knowledge - poor subject knowledge 1 

3. applies a diversity of teaching methods and skills - poor methods and skills 2 

4. good general knowledge - poor general knowledge 9 

5. can make use of teaching activities in certain sessions - unable to make use of teaching 1 

activities 

6. clear explanation - unclear explanation 

7. effective teaching skills - poor teaching skills 

8. emphasises more on students' attitude than ability - unable to take care of students' 

ability 

9. fewer but better homework items - more but useless homework items 

10. good presentation - poor presentation 

11. high level of Chinese proficiency - low level of Chinese proficiency 

12. humourous - lack of humour 

13. in-depth discussion - superficial discussion 

14. good behavioural management strategies - poor behavioural management strategies 

15. interactive - transmissive 

16. responsive to difference - unaware of students' learning difficulties 

17. rhythmic speech - monotonic 

18. students enjoy many opportunities to express themselves - dull teaching 

19. stiff teaching method - lively teaching method and attractive to students 

20. thought provoking - knows nothing about stimulating students to think 

21. superb ability of enduring students' communication in class - poor ability of enduring 

students' communication in class 

22. value-adding through talk - non-contributive talk 

4.2.2 The two formal repertory grid exercises 

The formal repertory grid was devised to investigate the particip.ants' perceptions 

of self and "ideal self as teacher of Chinese" in relation to two good teachers and 

two poor teachers of Chinese. The first round 'of the formal repertory grid 



exercise was conducted in the middle of the third semester in November 1999 and 

the second at the end of the teacher education program in late June 2000. 

Findings from these exercises are compared to identify perceptual changes of the 

participants. 

In the processing of the data through the Socio option of the RepGrid2 computer 

program, the most often used constructs (mode constructs and construct modes) 

by the 12 sub-sample participants at each stage and a sequence of diagrammatic 

socionets were generated. Mode constructs produced by Socio refer to the most 

often used constructs by participants and construct modes refer to the clusters of 

similar mode constnicts according to the ways the participants rate the 

ELEMENTS. At each round of the repertory grid exercises, 108 constrticts were 

elicited, of which 12 (successhl - unsuccessful) were supplied. In other words, 

only 96 constructs were provided by the participants each time. In order to 

enable the most "common construing" and the construct links among the 

participants to be prominently displayed and the interpretations simplified, both 

the mathematic threshold (normally 80%) and the number of matches required 

(normally set at 50%) were set at the highest level (100%). For instance, when 

the mathematic threshold was set at 100 for the first batch of grids, ten construct 

modes comprising 25 mode constructs fiom 10 grids were obtained; when the 

threshold was lowered to 95, eight construct modes comprising 80 mode 

constructs were obtained from all the 12 grids. The constnict modes and mode 

constructs extracted fiom the first round formal repertory ,gid exercise are 

summarised in Tables 4.17. 

As shown in Table 4.17, the "successful - unsuccessful" construct, though 

sometimes in opposite positions, appears repeatedly under different construct 

modes. This is because "successful - unsuccessful" was the supplied construct, 

which appeared in every grid. The occurrence of the same pair of constnicts in 

the opposite position reveals the way mode constructs were extracted. Under the 

same constnict mode, the most often used co?istructs are considered with respect 

to the way in which they order the ELEMENTS rather than the labels given to the 

poles of the constnict (Shaw, 1980b). 



Table 4.1 7 Mode constructs extracted from 10 grids in the first round of formal repertory grid 
exercise. 

Mode Constructs of the first batch of grids at 100.0 

Construct Source Mode Construct 

Mode 

1 G3C8 sufficient preparation - insufficient preparation 

1 GI l C 2  good attitude towards teaching - bad attitude towards teaching 

1 G12C8 sufficient preparation - insufficient preparation 

2 GI C3 insufficient knowledge of the subject - rich knowledge of Chinese 

2 GI C9 unsuccessful - successful 

2 G5C4 dis-organised teaching - well-organised teaching 

3 G3C2 self-centred - student-centred 

3 GI 1C4 inflexible and dull - flexible and interesting 

3 GI I C7 dull lessons - lively and effective lessons 

4 G6C2 dull and not conscientious - skillful and conscientious 

4 G6C4 poor relation with students - good rapport with students 

4 G9C5 unwilling to take up responsibilities - willing to share students' difficulties 

5 G6C6 ignores students - is concerned about students 

5 G9C2 only teaches according to the textbook - is concerned about students' 

needs 

5 G9C6 aims only at earning money - strives to teach every student 

6 G1C6 teaches for the sake of teaching - adores the Chinese subject 

6 G2C3 inflexible - flexible 

7 GI C7 solves individual student's problems - never pays attention to.students' 

problems 

7 G4C8 substantial presentation - vague presentation 

8 G2C6 students dare not ask or answer questions - students respond actively to 

questions 

8 G4C5 poor classroom atmosphere - good classroom atmosphere 

9 G3C9 unsuccessful - successful 

9 G6C7 seldom provides extra knowledge - provides much extra knowledge 

10 G9C1 many activities - mainly traditional teaching 

10 GI 0C9 successful - unsuccessful 

In other words, even though a mode construct (e.g., successhl - unsuccessful) 

shares the same label with others, the way it orders the ELEMENTS may differ. 

This is why constructs with the same label are retained as they appear in Tables 

4.17 and 4.1 8. Their linkages to other constructs can be seen as the participants' 

perceptions of successful and unsuccessful teachers of Chinese. The source of 

mode constructs ("G" for grid, "C" for constrzict) is relevant as each constrzrct 



was obtained from one individual participant and was not changed when used in 

the mode. Therefore, when mode constrzlcts of the same batch are FOCUS-ed to 

form a mode grid, the grid will not be a consensus grid, which averages out the 

individualities to produce a pale imitation. Rather, the mode grid will be weighted 

towards the commonality or intersection of construing within the same batch of 

participants (Shaw, 1980b). A numerical summary of ELEMENT and construct 

matches in each mode grid of this study can be seen in Appendices 4.5 and 4.6. 

4.2.2.1 Construct m o d e s  in m o d e  grid I 

Because the teacher was the core figure in a lesson, the labels of the ten constrzict 

modes in Table 4.17 reflect mainly the participants' construing of "what" and 

"howy7 a Chinese lesson was conducted by the teacher. Construct mode (CM) 1 

suggests that whether a lesson is well prepared was construed as relating directly 

to a teacher's attitude towards teaching. As "teacher-watchers" for years, the 

participants were confident that they could tell by intuition whether a teacher had 

made an effort to prepare a lesson (MID2-ELRGs-Charles3: 115; Mancy3: 326). 

As long as a teacher was knowledgeable and experienced, they would not mind 

that a lesson was not explicitly prepared (MID2-ELRGs-Cathy3: 273). 

CM 2 is associated with teacher knowledge. A teacher's knowledge of the subject 

is linked with success in teaching and ability to organise teaching. The requisites 

of good teachers are: possessing rich knowledge of Chinese (MID2-GD-TCHR- 

Tom3: 411), ability to organise materials for students to follow easily in class 

(MID2-ELRGs-Lucy3: 201), and being successful. As the construct (successfUl - 

unsuccessful) was supplied and the remaining constructs already revealed 

constructs of good teachers and poor teachers of Chinese, the participants did not 

elaborate on their meaning of successful or unsuccessful. 

Under CM 3, a student-centred teacher was perceived as flexible and interesting, 

conducting lively and effective lessons (MID2-ELRGs-Charles3 : 156- 162). In 

contrast, typical poor teachers were self-centred, and ignored the needs of students 



(MID2-ELRGs-Nancy3: 245). Whether a lesson was perceived as effective 

depended heavily on the extent to which the teacher understood the needs and 

expectations of students. 

Compared with the mode constructs under CM 3, those under CM 4 suggest that 

the participants were more disappointed with the performance of poor teachers. 

Not only did poor teachers have insufficient ability, they were not willing to teach 

well and were not accountable to students. The focus of CM 4 is on teacher- 

student relationships. Teachers who had poor relations with students were 

construed as not conscientious and unwilling to take up responsibilities. The 

participants expected teachers to take the initiative in approaching students and 

trying to understand what they needed. The special role of Chinese teachers in this 

regard was to guide students to read to enhance their writing ability (MID2- 

ELRGs-Keith3: 167). Failure to meet these requirements implied that the teacher 

was not doing a proper job. The participants pointed out that poor teachers only 

read out the textbook content whereas good teachers tried all means to motivate 

students to learn (MID2-ELRGs-Keith3 : 153-1 57). To maximise. students' 

learning, good teachers were willing to expend time in developing good rapport 

with students. The participants were not satisfied with scattered' feedback or 

comments on paper (MID2-ELRGs-Keith3: 165, 167). Poor teachers were 

perceived as totally irresponsible, as they did not allow students to mention 

anything not relevant to the subject content in class (MID2-ELRGs-Gloria3: 273). 

A teacher who neglected students was labeled as one who "ignores students", 

"only teaches according to the textbooks" and "aims at earning money" under CM 

5. Poor teachers of Chinese Language were described as: "not talking to students" 

(MID2-ELRGs-Keith3: 171), "not caring about whether students understand or 

not" (MID2-ELRGs-Gloria3: 2 13), and "teaching for money" (MID2-ELRGs- 

Gloria2: 293,295). 

The participants wanted their teachers' care and concern both in and beyond the 

lesson. It is startling that their expectation of a lesson was that it was at least an 

opportunity to ask questions: 



Asking questions. That is, when students do not know how to write some 

words, how to read some words, or if they do not understand the meaning of 

sentences, the teacher must answer student's questions first. But some 

Chinese teachers would say that we were not talking about this in the lesson, 

and asked the students to ask them after school. I have met this kind of 

teacher before. (MID2-ELRGs-Gloria3: 2 18) 

CM 6 is associated with a teacher's attitude towards the subject. A teacher who 

was passionate about the Chinese subject was perceived as more likely to teach it 

flexibly (MID2-ELRGs-Tom3: 465-467). Poor teachers simply ignored students' 

questions whereas good teachers strived to meet the needs of individual students 

(MID2-SELF-Tarnmy3 : 77). 

Similarly, the focus of CM 7 is on how senous a teacher was about student 

learning. If a teacher was serious, he or she would pay extra attention to students 

with learning difficulties, teach in a more concrete and substantial manner with an 

aim of helping students to learn (MID2-ELRGs-Mandy3: 291, 293; 301-305; 

Tom3: 475; MID2-GD-TCHR-Tom3: 479). 

CM 8 refers to classroom climate. The atmosphere in a classroom was construed 

as good when students respond actively to questions. When students dared not 

ask or answer questions, the classroom atmosphere was considered poor. The 

difference a good classroom climate made is best described by Tarnmy: 

I think the good Chinese teacher and the Chinese teacher I want to become 

could create a lively classroom atmosphere. So if the atmosphere was lively 

and the questions were interesting, students would answer the teacher's 

questions actively. Although not every student would answer, they at least 

responded or yelled out the answers in their seats. But for the more boring 

teachers, their presentation was already flat and monotonous. When they 

asked questions, the students might be daydreaming or have fallen asleep. 

No one would answer the questions.. . . . (MID2-GD-TCHR-Tammy3 : 83) 



.... But if you were not flexible and could not make students happy in class, 

they would not dare to ask questions. They might be afraid of answering the 

questions wrongly.. . . (MID2-PR-TCHR-Tammy: 84) 

Good classroom climate facilitated by the effective teacher implies that the 

teacher was serious about teaching. When the teacher was serious, students were 

also more serious and became enthusiastic to learn (MID2-ELRGs-Mandy3: 249). 

Lastly, both CM 9 and CM 10 are associated with the overall success of a Chinese 

teacher. An effective teacher was perceived as "spending the minimum amount of 

time but obtaining the maximum benefit" (MID2-ELRGs-Joyce3: 392). Chinese 

lessons in which teachers talked all the way through were perceived as 

"traditional" and sometimes "boring" (MID2-ELRGs-Gloria3 : 187-1 94). More 

extra-curricular knowledge and activities in class were expected as these were 

considered a key to the success of teaching Chinese. For instance, good teachers 

would introduce extra knowledge, such as the other works of the same author, to 

students and guide them to appreciate various literary works (MD2-ELRGs- 

Keith3: 183-1 85). 

In summary, on return from the first teaching practice, the participants considered 

commitment to teaching as the most critical factor in differentiating good teachers 

of Chinese Language from poor ones. Sufficient teaching preparation, organised 

and substantial presentation, willingness to establish a relaxing and supportive 

learning atmosphere, genuine care about students etc., were all demonstrations of 

a teacher's commitment to teaching. 

4.2.2.2 Construct modes in mode grid I I  

Altogether 14 constnict modes comprising 32 mode constructs from 11 grids 

were obtained when the match value was set at 100. Compared with findings in 

Table 4.17, the participants' constructs appear to be rather similar in terms of their 

labels, whereas constnicts in the second round cluster into more modes in Table 



4.18. This indicates that there were more subtle variations in the perceptions of 

Chinese teachers among the participants towards the end of the teacher education 

program. 

Among the 14 construct modes extracted from the second batch of repertory grids, 

CM1 can be considered the most representative. First, two of the mode constructs 

under CM 2 are exactly the same, i.e., successful - unsuccessful. Second, each of 

the remaining construct modes comprises only two mode constructs. Therefore, 

CM 1 consists of the largest number of mode constructs. The four mode 

constructs under CM 1 form a distinctive view of teachers of Chinese. In 

distinguishing good teachers from poor, the participants did not give top priority 

to a teacher's subject content knowledge. More participants focused on whether 

the teacher cared for students. Although the other construct modes (CMs 5 ,  6, 7, 

8, 10, 12, 13, 14) form separate perceptions of Chinese teachers, they in fact have 

the same focus, i.e., the extent to which a teacher empathised with students, such 

as their learning needs and expectations of pastoral care. Only on this basis could 

a teacher of Chinese set appropriate teaching goals and teach flexibly with the 

prescribed texts in the set cumculum (CMs 3,4, 9, 11). 

It is evident fiom these findings that the participants have become more concerned 

about students7 learning rather than the teacher's teaching at the end of the teacher 

education progarn. To avoid repetition, details of the participants' perceptions of 

good teachers and poor teachers of Chinese are summarised in Section 4.2.3. 



Table 4.18 Mode constructs extracted from 11 grids in the second round of formal repertory grid 
exercise. 

Mode Constructs of the second batch of grids at 100.0 

Construct Source Mode Construct 

Mode 

1 G I C I  takes care of individual student - is concerned about overall students 

1 G6C7 teaches Chinese well - doesn't know how to teach Chinese 

1 G9C4 popular among students - unpopular among students 

1 G9C5 caring - lack of tenderness 

2 G4C9 unsuccessful - successful 

2 G5C2 not sure about the scope of teaching Chinese - knows the scope of teaching 

Chinese well 

2 G6C4 dull lessons - enthusiastic and reflective 

2 G6C9 unsuccessful - successful 

3 G1 C2 designs flexible scheme of work - follows the set scheme of progress only 

3 G6C8 different varieties of teaching - dull lessons 

4 G1C3 designs different teaching activities - talks through most of the lessons 

4 G12C4 knowledgeable about the language - insufficient knowledge of the language 

5 G I  C6 not prepared - fully prepared 

5 G11 C5 detached from. students - warm and friendly to students 

6 G I  C9 unsuccessful - successful 

6 G I  1C1 ernpathises with students' situation and ability - solves students' difficulties 

effectively 

7 G2C2 is willing to spend extra effort on improving students' learning,- doesn't follow 

up students' learning progress 

7 G1 1C8 adjusts teaching according to students' learning progress - pays no attention 

to students' learning progress 

8 G3C4 insufficient preparation - sufficient preparation 

8 G6C2 poor relation with students - good rapport with students 

9 G3C8 unable to use texts effectively - uses texts effectively 

9 G1 1 C4 not trusted by students - students totally convinced 

10 G6C6 doesn't know what students need - cares about students' learning needs 

10 G9C7 lazy - not lazy 

11 G7C2 sufficient preparation for each lesson - insufficient preparation 

11 G I  1 C7 sets different goals for teaching different topics - absent minded teaching 

12 G7C5 leaves school right after the bell rings - cares about every student's needs 

12 G I  1 C2 doesn't teach conscientiously - strives to teach each lesson as best as he 

can 

13 G10C5 can't meet students' needs of learning - meets students' needs of learning 

13 G12C8 good classroom discipline - pays no attention to classroom discipline 

14 G10C7 can't motivate students - motivates students to learn 

14 G12C2 dis-organised teaching - well-organised teaching 



The construct modes in mode grids I and I1 represent the content of the 

participants' common construing over the ELEMENTs, whereas the interrelations 

among the ELEMENTs and the constructs can be revealed by the FOCUS 

program. Detailed linkages among all mode constructs in each mode grid are 

depicted in Figures 4.1 and 4.2. The original ratings of each mode constrzict for 

the ELEMENTs are displayed. The "trees" on the right provide visual 

representations of the degree of similarity of adjacent constructs or ELEMENTs 

and their clusters. The higher the matching score is between two constructs or 

ELEMENTs, the higher the degree of association between them. 

