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ABSTRACT  
This study aims to explore beliefs of English as a Foreign Language (EFL) 

university teachers and their actual instructional behaviors, and to examine whether 
there is a relationship (if any) between these teachers’ beliefs and their instructional 
behaviors. Such a study is timely because knowledge of teachers’ beliefs and 
behaviors, and the understanding of the relationship between teachers’ beliefs and 
classroom behaviors could generate better insights into what teachers decide to do or 
not to do in their classrooms and why. Nineteen native and non-native English 
speaking EFL university teachers from Copeland University (pseudonym) were asked 
to participate in the study. These teachers were interviewed, took part in focus group 
interviews, and were observed during their teaching. Moreover, written documents 
concerning the development of EFL courses at Copeland University were collected.  

The study found that in terms of classroom management, almost all 
participating EFL teachers tended to deal with their students’ behaviors, students’ 
errors, and students’ responses based on their beliefs. In terms of pedagogy, the 
participants taught their students in the way they had learned, and believed it to be 
suitable as well as effective. An analysis of these qualitative data helped the researcher 
conclude that there was a relationship between teachers’ beliefs and their instructional 
behaviors. Moreover, it is interesting to note that the degree of closeness of the 
relationship between their beliefs and their actions somehow fluctuated. The gap 
between these participating teachers’ beliefs and classroom behaviors, as it appeared 
in the data, derived from factors such as course syllabi, course objectives, teaching 
materials, number of students, time constraints, and classroom facilities. 
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ความสัมพันธระหวางความเชื่อและพฤติกรรมการสอนในหองเรียนของครูสอนภาษาอังกฤษใน
ระดับมหาวิทยาลัยในประเทศไทย (A RELATIONSHIP BETWEEN BELIEFS OF EFL 
UNIVERSITY TEACHERS IN A THAI UNIVERSITY CONTEXT AND THEIR 
INSTRUCTIONAL BEHAVIORS: A CRUCIAL ISSUE) 
 
ดาริกา ภกัดีกลุ 4536486 ARAL/M  
 
ศศ. ม. (ภาษาศาสตรประยุกต) 
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บทคัดยอ 
งานวิจัยนี้เปนงานวิจัยเชิงคุณภาพ ซ่ึงมีจุดประสงคเพื่อศึกษาความเชื่อและพฤติกรรมการ

สอนและความสัมพันธระหวางความเชื่อและพฤติกรรมการสอนของครู (ถามี) ที่สอนภาษาอังกฤษ
เปนภาษาตางประเทศ ในระดับมหาวิทยาลัย งานวิจัยนี้มีความสําคัญ เนื่องจากความรูเกี่ยวกับความ
เชื่อและพฤติกรรมการสอนของครู รวมถึงความสัมพันธดังกลาว ทําใหเขาใจลึกซึ้งถึงสิ่งที่ครู
ตัดสินใจทําหรือไมทําในหองเรียน กลุมตัวอยางในงานวิจัยนี้คือ ครูสอนภาษาอังกฤษเปน
ภาษาตางประเทศ ในระดับมหาวิทยาลัย ซ่ึงประกอบดวยครูตางชาติ และครูไทย จํานวน 19 คน จาก
มหาวิทยาลัยโคปแลนด (นามแฝง) เครื่องมือที่ใชในการเก็บขอมูลประกอบดวย การสัมภาษณเดี่ยว 
การสัมภาษณเปนกลุม และการสังเกตการณสอน รวมถึงเอกสารเกี่ยวกับการพัฒนาหลักสูตร
ภาษาอังกฤษของมหาวิทยาลัยโคปแลนด   

ผลการศึกษาพบวา ในดานการจัดการในหองเรียน ครูในกลุมตัวอยางมีแนวโนมในการ
จัดการกับพฤติกรรมของนักเรียน ขอผิดพลาดของนักเรียน และปฏิกิริยาของนักเรียนตามความเชื่อ
ของครูเหลานั้น ในดานการสอน ครูในกลุมตัวอยางสอนนักเรียนตามแนวทางที่ครูไดเรียนมา และ
เชื่อวาแนวทางนั้นเหมาะสม และมีประสิทธิภาพ จากการวิเคราะหขอมูลเชิงคุณภาพ สรุปไดวา มี
ความสัมพันธระหวางความเชื่อและพฤติกรรมการสอนของครู นอกจากนั้น เปนที่นาสังเกตวา ระดับ
ของความสัมพันธระหวางความเชื่อและพฤติกรรมการสอนของครูมีการเปลี่ยนแปลงในระดับตางกัน 
จากขอมูล พบวาการเปลี่ยนแปลงระดับของความสัมพันธเกิดจากปจจัยอ่ืนๆ เชน หลักสตูร จดุประสงค
รายวิชา ส่ือการสอน จํานวนนักเรียน ขอจํากัดดานเวลา และส่ิงอํานวยความสะดวกในหองเรียน  
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CHAPTER I 

INTRODUCTION 
 

        This chapter provides a background of the present study. It consists of five 

sections. The objectives delineate the rationale and the significance of the study. Then 

the need of the present study is discussed. Next, the conceptual framework chosen to 

undergird the present study is described. Following is the scope of the study which 

delimits the breadth and the depth of the present study. Finally, the chapter ends with 

an outline of the research questions and the summary of this chapter. 

 

1.1  Objectives of the Present Study 

        The present study aims to explore beliefs of English as a foreign language (EFL) 

university teachers about EFL education and their actual instructional behaviors. In 

particular, it examines whether there is a relationship (if any) between these teachers’ 

beliefs and their instructional behaviors. The present study is timely and significant 

because knowledge of teachers’ beliefs concerning with EFL education and teaching 

behaviors, including the understanding of a relationship between teachers’ beliefs and 

classroom behaviors could generate better insights into what teachers decide to do or 

not to do in their classrooms and why. Kane, Sandretto, and Heath (2002) argued, “an 

understanding of university teaching in incomplete without a consideration of 

teachers’ beliefs about teaching and a systematic examination of the relationship 

between those beliefs and teachers’ practices” (p. 182). 

 

1.2  Problem Statement 

        In the realm of general education, many educators and scholars have underlined 

the necessity not only to study teachers but also to investigate a relationship between 

teachers’ beliefs and teachers’ instructional behaviors. Pajares (1992), for example, 

highlighted the correlation between teachers’ beliefs and teachers’ classroom 

behaviors. Pajares noted that: “the beliefs teachers hold influence their perceptions and 

judgements, which, in turn, affect their behavior in the classroom” (p. 307). 
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Calderhead (1996) also argued that what teachers believed could affect “the key role 

of teachers” which is “decision-making” (p. 710). Foss and Kleinsasser (2001) 

revealed the impact that beliefs and behaviors have on each other. They opined: 

“beliefs influence teaching practice or teaching practice influences beliefs” (p. 273). 

        In the field of foreign language education, language researchers, educators, and 

scholars in many countries have begun to realize the significance of teachers’ beliefs 

and the influence that beliefs have on teachers’ actual classroom behaviors. In 

response to this, they have begun to investigate how language teachers’ beliefs 

influence what language teachers decide to do or not to do in their classrooms and 

why. In Hungary, for example, Árva and Medgyes (2002), borrowing Pajares’ (1992) 

and Richardson’s (1996) theoretical concepts of teacher beliefs, went into EFL classes 

to reveal teaching behaviors of both native and non-native English speaking teachers. 

Their qualitative data (gathered from classroom observations and interviews) not only 

demonstrated similarities and differences in teaching behaviors of their participants, 

but also helped illuminate a relationship between teachers’ beliefs and what teachers 

decided to do or not to do in their classrooms and why. 

        In Poland, Johnston (1997) interviewed a group of EFL teachers about their 

beliefs concerning their profession (for example, why they entered the EFL teaching 

profession, what they thought about the status of EFL teachers in Poland, and why 

they wanted to leave their teaching profession). With his qualitative data, the 

researcher was able to reveal not only the participants’ thoughts about their profession, 

but also how these participants’ beliefs of their profession affected their instruction. 

        This kind of research was also conducted in the United States of America. 

Wilkerson (2000), for example, used a questionnaire and interviews to investigate why 

foreign language teachers left their profession. The teachers participating in her study 

were asked about their teaching preparation, their employment status, and their job 

status in the U.S.A. The results gathered from both of her quantitative and qualitative 

data revealed what these participating teachers thought about their profession and how 

their thoughts influenced what they decided to do about their job. Another study 

focusing on teachers’ beliefs was conducted by Flores (2001). Flores used a cross-

sectional questionnaire to study the relation between bilingual education teachers’ 

beliefs and their self-reported practices. Her research examined beliefs regarding 
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various teaching and learning aspects, such as how learners learned language, how 

teachers valued knowledge, the use of students’ first language, and teachers’ roles. 

The results showed, for example, that the use of students’ first language helped 

students understand better, then the participants tended to use the first language 

frequently. The results, in a way, substantiated the relationship between beliefs and 

practices and helped researchers and teachers understand why teachers taught the way 

they did. 

        In Canada, a study from Amin (1997) reported strong impacts of teachers’ beliefs 

on teachers’ teaching performances. The data were drawn from interviews of non-

native English speaking teachers who taught in Canada. The analyzed data indicated 

that teachers’ beliefs about race and language ability strongly influenced teachers’ 

confidence and their performance in the classrooms. 

        A brief review of the aforementioned research provides researchers and teachers 

with more insights into teaching and learning situations. In essence, in Asia including 

Thailand, the researchers also realized the importance of this issue and conducted this 

kind of research. Piller and Skillings (2005), for example, conducted a study to 

investigate what English language teachers in India performed in their classrooms and 

what their beliefs of teaching and learning were. The data were collected from 

interviews, classroom observations, photo of classrooms, and teaching documents of 

teachers and administrators at primary school, middle school, and high school levels in 

a school in India. The results showed that there was a relationship between what 

teachers believed and what they actually performed. For instance, the teachers thought 

that demonstration method was very important. In their actual teaching classes, they 

showed the objects or actions to teach vocabulary effectively to make their students 

understand and respond. While the teachers thought that drill helped students have 

long-term memory, they asked their students to repeat sentences many times.  

        Piller and Skillings’s (2005) research had given more understandings about 

teaching methods, thus, Richards, Gallo, and Renandya (2001) were also interested in 

conducting research in Asia. They explored beliefs of teachers in Thailand, other 

South East Asian countries, and Australia. The data came from a questionnaire asking 

second language teachers about language teaching and learning. The results revealed 

some relationships between teachers’ beliefs and their reported teaching behaviors. 
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For example, while the participants believed that the class should be fun and teachers 

should motivate students to learn; they reported that in their actual teaching, they used 

games and activities to create positive teaching environment. However, there was a 

mismatch between their beliefs and reported behaviors. While most participants 

considered grammar a crucial part of language teaching, they tended to teach less 

grammar and began to use communicative approaches in their classrooms. 

        However, although these reviewed studies offered deep insights into teachers’ 

beliefs and behaviors, including the relationship between these factors; it is rather unfit 

to conclude that what really happens in one educational context may not be the same 

as other educational contexts. In other words, the results found in one particular 

context can little be generalized (Jacob, 1987). As a consequence, there is a need to 

conduct this kind of research in order to deeply understand the beliefs of language 

teachers in different contexts. Savignon (1991) emphasized, 

Broader issues of teacher understanding, preparation, and practice await 
exploration. Contexts of teacher vary widely. Community attitudes, use and/ or 
perceived usefulness of the language being taught, and differences and 
similarities with respect to previously learned languages are among the more 
obvious variables. (p. 272) 
 

Mindful of teachers’ beliefs and teachers’ behaviors, such an issue needs to be 

conducted in other settings to depict what happens in language classrooms in different 

contexts. 

        The above studies about teachers’ beliefs and classroom behaviors help 

researchers have some understandings of what teachers perceive and what really 

happens in actual classrooms. Moreover, most of the reviewed studies examined 

teachers’ beliefs but assumed teachers’ actual practices. This, hence, creates a gap 

between teachers’ assumptions and their actual performance. As a result, studies of 

beliefs and reported behaviors may not help researchers completely understand what 

really happened in the complexity of teaching education (Flanders, 1970; Kane, 

Sandretto, & Heath, 2002). Therefore, there is a need to conduct a study to fill such a 

gap. Flanders (1970) mentioned; 

[O]ur understanding of teaching is inadequate because there is too much 
emphasis on conditional admonitions and too little attention to an analysis of the 
behavior associated with these intentions. For all except the most gifted teachers, 
there is a gap between fairly good intentions and the teaching behavior which 
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occurs in the classroom. Perhaps teachers know what they ought to do, but they 
don’t reach their aspirations as consistently as they would prefer. It is this 
observation which suggests that the study of classroom interaction may improve 
the quality of teaching simply because it would reduce the gap between intent 
and action—with a built-in safeguard that causes the shift to be in the direction 
of more effective teaching. (p. 5) 
 

        In response to this, Kane, Sandretto, and Heath (2002) stated the need to 

investigate what particularly university teachers believed and what they actually 

performed in their classrooms. They argued, “further research is needed to make 

explicit the links between tertiary teachers’ espoused theories and their teaching 

practice so that we can understand better how university academics learn to teach and, 

especially, so that novice teachers may benefits” (p. 204). 

        Corresponding to this need, the researcher of the present study would go into 

actual EFL classrooms in one particular educational arena to talk to EFL teachers and 

to observe their teaching. As a consequence, the researcher would be able to unveil the 

beliefs the teachers in this particular context held about their profession, their subject 

matter, and their teaching methodologies, among many others; and a relationship (if 

any) between these beliefs and teachers’ classroom behaviors. 

        To do so, the researcher borrows the ideas of beliefs and behaviors and the 

relationship between these two factors (Argyris & Schön, 1994; Fang, 1996; Flanders, 

1970; Pajares, 1992; Richardson, 1996) as a theoretical framework to frame a study. In 

the next section, the concepts of teacher beliefs and teaching behaviors will be 

sketched to frame the investigation of EFL teachers’ beliefs and actual behaviors. 

 

1.3  Conceptual Framework 

        The present study was framed by theories involving teachers’ beliefs and 

teachers’ instructional behaviors. The first part of this section defined teachers’ beliefs 

and explained the effects beliefs had on teachers’ teaching behaviors. The other part 

gave the definition of teaching behaviors and stated how behaviors related to teachers’ 

beliefs. 

        Firstly, the present study was framed by the concept of beliefs. Fang (1996), 

Pajares (1992), and Richardson (1996) similarly defined beliefs as things which are 

accepted as true by the individual and things people hold, understand, and feel to be 
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true. Beliefs of each person will be different according to different experiences. This is 

because beliefs deal with each person’s feelings and evaluation. Beliefs strongly 

influenced what people do and do not do in various situations. In teaching education, 

teachers’ beliefs are the thoughts teachers have, which impact all teaching processes, 

including planning and evaluation. Teachers’ beliefs, thus, are considered an important 

factor that affects what teachers decide to do or not to do both inside and outside their 

classrooms. 

        As mentioned above, teachers’ beliefs influence teaching behaviors. Therefore, 

the concept of teaching behaviors based on Argyris and Schön (1994) and Flanders 

(1970) also frame the present study. Flanders stated, “Teaching behavior has been 

defined as acts by the teacher which occur in the context of classroom interaction” 

(italics original, p. 4). What a teacher does in the classroom is a series of actions. In 

this case, the effects of teacher’s one action on other actions could be compared to 

chain-reaction. What this means is, one action can affect the next action and the next 

action can be influenced by the previous actions. For example, from a theory of action 

by Argyris and Schön (1974), one person has a list of beliefs that may contain many 

conditions and expectations; and when a particular person performs an action, he / she 

will expect the result. Besides, each action has its own intention and how and what 

each person performs depending on the situations. If the result comes out not as 

expected, the next action will be changed. However, there might be other factors that 

prevent a person to act as they believe. These factors include, for example, time, 

teaching materials, and teaching facilities, among many others. These factors can 

affect a particular teacher’s decisions in teaching, as a result, this teacher may change 

his / her teaching behaviors. Moreover, if a teacher encounters a lot of unexpected 

outcomes when performing the same action, he / she may change his / her behaviors 

and later their beliefs. 