Figure 4.1 FOCUS-ed display of mode grid 1 

Elements: 6, Constructs: 25, Range: 1 to 7, Context: Pre-service teachers' perceptions 
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Figure 4.2 FOCUS-ed display of mode grid 2. 

Elements: 6, Constructs: 32, Range: 1 to 7, Context: Pre-service teachers' perceptions 
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As shown in Figures 4.1 and 4.2, the participants' perceptions of self, good and 

poor Chinese teachers are very similar at each stage. All the constructs match at 

the level of 88.9 in the first round and 86.1 in the second. In addition, the 

perceptions of good and poor Chinese teachers cluster in the same pattern, i.e., 

"good teachers" and "ideal self as Chinese teacher" form a cluster whereas "poor 

teachers" form another; and the "present you" lies in between in both cases. 
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4.2.2.3 Development of PSTs' perceptions of teachers of Chinese 

As mentioned in Chapter Three, repertory grid technique has endless 

computational possibilities and perspectives for interpretation. The development 

of the participants' perceptions of teachers of Chinese Language is identified by 

comparing the findings from the mode grids. To further reveal the extent to 

which the participants had constructs in common over ELEMENTS .at each stage, 

the Socio option of RepGrid2 was adopted to produce a sequence of diagrammatic 

socionets as shown in Figures 4.3 1 through 4.36 and Figures 4.41 through 4.48. 

Figures 4.31 through 4.36 Socionets emerged from the first round of repertory grid 
exercise. 

Construct Links (at lean 100% over 95.0) 

tomi . 
cathyl . tarnrnyi 

elainei * . mandyl 

joycei . keithi - karenl 

Fig. 4.31 

Constluct Links (at least 100% over 85.0) 

Construct Links (at least 100% over 90.0) 

joycel kejthl 

* karenl 

Fig. 4.32 

Construct Links (at least 100% over 80.0) 

rkarenl 

Fig. 4.33 Fig. 4.34 



Construct Links (a1 least 100% over 75.0) 
COrIstrua Links (at least 1 W% over 70.0) 

Fig. 4.35 Fig.4.36 

The sequence of socionets shown in Figures 4.31 through 4.36 were obtained by 

varying the match level of the grids involved in a descending order until every 

possible link was made. Within each socionet, links between individual 

participants are shown by arrows indicating that their constructs match highly 

with each other under the pre-selected criteria. When the match level was set at 

95 in Figure 4.31, all participants remained isolated. No link appeared until the 

level was set at 90. As shown in Figure 4.32, arrows in the socionet form three 

main targets. The first target is formed by arrows pointing fi-om Cathy, Charles, 

Elaine, Nancy, and Tom to Gloria. The second is formed by arrows pointing from 

Elaine, Gloria, Keith, Lucy and Nancy to Tammy, and the third by arrows 

pointing from Keith, Mandy, Nancy and Tammy to Tom. Except for Joyce and 

Karen, all participants shared some common construing over the ELEMENTS 

with others. When the match level is lowered to 85 in Figure 4.33, Karen "joins 

in" and shares common construing with Lucy, Mandy, Nancy and Tom. At this 

level, the constrtict links among participants are mainly one way except for the 

link between Gloria and Charles and between Tom and Tammy. Joyce, however, 

still remains isolated, meaning that she had no common construing with any other 

participants yet. When the match level was lowered to 80, Joyce finally joined in 

and many other reciprocal links were formed. As shown in Figure 4.36, except 

for the link between Keith and Lucy, all constnrct links among the participants are 

reciprocal at the level of 70. 



Overall, the socionets reveal the existence and extent of common construing 

among the participants. The discrepancies in their perceptions of teachers of 

Chinese Language are not surprising. Indeed, the discrepancies accurately reflect 

the special background of the "outstanding" participants. First, Joyce was a 

relatively mature student who had already studied the Year One of a Bachelor 

- degree in Mainland China before undertaking the teacher education program. 

Based on her experiences in a different social and political community, Joyce 

possessed a rather strong personal critique of the educational system in Hong 

Kong from the beginning of the study. Second, among the 12 sub-sample 

participants, Gloria and Karen were the least motivated to become teachers of 

Chinese. In most of her past experiences in studying Chinese, Gloria had 

unfortunately met poor teachers of Chinese Language. Her opinions about the 

Chinese Language subject and teachers of Chinese were negative. Her self- 

expectation of becoming a teacher of Chinese and her expectations of Chinese 

teachers were relatively low (EXT-PR-TCHR-FG4a: Gloria: 357; EXT-CTCHR- 

FG4b: Gloria: 21, 63). Karen, on the other hand, reiterated concern about her 

poor language foundation. She had no confidence at all in teaching Chinese 

Language even by the end of the teacher education program (EXT-L&T-FGI: 

Karen: 72, 142-143). As for Charles, he was the youngest of all and had spent a 

year overseas in Taiwan at his junior secondary schooling. Findings in this 

section demonstrate that repertory grid technique is effective for identifying the 

commonalities and differences of perceptions among a group of participants. 

Compared with the first sequence, the second sequence of socionets shown in 

Figures 4.41 through 4.48 are more complicated in terms of the variations among 

the match levels. Constntct links are first found at the level of 93 and Joyce is not 

as isolated as she was in the first sequence. Her constrt~cts are shared by Mandy. 

As shown in Figure 4.42, the constructs link to each other in a more dispersed 

way than those in Figure 4.32, indicating that towards the end of the teacher 

education program the participants had more diversified personal views over the 

ELEMENTS. On the other hand, even at the high match level of 90, no 

participant is isolated, suggesting a great commonality among the participants' 

perceptions. 



Figures 4.41 through 4.48 Socionets emerged from the second round of repertory grid 
exercise. 
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Fig. 4.41 
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In other words, although the participants shared perceptions of teachers of 

Chinese, they emphasised slightly different aspects. Figures 4.43 through 4.48 

reveal only the subtle differences between construct links until every reciprocal 

link emerges at the level of 60. 

To make the overview of the development of the participants' perceptions of the 

ELEMENTs more explicit, the two sets of mode grid data were processed through 

the PrinCom option of RepGrid2. Based on principal components. analysis, the 

PrinCom algorithm spatially clusters the ELEMENTs and constrticts in a 

repertory grid. The main difference between principal components analysis and 

cluster analysis is that the former searches out the greatest variations in the grid 

and imposes mathematical axes on these; the latter relies on building up a series of 

hierarchical groups based on the strongest associations in the matrix (Easterby- 

Smith, 1981, p.22). The output first shows the relationships between the 

constructs, expressed as correlations; then those between the ELEMENTS, the 

percentage of variance for each Component, construct loadings and ELEMENT 

loadings on each Component. Construct loadings on each Component allow an 

identification of the manner in which a participant ordered the ELEMENTS. The 

ELEMENTs can then be mapped onto a diagrammatic representation of the major 

Components. A numerical summary of ELEMENT and construct loadings on 

each component in each mode grid can be seen in Appendices 4.7 and 4.8. 



Normally, the PrinCom program can provide coordinates for all the constructs and 

ELEMENTS, indicating where they are located in relation to the first two 

Components (indicated by the broken axes). The Components are linked to the 

constrzicts and ELEMENTs with the greatest variance (most extreme ratings), and 

it is assumed that they indicate the main dimensions in which the participants 

differentiate between these ELEMENTs (Easterby-Smith, 1981). To enable the 

positions of ELEMENTs in this study to be prominently displayed, dimensions of 

constructs are deliberately hidden in the following figures. 

Figure 4.5 PrinCom display of mode grid 1. 

Elements: 6, Constructs: 25, Range: 1 to 7, Context: Pre-service teachers' perceptions 

present you x I 

poor Chinese teacherl x I xgood Chinese teacher2 

poor Chinese teacheR X 

Figure 4.5 shows the result of a principal components analysis of mode grid 1. 

Component 1, which accounts for 94.99% of the total variance, is the vertical &.xis. 

Component 2, which accounts for 2.89% of the variance, is the horizontal axis. 

good Chinese teacherl 
X 

xldeal selt as Chinese teacher 

It is evident that the participants drew a clear distinction between good and poor 

Chinese teachers even though some of them have not had any experience in 

teaching the subject when they completed the first formal repertory grid. At this 

stage, they saw themselves as falling in between good and poor teachers of 

Chinese, standing relatively closer to the end of poor teachers. 

During the first teaching practice, most participants followed the instructions 

given by the supporting teachers at their placement, schools TEXT-SELF-Elaine3: 



342). After the teaching practice, the participants realised that to become a 

competent teacher, they had to work very hard. Some participants thought that 

they were similar to the poor teachers mainly because they did not work hard 

enough (EXT-SELF-Elaine3: 374) and did not possess enough knowledge to 

teach the subject well (EXT-SELF-Gloria3: 239; Tom?: 405). As Tammy stated: 

. . . Maybe insufficient knowledge. Because the society changes everyday, a 

good Chinese teacher should be keen on pursuing knowledge. But in this 

regard, I am still very limited. A good teacher should keep a high standard 

of knowledge and teaching skills. The present me and the good Chinese 

teachers are not up to the best standard. (EXT-ELRGs-Tammy3: 95) 

More important, the participants found that they were inexperienced in handling 

questions from students in class (EXT-ELRGs-Cathy3: 183; EXT-PR-TCHR- 

Joyce3: 368; EXT-SELF-Tarnmy3: 77). Some were optimistic that they would 

learn a lot as they start to teach (EXT-ELRGs-Cathy3: 215). To these participants, 

the difference between the "present you" and the "poor teachers of Chinese" is 

that the latter were forced to teach Chinese Language (EXT-PR-TCHR-Tom3: 

441). 

As their views of poor teachers were rather negative, the participants reassured 

themselves that they would not follow these poor examples when they became 

teachers. Instead, they would use diversified teaching methods to motivate 

students to learn more effectively (EXT-SELF-Tom3 : 36 1-3 66). 

When it came to the participants' views of the good Chinese teachers and the 

Chinese teacher they aspired to become, the distance between "the present you" 

and the "ideal self as Chinese Language teacher" was wider than the distance 

between "the present you" and the good Chinese teachers. In other words, they 

were rather idealistic and aspired to teach even better than the good Chinese 

teachers they had had before (EXT-IDSELF-Charles3: 176; Joyce3: 41 8; Lucy3: 

155; EXT-GD-TCHR-Tammy3: 83). For instance, in Nancy's view: 



I think that it's time to give students a new image about Chinese.. . . It should 

be interesting and not boring. There should not be too many assignments. 

The most important is that Chinese teachers should be knowledgeable and 

should prepare well before attending classes. They should be able to answer 

students7 questions immediately. They should not just fool students by 

saying that they themselves would look up the answers at home .... (EXT- 

ELRGs-Nancy3 : 372-374) 

In brief, the characteristics of the Chinese teacher that the participants wanted to 

become include delightful (EXT-IDSELF-Elaine3 : 390; Gloria3 : 3 5 8; Tom3 : 453,  

hardworking (EXT-IDSELF-Gloria3: 356), transmitting knowledge to students 

(EXT-IDSELF-Gloria3: 346), adopting activity approaches (EXT-IDSELF- 

Gloria3 : 3 60-364; EXT-ELRGs-Karen3 : 2 16), humourous (Joyce3 : 295), 

authoritative (EXT-IDSELF-Joyce3: 415), patient, student-centred (EXT- 

IDSELF-Nancy3: 237, 247), conducting substantial lessons (EXT-IDSELF- 

Nancy3: 251; Tom3: 379) and caring for every student (EXT-IDSELF-Tom:: 

433). 

Figure 4.6 presents a slightly different picture of the participants' perceptions of 

the same ELEMENTS at the end of the teacher education program. 

Figure 4.6 PrinCom display of mode grid 2. 

Elements: 6, Constructs: 32, Range: 1 to 7, Context: Pre-service teachers' perceptions 

poor Chinese teacherl x 1 .present you 

poor Chinese teacher2 x 

Towards the end of the teacher education program when every participant at least 

2.14 

g w d  Chinese teacher2 good Chinese teacherl 
x x ideal self as Chinese teacher 
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had a chance to practise teaching Chinese in primary school, "the present you" 

falls in the same domain of the good Chinese teachers and their ideal self as 

Chinese teacher. Although the participants' current perceptions of poor Chinese 

teachers were quite similar to those at the first stage, there were subtle changes in 

their perceptions of other ELEMENTS. First, "the present you" moved to the 

right across the vertical axis, to the line differentiating the good Chinese teachers 

from the poor ones. Second, "good Chinese teachers" and "ideal self as Chinese 

teacher" cluster above the horizontal axis, which separates them from "the present 

you". This suggests that although the participants thought that they had improved 

to become good and ideal Chinese teachers, they also perceived that would need a 

long period to realise the models that they aspired to become. The PrinCom 

analysis of the two mode grids has made visioning of the participants7 perceptual 

changes possible. Comparing Fig. 4.5 with Fig. 4.6, the development of their 

perceptions of teachers of Chinese revealed quite explicitly. 

On the whole, the participants' perceptions of the ways in which self, good and 

poor Chinese teachers differed were similar in each round of the formal repertory 

grid exercises. Given the same education background, they shared common 

perceptions of Chinese teachers. These findings suggest that teachers of Chinese 

did possess a distinctive subject-related character which impressed the 

participants deeply. The effectiveness of the repertory grid technique in 

investigating group perceptions is demonstrated through the analyses described 

above. 

4.2.3 Details of the development of PSTs' perceptions of teachers of Chinese 

The participants' experiences of being taught by various teachers of Chinese was 

a major theme recuning throughout the individual interviews and focus group 

discussions. In addition to data collected through repertory grids, such data 

provide additional evidence for understanding the participants' perceptions and 

tracking the development of their perceptions throughout the teacher education 

program. 



4.2.3.1 On entry to the teacher education program 

Having studied Chinese Language for more than thirteen years in various 

classrooms, the participants could clearly produce a typical image of teachers of 

Chinese in the first round of individual interviews. Teachers of Chinese were 

described as teaching in a predominantly teacher-centred way but possessing a 

special cultural quality. However, the participants did not see any special roles 

for teachers of Chinese other than those which also relate to teachers of other 

subjects. 

Some participants commented that teachers of Chinese looked very fierce, hardly 

smiled (ENT-TCHER-ROLE-Mandyl : 3 10; ENT-PR-TCHRCHER-Gloria1 : 290), 

were demanding (ENT-TCHER-ROLE-Glorial: 79), and taught only within the 

parameters prescribed in the textbook (ENT-TCHER-ROLE-Karen1 : 103). These 

were all examples of teacher attributes that the participants would not seek to 

emulate (ENT-L&T-Cathy1 : 102; ENT-PR-TCHRCHER-Charles1 : 149; Gloria1 : 

290-292; Mandyl: 175). Good Chinese teachers, by contrast, were perceived as 

possessing a special cultural quality that might not necessarily, be found in 

teachers of other subjects. In addition to rich literature accomplishment (ENT- 

GD-TCHRCHER-Lucy1 : 1 Ol), they could prol-ide abundant examples relating to 

daily life in teaching (ENT-GD-TCHRCHER-Tom 1 : 16 1 - 163). 

As for the roles of Chinese teachers, some participants at the early stage were not 

able to differentiate among teachers of different subjects. In general, to these 

participants, the key responsibility of a teacher was to make sure that students 

learned and understood. Otherwise, students would lose their learning incentives 

(ENT-TCHER-ROLE-Glorial: 71). Whether the teacher cared about students was 

perceived as more important than what the teacher actually taught. Some 

participants even felt that they worked hard for themselves as well as for the 

teachers who cared. They became interested in certain subjects because of the 

motivation of teachers (ENT-TCHER-ROLE-Mandyl: 309-332). Good teachers 

usually got along with students well. However, the participants also stated that it 

was important for a teacher to maintain a proper manner in different situations, 



e.g., the teacher should behave as students7 friend during playtime, but uphold the 

teacher's image in the lesson (ENT-GD-TCHRCHER-Nancyl: 137). The attitude 

of teachers towards students had direct and strong influence on students' attitude 

towards learning. Good teachers of Chinese could motivate students to read on 

their own, inspire them to appreciate literature, and create a good learning climate. 