        From the concepts of beliefs and behaviors, it is found that there may or may not 

be a relationship between teachers’ beliefs and teaching behaviors. In other words, 

teachers may decide to do according to their beliefs. However, what teachers decide to 

do or not to do might differ from what they believe if they face unsatisfied experiences 

or other factors affect what they intend to do as Argyris and Schön (1994) argued,  
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However, theory that actually governs his [someone’s] actions is his theory-in-
use, which may or may not be compatible with his espoused theory; furthermore, 
the individual may or may not be aware of the incompatibility of the two 
theories. (p. 7) 
 

The relationship between beliefs, behaviors and outcome can be illustrated as shown 

in figure 1.1. 

Figure 1.1: The relationship between beliefs, behaviors, and outcome 

 

                      

            Belief              Behavior  

 

 

            Outcome 

 

 

       In addition to the effect of beliefs on teaching behaviors, what teachers do can 

also affect students’ learning performances. For example, the activities teachers 

choose, the questions teachers ask or the feedback teachers give, all could possibly 

impact students’ learning. Flanders (1970) stated, 

Teaching behavior is the most potent, single, controllable factor that can alter 
learning opportunities in the classroom. Equalizing educational opportunities 
depends, in the last analysis, on: How often does the teacher ask questions? What 
kinds of questions are asked? What happens to ideas that are expressed by 
children? To what extent and under what conditions are pupils encouraged to 
express their own initiative? We need to know what actually takes place in our 
classrooms. (p. 13) 
 

From the concepts above, understandings of their own teaching behaviors and beliefs 

could help teachers improve not only their teaching instructions but also students’ 

learning performances.  

        The following section will describe the scope of the present study and the 

research questions which will frame the study. 
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1.4  Scope of the Study 

        In education, many researchers have intensified an important role of teachers. In 

Schubert’s (1986) opinion, “the teacher is the curriculum” (p. 292). Teachers, as 

Schubert contended further, are “deeply embedded in the state of affairs known as the 

classroom. It is the hub of their professional lives. Their daily decision, meaning, and 

action are the central governing forces in the culture of classroom life (p. 292). 

Clandinin and Connelly (1990) agreed with Schubert’s idea and furthered that teachers 

were considered important factors as they were not only the curriculum makers but 

also persons who employed the curriculum in actual classrooms. As a result, the 

activities teachers did more or less affected classroom environments. Oxford (1998) 

also realized the importance of teachers and strongly suggested why research should 

focus on teachers. In her own words, 

We do not call for an old-fashioned return to a focus on methodology – a terrible 
idea unless methods are seen as only a part of the complex, interactive network 
of classroom activity. However, we suggest here that the teacher is important in 
the classroom. (p. 1) 
 

        Moreover, what teacher thought should be revealed and explored in order to 

understand what they really perceived. Hargreaves (1996) mentioned an importance of 

teachers’ voices. He wrote, “All teachers’ voices are worth listening to, however 

marginal or unfashionable they may be” (p. 16). This is because teachers’ voices are 

significant in disseminating insights into teachers’ beliefs and teachers’ instructional 

behaviors. 

        In order to understand teachers and their workplaces, it is essential to gain data 

from what teachers think and what they actually perform in their classrooms. 

Kleinsasser and Savignon (1991) explained, 

In order to understand second language teachers’ definitions of their 
organization, their ‘perception’ and behaviors must be gathered and analyzed. 
These perceptions and behaviors can serve as data to define and describe 
teachers’ ‘technical cultures’, the processes designed to accomplish an 
organization’s goals and determine how work is to be carried out. (p. 293) 
 

        Mindful of the importance of teachers, the present study focused on teachers in 

one university context. The primary aim of the study is to document and clarify the 

beliefs of language teachers and to reveal the influence these beliefs might have on the 

teachers’ classroom behaviors. To do so, the researcher went into one particular 
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educational arena in one Thai university to talk to English as a foreign language (EFL) 

teachers to explore the beliefs these teachers held toward factors concerning the 

teaching and learning of EFL at a tertiary level. Not only that, the researcher also 

observed these EFL teachers during their actual teaching to investigate a relationship 

(if any) between teachers’ beliefs and their instructional behaviors. As Fang (1996) 

proposed, “understanding teachers’ thoughts and actions should give us a better 

understanding of how these two components interact to increase or inhibit students’ 

academic performance” (p. 50). 

        In particular, four research questions help frame the study: 

        1.  What  are  the beliefs of native and non-native English speaking EFL teachers  

   dealing with EFL education? 

        2.  What  do  native  and  non-native  English speaking  EFL teachers do  in  their  

   actual classrooms? 

        3.  What are the similarities and differences in teaching behaviors between native  

   and non-native English speaking EFL teachers in a Thai university context? 

        4.  What  is  a  relationship  (if  any)  between  teachers’ beliefs  and  their  actual  

   classroom behaviors? 

 

1.5  Summary 

        The present study aims to explore how EFL university teachers in one Thai 

university context thought of EFL teaching and learning and to depict how such 

beliefs affect teachers’ instructional behaviors. It is timely and significant because 

knowledge of teachers’ beliefs about EFL education, teachers’ behaviors, and the 

understanding of a relationship (if any) between teachers’ beliefs and their classroom 

behaviors could generate better insights into what teachers decide to do or not to do in 

their classrooms and why. The present study was framed with the concepts of beliefs 

(Fang, 1996; Pajares, 1992; Richardson, 1996) and behaviors (Argyris & Schön, 1994; 

Flanders, 1970). 

        In the following chapter, literature on teachers’ beliefs and their teaching 

behaviors will be reviewed to demonstrate how these issues have been inadequately 

studied. 
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CHAPTER II 

LITERATURE REVIEW 
 

        This chapter mainly looks into the previous literature about teachers’ beliefs and 

their classroom behaviors. The first section of this chapter is a review of research 

about teachers’ beliefs of various aspects of teaching, beliefs about their profession, 

teaching method, and teaching ability. The second part is a review of previous studies 

about beliefs and reported teaching behaviors. Then, the final part depicts research that 

emphasized a relationship between teachers’ beliefs and teachers’ actual teaching 

behaviors.  

 

2.1  Previous Research about Teachers’ Beliefs 

        As mentioned in the previous chapter, Kane, Sandretto, and Heath (2002) stressed 

the significance to study and to reveal a relationship between teachers’ beliefs and 

teachers’ teaching behaviors. Importantly, results obtained from such a study help 

situate understanding of teachers’ beliefs, teachers’ instructional behaviors, and a 

relationship between these two factors. However, research on teachers’ beliefs and 

teachers’ instructional behaviors tend to overlook the relationship between teachers’ 

beliefs and teachers’ instructional behaviors, but put heavy focus on the teachers’ 

beliefs and ignore class behaviors. In the first section, the researcher presents the 

review of previous research on teachers’ beliefs of their teaching profession, their 

teaching proficiency and ability, and their beliefs about teaching. 

        2.1.1  Teacher’s beliefs about their teaching profession 

        Many studies have been conducted in various countries to reveal teachers’ beliefs 

in order to understand what they thought about their profession. The following 

research focused on what teachers thought about their profession, i.e. why they wanted 

to become a teacher or whey they wanted to leave their profession. This kind of 

research helped us understand teaching situations in different contexts. Similarly, 

Wilkerson’s (2000) and Johnston’s (1997) studies revealed what teachers thought 

about the status of teachers and the problems about being teachers. The first research 
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examined teachers’ beliefs in order to find out why many teachers were thinking about 

leaving their job or decided to quit teaching. The study conducted in U.S.A. by using 

questionnaire and interviews. The participants were 14 native and non-native teachers. 

The results showed that the main reason for leaving the job was the status of foreign 

language teachers in the institute; the teachers felt lack of respect when comparing to 

teachers of other subjects or second language teachers. The other cause of leaving was 

institution politics; the participants revealed that they could not deal with the 

competition in the faculty, ineffective administrators, official rules, and unnecessary 

process. Moreover, one of the participants revealed that he could not develop a 

relationship with his colleagues and felt isolated.  This piece of research suggested that 

teachers should have a chance to discuss about working situations. Moreover, the 

institute should create good working environments to prevent teachers from leaving.  

        Similarly, Johnston’s (1997) qualitative study determined teachers’ beliefs about 

there profession by using interviews. The subjects were 17 native and non-native 

teachers in Poland. The results showed that all of the subjects did not think of being 

teachers as their first choice, instead, they accidentally entered this profession. Thus, 

they thought it was easy for people to be teachers and to quit this job. The participants 

also reported that they did not get good salary while they had to do hard work. 

Moreover, they thought they were not in a high status as they should. Then, they 

wanted to leave this job to do other jobs with higher incomes or the job they really 

liked. The researcher of this study proposed that a teacher status or an image of 

teachers in public should be improved to be as high as other professions such as in law 

or medical field. Furthermore, the teacher training institution should emphasize an 

importance of this profession and promote teaching as a long-term profession. The 

researcher also commented that more evidence from other contexts is needed to find 

out deep understanding about this profession. 

        2.1.2  Teacher’s beliefs about teaching proficiency and ability 

        There have been many studies concerning beliefs about teachers’ teaching ability 

conducted in different countries. These studies helped researchers understand how and 

to what extent teachers perceived their knowledge and ability. In Asia, Tang (1997), 

for example, examined what non-native teachers thought about their proficiency of 

native and non-native English speaker teacher. The subjects of this study were 47 non-
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native teachers in Hong Kong. The researcher used questionnaire to collect data. The 

study revealed that both native and non-native teachers had different advantages and 

disadvantages. For instance, native English speaker teachers were better than non-

native teachers in speaking, listening, vocabulary, and reading; whereas non-native 

teachers were more accurate and sympathy. Besides, non-native teachers knew 

students’ problems and learning process better, understood weaknesses, errors, and 

could use mother tongue with low ability learners. The study also showed that non-

native teachers not only played teaching role, but also listened and helped weak 

students analyze their needs, managed the class, led the activities and gave guidelines 

for the exam. However, the researcher suggested that there is a need of more evidence 

to support the results. 

        Educational studies to reveal beliefs about teaching ability have also been 

conducted in the U.S.A. Soodak and Podell’s (1996) study explored beliefs concerning 

three aspects, which were beliefs about their ability to perform actions, beliefs about 

the student outcomes in relation to teachers’ actions, and beliefs about other factors 

that influenced their teaching. The study was done in U.S.A. by using questionnaire. 

The subjects of the study were 310 teachers. The results depicted much insight 

concerning teaching and classroom management. For example, teachers with more 

experience had high level of beliefs in their ability to teach well and to control the 

class than those with less experience. Besides, the participating teachers believed that 

student outcomes were caused by their behaviors. The findings showed that there was 

a relationship between beliefs about teacher ability and student outcomes, in other 

words, the student outcomes led the teachers to change behaviors. However, the 

participants revealed that they did not think outside influences such as the 

characteristics brought up from parents or television violence were important factors 

in their teaching. 

        2.1.3  Teacher’s beliefs about teaching 

        Teachers’ beliefs about teaching are necessarily to be uncovered as these help 

researchers understand why a particular teacher decided to do or not to do each action. 

There have been many researchers who realized the importance and revealed deep 

understanding concerning this factor. In Korea, Farrell (1999) used focus group 

interviews to explore teachers’ beliefs about teaching, including the problems they 
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have faced. The participants of this qualitative study were three EFL teachers who met 

weekly to discuss about their work. They also wrote their journals and observed each 

other’s classes. In this study, the participants shared various ideas about being 

teachers, teaching theories, teaching methods, teaching contents, teaching evaluation, 

learners, including problems and solutions. For example, they all talked about passive 

learning which needed a lot of motivation, so in their teaching, the teachers usually 

asked students questions, they thought the students knew but they did not want to 

speak unless the teachers asked. The discussions helped each teacher to learn different 

perspectives and develop themselves. Therefore, the researcher suggested that there 

should be group meetings regularly to give teachers opportunities to exchange their 

ideas and improve themselves. 

        In addition to Farrell’s (1999) study, another study was conducted by Cho and 

DeCastro-Ambrosetti (2005). The study investigated beliefs about multicultural 

education. The subjects were 25 pre-service teachers in the U.S.A. They were asked to 

complete the questionnaire before and after their teaching. The results revealed that 

before teaching they did not realize the important of the preparation for teaching 

multicultural classes. After teaching, their beliefs had changed, for example, the 

participants were aware of different cultural backgrounds, they understood and 

accepted different cultures. The teachers were more flexible in classroom, prepared 

more and thought of the knowledge of other cultures. 

        The above studies revealed teachers’ beliefs in various aspects of teaching. 

However, several researchers have studied teachers’ beliefs and their reported 

behaviors to compare similarities and differences. 

        2.1.4  Teacher’s beliefs and their reported behaviors 

        The studies that explored teachers’ beliefs and their reported behaviors have been 

done in different countries. First, Reve and Medgyes’s (1994) research studied beliefs 

of native and non-native English speaking teachers concerning teaching and learning, 

including their perceived classroom behaviors. The participants were 216 ESL/EFL 

teachers in ten countries answering questionnaire. The results of this study revealed 

what teachers perceived about ESL/EFL teaching, including their difficulties in 

teaching. From this study, two-thirds of the participants thought that there were 

differences in teaching behaviors between native English speaking teachers and non-
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native teachers. For example, the participants said that native teachers were more 

flexible in classrooms activities and used various materials in teaching, whereas non-

native teachers tended to stick with the plan and use only single material. Moreover, 

the participants thought that non-native teachers understood students and helped 

students more than native English speaking teachers. Besides, the results showed that 

while one-fourths of the teachers said that native English speaking teachers were more 

successful as teachers, the same number of teachers thought non-native teachers would 

be more successful, and almost half of the teachers found there were no differences 

between native and non-native teachers. The findings also showed that the majority of 

participants considered vocabulary, such as idioms and expressions, the problems of 

non-native English speaking teachers, which had effects on what the teachers decided 

to do or not to do in their classrooms. Overall, the results showed that language 

proficiency and difficulties in using target language highly influenced teachers’ 

beliefs, and these had crucial effects on teaching behaviors, especially for non-native 

teachers. However, the research findings suggested that to discuss with native speakers 

and to cooperate with other teachers could increase their confidence to make their 

teaching more effective. 

        Flores’s (2001) research of teachers in the U.S.A. determined beliefs and reported 

behaviors of bilingual education teachers by using cross-sectional questionnaire. The 

participants were 176 bilingual education teachers. The results depicted how the 

teachers thought about bilingual students learning and how this factor influenced their 

teaching behaviors. For instance, the teachers participating realized that the use of 

students’ first language helped the teachers and learners to transfer knowledge better. 

Besides, the students would learn better if the teachers connect students’ culture and 

past experience to help with their learning of new knowledge. Moreover, the teachers’ 

prior experience had a lot of impacts on teachers’ beliefs, teachers’ teaching 

preparation, and their teaching actions in terms of what the students should be taught. 

They also thought that teachers’ training was very important to help them teach 

effectively because they could develop themselves through the training. However, the 

researcher commented that the research to explore teacher’s beliefs and their behaviors 

should be continued. 
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        As mentioned above, Kane, Sandretto, and Heath (2002) pointed out the weakness 

of research studying only beliefs and reported behaviors because it helped researcher 

understand only a half of the complex teaching situation. As a consequence, many 

researchers agreed with Kane et al. (2002), then, they looked at a relationship between 

teachers’ beliefs and actual teaching behaviors. 

        2.1.5  Teacher’s beliefs and their actual instructional behaviors 

        Many researchers realized the importance of a relationship between beliefs and 

actual behaviors, therefore, they conducted research to reveal such a relationship. 

These researchers are, for example, Árva and Medgyes (2000), Berry (2006), Curtin 

(2005), Lazaraton and Ishihara (2005), Martin (2002), and Rex, Murnen, Hobbs, and 

McEachen (2002), among others. 