Overall, although how the participants were taught in the past had a direct 

influence on how they planned to teach (ENT-TCHER-ROLE-Karen1 : 100-105), 

at the beginning of the teacher education program, from a student's perspective, 

most participants had high expectations of good teachers of Chinese. They were 

optimistic that they would avoid repeating the mistakes their teachers had made. 

4.2.3.2 During the teacher education program 

Upon returning from the first teaching practice, the participants were able to 

provide more concrete examples which they experienced in placement schools. 

Because their experiences of teaching practice varied, their perceptions of 

teachers of Chinese Language differed, as supported by the evidence collected 

from the second and third rounds of individual interviews. 

During the second round of individual interviews, the most distinctive attributes 

of good teachers of Chinese were identified as approachability, enthusiasm and 

commitment. As the participants had met less committed teachers during the 

teaching practice as well, they also recognised their incompetence. After 

observing how they taught, the participants set additional criteria for good 

teachers. For instance, committed teachers were expected to be patient with 

students because, a participant said, the supporting teachers scolded students in 

class (MID1 -TCHER-ROLE-Nancy2: 101). Teachers should be mature enough to 

control their own temperament (MIDI-TCHER-ROLE-Tarnmy2: 33), and be 

willing to try out teaching innovations and use a variety of teaching resources 

(MIDI-TCHER-ROLE-Nancy2: 103). Lastly, other ways of caring for students 

included asking students to write weekly journals, paying more attention to the 



quality of student work, being willing to spend more time on lesson preparation, 

and even playing ball games with students after class (MIDI-TCHER-ROLE- 

Keith2: 85-89; 129). 

Despite the perceived importance of creating a relaxed classroom atmosphere, 

some participants insisted that a good teacher should keep an appropriate distance 

from students, i.e., maintain a balance between being fnendly and upholding the 

teacher's dignity in class (MIDI-TCHER-ROLE-Joyce2: 25), because the task of 

a lesson was still the accomplishment of teaching objectives (MIDI-TCHER- 

ROLE-Mandy2: 143 - 144). 

The participants' divergent views of what counts as a good teacher of Chinese in 

the second round of individual interviews reflect their underlying beliefs and their 

experiences of the first teaching practice. Relevant themes identified in the third 

round of individual interviews centred round their elaboration on the perceptions 

of the ELEMENTS in the first repertory grid. These include wanting students to 

learn and possessing high expectations of both self and students. 

Wanting students to learn 

Consistent with the above findings, good teachers of Chinese were described as 

teaching enthusiasts in the third round of individual interviews. Teacher 

enthusiasm was seen in terms of whether a teacher was concerned about student 

learning. If so, a teacher would not teach only from the textbook, but would 

prepare well for each lesson, and students would be motivated to learn (MJD2- 

ELRGs-Gloria3 : 2 13; Keith3: 185; Tamrny3: 69; MJD2-PR-TCHR-Joyce3: 

445;Tom3: 394). Often, the influence of an enthusiastic teacher and the 

effectiveness of his or her teachng would extend beyond a lesson (MID2-GD- 

TCHR-Tarnrny3 : 75). 

In particular, enthusiastic teachers of Chinese were patient with students' learning 

difficulties and tried their best to keep student learning on track (MID2-GD- 



TCHR Cathy3: 189; Charles3: 117). An obvious indicator was the amount of time 

that a teacher was willing to spend on understanding students. Some participants 

recalled that their previous teachers of Chinese took no notice of students after 

school and did not spend extra time talking to students: 

Some teachers have no patience. They would t l n k  that you were disturbing 

the flow of the. lesson. Maybe it would really affect their scheme of work.. . . 

Maybe their schedules were very tight. I will think if some students ask 

more, or they ask one after the other, they might be asking the same question 

from different points of view. But the teachers would think that they were 

asking the same question. So when the second and the third student asked, 

the teachers would be very impatient and they wouldn't listen, and their 

facial expressions told you that they did not want to listen. (MJD2-PR- 

TCHR-Charles3: 146- 148) 

In addition to solving in a patient way any problems raised by students, 

enthusiastic teachers would take initiatives in understanding students' learning 

difficulties (MID2-ELRGs-Nancy3: 259-265). During the lesson, they would be 

sensitive to students' individual differences, react appropriately to the individual 

needs of students and adopt various teaching approaches to provide equal learning 

opportunities to students (MID2-GD-TCHR-Gloria3: 201; Mandy3: 275-277; 

Tom3-396-397; MID2-ELRGs-Karen3: 200; Keith3: 189;Tom3: 429). As Karen 

suggested: 

What I mean here is that one should not say anything to hurt others. Both of 

the teachers here were not the worst. Some teachers spoke in a way that 

really hurt students. (MID2-ELRGs-Karen3: 224) 

Perhaps recognising individual differences is a matter of acceptance. An open 

attitude and respect for students certainly encourage students to learn (MID2-GD- 

TCHR-Elaine3: 362-364). Students were willing to learn from teachers who 

respected students (MID2-ELRGs-Lucy3: 203). As Joyce described: 



He's not fierce and he didn't scold you. But, you would just listen to what he 

said. (MID2-GD-TCHR-Joyce3: 41 2) 

Another indicator of teaching enthusiasm was that teachers returned students' 

work promptly with feedback and encouraging comments. However, it was 

reported that some poor teachers did not mark students' work seriously (MID2- 

PR-TCHR-Cathy3: 259; Gloria3: 3 15) and even returned the unmarked exercises 

to students at the end of the year (MID2-PR-TCHR-Elaine3: 376-378; MID2- 

ELRGs-Mandy3 : 279,285). 

The participants admitted that students might not be able to tell the exact amount 

of time and effort that a teacher had spent on preparing a good lesson (MID2-GD- 

TCHR-Lucy3: 219), but they could easily tell which lesson was ill-prepared and 

whether the teacher was eager to conduct a good lesson (MID2-ELRGs-Cathy3: 

197; Mandy3: 222-223; 301 -303; MID2-PR-TCHR-Charles3: 120, 125; MID2- 

GD-TCHR-Elaine3: 424, 432). They thought that teachers who did not have 

enough preparation behaved differently: some were nervous (MIR2-ELRGs- 

Nancy3: 326), others would decline questions fiom students or offer to answer the 

questions in the next lesson but often did not come back to these questions then 

(MID2-PR-TCHR-Cathy3: 275; Gloria3: 249). To them, these behaviours were 

unforgivable because lesson preparation is the most basic task of a teacher: 

Well, for example, if you teach the students about the word in a lesson, you 

have to clarify the order of strokes of writing the characters first. You also 

have to know how to pronounce each word so that you can answer the 

students' questions. So, it'd be better if you could check the pronunciation 

of all the words that you're not sure of in the dictionary first. You can also 

think about a few examples, and prepare more attractive teaching materials 

and teaching aids. I think the academic aspect should be emphasised. (MID2- 

ELRGs-Joyce3 : 457) 

The participants also observed that, due to the subject curriculum of Chinese 

Language, if teachers did not plan and organise learning activities in advance, 



they could only read out the textbook content (MID2-GD-TCHR-Elaine3: 396; 

MID2-PR-TCHR-Gloria3 : 325; Tom3 : 45 1 ; MID2-ELRGs-Keith3 : 185; Tammy3 : 

88). If class activities did not adhere explicitly to the learning objectives, they 

would consider them as nonsense and a waste of lesson time (MID2-PR-TCHR- 

Cathy3: 169, 177; Nancy3: 322; MID2-GD-TCHR-Joyce3: 338-342; Mandy3: 

2 10-2 12; MID2-ELRGs-Mandy3: 261 -265). 

In conclusion, in the eyes of the participants, good teachers of Chinese were not 

perfect, but their dedication to teaching was readily recognised and deeply 

appreciated (MID2-GD-TCHR-Cath3: 159; Nancy3: 241- 243). Whether a 

teacher eschewed enthusiasm for teaching was perceived as relating directly to 

their concern for students. Good teachers prepared well, organised meaninghl 

learning activities and paid attention to individual differences. In contrast, poor 

teachers relied solely on the prescribed content in textbooks, or make little sense, 

or, in some cases, neglected to mark students' work. 

Having high expectations of self and of students 

According to the participants, the higher a teacher's expectation of students, the 

better the participants' academic achievements. Good teachers of Chinese had 

high expectations of students and tried all means to help them achieve good 

academic outcomes (MID2-ELRGs-Cathy3: 257; Charles3: 168; Mandy3: 253; 

MID2-GD-TCHR-Mandy3: 275-277; Tom3: 479). 

In parallel, good teachers were perceived as having high expectations of self. For 

instance, "flexible - inflexible" was a repeatedly used construct in the repertory 

grid exercises. Using the same construct, the participants referred to different 

aspects of teaching that good teachers strove to improve, i.e., teaching methods, 

teaching content and ways of responding to students' questions (MID2-ELRGs- 

Elaine3: 408; Gloria3: 259; Joyce3 : 3 18-326). 

Good teachers of Chinese were often perceived as erudite (MID2-ELRGs-Cathy3: 



2 1 1 ; Karen3: 194; MID2-GD-TCHR-Gloria3: 25 1 ; Tom3: 41 I), showing strong 

interest in the subject (MID2-PR-TCHR-Lucy3 : 189, 195) and possessing 

knowledge not just confined to Chinese Language - different aspects of life such 

as astronomy and geography, knowledge areas highly relevant to the teaching of 

Chinese (MID2-ELRGs-Keith3 : 159-1 6 1). 

If becoming erudite was too idealistic a requirement, the participants thought that 

at least the teachers should be committed to the profession and keep abreast of 

subject and pedagogical knowledge: 

I think that they didn't want to make any improvements at all. I don't mean 

that the teachers should put all their efforts to strive for higher positions. 

However, at least they should keep pace with the ever-changing world. I 

knew that good teachers kept pursuing further studies. (MID2-ELRGs- 

Nancy3: 281) 

In conclusion, the perceptions revealed in the third round of individua1,interviews 

were in line with those found in the previous interviews. This pattern of 

reiterating the importance of teaching enthusiasm indicates that the perceptions of 

teachers of Chinese had become more concrete, and most participants wanted to 

become good teachers of Chinese and avoid the disappointing behaviours of the 

poor teachers. The participants had a strong belief that good teachers should have 

high expectations of both self and students. They believed that only by working 

hard could a teacher rise to the challenge of helping students to learn, and earning 

their respect (MID2-PR-TCHR-Cathy3 : 277). 

4.2.3.3 On exit from the teacher education program 

At the end of the teacher education program, the participants had completed the 

process of learning to become teachers of Chinese. The 12 sub-sample 

participants then came together in various focus groups with the investigator and 

shared their views. Their perceptions of good and poor teachers of Chinese were 



reflected in the following themes: the characteristics of poor teachers of Chinese, 

essential qualities of good teachers of Chinese, and the special roles of teachers of 

Chinese. 

Characteristics of poor teachers 

In the focus group discussions, the participants' perceptions of teachers of 

Chinese were inevitably shaped by their learning experiences with the poor 

teachers they met in the teacher education institute. Poor teachers of Chinese 

were grossly ineffective - no learning occurred, students ignored them, and they 

had no expectations of students. They were concerned only with class discipline, 

thinking that the class performed well as long as they did not make much noise 

(EXT-PR-TCHR-FG2: Elaine: 49-5 1). Although they "acted" as if they were 

teaching, they either talked to the air or just read out handouts, with minimal 

interaction with students, who did not bother to answer straightforward questions 

(EXT-PR-TCHR-FG2: Elaine: 120). Many participants concluded that these poor 

teachers of Chinese who were supposed to train them to become teachers were not 

qualified to teach: 

. ... He just talked, just read out the handouts. Then we thought: we've 

already read those, you'd better let us read at home instead of wasting our 

time coming here to the Institute. He even claimed that he got a PhD degree 

and told us about how he wrote his books.. .. I always thought that he was not 

teaching us anything.. .. It's just like the benchmark examination. That is, 

even if you pass the exam you might still not be able to teach. Irrespective of 

how many doctoral degrees you have, some just know how to study but not 

how to teach. (EXT-PR-TCHR-FG2: Elaine: 54-55) 

Higher qualifications did not guarantee quality teaching (EXT-PR-TCHR-FG2: 

Elaine: 55). Many teachers with good academic qualifications did not teach what 

was assessed, and did not assess what was taught (EXT-PR-TCHR-FG4a: Joyce: 

67). Regardless of their good qualifications, they were not serious about teaching, 



did not prepare for the lesson, and did not try to adhere to the learning objectives 

(EXT-PR-TCHR-FG3a: Joyce: 48; FG4a: Gloria: 357). Joyce was obviously not 

satisfied: 

. . . The worst thing is the exercises that we have to do, right. I suspect that he 

can't even tell the right from the wrong, you know. I really don't know how I 

can do any revisions with that. When we checked the answers for the 

exercises, we asked him questions. But after a few questions, he said he had 

to go back and check. You name it, he wasn't sure about the answers. He was 

not confident if one asked him repeatedly. (EXT-PR-TCHR-FG4a: Joyce: 61) 

The participants emerged fiom these experiences with two realisations. First, they 

knew that they had not learned enough knowledge from these teachers. Second, 

as "victims", they were fully aware of the negative effect of the poor teachers on 

students and realised that they should not follow these bad examples (EXT-PR- 

TCHR-FG2: Elaine: 58). They had also lowered their expectation of teachers and 

just wanted to keep them at arm's length (EXT-PR-TCHR-FG4a: Gloria: 357). 

Essential qualities of ~ o o d  teachers 

Possessing broad knowledge of Chinese was perceived as the paramount quality 

of good teachers in the focus group discussions. When the participants mentioned 

good and poor teachers, they referred to their teachers in the teacher education 

program. Their expectations of tertiary-level teachers were slightly different fiom 

those of secondary and primary schools. Erudite teachers of Chinese were able to 

answer difficult questions from students (EXT-GD-TCHR-FG1 : Lucy: 164-1 66; 

FG4a: Gloria: 415; FG5: Charles: 73). They had both subject content and 

pedagogical content knowledge (EXT-GD-TCHR-FG1: Keith: 168). Subject 

content knowledge included the knowledge of Chinese language, literature and 

culture (EXT-GD-TCHR-FG4a: Gloria1 Nancy: 415-423). An expert in Chinese 

was always able to refer to classical publications and renowned scholars (EXT- 

GD-TCHR-FG4a: Nancy: 428). Therefore, to the participants, good teachers of 



Chinese, at secondary level and above, were more distinctive (EXT-CTCHR-FGI : 

Karen: 203; EXT-TCHR-ROLE-FG3b: Mandy: 58; EXT-GD-TCHR-FG4a: 

Nancy: 456), possessing a special kind of quality and manner (EXT-PR-TCHR- 

FG3b: Joyce: 61; EXT-GD-TCHR-FG4a: Nancy: 452), articulate (EXT-TCHR- 

ROLE-FG3b: Mandy: 60), gentle (EXT-GD-TCHR-FG4b: Nancy: 9) and capable 

of elaborating their lessons in a profound way with reference to classical Chinese 

texts (EXT-GD-TCHR-FG4b: Nancy: 1 1- 15). As commented by Nancy and 

Gloria: 

This is an intuition, a first feeling. Compared with teachers of other subjects, 

I would think that they work harder. They would prepare more, maybe they 

gave more handouts, and they gave us more printed materials, so I think they 

prepared more. So you just can tell, you can tell that one is a teacher of 

Chinese or not. (EXT-GD-TCHR-FG4b: Nancy: 17) 

The most important thing is that he or she can speak like a book, no coarse 

language. Some people can scold people with very nice wordings. (EXT-GD- 

TCHR-FG4a: Gloria: 43 1) 

The characteristics of lessons conducted by good teachers included: teaching with 

confidence, clear presentation and good organisation (EXT-GD-TCHR-FG4a: 

Gloria: 415, 425). They used a variety of teaching approaches and teaching aids, 

demonstrated different teaching methods, including a sonorous voice and 

expressive countenance that could be applied to teaching practice (EXT-GD- 

TCHR-FG3a: Cathy: 56; FG4a: Gloria: 424; FG5: Charles: 73). They also let 

their students know clearly the objectives of the lesson (EXT-GD-TCHR-FG2: 

Tom: 53, 118) and paced the lessons to help students learn (EXT-GD-TCHR-FG2: 

Tom: 6 1, Elaine: 1 17). Tammy and Nancy recalled: 

. . .. the atmosphere in my class has been very good. Maybe the lecturer was 

very flexible. He would on the one hand teach us the content knowledge and 

on the other hand joke with us. Sometimes his examples would make us 

laugh. (EXT-GD-TCHR-FG3a: Tammy: 52) 



.... I think whether one can read aloud nicely is very important. It's 

something like teaching students to read aloud. I really enjoy listening to a 

teacher reading aloud. But some teachers just read in a monotonous tone.. . I 

really felt very bored.. . . (EXT-Gd-TCHR-FG4a: Nancy:452) 

In summary, good teachers served as the real role models for their students. In the 

eyes of the participants, they were self-cultivated, knowledgeable, moralistic, 

knowing how to teach and having a good relationship with children - qualities 

derived from many years of hard effort and a strong commitment to the teaching 

profession (EXT-GD-TCHR-FG2: Elaine: 178; Tom: 179). 