        Árva and Medgyes’s (2000) qualitative study conducted in Hungary investigated 

teaching behaviors of native and non-native English speaking teachers in their 

classrooms. The researchers collected data from interviews and classroom 

observations of 10 native and non-native English speaking teachers. The results 

unveiled that there were differences and similarities between actual teaching behaviors 

and perceived behaviors of native and non-native teachers. For the differences, the 

interviews showed that native teachers were non-emphatic and lack of pedagogical 

knowledge, and mostly were assigned to teach conversation classes. In contrast, the 

actual class observations revealed that the native teachers participated could use class 

activities effectively. They were also good listeners who understood students well. In 

the interviews, the participants expressed that non-native teachers had weakness in 

speaking, but the observations indicated that all of them speak fluently. Moreover, 

while the interviews pointed out that non-native teachers were considered to be less 

flexible and less innovative, in their real classrooms, they used various tasks to 

facilitate students’ learning. Concerning to the similarities, the data from the 

interviews and the observations revealed that non-native English speaking teachers 

had a lot of preparations, they told the students what to teach explicitly and taught 

their students step-by-step; whereas native teachers did not tell their students what to 

teach and let their learning run naturally. The research suggested that the use of 

interviews and observations could help the researchers compare the results in order to 

find deep understanding of a particular situation. 
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        In addition to a study in Hungary from Árva and Medgyes (2000), there are more 

studies conducted in the U.S.A. For example, Curtin’s (2005) qualitative research 

aimed to determine instructional styles and methods of regular classroom (non-ESL) 

teachers when they taught mainstreamed ESL students. The subjects of this study were 

six regular classroom teachers from different disciplines which were reading, English, 

mathematics, science, and social studies in one urban school in Texas. These 

participating teachers were interviewed and observed while they were teaching classes 

of students with different cultural backgrounds in six-month duration. The results 

revealed that more experienced teachers tended to control students’ discipline less than 

other participating teachers. In teaching, more experienced teachers had more 

interaction with their students and used various activities. On the contrary, novice 

teachers were stricter to their students’ behaviors. These novice teachers gave more 

individual assignments and rarely used pair work or group work. Moreover, they 

always stayed in front of the class and did not circulate around the room. The novice 

teachers also depended much on the subject and teaching materials to make their 

students pass the exam. This study suggested that the school should provide novice 

teachers with ESL teacher training in order to help them develop their ESL teaching. 

        Rex, Murnen, Hobbs, and McEachen’s (2002) study explored how two teachers 

in two high schools believed about teaching and their role in classrooms, including 

how students thought and expected about learning. The researchers analyzed 

qualitative data from interviews, videotapes, field notes, including transcriptions. The 

results uncovered that the first teacher believed it was important to help students have 

high English language ability to prepare them for higher education and college 

entrance. This teacher also added that sorting different students helped in preparing 

courses to suit students’ interests, skill levels, and abilities. This teacher wanted to 

give high opportunities for his students who paid much attention to the lessons. He 

viewed the success of teacher as when students gained high test scores, got good 

grades, passed university entrance exam, and loved language. This teacher was 

assigned to teach Gifted and Talented Education (GATE) English literature class, 

which had general and gifted students studied together. It was found that the teacher’s 

experience and students’ learning outcomes guided him to prepare reading and writing 

teaching materials. In his classrooms, he reminded how he had learned to read in 
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college and provided his students with a story about his father. He emphasized that 

reading skill needed a lot of practice in an effective way. The results also showed that 

his students concerned about their grades and were afraid that they were lack of 

knowledge and would not succeed.  

        The other teacher, on the contrary, disagreed with sorting students as this would 

privilege a few students and made teaching and learning difficult. This teacher 

revealed that students had various learning styles with different purposes. He believed 

that not all students aimed at getting in college. Instead, students had lifelong learning, 

inside and outside classrooms. His success in teaching was to provide all students 

opportunities to improve and develop positive attitudes toward school learning, be 

more responsible, adapt themselves in school and their real lives. This teacher was 

assigned to teach The Academic Foundations for Success class. His class was mixed 

of leaning disabilities students, non-native English speaking students, general and 

gifted students. In his classrooms, he prepared reading stories about life outside 

classrooms, such as sports and movies. He encouraged his students to relate what they 

learned in school to their real lives. He gave his students reading passages, for 

example, about part-time job, to help them view their high school as preparation for 

their jobs. This was because this teacher got familiar with story telling since he was 

young. The findings unveiled that his students viewed school as a place they were 

required to attend although they did not like or see the value. Moreover, most of his 

students wanted to get a job after finishing high school. In a similar vein, Rex, 

Murnen, Hobbs, and McEachen’s (2002) study uncovered a relationship between 

teachers’ past experiences, teachers’ beliefs, teachers’ teaching performances, and 

students’ expectation and learning outcome. 

        Berry’s (2006) study, examined teacher beliefs and teacher writing instructional 

practices in their classrooms of regular and disabled students at primary level. The 

participants were five teachers, 44 general education students, and 23 special 

education students in two elementary multi-age and multi-culture classes in two urban 

schools. The data collection methods were teacher group interviews to find their 

beliefs and their descriptions of their classroom practice, and classroom observations 

to document their actual practice in class. From qualitative data analysis, the results 

showed that teacher beliefs guided teachers’ decision making in their classrooms. In 
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class, the participating teachers acted differently due to their different beliefs. All 

teachers in this study viewed disabilities as barriers to learning; however, the students 

without disabilities also caused problems in class. In teaching, the teachers focused on 

materials in order to teach structures and theories and encourage their students to 

apply these structures and theories. Moreover, the participating teachers who thought 

teaching step-by-step could help their students learn well would teach by supervising 

their students closely, especially for the students who could not learn well informally. 

The findings also revealed that the participating teachers viewed success in learning 

differently. Some teachers viewed students’ success as reaching high level of 

accomplishment; while the others viewed students’ success as being able to use the 

lessons outside classrooms.  

        The above studies showed, to some extent, that there is a relationship between 

beliefs and behaviors, nevertheless sometimes there is a mismatch between what 

teachers believed and what they actually performed. A case study from Lazaraton and 

Ishihara (2005) aimed to determine beliefs of a teacher about nonverbal behaviors 

used in teaching and the teacher’s actual classroom behaviors. (Actually, this study 

was conducted in two teachers, but the published article reported the results from one 

of the two teachers.) The participant was a master’s degree candidate who worked as a 

teaching assistant teaching English grammar classes at a university in the U.S.A. at the 

time of data collection. The data of this study were collected by discourse analysis 

from watching videotapes of the participant classes and self-reflection, including 

collaborative discussions with the researcher. The results showed that the participating 

teacher said she paid attention to her verbal messages while paying only little attention 

to her nonverbal behaviors. This teacher also thought that sometimes her gestures 

made her students confused. On the contrary, after watching the videotapes, the 

researcher revealed that the participant used nonverbal behavior together with 

explanation to teach vocabulary. It was found that the participant used her gestures to 

support her verbal explanations effectively. Moreover, sometimes the teacher did not 

do what she said she really did in her class. For example, the teacher said she 

explained the meaning of the word, countable and uncountable noun rules with 

irregular forms and the pronunciation. In actual classroom, this teacher explained only 

the meaning of the word without teaching other aspects of vocabulary. Thus, it was 
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found that sometimes the teacher did not perform according to their beliefs. 

Nonetheless, after the researcher and the teacher watched the videotapes and discussed 

together, the researcher comments helped the teacher believe that her nonverbal 

behaviors supported her teaching. Then, the teacher realized the importance of 

nonverbal behaviors and could express her beliefs about the use of nonverbal in her 

classrooms. Therefore, while what the teacher believed did not match with the 

performance, collaborative dialogue with the researcher helped the teacher realize and 

gain new beliefs. 