Specific roles of teachers of Chinese Language 

Having experienced two teaching practices, the participants became more aware 

of the specific roles that teachers of Chinese were expected to play. The most 

prominent role was to provide moral education for students (EXT-TCHR-ROLE- 

FG4b: Mandy: 58, 63-67). Because Chinese was the mother tongue in Hong 

Kong and teaching of Chinese Language was closely associated with moral 

education, teachers of Chinese Language were expected to set a higher moral 

standard for themselves (EXT-TCHR-ROLE-FG3b: Cathy: 76). In Mandy7s 

opinion: 

I am not sure. But because I think that is the teaching of Chinese, some of the 

texts have moral education content. It's easy for the teacher to associate the 

content with daily life experiences, so it would be better if we know more 

about moral education. I think not only Chinese teachers, other teachers also 

need to mind their own behaviours ..., but my experience is that Chinese 

teachers were more .... I mean their manner, they were better than other 

teachers in all aspects. (EXT-TCHR-ROLE-FG4b: Mandy: 60) 

Although not all participants agreed that teachers of Chinese should conduct 

moral education lessons with students (EXT-TCHR-ROLE-FG4b: Gloria: 63), 



they agreed that the texts of the Chinese Language Curriculum provided a natural 

context for teachers of Chinese to do so. The participants not only expected 

fellow teachers to give moral education but were prepared to do so themselves. 

The ideal mode of delivery was not dictating what students should know or should 

do, but stimulating them to think and fostering the moral traits of their personal 

character (EXT-CTCHR-FG5: Charles: 208). 

Summary 

Throughout the study, the participants' perceptions of good and poor teachers of 

Chinese were consistent. Subtle differences at different points of time were 

identified in terms of the "labels" for describing experiences of learning and 

teaching Chinese, and the priorities given to the criteria of differentiating good 

teachers from the poor at different stages. 

Good teachers commanded high respect from the participants. S i n c ~  the early 

stages, teacher knowledge was already a distinctive theme of the participants' 

perceptions of good teachers. The authority of the Chinese teacher was established 

on the basis of his or her knowledge, as evident in the view that "the more 

knowledgeable a teacher, the more prestige he or she has". In the first round of 

individual interviews, there were perceptions that teachers of Chinese taught in a 

pre-dominantly teacher-centred way and they usually possessed a special cultural 

quality, reflecting the student perspective of the participants. 

The participants' perceptions of good and poor teachers of Chinese were 

examined in greater depth with repertory grids. After their first teaching practice, 

the participants thought that teacher commitment was the most critical criterion 

for differentiating good from poor teachers. A teacher's commitment to teach was 

demonstrated by substantial presentation, willingness to establish a relaxing and 

supportive learning atmosphere, and genuine care about students. Here, the 

participants looked at the process of teaching and learning from the perspective of 

teachers, giving more serious consideration of the role of teachers of Chinese. In 



particular, they reiterated the care about students because they were trained to 

teach primary students. This inclination to be empathetic to students became 

more explicit and elaborated after the second teaching practice. A teacher had to 

be sensitive to and patient with students' learning difficulties, and be able to 

control his or her own temperament. Although learning outcomes were seen as 

paramount in a lesson, student attitudes and affective 'state were also perceived as 

important. As a result, the importance of teacher knowledge was downplayed 

somewhat. 

On completion of the teacher education program, the participants developed a 

rather comprehensive view of teaching Chinese Language. Although teachers of 

Chinese shared some characteristics with teachers of other subjects, they also had 

some distinctive features. In addition to literacy education, teachers of Chinese 

were also expected to transmit traditional cultural heritage to students, which was 

considered crucial to fostering students' personal character. On teacher knowledge, 

the participants had high expectations at the early stage. As they experienced 

teaching practices, they realised that knowledge knows no bounds 9nd it was 

impossible to expect a teacher (including themselves) to know everything. Hence, 

the most important quality was enthusiasm for teaching. An enthusiastic teacher 

would at least make sufficient preparation for the class and answer the questions 

from students effectively. 

The participants had more demanding expectations of their teachers in the teacher 

education institution. They expected their teachers to have all the qualities that 

the secondary and primary teachers of Chinese have. In addition, they also 

expected their teachers to demonstrate how teaching skills and techniques could 

be put into practice, as well as having rich subject content and pedagogical 

knowledge. They applied what they were taught to evaluate the performance of 

their teachers. Expected to be role models, the teachers in the teacher education 

institution had a strong impact on the participants' perceptions of teachers of 

mese. Ch' 



4.3 Research question three 

What are the sources of pre-service teachers' perceptions of learning and 

teaching Chinese? 

Research Question Three is concerned with identifying the sources of the 

participants' perceptions through individual interviews and focus group 

discussions. Persistent perceptions originated fiom the participants' experiences 

of studying Chinese Language, their experiences of teaching Chinese Language, 

both their own teaching experiences and observations of other teachers, and other 

learning experiences in the teacher education program. These are discussed in 

detail below 

4.3.1 Experiences of studying Chinese Language 

The participants had studied Chinese Language for at least 13 years before they 

undertook teacher preparation. While some participants could cleariy differentiate 

their primary school and secondary school experiences, others could only recall a 

general impression (ENT-L&T-Tammyl : 75). 

The participants' perceptions of learning Chinese relate directly and strongly to 

their experiences in primary and secondary schools (ENT-L&T-Karen1 : 98-104; 

Lucy1 : 127, 135; ENT-BORG-Nanycl : 107; Tamrnyl : 83; EXT-TCHR-ROLE- 

FG2: Tom: 121; FG5: Charles: 27). As Chinese Language was a core subject in 

the cumculum and there was a Chinese Language lesson on almost every school 

day, a teacher of Chinese was always the class master. This is why teachers of 

Chinese were often associated with class discipline. Of their former Chinese 

teachers, the participants had quite contradictory views. Some participants 

recalled that good teachers have clear requirements for students, but others said 

that didactic teachers kept students at a distance and failed to motivate them 

(MID2-GD-TCHR-Cathy3: 199). As stated earlier, former teachers played a 



prominent role in shaping the participants' perceptions. 

4.3.2 Experiences of teaching Chinese Language 

For all participants, the teaching practice was the most critical and exciting 

experience in the process of learning to teach (MIDI-L&T-Keith2: 63). Teaching 

was no longer for the future or for observation, but a task that one had to perfom, 

albeit only temporarily: 

. . .. before practice I thought teaching is very difficult to grasp.. .. It's not real. 

Even though I have studied a lot of theories, if I didn't practise ... there's a 

gap between your actual feeling and you listened to.. . You needed to teach, 

observe and be observed.. .. When you observe, you might feel that's dimly 

discernible. But when you actually taught, that would be a completely 

different story. You could grasp the students' feelings gradually, and from 

different aspects. It was better than just observing in class. (MID 1 -TP-Joyce2: 

15) 

After practice, actually I have more confidence. I speak louder ... Before 

practice I was wondering whether I was suitable for teaching or not ... 

because it seemed very boring. And also ... I was not sure whether I was 

capable of teaching. After I practiced, I have faced the students, I was very 

happy. I had the feeling that I really wanted to teach .... I got the inspiration 

again when I did my teaching practice. (MID 1 -L&T-Karen2 : 49) 

All participants reported that they had learned a lot fkom the teaching practice, 

which also became an important source of their perceptions of learning, teaching, 

and learning to teach Chinese Language. This was the case for several reasons. 

First, teaching practice was more practical than other components of the teacher 

education program (MIDI-L&T-Cathy2: 3 1-33; Keith2: 157-1 59; Tarnmy2: 15). 

Second, the teaching practice presented the real classroom situation to the 

participants and urged them to think about what the students' problems are and 



how these problems could be handled (MIDI-L&T-Cathy2: 35; Tammy2: 17; 

MID 1 -TP-Charles2: 73). Often, the experiences that the participants found most 

valuable were the technicalities in handling classroom situations such as timing 

and classroom discipline (MIDl-L&T-Charles2: 69). Although these 

technicalities were never fully taught in lectures, they were crucial for beginning 

teachers. These classroom experiences and their impact on the participants' 

perceptions are discussed below. 

4.3.2.1 Observing others teaching 

Before teaching independently, all participants had to practise collaborative 

teaching with their supporting/cooperative teacher in the first teaching practice. 

In most cases, the supporting teacher was the original subject teacher in the 

placement school. Because a participant typically practised teaching three subjects, 

they normally worked with three supporting teachers. However, most supporting 

teachers did not let the participants co-teach with them. Many of them just asked 

the participants to observe them teaching, and then passed all teaching duties to 

the participants. Some teachers did not even allow the participants to enter the 

classroom where they taught. Hence, these participants did not have any teaching 

experience before they taught independently. Partly for these reasons, the 

participants had to support each other by arranging peer observations, or seeking 

assistance from their supervisors. Partly as a result of this, the participants did not 

have too positive a view of these teachers. However, although they did not like 

the top-down didactic approach that was popular among the supporting teachers, 

the longer they were in the teaching practice, the more empathetic they became 

towards these teachers of Chinese Language. 

Those who had opportunities to practise collaborative teaching had more 

diversified views of the supporting teachers. They believed that what they had 

observed from the supporting teachers was different from what they had learned. 

For example, the supporting teachers did not follow the "proper procedures" of 

teaching the subject (MID1 -L&T-Cathy2: 141 -143). They also observed that 



most lesson time in Chinese Language was devoted to teaching students how to 

read and explaining the content of the prescribed texts: 

It seemed to me that the lesson wasn't teaching anything. The teacher just 

told the class to read aloud over and over again ... I have observed other 

course mates teaching for a few times, and they almost used the whole lesson 

for reading. (MID 1 -L&T-Keith2: 139-141) 

The schoolteachers normally read the texts, always in a rush, to the whole class 

with minimal explanation. They needed to rush the class through because there 

were too many prescribed tasks (MIDI-L&T-Cathy;?: 167). The root cause was 

the compact subject curriculum. As Joyce stated succinctly, society's expectations 

of education had changed, but the curriculum had not. In theory, teachers of 

Chinese Language were expected to help students develop problem-solving 

abilities and provide moral education. In practice, the cuniculum had prevented 

teachers from performing these tasks (ENT-L&T-Joycel: 150-154). 

Several participants criticised the supporting teachers for following the teacher 

handbook and teaching incorrectly, thinking that they could teach better than the 

supporting teachers, especially in the area of establishing a supportive classroom 

atmosphere for students to learn (MID 1 -TP-Cathy2: 156- 159). They thought that 

their enthusiasm could more than make up for their relative lack of experience: 

When they taught these things (use of language), the teachers were not sure 

how to teach. They were hoping to take a chance, to try students' luck to get 

all answers correct, without making any mistakes.. . I have noticed that the 

supporting teacher was the same. You asked, then he answered. He would 

give you the correct answer if you were wrong. That means I'm not sure how 

to teach these things (use of language). . . . (MID1 -L&T-Lucy2: 94- 96) 

Most participants wanted to teach in a more lively way than following the teacher 

handbook verbatim (MIDI-TP-Tammy;!: 55), whereas some did recognise that the 

teacher handbook could still play an important role in achieving the lesson 



objectives. Because they had limited teaching experience, they recognised that 

their own ways of arranging teaching activities might not be better than the 

suggested teaching procedures: 

.... When we wrote a lesson plan, we needed to prepare activities for each 

lesson. Once we saw a topic, we usually thought about a lot of things.. . some 

creative things. I thought it would be better to have more teaching activities, 

but sometimes actually it might not be good, and it might not work. .. We 

had to follow the book because every chapter of the book has its own 

teaching objective. In the past, I usually disregarded it. I would consider the 

activities first, then I would consider the objective. (MID 1 -L&T-Lucy2: 8- 10) 

Although there was insufficient time in a lesson for teachers to try out different 

games and activities with the students, relying solely on the limited resources and 

information of the teacher handbook could seriously affect the quality of teaching 

(MIDI-TP-Cathy2: 159). This was not a question of choosing the right teaching 

approach. The price for allowing more student voices in a lesson wag failure to 

achieve teaching objectives and to keep the class under control: 

I agree with those practices I learnt in the institution. I think those practices 

would be better than ordinary teaching. The supporting teacher didn't want 

to just open the book and read it neither .... Maybe because of the 

environment, or he had some other arrangements .... If I could choose, I 

would try to keep a balance. That is, I would try my best to use the teaching 

methods I learned in the institution, whether it works or not, and also 

consider what the outside environment is. (MIDI-L&T-Nancy2: 59) 

From observing how fellow PSTs taught, the participants became more aware of 

the teacher's manner and what constitutes teaching quality, citing good practices 

as models to follow (MID 1 -TP-Tarnrny2: 5 1-55), and identifying the negative 

effects that poor practices might have on students (MIDI-INTR-Elaine2: 21 8- 

220). These good and poor examples not only shaped the participants' 

perceptions of learning and teaching Chinese Language, but also stimulated them 



to reflect more on their own teaching experience. 

4.3.2.2 Personal teaching experiences 

Once at the teacher's desk in the classroom, the participants started to face the 

first reality of teaching, i.e., there was not enough time to keep students and 

teaching tasks in order (MID 1 -L&T-Cathy2: 167; Karen2: 13 8; MID 1 -LIKE-TP- 

Gloria2: 158; MIDI-TP-Keith2 7-9). As they only practised for a few weeks, 

they had to follow the set scheme of work designed by the supporting teachers and 

accomplish the assigned duties: 

It was impossible because time was too short. Sometimes you couldn't teach 

all the things; sometimes you were forced to stop, and the greatest problem 

was the order of the classroom. If the order of that class was not good, ... as I 

have experienced ... the order was in chaos. I couldn't teach for two lessons. 

I often needed to handle the discipline problem. Time was short; and there 

were many things to do. (MIDI-L&T-Keith2: 11) 

Compared with other subjects, the preparation for teaching Chinese Language was 

the most time-consuming. Many found the teaching content of Chinese Language 

more complex and demanding, requiring them to spend more time preparing 

teaching aids (MIDI-L&T-Charles2: 246; Tom2: 7). Preparation was difficult 

also because the teacher handbook did not provide sufficient information (MIDI- 

L&T-Nancy2: 11 1). 

In addition to teaching preparation, the marking of daily exercises, weekly 

dictations and compositions also required a lot of time. Daily exercises such as 

penmanship were to be returned to students the following day. In some cases, 

although the supporting teachers did not ask them to take up all teaching duties, 

e.g., conducting dictation and composition lessons and marking, the participants 

still found it difficult to cope with the heavy workload. In order to save lesson 

time, they realised that a teacher had to pretend toobe aloof and avoid being too 



friendly to students (MIDI-L&T-Mandy2: 91-103), that is, a serious and strict 

appearance was the most effective way to keep the class under control: 

Sometimes I really want to make them obey me entirely, but sometimes I 

couldn't control their mood. Suddenly they were very excited. They often 

left their seat. Often, I wouldn't scold them, but I would be very unhappy 

after that class.. . . (MID I -L&T-Elaine2: 85) 

Under these constraints, it is not hard to understand why the participants' 

approaches to Chinese Language lessons became increasingly didactic and 

teacher-centred. 

The second teaching reality they confronted was the unexpected challenges from 

students: 

. . .. No matter how well you have done, some of students could not accept 

your teaching methods. .. For example, when I used a transparency, some 

students said, "Teacher, why do you show us transparencies all the time? 

Does it mean that you finish teaching a text in such a way? You haven't 

opened the book yet.' '.... Then I would think, I often thought of using 

different methods and hoped that they could learn better, but they didn't 

appreciate at all .... What could I do? I couldn't satisfy every student's need. 

(MID 1 -DLIKE-TP-Mandy2: 63) 

However, confronting challenging feedback from students also catalysed the 

teaching maturity of the participants. Some used student feedback to adjust their 

teaching approaches: 

I think the most important thing is student feedback.. .. Relatively speaking, 

the class that I taught Chinese was very good. They were very attentive and 

willing to answer my questions. I often let them come to the fiont. When 

there were fewer activities during the vocabulary explanation section, the 

content analysis section would be more playful. Also, I did change some of 



my approaches .... More important, they really learned. So I was really happy, 

and certainly I am willing to teach. (EXT-TCHR-ROLE-FG2: Elaine: 80) 

In the real teaching environment, the participants had opportunities to interact 

with students, learn how to apply their subject knowledge and pedagogical 

knowledge, and in particular, understand what it meant to be a Chinese language 

teacher. For instance, Gloria recalled an experience in coaching a low-achiever, a 

Primary One migrant from Mainland China. As an appreciation for her help, the 

student one day gave her a twenty-dollar note. She of course did not take it but 

she was surprised and realised how much a caring and responsible teacher would 

mean to a student even as young as a 7-year old. The student got 75 marks in 

Chinese dictation, a leap from zero originally (MIDI-TP-Gloria2: 66-80). The 

sense of satisfaction and success from experiences like this not only spurred the 

participants7 enthusiasm, but also led them to reflect on the approaches to 

teaching Chinese. Some became more confident, thinking that they were not only 

able to manage the lesson, but even performed better than the supporting teachers 

in some cases (MID 1 -L&T-Keith2-37). 

While not all problems had immediate solutions, the participants came to realise 

that education called for long-term commitment (MIDI-L&T-Mandy2: 303). 

They not only sought advice from the supporting teachers and supervisors, but 

organised mutual peer support and sharing among themselves (MIDI-LIKE-TP- 

Cathy2: 21; Elaine2: 77-8 1; Tammy2: 5 1-53; MIDI-L&T-Lucy2: 82). By sharing 

preparations for lessons and discussing student problems together, they developed 

more variety of teaching methods and clarified their concepts of teaching (MIDI- 

L&T-Cathy2: 10 1). This process reinforced and balanced their perceptions of 

learning and teaching Chinese (MIDI-TP-Tammy2: 19). 

Having tested what they understood to be the requirements of teaching Chinese 

Language, most participants became more confident. Although they might not 

agree with all the prescriptive tasks, they completed all the assigned tasks 

according to the set syllabus (ENT-L&T-Elainel: 339; MIDI-L&T-Joyce2: 19), 

which means that they did not have much room to do anything else: 



I think.. . it depends on the conditions. If time was available, I could teach in 

a much more lively way, but. .. if time was a rush, and sometimes the 

supporting teacher could tell you in the morning, "this morning they need to 

get the report card, so and so," then I would only have half a lesson le ft.... 

Worse still, only if I finished my teaching could the students take the 

exam.. . . (MID 1 -L&T-Cathy2: 167) 

Teaching practice proved to be an unforgettable experience for the participants. 

From pretending to know a lot to realising the challenges for a teacher of Chinese, 

the PSTs found the teaching practice was an invaluable process and certainly very 

educational (MID 1 -TP-Mandy2: 35; MID 1 -L&T-Keith2 16 1). As Mandy noted, 

before the teaching practice, she expected teaching Clnese  to be difficult; after it, 

she recognised that it was even more difficult (MIDI-L&T-Mandy2: 305-307). 

Nevertheless, the joy and happiness they discovered in teaching were equally 

rewarding and no one wanted to give up teaching after the teaching practice. 

Some emerged more committed to teaching, and were willing to spend more 

effort than they had in the past. They were even reluctant to leave teaching 

practice (MID1 -LIKE-TP-Cathy2: 5; Gloria2: 162-1 64; MID1 -L&T- Mandy2: 

309-3 11). 

4.3.2.3 Feedback from schoolteachers and teaching supervisors 

Most participants enjoyed the teaclng practice, but they did not like being 

assessed. Assessment meant more pressure to them. Assessment also drove them 

to design their class activities around assessment tasks (MIDI-DLIKE-TP-Joyce2: 

75). They were assessed by the supporting teachers from whom they had taken 

the classes, and by their supervisors from the teacher education institution. 

As the supervisors only visited the participants a few times, the supporting 

teachers were the front line consultants from whom to seek advice when the 

participants confronted problems (MIDI-OTRLN-Lucy2: 78). However, not all 

these consultants were equally helpful. Those fortunate to have supportive and 



encouraging schoolteachers benefited a lot (MID 1 -TP-Gloria2: 23, 56-60; MID 1 - 

OTRLN-Lucy2: 28; Mandy2: 55) ,  for instance: 

I would ask them because in some situations I really didn't know how to 

proceed. We couldn't solve the problems by ourselves. We needed to seek 

advice from the experienced teachers.. . and the supporting teacher, they 

were willing to help. (MIDI-OTRLN-Tammy2: 29) 

Supportive schoolteachers normally were willing to give the student teachers total 

responsibility for the class (MIDl-OTRLN-Gloria2 272). Such consultants made 

an even greater impact on the participants than did the supervisors from the 

teacher education institution: 

They were better than the teaching practice supervisor .... I remember well 

what they said, "You are the future star" I was very happy. Although during 

the class observation, my performance was not perfect, they were very 

encouraging. They gave me all very positive comments.. . They asked me to 

try my best.. . They have observed me over three times and said, "You have 

made progess increasingly. You have mastered how to teach children better 

and better". . . . (MID 1 -0TRLN-Tom2: 35) 

More often than not, the supporting teachers were not very helpful. In some 

cases, the participants did not want to be too reliant on the supporting teachers 

(MIDl-OTRLN-Nancy2: 65). In other cases, the schoolteachers were either not 

willing or not able to help (MIDI-OTRLN-Charles2: 99; Keith2: 15-33). 

However, the worst situation was that these teachers viewed the student teachers 

as free labour to give themselves more time off 

. . . My work and that of the supporting teacher were separated. He marked 

his exercise books, I marked mine.. .. But my course mate was miserable, 

because he had to mark the workbooks for summer holidays and all the 

exercises that he had not taught. ... (MID I -0TRLN-Cathy2: 8 1) 



If the supporting teachers were not willing to provide much help, the participants 

would face great difficulties because they needed to seek their advice when they 

confronted problems in classroom discipline (MIDI-OTRLN-Elaine2: 30). On 

problems about subject knowledge, the participants were more likely to rely on 

themselves or peer support (MIDI-OTRLN-Nancy:!: 65). 

The feedback from supervisors was more comprehensive. In particular, they gave 

guidance on how to prioritise different decisions: 

There was a discussion section after reading each text, but it could be 

handled very superficially.. .. At first I wanted to save time. Unless there was 

time left, I would not allow students to elaborate.. .. Until the supervisor saw 

that and told me that I should try to set some topics outside the text, I started 

to provide a wider space for them to think.. .. (MIDI-L&T-Cathy2: 183) 

Although the participants understandably found their supervisors more helpful, 

they complained that different supervisors might have different emphases and 

assessment criteria (EXT-L&T-FG3a: Mandy: 133; Joyce: 136). Nevertheless, 

the supervisors were perceived as authoritative figures, owing in part to their roles 

in determining the participants' teaching practice results. Therefore, whatever the 

supervisors (and to a less extent, the supporting teachers) suggested, the 

participants would follow. All these processes became part of the participants' 

preparation in learning to teach Chinese. 

4.3.3 Other learning experiences in the teacher education program 

The teaching practice occupied only a relatively small portion of the teacher 

education program. As mentioned in Chapter Three, the studies fell into three 

broad categories, i.e., professional studies, academic studies and general education. 

Excluding teaching practice, professional studies accounted for slightly less than 

half of the contact hours (46.7 %), and academic studies took up 43.3 %. The 

participants were convinced that learning to become a teacher was professional 
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training. However, they did not find all elements equally relevant to teaching 

practice (MID 1 -L&T-Elaine2: 83; Karen2: 3 1 ; MID 1 -0TRLN-Mandy2: 15; 

MID2-LTT-Tammy3: 48), for instance: 

There are many dilemmas.. . especially those relating to "counseling". . . . The 

models we learnt in the institution are outdated.. .. As for the subject training, 

Chinese and Mathematics, etc., I can use what I learned more. For example, I 

can pay more attention to Chinese, following the format to write lesson 

plans.. .that is quite effective. Still, after three or four lessons, the children 

will know your pattern of teaching ... word explanation, then content analysis, 

form analysis.. .. They can grasp it. Maybe, we can have more variations. 

We just can't follow one book forever. (MIDI-L&T-Tom2: 11) 

They found the academic studies subjects relatively more useful for teaching 

practice than professional studies. When discrepancies between theories and 

classroom realities emerged, they had to find out on their own how problems 

should be tackled at placement schools (MIDI-L&T-Nancy2: 53). On the one 

hand, they found the teaching suggestions they learned in the, program too 

idealistic and unable to be accomplished in a lesson ( M I D I - L I K ~ - T P - E I ~ ~ ~ ~ ~ :  

108-1 12). On the other hand, with these qualifications, the training in the teacher 

education program still provided much practical advice to these student teachers, 

and produced very good results. Perhaps for lack of better choices, most 

participants were prepared to follow methods suggested by their supervisors. 

Some of the latter had a great impact on the participants' enthusiasm for a 

teaching career and the development of their skills (ENT-L&T-Karen1 : 135). 

4.3.3.1 Learning from the teaching methods modules 

While all participants agreed that they had learned some practical teaching skills 

from the two Chinese Teaching Methods modules, they also admitted that 

methods alone could not guarantee success (MID 1 -L&T-Elaine2: 99; MID2-LTT- 

Elaine3: 151-153). This explains the somewhat contradictory view they had on the 



usefulness of these modules. When they said that the modules were useful, they 

referred to the teaching procedures that were new to them. When they said that it 

was not useful, they actually meant that they had not gained much academic 

knowledge of Chinese: 

I think in terms of quality, I haven't made much improvement. But I have 

learned much about teaching methods and how to present in Chinese 

(MID2-LTT-Tom3 : 200) 

Of the two modules, the first one related to teaching skills and the second one to 

cumculum and, in particular, the Target Oriented Cuniculum (TOC). The first 

module introduced the basic procedures of teaching Chinese which had a strong 

impact on many students (ENT-L&T-Karen1 : 13 1 - 140; Tom1 : 149.; MID2-LTT- 

Elaine3: 157-1 59). However, they had mixed views of the module. On the one 

hand, they liked to have clear procedures to follow. On the other hand, they did 

not like the rigidities embedded in the suggested procedures: 

. . .. Another drawback is that they presented you a model, you must follow 

the steps.. .. If you don't, then you're wrong. That won't be a good Chinese 

lesson. That is, they gave you such a concept. When we went out to practise, 

the first thing in the lesson plan was explaining vocabulary, the second thing 

was teaching sentence patterns, the third thing was analysing the text.. ..You 

must have all these things. (EXT-L&T-FG3a: Mandy: 129) 

In comparison, the participants found the second one more difficult and not very 

practical (MID2-LTT-Joyce3: 109-1 17; Lucy3: 55; Mandy3: 3 3 ,  partly because it 

was more concerned with curriculum design and did not provide prescriptive 

"steps" (MID2-LTT-Elaine3: 163; Gloria3: 49; Mandy3: 114). They thought this 

module less practical also because they did not have a chance to practise it. They 

did not know when the TOC would be implemented, and many primary schools 

still used the traditional curriculum: 

I haven't tried that out so far because when I asked about the implementation 



of the TOC in Primary 1, 2 and 3 in my last teaching practice, I was told (by 

the teachers at the placement school) that there was no space in the 

classrooms, so I did not have to do that. (MID2-LTT-Gloria3: 65) 

Because of these uncertainties, the participants preferred the traditional five-step 

method (MID 1 -L&T-Gloria;!: 2 14-21 8; MID2-LTT-Gloria3 : 73). 

4.3.3.2 Not learning from the teaching methods modules 

An extremely critical comment on the methods modules by Joyce was that they 

did not have any obvious influence on her teaching practice. She claimed that her 

knowledge of Chinese Language was gained when she was in primary school, and 

these areas did not make any improvement through studying these modules 

(MID2-LTT-Joyce3: 161, 187, 19 1). She gained this perception partly because of 

the poor performance of the tutors, and partly because of the substance of the 

modules: 

I think the tutors had to teach us according to the syllabus, so their main 

concerns seemed to be the institution instead of our needs. (MID2-LTT- 

Joyce3: 199) 

It seems that it was intended to be both practical and ideal. That is, you 

might still find it useful if it interests you, even though you might learn 

nothing from it. However, it's not the case. I even find it boring. (MID2- 

LTT-Joyce3: 205) 

She was not motivated because she could not learn what was necessary for coping 

with teaching in a primary school. This perception was reinforced by advice from 

her friends: 

I did do teaching practice last year. I also learned from some friends who are 

in-service teachers now that only 10% to 20% of what we learned in the 



institution can be applied to real teaching. (MID2-LTT-Joyce3: 246) 

However, although some participants said that their knowledge of Chinese 

language had not improved, they did realise after taking the modules that their 

knowledge of Chinese Language was inadequate. They began to realise that they 

often use their native speaker's intuition in Cantonese in reading and writing, and 

were shocked to find that their former teachers neglected to teach them about 

standardised Chinese. As a result, the participants have lost confidence in their 

ability to teach the subject: 

. . . . In the past when I attended Chinese lessons, I didn't learn anything.. .. Jn 

the last semester I learnt teaching methods, and they were quite useful. For 

example, it reminded us to pay more attention to certain things.. .. Also I 

found myself weak in many areas.. . . I thought I was unable to teach.. . . 

Sometimes my concepts,were wron g... for example, for the writing of some 

words .... I wasn't sure if I wrote them wrong, for my writing was like that 

before. Now I have changed. Also, the order of strokes,. . . the use of some 

words ... I didn't know whether my teachers taught me about them when I 

was in primary school.. .. They just asked us to fill in, quite often, according 

to our feeling. I knew it should be the answer.. .. I knew the correct answer, 

but I didn't know why, because I used my own judgement to get the answer. 

Therefore, I thought I often got the answer by chance.. . . (MID 1 -L&T-Lucy2: 

90-92) 

The path of learning to teach was tortuous, with many ups and downs. The 

following lengthy quotation by Tarnrny best summarises the relation between 

learning from these and other teaching modules and learning from the teaching 

practice: 

Maybe beforehand what I learned was pure knowledge. I did not learn about 

teaching methods. Then after I studied the Teaching Methods module, I 

realised that I could use this method to teach. When I actually taught, I 

realised that the method was a very rigid thing. It's only a sample for 



reference.. . . Sometimes I thought it would be better if I re-arrange the order 

(of teaching). It would be more coherent and it's better for students to 

understand.. . . Before our Teaching Practice, we would really copy the whole 

sample the tutor provided for the sake of fulfilling his requirements for the 

assignment. But after we have actually taught, we might adjust the teaching 

approach and present in a different way. That is, we would consider students 

needs and not just copy the sample. (EXT-L&T-FG3a: Tarnmy: 139) 

Overall, the participants regarded making appropriate adjustments to meet 

students' learning requirements as the most important thing to learn. Without 

actual hands-on experiences, the participants could not make judgements. The 

discussion in this section is surnmarised in Figure 4.7. 

Figure 4.7 Sources of PSTs' perceptions of teaching and learning Chinese Language 

of observing 
peers 

observing other 
schoolteachers 

Pre-service 
teachers' 

of studying perceptions 
of teaching 

and learning 

[~eedback 
from Feedback from 
teaching schoolteachers , supervisors 

students 

As shown in Figure 4.7, their own experiences of studying Chinese Language 
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gave the participants an overall impression of how the subject was taught. Their 

experiences in teaching practice enabled them to view learning and teaching 

Chinese Language from other perspectives. At first, their greatest concern was to 

conduct a lesson smoothly to achieve the objectives in the lesson plan. Therefore, 

training of subject teaching methods was perceived as more useftl and practical 

than educational theories. 

Teaching of Chinese Language was perceived as a task that could be 

accomplished by following a set procedure and marking the work of students. As 

the participants became more familiar with the teaching routines, they began to 

see the need for changes. Their perceptions were reinforced by observations of 

the lessons of the supporting teachers and their peers. In order to follow the 

systems in the placement schools and meet the assessment criteria, they were not 

able to make much adjustment in classroom. Even so, they were more inclined to 

establish a supportive classroom atmosphere for student learning. The methods 

modules only provided minimal preparation for meeting the challenges of 

teaching. As soon as they started to teach, they began to realise how limited their 

knowledge of Chinese language was and how much they need to learn more to 

become a competent teacher of Chinese. This called for a life-long commitment 

to self-cultivation. Finally, they also started to recognise the importance of being 

reflective and flexible in teaching to meet the ever-changing expectations of the 

wider community. 

Findings from Research Question Three reveal how the participants' various 

experiences combined to shape their perceptions of learning and teaching Chinese 

Language. The experiences in teaching practice were found the most critical in 

shaping their perceptions. These perceptions have potentially great impact on 

instructional practices. This is explained in the following section relating to 

Research Question Four. 



4.4 Research question four 

What are the relationships between pre-service teachers' perceptions of 

learning and teaching Chinese and (i) their lesson planning and (ii) their 

teaching practice in primary Chinese learning classrooms? 