        However, teacher practices could be affected by other factors, not only their 

beliefs. A study of Martin (2002) explored relationships between the classroom 

environments and what teachers actually did in their classrooms. The study was 

conducted by interviewing and observing 39 teachers in 12 primary and secondary 

schools in the U.K. within one academic year. From qualitative and quantitative 

analysis, the participating teachers mostly dominated their classes with most of the 

time spending on teaching and standing in front of the class. This was affected by class 

space and class lay out.  It was found that there were more teacher-centered lessons 

when the classes were denser and when the classrooms were organized as circles or 

horseshoe. On the contrary, the child-centered lessons occurred when the classes had 

multiple activities facilities. The subject was another factor affecting teaching. The 

findings showed that there were teacher-centered classes in academic subjects, 

whereas child-centered lessons occurred in practical subjects which students could 

move and learn by themselves. Nevertheless, the participating teachers had different 

attitudes toward effects of classroom environments on their teaching. Some teachers 

said that their pedagogy was based on classroom space and facilities, while the others 

revealed that teachers could rearrange the facilities in the class to fit their teaching 

styles. 

 

2.2  Summary 

        Many of the studies reviewed in this chapter similarly helped situate some 

understandings into how native and non-native English speaking English language 

teachers believed about teaching and learning. Moreover, these studies showed how 

their beliefs influenced their actual classroom behaviors, for example, Árva and 
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Medgyes (2000), Berry (2006), Cho and DeCastro-Ambrosetti (2005), Curtin (2005), 

Farrell (1999), Flores (2001), Johnston (1997), Reve and Medgyes (1994), Soodak and 

Podell (1996), Tang (1997), Wilkerson (2000). 

        The studies by Johnston (1997) and Wilkerson (2000) unveiled how teachers 

thought about their teaching profession, while Soodak and Podell’s (1996) and Tang’ 

(1997) studies revealed how teachers perceived their teaching proficiency and ability. 

Research from Cho and DeCastro-Ambrosetti (2005) and Farrell (1999) uncovered 

teachers’ beliefs about English language teaching. Moreover, Flores’s (2001) and 

Reve and Medgyes’s (1994) studies offered some insights into how ESL/EFL teachers 

believed about ESL/EFL teaching and how teachers’ beliefs influenced their 

classroom instruction to some extent. 

        However, Kane, Sandretto, and Heath (2002) stated the weakness of research that 

investigated only beliefs and reported teaching behaviors. These researchers warned 

that it helped researcher understand only a half of the complex teaching situation. As a 

result, many researchers agreed with Kane et al. (2002), then, they looked at a 

relationship between teachers’ beliefs and their actual teaching behaviors. Many 

researchers, for example, Árva and Medgyes (2000), Berry (2006), Curtin (2005), and 

Martin (2002), conducted research to uncover a relationship between teachers’ beliefs 

and teachers’ actual instructional behaviors, including factors affecting their beliefs 

and their teaching performances. 

        In response to what these researchers contended, the present study intends to 

document and reveal beliefs of native and non-native English speaking EFL teachers 

in a Thai university context and depict how these beliefs impacted the teachers’ actual 

teaching behaviors. Following in the next section is a description of data collection 

methods and analyses employed to gather data to answer the research questions of the 

present study. 



Fac. of Grad. Studies, Mahidol Univ.                                                        M.A. (Applied Linguistics) / 21 
 

 

CHAPTER III 

RESEARCH METHODOLOGY 
 

        This chapter depicts the data collection methods and analyses employed for the 

present study. The chapter begins with a clarification of why and how multiple 

qualitative data collection methods and analyses are employed. Then each data 

collection method is described. Additionally, the subjects participating in the present 

study, a description of data collection procedures, and data analyses for the present 

study are included.  

 

3.1  The Four Research Methods 

        Given the benefits of triangulation, the researcher of the present study employed 

the concept of triangulation to gather and analyze data to answer research questions 

posed. (See CHAPTER ONE for research questions.) Briefly, triangulation, as myriads 

of researchers defined, was, “the use of three or more differing collection strategies to 

affirm and articulate the validity of evidence each produces” (Kleinsasser & Savignon, 

1991, p. 293). Many researchers have argued for the benefits of triangulation in that 

the use of triangulation could augment the validity of research findings (see, for 

example, Kane, Sandretto, & Heath, 2002; Kleinsasser & Savignon, 1991; Mathison, 

1988). Metz (2000) further contended that the use of more than one single data 

collection method could capture the complexities of an educational context under an 

investigation. In her own words,   

 
The social world, even the enterprise of education, is far too complex to be 
captured by any single methodology. We need to clarify the assumptions and 
procedures of varied methodologies and to discourage wasteful struggles among 
them. If educational researchers explicitly matched their questions with the most 
appropriate theories, methodologies, and methods, it would be easier for all to 
see both the strengths and limitations of each approach and its associated studies. 
(p. 68) 
 

        Following the concept of triangulation, the present research used four different 

qualitative data collection methods and analyses: semi-structured interviews, focus  
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group interviews, classroom observations, and written documents. These qualitative 

data collection methods were employed because they helped researcher situate a 

further understanding of one educational institution of what actually happened in a 

classroom and why teachers decided to do or not to do things in the reality of the 

classroom. Merriam, Courtenay, and Baumgartner (2003) argued, 

A qualitative design was chosen because qualitative research is concerned with 
process, and understanding the process is more important than looking for an 
outcome (Bogdan & Biklen, 1998; Merriam, 1998). In addition, qualitative 
research is flexible (Patton, 1990). The research process continually evolves and 
unfolds. Because we sought to understand a dynamic, continuously evolving 
process, this paradigm was desirable. (p. 174) 

 
        In particular, these four different qualitative data collection methods would be 

clarified further in the following section. 

        3.1.1  Interviews 

        In qualitative research, an interview was considered one of important sources of 

data, as Merriam (1988) mentioned, it was “a primary source of data” (p. 87). Spradley 

(1979) also stated that it is an important method to understand people from “insider’s 

view” (italicized original, p. 4) which might be different from “outsider’s view” 

(italicized original, p. 4). An interview was like “speech event” (italicized original, p. 

55) that people had a conversation about various topics. It provided the informants 

with an opportunity to talk about situations or past events. Apart from that, the 

interviewer might gather data about participants’ feelings and thoughts. As a result, an 

interview helped researchers gain how people think and why. 

        Because of the benefits of an interview, many researchers (Amin, 1997; Árva & 

Medgyes, 2000; Johnston, 1997; Merriam, Courtenay, & Baumgartner, 2003; 

Wilkerson, 2000) employed interviews to collect data for their research. For example, 

Johnston (1997) used interviews rather than surveys because interviews helped him 

gain the information which surveys could not give. He stated, in his own words, that 

interviews “allow the voices of the teachers themselves to be heard and to explore in 

some detail their own perceptions of their working, lives, something that is difficult to 

do in survey-based research” (p. 689). Moreover, Merriam, Courtenay, and 

Baumgartner (2003) employed this data collection method because it helped the 

researchers study the norms, values, and attitudes towards becoming a witch from the 
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participants. Furthermore, Wilkerson (2000) interviewed the subjects to reveal their 

perceptions about their career, including their problems of their work. Furthermore, 

Amin (1997) used semi-structured interviews to explore teachers’ perceptions of their 

students’ ideal teachers. 

       In the present study, the researcher followed the ideas of Spradley’s ethnographic 

interview strategies (1979) to conduct the interviews. First, the researcher constructed 

a list of open-ended interview questions which were adapted from Árva and 

Medgyes’s (2000) list of questions. These interview questions were piloted on two 

EFL university teachers. With comments from those teachers and a discussion with the 

researcher’s advisor, the interview questions were edited, re-arranged, and re-written. 

Finally, total 26 interview questions were used for the present study (see semi-

structured interview questions in Appendix B). 

        Upon requests made by the teachers participating in the study, these 26 interview 

questions were given to the participants approximately two weeks in advance prior to 

the actual interviews. The interviews were done in either English or Thai depending on 

the participants. Each interview took approximately 40 to 75 minutes depending on the 

participants’ answers. With permission from the participants, all interviews were 

recorded. Field notes were taken during the interviews. Finally, these interview tapes 

were later transcribed (or transcribed and translated for interviews in the Thai 

language). These transcribed interviews, along with the field notes were later 

analyzed. 