The first three research questions systematically explored the participants' 

perceptions of teaching and learning Chinese Language from a variety of 

perspectives. The complementary findings of each of the first three research 

questions lent strong support to the participants7 perception that Chinese 

Language is a special subject to teach in Hong Kong. To study the impact of the 

participants7 perceptions on the development of their teaching competence to 

teach the subject, Research Question Four was posed to investigate the 

relationships between their perceptions, lesson planning and classroom practices. 

The PSTs were expected to follow the pedagogy and teaching priorities set out in 

the Methods module, adjusted by the original schoolteachers and confirmed by the 

supervisors. However, these plans rarely matched the realities. On the one hand, 

having to adhere to the set syllabus and school routines, they had little room to 

experiment with teaching innovations. To accomplish the tasks and meet the 

requirements of teaching practice, they were compelled to teach in a traditional, 

teacher-centred way. Despite improvement in performance in the second teaching 

practice, they did not seem to fully understand the rationale underlying their 

pedagogy. Data illustrating these discrepancies between perceptions, lesson 

planning and classroom practice were collected from sample lesson plans, class 

observations, post-lesson discussions and reflective journals at each teaching 

practice. The sources of data are surnmarised in Table 4.19. 

Table 4.19 Sources of data in answer to Research Question Four. 

TP= Teaching Practice 
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No. of items/events at TPI 

No. of itemslevents at TPli 

Sample 

lesson plan 

6 

11 

Reflective 

journal 

10 

9 

Class 

observation 

10 

12 

Post-lesson 

discussion 

10 

12 



4.4.1 PSTs' lesson planning of teaching Chinese Language 

In the first teaching practice (TPI), only six of the sub-sample participants had an 

opportunity to teach Chinese Language. Six sets of sample lesson plans were 

collected. In TPII, all participants practised teaching Chinese, and eleven sets of 

lesson plans were available for analysis. As mentioned in Chapter Three, these 

lesson plans were analysed against the suggested teaching procedures introduced 

in the Methods modules. The common lecture notes of these modules suggested 

that the procedures were mainly for the teaching of reading, with half of the 

lecture hours given to topics on the teaching of texts. The suggested teaching 

procedures and corresponding objectives are summarised in Table 4.20. 

Table 4.20 Suggested procedures and corresponding objectives of teaching Chinese Language. 

* Word explanation was considered a transition from the "Development" stage to the "Analysis" 

stage in the lecture notes. 

Teaching procedure 

Motivation 

Development 

1. Silent reading1 Reading aloud 

2. Questioning 

3. Word explanation * 

Analysis 

1 .The meaning and the use of vocabulary, 

sentence structures and punctuation marks. 

2. The meaning of paragraphs in the text. 

3. The meaning of the text. 

4. The organisation of the text. 

5. The theme of the text. 

6. The genre of the text. 

Conclusion 

Application (Exercise) 

The teaching of a book chapter was designed to guide students through the 

purposes or the values of studying a prescribed text progressively, first to 

comprehend the content of the text, then to analyse how the meanings were 

0 bjective 

(A) To provide an overview of the text. 

(superficial understanding) 

(B) To solve students' problems in 

understanding the text. 

(C) To pursue an in-depth analysis of the 

text. 

(deep understanding) 

(D) To provide consolidation for 

understanding. 



conveyed through language. The content of the text provided a context for 

students to grasp the accurate and appropriate use of language. Following these 

procedures would meet the basic requirements, and more important, achieve the 

underlying objectives. These procedures and the underlying objectives served as 

important guidelines for the student teachers to plan their lessons. 

4.4.1 .I Characteristics of PSTs' l e s son  planning 

For the presentation of the characteristics of the lesson plans in a succinct way and 

compare those of the two TPs, a checklist based on the suggested teaching 

procedures was devised. In addition to the five main categories and their 

respective sub-categories, (motivation 3 development 3 analysis + conclusion 

3 application), "homeworMassignrnent", "flow of teaching", "fostering of 

student attitude", "identified teaching strategiesy7 and "level of students", are also 

used to indicate the additional features of lesson planning. The teaching 

procedures in each lesson for teaching a book chapter are specified to' reveal the 

teaching content and its sequencing, whereas the additional categories only 

provide a holistic description of the planning for teaching the chapter as a whole. 

This is to avoid unnecessary overlapping of analysis while still capturing the 

characteristics. Tables 4.21 and 4.22 present a sample analysis of lesson plans 

collected at each TP (An analysis of all lesson plans can be seen in Appendices 

4.9 & 4.10). The + signs indicate that the relevant procedures were specified in a 

lesson plan, the - signs mean they were not. Arrows in the tables indicate the 

order of emphases in the teaching process (i.e., flow of teaching) in two 

consecutive lessons. 

Lesson planning in Teaching; Practice I 

As shown in Table 4.21, the number of specified procedures in the lesson plans 

varies in the extent of details. 



Table 4.21 Characteristics of PSTs' sample lesson plans in TPI. 

Homework1 Assignment 

Flow of teaching 

Fostering of student attitude 
Identified teaching strategies 

Level of  students 

penmanship, 
worksheet, 
workbook 

Content 3 
Punctuation 3 
Sentence 3 
Exercise 

- 
0 Teacher talk 
0 Questioning 
0 Illustration 

with no 
example 

0 Textbook & 
exercise- 
oriented 

P.3 

Penmanship, 
worksheet, 
workbook, task 

Content 3 
Sentence 3 
Content 3 
Exercise 

-- 
0 Teacher talk 
9 Questioning 
* Illustration 

with 
examples 

0 Reading 
aloud (T & 
St) 

0 Order of 
strokes 
Simple 
activities 

P.l 

Penmanship, 
worksheets 
(required + 
supplementary 
), workbook 
Content 3 
Sentence 3 
Exercise 

Save food 
0 Teacher talk 
9 Questioning 
0 Illustration 

with no 
example 

0 Reading 
aloud (St) 

0 Order of 
strokes 

0 Occasional 
group 
discussion 

P.3 - 



The lesson plans suggest that the participants followed a general pattern of first 

teaching vocabulary, then analysing text content, followed by assigning 

homework, indicating that they shared a common view of how to teach a text in 

Chinese. Almost every lesson was based on this procedure. In all cases, the first 

session was given to word explanation, but only half of the lesson plans had 

detailed descriptions of how the vocabulary could be used (Gloria-LP1; Tarnmy- 

LP1; Tom-LP1). More in-depth analysis of a text was arranged in the second 

session. Although each chapter had at least one sentence structure for students to 

learn, analysis of the text content varied. In most cases, the plans for the first 

session indicate that the teacher was to finish analysing the meaning of the text 

once they finished explaining the meaning of the vocabulary; and then the 

students were to read the text aloud. Further analysis of the text content in the 

second session only supplemented answers for the students to use in exercises. 

The cLconclusion" step was neglected in more than half of the lesson plans. Even 

if there was such a step, the teacher only asked the whole class to read the text 

aloud to close the lesson, without synthesising and evaluating the lesson. The last 

step in a lesson plan was reserved for assigning homework, which in* the main, 

related to practice and drill exercises. 

On the whole, the lesson planning done in TPI by the participants was insufficient. 

Some lesson plans were obviously done in a hurry, due in part to the fact that 

they were not formally assessed, although they were to be shown to the supervisor 

at the end of the teaching practice. Very often, the plans were too brief, only 

listing a few headings and activities without details of the educational rationale 

underlying such activities. 

Whether a lesson planning was logical is revealed in the "flow of teaching". The 

sequence of content 3 sentence 3 exercise was recommended because it 

established a context for meaning before the analysis of language forms and their 

usage were focused on. Exercise was only a means of consolidation or 

application. However, half of the participants remained unclear of the logical 

sequence of teaching Chinese Language in TPI (Gloria-LP 1 ; Tammy-LP1 ; Tom- 

LP1). 



Regardless of the grade level of the class, the most common strategies in the 

lesson plans were lecturing, explanation, exposition and questioning. The more 

exercises the class had, the fewer the varieties of lesson activities that were 

prepared in the lesson plans (Cathy-LP1). 

Further, the participants were rather conscious of relating teaching to the daily 

life experiences of the students. Some participants planned to encourage students 

to recall their experiences relevant to the topic in the "motivation" section (Cathy- 

LPl; Tammy-LPI), others adopted an explicit format of word explanation, i.e., 

introduce vocabulary from the text + discuss the meaning 3 relate the 

vocabulary to students' daily life experiences (Nancy-LP1). 

Finally, although moral education was held as an implicit objective of teaching 

Chinese Language, out of the six TPI lesson plans, only one had any explicit 

discussion on this dimension (Lucy-LP1). Whether this means that moral 

education was not emphasised will be addressed by data from the classroom 

observations. 

Lesson planning in Teaching Practice I1 

Sample lesson plans from TPII followed the same procedures, i.e., vocabulary 3 

content 3 language form (sentence structure) 3 exercise. Although they had 

learned more about teaching methods before they went for TPII, they adhered to 

the five-step approach, because the second Methods module was mainly 

concerned with Target Oriented Cuniculum, which was yet to be implemented in 

many schools. The assessment criteria, focusing mainly on the participants' 

performance in one single lesson, also motivated them to adhere to the old 

procedures. 

As shown in Table 4.22, the participants were more serious about lesson planning 

in TPII. The eleven sample lesson plans, however, also varied in the degree of 

details. 



Table 4.22 Characteristics of PSTs' sample lesson plans in TPII. 

Teaching procedure as expected 

in a lesson plan of Chinese Language 

Lesson of teaching a chapter 

(I) Motivation 

(11) Development 

Silent reading1 Reading aloud 

Questioning 

Word explanation 

(Ill) Analysis 

1. The meaning and the use of vocabulary. 

2. The meaning and the use of sentence 

structures. 

3. The meaning and the use of punctuation 

marks. 

4. The meaning of paragraphs in the text. 

5. The meaning of the text. 

6. The organisation of the text. 

7. The theme of the text. 

8. The genre of the text. 

(IV) Conclusion 

(V) Application (Exercise) 

Homework1 Assignment 

Flow of teaching 

Fostering of student attitude 

Identified teaching strategies 

Level of  students 

Cathy-LP2 

I 

+ 
+ 
+ 
+ 
+ 
-- 
-- 
-- 

-- 

-- 
-- 
-- 
-- 
-- 
+ 
+ 

- 

Penmanship 

2"O 

-- 

+ 
+ 
+ 
-- 

+ 
- 
- 

- 

-- 

+ 
+ 
-- 
- 

+ 
+ 

Gloria-LP2 

Content + 
Writing style 

-- 

Teacher talk 
Questioning 

a Illustration 
with no 
example 

0 Reading 
(silent & 
aloud) 
Opportunity 
for students 
to apply 
what was 
learned in 
each lesson 

P.3 

I St 

+ 
+ 
+ 
+ 
+ 
-- 
+ 
-- 

-- 

-- 
-- 
-- 
-- 
-- 
-- 
-- 

-- 

Lucy-LP2 

Zna 

+ 
+ 
+ 
+ 
-- 
-- 
-- 
-- 

-- 

+ 
+ 
-- 
+ 
-- 
-- 
-- 

- 

1 

+ 
+ 
+ 
+ 
+ 
+ 
-- 
- 

-- 

+ 
+ 
-- 

+ 
-- 
-- 

+ 
Penmanship, 

Content + 
Content 

Love nature 

o Teacher talk 
e Questioning 
0 Illustration 

with 
examples 

e Link to 
student life 
experience 

0 Reading 
(silent & 
aloud) 

o Group 
discussion 

P.5 

Zna 

+ 
+ 
+ 
+ 
-- 

+ 
- 

+ 

-- 

-- 

+ 
-- 
- 
-- 

+ 
+ 

worksheet 
Content 3 
Sentence 3 
Exercise 
Not to give up 
at failure 
e Teacher talk 
e Questioning 
0 Illustration 

with no 
example 

e Reading 
aloud (St) 

* Order of 
strokes 

0 Opportunity 
for students 
to apply 
what was 
learned in 
each lesson 

P.3 



Except for two unusual cases (Joyce-LP2; Keith-LP2), other plans were in greater 

detail than those collected in TPI. Six of these lesson plans illustrated the analysis 

of meaning and use of vocabulary with examples, and four related to the life 

experiences of the students. Only three lesson plans did not have any example at 

all in the analysis section. In one case, the participant was scheduled to teach the 

texts she taught in TPI (Lucy-LP1 & LP2). Although still no example was found 

in her lesson plan, questions and expected answers were listed in more detail. 

In terms of teaching content, at least half of the lesson time was still on the 

teaching of vocabulary in TPII, with each lesson planning to discuss eight to 

eleven new vocabulary items. If the recommended steps (introduce a new word 

+ discuss the meaning 3 link to the text or student experience) were followed, it 

was impossible to teach as many as 11 new words in about 30 minutes (Karen- 

LP2). In comparison, the time allocated to analyse the text content and language 

use was unreasonably limited. If time allocation is an indicator of the depth of 

analysis, the quality of the analysis section is questionable. 

As in TPI, the participants planned to teach mainly through lecturing, explanation 

and exposition. The questioning approach entailed only minimal interaction 

between the teacher and the students as questions were either the yes or no type or 

required answers to be found directly from the texts. As a result, the teaching and 

learning of Chinese Language resembled a collection of fra,gnents. Although the 

lesson plans designed many mechanical exercises such as daily penmanship and 

the practice and drill type of exercises from commercial workbooks, they did not 

try to link what students learned from a text to their application. 

The "flow of teaching" in the lesson plans of TPII was more focused. The scope 

of teaching and the work to be done in each session was more clearly defined. In 

an extreme case, the content of teaching was confined to the teaching of the text 

meaning without any explicit topic on teaching language use (Gloria-LP2). Some 

participants deliberately narrowed the scope of teaching in order to make fewer 

mistakes (Cathy-LP2; Gloria-LP2; Joyce-LP2; Keith-LP2). The flow of teaching 

switching to-and-fro between content and language use in the more detailed plans 



(Nancy-LP2; Elaine-LP2; Karen-LP2; Mandy-LP2) suggests that they were still 

unable to differentiate the rationale behind teaching the text content and teaching 

the language used in it. Since half of them had practised teaching Chinese 

Language before in TPI (Nancy-LP2; Karen-LP2), their understanding of the 

strategy for teaching Chinese was not very promising. 

Ln addition to lecturing and questioning, another strategy was to ask the whole 

class to read aloud in the lesson. Ten out of the eleven lesson plans were designed 

to have the whole class read the text aloud. For instance, one lesson plan intended 

to ask the boys and girls to read alternate paragraphs, with the teacher's 

explanation in between, till the end of the text. The conclusion of the lesson was 

the whole class reading the vocabulary aloud together (Lucy-LP2). Although 

reading aloud was a good way to gain student attention and prevent disruptive 

behaviour, relying too much on it led to student boredom and reduced teaching 

and learning effectiveness. 

Six out of the eleven lesson plans in TPII had a moral education element, whereas 

in TPI only one of the six had such an element. This suggests that more 

participants were able to analyse the text content and elaborate on its meaning. 

These moral messages related to the fostering of students7 proper attitude towards 

nature, respecting parents, and developing a strong will to meet challenges. 

On the whole, the teaching strategies of the TPII lesson plans were similar to 

those of TPI lesson plans. When the participants asked the whole class to read 

aloud more often, they did not plan to have many other activities. Although they 

might have become more experienced in mastering the classroom situation, these 

teaching strategies also suggested that they had become more teacher-centred and 

didactic, and less concerned with what the students needed to learn. Of the eleven 

lesson plans, only one had an explicit procedure to allow students to raise 

questions before teaching had started. 



4.4.1.2 Appropriateness of PSTs' lesson planning 

As these lesson plans indicate that the participants did not fully understand the 

rationale behind the teaching strategies they had adopted, it is necessary to 

examine whether the lesson planning was appropriate before the relationship 

between perceptions and teaching behaviour can be further analysed. Three lesson 

plans from TPI were rated by the investigator and an experienced Chinese 

language teacher educator. As shown in Table 4.23, the second rater tended to be 

stricter than the investigator in the overall rating, with the inter-rater reliability as 

medium (a = .65). The second rater found the lesson planning of the participants 

more disappointing, and had higher expectations of PSTs than the investigator. 

This is probably because he had been a Chinese language teacher educator for 

more than ten years and was more experienced. Despite this difference, both raters 

had similar views of the strengths and weaknesses of the sample lesson plans. 

Table 4.23 Rating of sample lesson plans in TPI. 

Items of evaluation Rater 1 Rater 2 

M Sd M Sd 

Clear objectives 

Developmentally appropriate content 

Logically sequenced 

Selection of materials 

Variety of content overall 

Identified strategies 

Links to evaluation 

Total no. of lesson plan rated 

Rater I : This investigator 

Rater 2 : An experienced Chinese language teacher educator 

Range: 1-5 (1 = Very weak, 2 = Unsatisfactory, 3 = Satisfactory, 4 = Good, 5 = Outstanding) 

From the second rater's point of view, the lesson planning in TPI was not very 

encouraging. Except for "selection of materials'' and "variety of content" that 

both raters found satisfactory, other aspects did not score well in his assessment. 

And "selection of materials" and "variety of content" did not reflect the efforts of 



the participants because they were prescribed in the teacher handbook and could 

not be altered. An important concern, however, is whether the PSTs just copied 

all the information directly from the handbook or used relevant information and 

adjusted the teaching content to meet students' learning needs. Many lesson plans 

did not score well in this area as they did not refer to pedagogy or specify any 

source of references. 

Because of the prescribed nature of teaching, the participants did not reflect 

overly on the teaching objectives. The planned content did not match the listed 

teaching objectives. In most cases (except Tarnmy-LPl), the participants noted 

teacher talWexplanationlexposition, questions and expected answers (like drama 

scripts), but they did not specify the objectives these steps sought to achieve. 

Both raters found the sequence of teaching in the lesson planning the least 

satisfactory. As mentioned above, the teaching of language use should build on a 

thorough understanding of the text content. A flow of teaching switching to-and- 

fro between content and language use was not logical. On the other hand, the 

sequencing of teaching related closely to how the content of ,teaching was 

developed. A lack of content review and mastery was conspicuous in the sample 

lesson plans. In some cases, planned content was completely inappropriate 

(Gloria-LP1; Nancy-LP1). For instance, it was inappropriate to teach Primary 

One students how to analyse the meaning of each paragraph, as the texts of only 

100 words did not have many paragraphs for analysis (Gloria-LP1). Another 

example of this problem is an inaccurate understanding of the varieties of 

conditional clauses in Chinese when teaching conditional clauses (Nancy-LP1). 

While the example drawn from the text was correct, the supplementary sentences 

conflicted with the original definition of the topic. This is a fundamental weakness 

because it confused and misled students. 

On evaluation, the second rater found the mechanical practices assigned to 

students most wanting. He thought that they did not consolidate what the students 

had learned. Because the participants just followed the school routine of 

assigning homework, the investigator did not judge it a big problem as long as 



there was a consolidation/application section to help the students consolidate the 

lessons. 

After discussion with the second rater, the investigator adopted the same criteria 

in rating the remaining 14 lesson plans. Their mean ratings are surnrnarised in 

Table 4.24. 

Table 4.24 A comparison of ratings of sample lesson plans in the two teaching practices 

Items of evaluation TPI TPll 

M Sd M Sd 

Clear objectives 3.33 .60 2.82 .84 

Developmentally appropriate content 3.00 .55 3.14 .92 

Logically sequenced 3.17 .52 3.09 .80 

Selection of materials 3.17 .41 3.14 .64 

Variety of content overall 3.33 .52 3.27 .88 

Identified strategies 3.10 .49 3.05 .82 

Links to evaluation 3.25 .61 3.09 .58 

Total no. of  lesson plan rated 6 11 

Range : 1-5 (1 = Very weak, 2 = Unsatisfactory, 3 = Satisfactory, 4 = Good, 5 = Outstanding) 

The quality of the lesson plans varies not only among the plans but also among 

the different aspects of lesson planning. Although most evaluation items reached 

the satisfactory level (with a rating on or above 3), the rating on teaching 

objectives is still quite low. The mean rating for each dimension of the TPII 

lesson plans was lower compared with those of TPI, but the Sd value was larger, 

suggesting good and poor lesson planning were wider apart in TPII. The poor 

rating of the TPII lesson plans were caused by two unusually poor plans 

mentioned above. Excluding this effect, the TPII lesson plans were in general of 

higher quality, with more substantial context and logical sequence of teaching. 

Nevertheless, some lesson plans were not appropriate for teaching; the most 

disappointing area was the explanation of language use because the participants 

did not fully understand the teaching content. In general, a common weakness 

was that the participants did not see the relation between teaching content and 



teaching the language use from it. How these problems of the lesson plans found 

their way into teaching performance is discussed in the next section. 

4.4.2 PSTs' classroom teaching of Chinese Language 

In TPI, those who did not have an opportunity to practise teaching Chinese 

Language were invited to observe the Chinese Language lessons of their fellow 

student teachers and join the post-lesson discussion and comment by the 

investigator. Altogether, ten TPI lessons and twelve TPII lessons were observed. 

Observations were arranged separately fiom the visits that were part of the formal 

teaching assessment. At each classroom observation, the teaching performance 

was rated by the investigator according to the criteria of the teacher education 

program. To ensure reliability and validity, the participants were asked to provide 

on a voluntary basis evalu.ations of their supervisors for comparison. Four 

evaluations were obtained. Section 4.4.2.1 below presents an overview of the 

effectiveness of the participants' teaching, with the main characteristics 

synthesised in two subsequent sections. 

4.4.2.1 An overview of the effectiveness of PSTs' classroom teaching 

As shown in Table 4.25, the mean ratings by the investigator (rater 1) are on the 

whole lower than those of other supervisors, probably because as a person deeply 

involved in the training of the participants, the investigator was more critical and 

demanding. This is also probably because three of these supervisors were not 

lecturers in Chinese Language and hence were likely to be more generous in 

assessing a subject in which they had little expertise in. However, the inter-rater 

reliability (a = .58) is medium, suggesting that the investigator and the other 

supervisors' observations still shared similar views of the strengths and 

weaknesses in the participants' classroom performance. 



Table 4.25 Ratings of PSTs' classroom teaching of Chinese Language in TPI. 

item Rater 1 Other raters 

M Sd M Sd 

I. The teacher 

1 .I Attitude to teaching 3.63 .48 4.13 .63 

1.2 Alertness 3.25 .50 3.75 .50 

2. Preparation 

2.1 Appropriateness of Objectives 2.75 .50 3.88 .25 

2.2 Organisation of Lesson Plan 2.63 .48 3.88 .25 

2.3 Content 2.63 .48 3.75 .50 

2.4 AidsIResources 2.63 .48 4.00 .OO 

2.5 Teaching Strategy 2.50 .4 I 3.63 .48 

3. Performance 

3.1 MotivationISet 

3.2 DevelopmenffActivities 

3.3 Use of texts/aids/resources 

3.4 Pupil Participation 

3.5 TirningIPace 

3.6 Closure/Consolidation/Follow-up 

3.7 Achievement of Objectives 

4. Classroom Management 

4.1 Class DisciplinelClass Atmosphere 

4.2 Teacher-pupil Relationship 

5. Communication 

5.1 Language (Pronunciation, Voice, 3.75 .50 4.00 .OO 

Fluency, Expression) 

5.2 Verbal Communication 4.00 .OO 3.88 .25 

5.3 Non-verbal Communication 3.00 .OO 3.63 .48 

6. Subject KnowledqelExpertise 

6.1 Familiarity with syllabus 3.00 .OO 3.63 .48 

6.2 Competence in subject concept, skills 3.00 .OO 3.50 .58 

Total no. of participants observed 4 4 

Rater 1 = This investigator 

Other raters = Teaching supervisors of some participants 

Range: 1-5 (1 = Very weak, 2 = Unsatisfactory, 3 = Satisfactory, 4 = Good, 5 = Outstanding) 

The investigator's assessment of effectiveness of the teaching in TPI and TPII 

presented in Table 4.26 provides an overview. Except for a few items under 

"perfomance" and "subject knowledge/expertise", the mean ratings of all other 

items in TPII increased, suggesting that the participants had made improvements 



in various aspects of teaching. 

Table 4.26 A comparison of ratings of PSTs'classroom teaching in the two teaching practices. 

Item TP I TPll 

M S d  M S d  

1. The teacher 

1 .I Attitude to teaching 3.55 .44 4.04 .54 

1.2 Alertness 3.10 .57 3.92 .47 

2. Preparation 

2.1 Appropriateness of Objectives 3.05 .60 3.13 .48 

2.2 Organisation of Lesson Plan 3.00 .71 3.21 .78 

2.3 Content 2.80 .54 3.13 .52 

2.4 AidslResources 3.05 .76 3.42 .76 

2.5 Teaching Strategy 2.95 .76 3.17 .65 

3. Performance 

3.1 MotivationISet 2.65 1.10 3.08 1.22 

3.2 Development~Activities 3.25 .54 3.33 .72 

3.3 Use of texts/aids/resources , 3.15 .58 3.38 .48 

3.4 Pupil Participation 3.35 .47 3.67 .98 

3.5 TimingIPace 3.30 .48 3.38 .64 

3.6 Closure/Consolidation/Follow-up 2.55 1.40 2.54 .45 

3.7 Achievement of Objectives 2.75 1.10 2.88 .48 

4. Classroom Manaqement 

4.1 Class DisciplinelClass Atmosphere 3.75 .86 4.00 .77 

4.2 Teacher-pupil Relationship 3.50 .47 4.04 .54 

5. Communication 

5.1 Language (Pronunciation, Voice, 3.70 .48 3.83 .72 

Fluency, Expression) 

5.2 Verbal Communication 3.75 .42 3.96 .66 

5.3 Non-verbal Communication 3.15 .34 3.67 .54 

6. Subiect KnowledqelExpertise 

6.1 Familiarity with syllabus 3.25 .42 3.21 .50 

6.2 Competence in subject concept, skills 3.05 .28 3.25 .50 

Total no. of participants observed 10 12 

Range = 1-5 (1 = Very weak, 2 = Unsatisfactory, 3 = Satisfactory, 4 = Good, 5 = Outstanding) 

First, the teaching attitude has become more positive, and more oriented to student 

responses in the classroom. Second, the mean rating of all sub-categories under 

"preparation" in TPII reached the satisfactow level (mean I 3), but 



appropriateness of objectives (mean = 3.13) and content (mean = 3.13) of the 

preparation were among the lowest, indicating that content was still the weakest 

link in both TPI and TPII. Third, "closurelconsolidationl follow-up" (mean = 

2.54) and "achievement of objectives" (mean = 2.88) under performance scored 

the lowest rating in TPII, pointing to the questionable quality of teaching. Fourth, 

classroom management in TPII achieved the highest score (mean 2 4). However, 

this is not necessarily a positive sign. Although it suggests that the participants 

had become more capable of maintaining class order, they might very well have 

sacrificed achievement of teaching objectives for the sake of better classroom 

discipline. Fifth, the presentation skills were quite favourably evaluated: the 

mean ratings of the items under "communication" in TPII above 3.5 indicate that 

the participants communicated effectively to students. Finally, the decrease of the 

mean rating of "familiarity with syllabus" under "subject knowledgelexpertise" in 

TPII suggests that the participants did not make much progress in this critical area. 

In conclusion, although the .participants had mastered the technical skills of 

managing the classroom quite well, they were still very weak in such critical areas 

as the appropriateness of teaching objectives and teaching content. 

4.4.2.2 Characteristics of teaching Chinese Language at TPI 

Data collected from classroom observations were analysed to identify the 

characteristics of the participants' teaching of Chinese Language at each TP. 

Information about the teaching content, the level of students, etc. is included. 

Teaching strategies used by the participants were examined. Finally, an overall 

evaluation based on the investigator's observations and the participants' self- 

reflection are presented. Data of the classroom observations are summarised in 

Appendices 4.1 1 and 4.12. Details of self- reflection and the investigators' field 

notes are appended in Appendices 4.13 to 4.16. 

The classes observed in TPI covered all primary grade levels with the exception 

of Primary Two (Appendix 4.1 1). The types of texts taught were expository (two 

classes), narrative (one class), story (five classes) and letter (two classes). 



Regardless of the type of texts, a few teaching strategies could be identified across 

the lessons: the most important was the exercise-oriented strategy (more than half 

of the lessons used this strategy). Various exercises on language use were 

interwoven with teaching: typically, after explanation with one to two examples, 

the teachers asked students to do an exercise, which was repeated several times 

within a 30-minute lesson. These exercises were treated as the means to achieving 

the teaching objectives and an end in their own right (Cathy-TPI; Elaine (S)-TPI; 

Gloria-TPI); (Keith (S)-TPI; Lucy-TPI; Nancy-TPI). 

A second strategy was teacher talMexplanation/exposition and asking questions. 

The teachers normally asked questions about the content of the text and 

commented on their responses and answers. This strategy also involved the 

teachers asking students to make sentences verbally or supply examples of their 

daily life experiences (Keith (S)-TPI; Lucy-TPI). ITI some cases, talking to 

students loudly was used to keep the class in good order (Elaine (S)-TPI; Keith 

(S)-TPI). 

A third strategy, which about half of the participants had used, was to include 

different learning activities with the help of a variety of teaching aids (Charles 

(S)-TPI; Joyce (S)-TPI; Keith (S)-TPI; Tamrny-TPI; Tom-TPI). 

Fourth, quite a few teachers purposely asked the student to read aloud. Although 

this strategy took different forms, its purpose was mainly to engage the students 

and maintain class discipline (Charles (S)-TPI; Elaine (S)-TPI; Gloria-TPI; Tom- 

TPI). 

The fifth strategy was to emphasise the proper order of writing characters (Elaine 

(S)-TPI; Gloria-TPI; Lucy-TPI). In most cases, the teachers first demonstrated 

the proper way of writing on the blackboard, and guided the students through, step 

by step, by asking them to use a finger to copy in the air. 

An obvious absence was an explicit and purposekl conclusion. One teacher 

concluded the lesson by asking questions about the format of writing a letter 



(Joyce (S)-TPI). Another asked students to read the whole text aloud at the end 

(Gloria-TPI). Most either ended the lessons by assigning homework (Charles-TPI; 

Keith-TPI; Lucy-TPI) or stopped them when the bell rang (Cathy-TPI; Elaine (S)- 

TPI; Nancy-TPI; Tammy-TPI; Tom-TPI). 

An evaluation of Chinese lessons observed in TPI 

At the post-lesson discussion after each class observation, the investigator invited 

the participants to reflect on their performance and raise questions. The 

participants generally welcomed this because they wanted the investigator to 

comment on their teaching performance, especially before they were formally 

assessed by their teaching supervisors. 

The investigator's observations focused mainly on the development of teaching 

content, the sequencing of teaching steps and the effectiveness of learning 

activities, all directed to the key concern of what and how much students had 

learned from the lesson (see Appendix 4.15). On the whole, the TPI teaching was 

rather superficial and fragmented, without clear teaching objectives and a clear 

stage of development in the teaching content. In one case, a whole period was 

used for repetitions of the same role-play. Although the students were involved 

and interested in the activity, there was no strong language-learning-related reason 

for repeating the same activity for up to four times (Tammy-TPI). Many teachers 

just detailed the "key elements" such as the writing style, the main theme, the 

paragraph themes and sentence patterns etc. without thinking of guiding the 

students to learn more effectively (Nancy-TPI). 

Poor subject content knowledge and poor pedagogical content knowledge were 

behind most of these weaknesses in teaching performance. Poor subject content 

knowledge meant that the teachers were not able to elaborate the content 

adequately or correctly (Joyce (S)-TPI; Tom-TPI). Poor pedagogical content 

knowledge results in a triumph of technique over purpose: in some cases, the 

teachers were very well prepared and performed almost every necessary teaching 



procedure, but were at a loss about the teaching objectives governing these 

procedures (Tom-TPI). An example is the very common practice of posing 

questions to students and guiding them towards the answers (Lucy-TPI). Without 

a formalistic practice of this technique, the larger objective was always lost. In 

some cases, the teachers were keen on creating an enjoyable classroom 

atmosphere, but these activities did not serve any learning purpose. 

The self-reflection of the participants was mostly concerned with class discipli-ne 

and whether the teaching content had been fully covered. They did realise that 

there were problems in such areas as unclear teaching objectives (Joyce (S)-TPI), 

lack of conclusion, disorganised teaching (Cathy-TPI), superficial and incoherent 

teaching (Nancy-TPI), uncertainty about learning effect (Charles (S)-TPI), little 

teaching content and inappropriate teaching strategies (Elaine (S)-TPI; Joyce (S)- 

TPI). However, because these problems could not be solved immediately, as long 

as students were kept in order and correct answers to the exercises were recorded, 

they were quite content (Gloria-TPI). 

4.4.2.3 Characteristics of teaching Chinese Language at TPll 

The lessons observed in TPII covered all primary grade levels (Appendix 4.12). 

The distribution of the types of texts taught was as follows: expositions (five 

classes), stories (five classes) and narratives (two classes). 