        3.1.2  Focus Group Interviews 

        As previously mentioned, semi-structured interviews helped researchers explore 

participants’ thoughts from their own views and perspectives (Merriam, 1988; 

Spradley, 1979). Furthermore, focus group interviews were also employed to buttress 

the data the researcher garnered from individual interviews. Krueger (1994) stated that 

focus group interviews allowed “the researcher to get in the tune with the respondent 

and discover how that person sees reality” (p. 29). Further, he stated that this method 

helped the researcher gain data from a “natural environment” (p. 19), which was 

different from a controlled environment in individual interviews. This is because, as 

Krueger explained further, participants could discuss together in various topics as they 

do in their lives. Consequently, Krueger highlighted several benefits of the focus 
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group interview. First, participants would feel more comfortable and relaxed because 

focus group interviews were usually conducted in natural situations. Krueger 

explained, “[i]nhibitions often are relaxed in group situations, and the more natural 

environment prompts increased candor by respondents” (p. 34). Second, this method 

offered some flexibility to both the researcher (or the moderator) and the participants. 

This was because it allows both the researcher and the participants to discuss not only 

in the topics being raised by the researcher, but also other topics which could possibly 

derive from the discussion. This was because “the format allows the moderator to 

probe. This flexibility to explore unanticipated issues is not possible within the more 

structured questioning sequences typical of mail-out surveys” (p. 35). Third, this 

method was easy to understand and the results derived from it were not so complicated 

as the results in statistical form. Krueger insisted,  

The technique is easily understood and the results seem believable to those using 
the information. Results are not presented in complicated statistical charts but 
rather in lay terminology embellished with quotations from group participants  
(p. 35) 
 

        Added to what Krueger (1994) contended, Miller and Aldred (2000) argued that 

the focus group interview method or the “natural method” (p. 5) helped researchers 

gain deeper understandings of contexts, including rationale for each behavior. Focus 

group interviews, as they summed up, allowed participants to discuss their thoughts, 

evaluate various situations, and reflect their beliefs. Moreover, unlike other 

quantitative methods (e.g. the questionnaire), data gathered from the focus group 

interview tended to be rather complete and the researchers gained better insights about 

the issue being investigated. (See Miller & Aldred, 2000 for further details.) Mindful 

of the benefits of the focus group interview method, the researcher employed this 

specific method to collect data for the present study. 

        The questions used for the focus group interview were adapted from Schubert’s 

(1986) list of questions dealing with teachers’ understandings of themselves and their 

subject matter. (See focus group interview questions in Appendix C). 

        Overall, two focus group interviews were conducted. Each interview lasted 

approximately one to one and a half hour. During the interviews, the researcher, with 

permission from the participating teachers, recorded the interviews and took notes. 
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Then, the interviewed tapes, along with the notes were transcribed and later analyzed 

by the researcher. 

        3.1.3  Classroom Observations 

        A classroom observation was another data collection method used to gather 

information from a “natural field setting” (Merriam, 1988, p. 87) to clarify different 

aspects of teaching (Richards & Lockhart, 1994). Several researchers emphasized the 

benefits of this particular method. For example, Merriam (1988) pointed out the 

advantages of the use of classroom observations. The first benefit was that the 

observer who was considered as an outsider of a classroom situation might notice 

some points the participants or the insiders normally did, but might not realize or 

notice those points. As a consequence, the observer got the better and wider view of 

teaching and education than what the participants realized. Secondly, the observer 

could gain data directly from the actual situations to fill the gaps between predicted 

behaviors and the actual ones. With observation data, the observer could reveal and 

depict the issues being investigated. In her own words, Merriam wrote, 

Observation is the best technique to use when an activity, event, or situation can 
be observed firsthand, when a fresh perspective is desired, or when participants 
are not able or willing to discuss the topic under study. (p. 89) 
 

Kane, Sandretto, and Heath (2002) offered further clarification of a classroom 

observation. They explained that an observation “might have created a more detailed 

picture of the complexity of teaching in the university” (p. 190).  

        In the field of language teaching, a number of language researchers adapted the 

idea of an observation to gather data to explain what happened in language 

classrooms. (See, for example, Árva & Medgyes, 2000; Hativa, Barak & Simhi, 2001; 

Kennedy & Kennedy, 1996; Martin & Ramsden, 1993; Martin, Prosser, Trigwell, 

Ramsden & Benjamin, 2000; Scott, Chovanec & Young, 1994; Quinlan, 1999b, 

among many others, for further details.) In the present study, the researcher conducted 

a number of classroom observations to record and reveal what the EFL teachers 

participating in the present study did and did not do in their classrooms. In particular, 

the researcher adapted Merriam’s (1988) concepts of a classroom observation and 

Richards and Lockhart’s (1994) classroom observation guidelines to conduct 

classroom observations of the EFL teachers participating in the present study. During 
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classroom observations, the researcher set herself as an observer and did not 

participate in any classroom activities. While observing, the researcher focused on 

what the participating teachers did during their actual classroom and took notes to 

document teaching behaviors of the study samples. These field notes were later 

transcribed and analyzed. 

        3.1.4  Written Documents 

        Another source of data for this present study was written documents. Written 

documents were needed to provide a general overview of Copeland University, its 

foreign languages department, and the English language courses offered at this 

university. Punch (1999) emphasized the importance of written documents, in his own 

words, “Documents, both historical and contemporary, are a rich source of data for 

social research” (p. 190). He further mentioned, “A distinguishing feature of our 

society may well be the vast array of ‘documentary evidence’ which is routinely 

compiled and retained, yet much of this is neglected by researchers, perhaps because 

the collection of other sorts of social data (experiments, surveys, interviews, 

observations) has become more fashionable” (p. 190). Moreover, a vast number of 

researchers highlighted the necessity for a researcher to include data from written 

documents in his / her research. Punch (1999), and Spradley (1997) convincingly 

argued that written documents, along with other sources of data could offer “an 

adequate cultural description” (Spradley, 1979, p. 8). 

        Mindful of Punch’s (1999) and Spradley’s (1979) suggestions, the present study 

collected the written documents concerning EFL curricula at Copeland University 

throughout the duration of the data collection procedure. The documents, for example, 

curricula and course descriptions were collected.   

        In the following section, the participants of the study and the university the 

researcher conducted the study in will be described. 

 

3.2  Participants 

        The participants of the present study were native and non-native EFL university 

teachers at Copeland University (Copeland University was a pseudonym given by the 

researcher to replace the real university’s name to keep the participants of the present 

study anonymous). There were approximately 37 EFL teachers in the Department of 
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Foreign Languages. Of those, seven were native English speaking teachers and the rest 

were non-native teachers. Though the researcher requested every teacher to participate 

in the study, only 19 teachers volunteered to participate in the present study. Of these, 

seven were native English speaker teachers, 12 were native Thai speaker teachers, and 

two were teachers from a country that uses English as a Second Language. Of those 

participants, four agreed to participate in all data collection methods; another four 

agreed to participate in two data collection methods (three agreed to join semi-

structured interview and classroom observations, and one agreed to join focus group 

interview and classroom observations); and the other 11 participants agreed to 

participate only in one data collection method (five of them joined semi-structured 

interview and six joined focus group interview). In the study, pseudonyms were used 

to keep the participants anonymous. Their teaching experiences varied from one and a 

half to 40 years, with the approximate teaching experience average of 20 years. The 

details are shown in table 1. 

        3.2.1  Copeland University 

        Copeland University was one of the oldest government universities in Thailand. 

The university offered undergraduate, graduate and postgraduate programs in various 

fields, including medicine, science, engineering, arts, education, and management. 

There were many faculties, colleges, and research institutes in this university. 

Copeland University produced a number of graduates and researchers each year. 

        3.2.2  Copeland University’s Foreign Languages Department 

        The Department of Foreign Languages offered several EFL courses to both 

undergraduate and graduate students. The Department was responsible for teaching 

English to first year and second year students of every faculty, and the higher years of 

some faculties. The Department also offered courses in various languages such as 

Japanese, and Chinese. Students could study the languages as free elective subjects. 

There were approximately 37 teachers in the department, including Thai and foreign 

teachers. 