Compared with the TPI lessons, more lessons (half) used the strategy of asking 

students to read the texts individually, followed by questions and comments by 

the teachers (Cathy-TPII; Elaine-TPII; Joyce-TPII; Keith-TPII; Tamrny-TPII; 

Tom-TPII). Asking students to read the texts individually before explanation by 

the teachers did not occur in TPI lessons. According to the lecture notes of the 

Teaching Methods module, this was an approach meant to foster active learning. 

Nevertheless, the teachers still relied largely on different types of exercises, so 

much so that monitoring students to finish exercises became one of their main 



duties. Almost as much as half of a lesson was spent on asking students to do 

exercises (Keith-TPII; Lucy-TPII; Nancy-TPII). Sometimes, additional time was 

spent on checking the answers with the students (Cathy-TPII; Keith-TPII; Lucy- 

TPII). In some cases, when there was no more content to be covered, the teachers 

asked the students to start doing homework in class to make up the remaining time 

(Charles-TPII; Gloria-TPII; Joyce-TPII). 

Similarly, lecturing, explanation, exposition and asking questions were common 

strategies in every TPII lesson. To explain the vocabulary, the teachers used 

actions or demonstrations as illustrations (Keith-TPII; Tarnmy-TPII); some asked 

students to construct sentences orally (Cathy-TPII; Elaine-TPII; Keith-TPII) or to 

relate what was taught to their daily experiences (Elaine-TPII; Tammy-TPII). 

There were fewer varieties of learning activities in TPII than in TPI. Asking the 

whole class to read the text aloud was still a common way to conclude a lesson 

(Elaine-TPII; Gloria-TPII; Joyce-TPII; Karen-TPII; Nancy-TPII; Tammy-TPII). 

Again, as in TPI, the teachers used reading aloud together to maintain class 

discipline. For instance, a teacher asked the whole class to read aloud the topic of 

a text together before asking them to study it individually (Joyce-TPII). 

Sometimes, class activities were arranged because the teachers did insufficient 

preparation for the lessons (Charles-TPII). In these twelve lessons, only two 

activities were purposely designed to achieve an objective: one was a group work 

activity in the class (Nancy-TPII) and another was a riddle contest to motivate the 

students (Keith-TPII). 

Not surprisingly, the participants used more varieties of teaching aids in TPII. 

Colourful pictures, large cardboard displays, models, word cards, big books, a 

tape recorder and overhead projector were used to enliven the teaching process 

(Gloria-TPII; Joyce-TPII; Karen-TPII; Lucy-TPII; Mandy-TPII; Tom-TPII). 

Lastly, the participants were more aware of the need to conclude a lesson than 

they were in TPI. Although asking the whole class to read the text aloud was still 

quite common, they also used more simple methods, such as asking students to fill 



in blanks using the vocabulary/punctuation marks they had just learned (Joyce- 

TPII; Karen-TPII; Mandy-TPII). This method reflected the key content taught in 

the lesson and how well the students had understood them. 

An evaluation of Chinese lessons observed in TPII 

Those participants who had an opportunity to practise teaching Chinese Language 

in TPI had a smoother flow of teaching in TPII. The more they practised, the 

more familiar they were with the teaching procedures, and the more they were 

confident in teaching. Yet three quarters of the participants still had problems 

with what and how to teach Chinese Language. In their own words, 

I did not seem to have taught them anything except getting them to finish the 

exercises. They knew the right answers already. My role was just to tell 

them the answers once again only. (Lucy-TPII) 

My teaching was very superficial. I was teaching as if I were a dictionary. 

In fact, what I told the students was what I found from reference books. 

(Mandy-TPII) 

They thus looked to their supervisors for guidance and even specific instructions. 

What they wanted were clear-cut suggestions that could be used straightaway in 

their teaching practice. They might not fully understand the methods that were 

supposed to prepare them for teaching at their TPs (Elaine-TPII; Keith-TPII). 

Tedious school routine not relating directly to teaching continued to be a burden. 

This explains why sometimes they assigned so many exercises to the students 

because these exercises were required by the original schoolteachers (Cathy-TPII; 

Keith-TPII; Nancy-TPII; Tammy-TPII). 

Although the participants were more experienced in maintaining class discipline, 

it did not cease to be a source of fn~stration, so much so that they doubted male 



teachers were more suitable to teach senior levels (Charles-TPII; Keith-TPII). 

Poor class discipline also led the participants to doubt the effectiveness of their 

teaching in the classroom (Lucy-TPII; Nancy-TPII). 

Teaching the content remained to be a weak area. While trying to assist the 

students to retain a deeper impression of the texts, the participants focused on 

explanation of vocabulary, the easiest part, but often made mistakes in exposition 

and explanation of text content (Charles-TPII; Cathy-TPII; Gloria-TPII; Karen- 

TPII; Keith-TPII; Nancy-TPII). To avoid making mistakes, some participants 

purposefully chose content that was below the students' level or kept the teaching 

content to a minimum, because they thought that the content was not worth 

teaching and that the students were not learning much from the lesson anyway 

(Joyce-TPII). This escapist attitude was worrying as the emphasis was to keep the 

students busy and engaged, and in doing so, they neglected the teaching objectives. 

In the organisation of teaching, an obvious improvement in TPII was that more 

participants recapped the teaching content to conclude the lessons, making them 

more complete (Cathy-TPII; Joyce-TPII; Mandy-TPII). The teaching was 

incoherent. The teachers often could not explain clearly a particular sequence of 

teaching or the nature of the relationship between the text and the use of language 

(Karen-TPII; Keith-TPII). While poor subject content knowledge certainly played 

a part, another possible explanation of this lingering weakness in content related 

to lesson planning, as one participant explained: 

I know the bits and pieces of my lesson plan well but I was not yet familiar 

with the whole structure of my own planning. Maybe I have concentrated 

too much on the micro-level of the planning, thinking too much about how to 

teach a particular phrase, and so on. (Tom-TPII) 

In one case, the sequence of teaching was totally unreasonable. The first thing the 

participant did at the beginning of a lesson was to assign homework (Tammy- 

TPII). 



Adequacy of preparation was an important issue, and helps explain some apparent 

contradictions in teaching performance. For example, the well-prepared teachers 

often found it difficult to finish all the planned tasks (some of which were not of 

their own choosing) (Keith-TPII; Lucy-TPII; Nancy-TPII; Tammy-TPII), whereas 

those who did not make sufficient preparation found that they had more time than 

they needed, and had to complete the lessons with activities not serving any 

educational purpose (Charles-TPII). 

However, sufficient preparation is not enough to make a good lesson because 

often many planned tasks and activities did not serve clear objectives (Karen-TPII; 

Nancy-TPII). Hence, the teaching performance in TPII still had many weaknesses. 

While most participants grasped the basic techniques in. handling class routine and 

discipline, they were still not able to formulate clear objectives and to plan tasks 

and activities in a logical sequence to achieve these objectives. This helps explain 

why some participants crammed their lessons with so many tasks and activities, 

and yet thought that they did not teach much content to the students. 

In conclusion, findings relating to Research Question Four indicate that the 

participants' perceptions of learning and teaching Chinese Language on the one 

hand, and lesson planning and classroom practice on the other, were both 

congruent and incongruent. Perceptions certainly found their way into shaping 

the participants' behaviours, but at the same time, behaviours did not directly 

reflect perceptions. Although most participants were eager to teach well, they 

lacked sufficient subject content knowledge and oAen did not fully understand the 

rationale behind different teaching approaches and techniques. Certainly 

strengthening these areas requires more effort and time than are available in the 

teacher education program. As many participants recognised, it requires lifelong 

commitment and dedication. That the participants recognised this is an 

encouraging sign for the teaching profession. 



4.5 An informal evaluation of the data collection process 

At the end of each focus group, the participants were asked to review and evaluate 

the whole data collection process. The guiding questions were: 

(1) Do you remember how we started this research? 

(2) Has the data collection process been too much a burden to your study? 

(3) How could the data collection process be improved? 

To the investigator's surprise, some participants recalled the whole data collection 

process in great detail. 

In the beginning, it's because you've contacted my class representative, then 

my class rep called me. Afterwards, maybe he had forgotten, you contacted 

me directly. You called me, and I came up here. Once I came, I filled out this. 

After filling out this form for research, then you visit me during my Year 

One teaching practice. Then you said that was a mutual support. After your 

visit, you continued to contact me and discussed with me tlje teaching of 

Chinese. As I was not in Hong Kong last summer, you contacted me on my 

return and asked me about my summer, whether I had done any extra study 

and then followed me up. And then it's teaching practice again and you 

contacted me and we made a time to meet. Then on our return (from teaching 

practice), that's another chat. Now is again another meeting. (EXT-EVL-RP- 

FG3b: Tarnrny: 78) 

Some participants accepted the invitation to join the study out of curiosity. As the 

data collection process went on, they became more involved in the study: 

... I received your telephone call asking me to inform other classmates to 

help in a research. Then you called me again and told me that I was also 

chosen. I thought it sounded interesting and I was interested in helping others 

research because I thought it was worthwhile. That is, to see what teachers 



trained by the institution look like, especially Chinese teachers. Because 

many people say that our graduates were not good. They entered the 

institution because they could not get into the other universities. I don't agree 

because this is not my case .... (EXT-EVL-RP-FG2: Tom: 191) 

All sub-sample participants enjoyed the involvement in the study (EXT-EVL-RP- 

FG4b: Gloria: 92). Throughout the two-year data collection process, they were 

very cooperative, partly because the process was quite relaxing, as they were not 

required to do extra writing (EXT-EVL-RP-FGI : Keith: 219; FG4b: Gloria: 121), 

and partly because they benefited from the interaction with the investigator (EXT- 

EVL-W-FG1: Karen: 213). Some participants thought that they were fortunate to 

have been looked after by an additional tutor, particularly as this tutor did not 

assess their performance (EXT-EVL-RP-FG2: Tom: 196; FG3b: Joyce: 145; 

FG4b: Gloria: 141; FG5: Charles: 250). 

The research process proved to be quite educational for the participants. Some 

reflected that they learned more from the research process than .from their 

academic supervisors: 

You did not see me very often, just a few times. I think your visit to my 

placement school and your comments were very good. That is, in fact my 

supervisors' comments were not as detailed as yours. I think I learned more 

about Chinese from you. (EXT-EVL-RP-FG1: Karen: 217) 

In addition to the detailed comments and suggestions, they found the research 

process to their benefit also because the interviews and group discussions 

provided opportunities for them to reflect on their thinking and performance 

(EXT-EVL-RP-FGI: Lucy: 222; FG5: Charles: 266). 

As the investigator had followed this study almost from the beginning to the end 

of the teaching education program, the participants thought that she was very 

serious and they were under pressure to work hard, often harder than preparing to 

be assessed by their s~~pervisors (EXT-EVL-RP-FG2: Tom: 194; Elaine: 195; 



Tom: 205; Elaine: 206; FG3b: Mandy: 139-141). As a participant explained: 

I was frightened. You gave me so much advice when you first came in Year 

One. I was waken up. Then you knew that I wasn't doing well, and I became 

more demanding of myself. That is, after that, I had paid extra attention when 

I prepared for Chinese lessons, ha ha ..., that is I know my self. But after we 

became more familiar with each other, it wasn't frightening, but I think I 

must do all the basic things. But sometimes it might not be my problem, it 

could be a matter of experience. So this might be my biggest gain in the last 

two years, ha ha .... (EXT-EVL-RP-FG3b: Cathy: 142-143) 

Their positive view of the research process was unmistakable, as many suggested 

the institution should have more programs like it to enhance their sense of 

belonging and facilitate their academic pursuit (EXT-EVL-RP-FG2: Elaine: 202, 

240; FG3b: Joyce: 106; FG4b: Nancy: 155; Gloria: 157). In other words, they 

expected the academic supervisors to play the role of mentors and in many ways, 

treated the investigator as their mentor (Turney, 1998). This view is clear from the 

following comment: 

I think there are too many tutors (lecturers) teaching too many subjects. It 

was like fleeting smoke and passing clouds, after a semester, they 

disappeared. Or he might teach you in another semester. You only know him 

a bit better and he knows you a bit better. But afterwards, once the program 

is over, the relationship seems to be over as well. (EXT-EVL-W-FG3b: 

Tammy: 105) 

The participants expected the mentors to have specialism in a specific subject, to 

be empathetic to their needs and to work together with them in an informal 

capacity. 

Although the teacher education institution provided counseling services to the 

students, the participants expected more professional advice related directly to 

their teacher development (EXT-EVL-RP-FG2: Elaine: 224-226). They 



approached the Student Administration Office only when they wanted to use the 

sports facilities (EXT-EVL-RP-FG3b: Joyce: 116). No close mentor-mentee 

relationship could be developed out of the services provided by the SAO (EXT- 

EVL-RP-FG3b: Mandy: 1 17). 

Ln particular, they wanted the tutor to be empathetic and friendly: 

. . .. I think you're better than those who taught me. That is, some lecturers 

you can't talk to .... Some of them would never know your name.. . . I mean 

very seldom we would meet and chat like now, so friendly. (FG4b: Gloria: 

105-107) 

. . . sometimes some students would think it's embarrassing to see lecturers.. . 

It's like some sort of trying to please the lecturers .... so I think the lecturers 

should be more proactive. (EXT-EVL-RP-FG4b: Gloria: 16 1) 

In addition, the participants also expected that meetings with the ':supporting 

tutor" to be arranged in a relaxing atmosphere. For instance, some participants 

mentioned the snacks they had when they attended the individual interviews 

(EXT-EVL-RP-FG4b: Nancy: 84; Gloria: 86). Although the participants were all 

adults, a warm and supportive environment was still considered an important 

condition for their learning. 

They preferred to work with tutors in an informal capacity because that way they 

were not assessed, and therefore they were more willing to express their views 

freely without worrying if their results might be affected (EXT-EVL-RP-FG3b: 

Joyce: 93, 127; Mandy: 102; FG4b: Gloria: 100; Nancy: 88- 103). 

4.6 Chapter summary 

This chapter presents the major research findings to address the four research 
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questions of the study. Sections 4.1 to 4.4 reveal the threads of congruence and 

incongruity between the participants7 perceptions of teaching and learning 

Chinese Language, lesson planning, and teaching. The major congruence is 

evident in the participants' intention to conduct Chinese Language lessons in a 

more stimulating way, to incorporate a variety of activities in lesson planning and 

to use teaching aids in their teaching practice. The major incongruity is reflected 

in the discrepancies between what they intended to do in terms of the content and 

quality of their teaching, and what they actually did in lesson planning and 

teaching. The participants articulated a long list of the characteristics of good and 

poor teachers of Chinese, which suggest they had a clear perception of what good 

teaching of Chinese Language is. However, when they prepared to teach and 

taught, they could not meet their own expectations. They respected 

knowledgeable and approachable teachers, but their training and knowledge did 

not equip them to follow those models. 

As shown in Sections 4.1 to 4.3, their perceptions of teaching and learning 

Chinese Language were consistent throughout the research period, with subtle 

perceptual changes reflecting differences in individual experiences. As a result of 

their experiences in primary and secondary schools, reading and'writing were 

strongly emphasised. They also strongly believed that the teaching of Chinese 

Language came with an obligation to conduct moral education. 

The participants prefened Chinese Language lessons to be conducted in a lively 

way with reference to the daily life experiences'of students and through various 

learning activities. Although some participants worked hard to achieve this, the 

conditions in the placement schools were not conducive to these aspirations. The 

prescribed syllabus and onerous school routines left very little space for them to 

try out their innovations, if any. Concerns for assessment also constrained their 

aspirations because they were led to focus on maintaining classroom discipline 

and minimising teaching content to avoid making mistakes. They wanted to be 

friendly to the students, but this was sacrificed for the sake of maintaining 

classroom order. Despite the perceptions of superiority of the student-centred 

approach, they chose to follow the more traditional didactic approach, and tried to 



keep the students busy and the context trouble-free. 

However, another important underlying cause of the gap between perceptions and 

behaviours is a poor subject content knowledge and a lack of understanding of the 

rationale behind different teaching approaches. Although they thought that 

fostering the reading habit and developing thinking ability were important, for 

reasons such as lack of subject content and pedagogical content knowledge, they 

were not able to put these expectations into practice. Therefore, when they were in 

classrooms, they were driven more by textbooks and exercises than their own 

perceptions of good teaching practices. 

Last but not least, the participants of this study were all tertiary-level students. 

Yet it is obvious that they needed both pastoral and intellectual support in the 

process of learning to teach. Attending mass lectures was far from ideal and the 

participants looked forward to having more informal coaching. This holds far- 

reaching implications for the programs that train Hong Kong's present and future 

teachers. 




























































