 

3.3  Data Collection Procedure 

        To gain access to EFL university teachers, the researcher sent a consent letter 

asking  for permission to conduct a study from the Department of  Foreign Languages  
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Table 3.1: Participants in the study 

        Name     Years of   Methods 

      Teaching Interview  F.G.I.*  Observation 

Anthony (NT**)  8       ×         ×       × 

Charasdao (NNT***)  4       ×         ×  × 

David   (NT)   10           ×  × 

Harrison  (TESLC****)  over 30          × 

Jamjuree (NNT)   17           × 

Jeffrey  (NT)   40       × 

John  (NT)   35       ×         ×  × 

Kingkarn (NNT,TA*****) 2       ×         ×  × 

Madonna (TESLC)  over 30          × 

Nicholas (NT)   over 30      ×   × 

Peter  (NT)   25       ×   × 

Siripanor (NNT)   over 30          ×  

Somjai  (NNT)   22       × 

 Somkid (NNT)   15       ×  

Somsri  (NNT)   20          × 

Sukanda (NNT)   1 and ½      ×   × 

Sunee  (NNT)   25       × 

Sutassanee  (NNT)   21       × 

Tony  (NT)   14          × 
Note:  F.G.I.  = Focus group interview 

              NT  = Native English speaking teacher 

           NNT  = Non-native English speaking teacher 

           TESLC  = Teacher from a country that uses English as its second language 

            TA  = Teaching assistant (a master’s degree student who completed coursework) 

 

of the participating university. This letter described briefly the aims of the study and 

methodologies the present study employed. When permission was granted, the 

researcher sent a consent letter to all EFL teachers in the Department requesting their 

participation. The consent letter sent to those teachers also detailed objectives of the 

study and methodologies the present study employed (see consent letter in Appendix 



Fac. of Grad. Studies, Mahidol Univ.                                                        M.A. (Applied Linguistics) / 29 
 

A). Additionally, the consent letter as well informed the teachers about their right to 

withdraw themselves from the study at anytime. After attaining permission from the 

participants, the researcher identified the participants and the settings, including 

making appointments with teachers volunteered to participate in the study for each 

data collection method. Besides, the researcher arranged the group of focus group 

interviews according to the available time of the participants. The duration of data 

collection was approximately one academic year (from June, 2004 to March, 2005). 

Table 3.2 shows the duration each data collection method employed in the present 

study. 

 

Table 3.2: Duration of the study 

  Procedure     Duration 

 Sending consent forms  June, 2004 – July, 2004 (5 weeks) 

 Individual interviews   July, 2004 – March, 2005 (41 weeks) 

 Focus group interviews  July, 2004 – March, 2005 (41 weeks) 

 Classroom observations  July, 2004 – March, 2005 (41 weeks) 

 

        In the next part, data analysis for the present study will be described. 

 

3.4  Data Analysis 

        To analyze the data of this study, the researcher employed analytical approach 

proposed by Strauss and Corbin (1990). The theory consisted of two kinds of coding: 

open coding and axial coding techniques. These two techniques could help the 

researcher systematically categorize native and non-native EFL teaching behaviors in 

their classrooms. The concepts of axial coding and axial coding also helped explain 

categories of the data, including the relationship between the categories in each 

situation. 

        The first step of data analysis was the open coding. This coding was as Strauss 

and Corbin (1990) defined, “the process of breaking down, examining, comparing, 

conceptualizing, and categorizing data” (p. 61). In doing so, the researcher named and 

described each phenomenon in the context. Following was the breaking of the data 

into parts. Then, the same phenomena were categorized and given the name according 
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to their properties and dimensions. Two techniques used while doing open coding 

were asking questions about potential categories, properties, and dimensions of the 

phenomena, and making comparisons in order to find similarities and differences, 

which helped in the grouping process. 

        The second step was the axial coding. Strauss and Corbin (1990) defined this 

coding as “a set of procedures whereby data are put back together in new ways after 

open coding, by making connections between categories. This is done by utilizing a 

coding paradigm involving conditions, context, action/interactional strategies and 

consequences” (p. 96). In this process, the data were grouped according to the 

relations between sub-categories and categories. Following this process, the data were 

re-arranged systematically in order to depict a relationship between teachers’ beliefs 

and their classroom behaviors. 

 

3.5  Summary 

        In the present study, the researcher applied the concept of triangulation to gather 

and analyze data in order to answer research questions posed. Four multiple data 

collection methods and analyses were employed for this study: semi-structured 

interviews, focus group interviews, classroom observations, and written documents. 

These qualitative data collection methods were used because they provided a 

researcher with further understandings of what teachers in one educational institution 

did in the classroom, including the reasons of their actions and what actually happened 

in a classroom.(Merriam, Courtenay, & Baumgartner; 2003). 

        The participants of the present study were 19 native and non-native EFL 

university teachers (seven were native English speaker teachers, 10 were native Thai 

speaker teachers, and two were teachers from a country that uses English as a Second 

Language) at Copeland University (pseudonym). The duration of data collection was 

approximately one academic year (from June, 2004 to March, 2005).  

        The data were analyzed based on Strauss and Corbin’s (1990) concepts of 

qualitative interpretations. The theory consisted of two kinds of coding which were 

open coding and axial coding procedures. These coding procedures could help the 

researcher systematically categorize native and non-native EFL teaching behaviors in 
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their classrooms. The concepts also helped explain categories of the data, including the 

relationship between the categories in each situation. 

        In the next chapters, results are discussed on the basis of beliefs (Fang, 1996; 

Pajares, 1992, and Richardson, 1996) and behaviors (Argyris & Schön, 1994, and 

Flanders, 1970) concepts. The chapters explain the nature of Copeland University, its 

Department of Foreign Languages, and the EFL courses offered. Importantly, data 

analyses from interviews would help the researcher conclude the beliefs of the 

participating teachers. Lastly, interview data and field notes from the researcher’s 

classroom observations would further uncover the results concerning these teachers’ 

beliefs in their classrooms and a relationship (if any) between their beliefs and their 

actual behaviors. 
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CHAPTER IV 

RESULTS I 

THE WORKPLACE CONTEXT 
 

        This chapter illustrates a general background of Copeland University’s EFL 

courses. The data comes from the University’s website and its written documents (i.e. 

curricula, course objectives, and course outlines). The chapter describes the 

characteristics of Copeland University (i.e. the nature of the University, EFL courses 

offered at Copeland University, and the characteristics the Department of Foreign 

Languages. 

 

4.1  The Nature of Copeland University 

        From its website, Copeland University is one of the oldest government 

universities in Thailand. Overall, this University was well-known for teaching and 

research, and was comprised of 14 faculties, six colleges, eight research institutes, and 

four centers. The University offered various courses in a wide range of disciplines in, 

for example, medicine, nursing, natural and applied science, engineering, education, 

management, and arts. 

 

4.2  EFL Courses Offered at Copeland University 

        The University offered four prerequisite EFL courses for undergraduate students. 

These courses included Introductory University English I (ENG 111), Introductory 

University English II (ENG 112), Intermediate University English I (ENG 211), and 

Intermediate University English II (ENG 212). The former two courses (ENG 111 and 

ENG 112) were compulsory for all first year undergraduate students of all faculties, 

whereas two latter courses (ENG 211 and ENG 212) were elective for some faculties, 

but were compulsory for some second year undergraduate students in some faculties, 

for example, Faculty of Engineering, and Faculty of Medical Technology, depending 

on the requirement of each faculty. Apart from these four English courses, the
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University also offered the students other elective courses, including Public Speaking 

and Presentations (ENG 311) and Business English (ENG 312). 

        The collected written documents revealed the content of the required four EFL 

courses at Copeland University. The curricula and course descriptions for all EFL 

courses available at Copeland University were developed by the University’s 

Academic Board. Basically, the courses emphasized the four language skills (reading, 

writing, listening, and speaking) and aimed to strengthen students’ English language 

skills. Below are course objectives and outlines of all four EFL courses that Copeland 

University offered to its students.  

        ENG 111 Introductory University English I                      3 (2-1) 

  Practicing development of study strategies with particular reference to 
reading skills; ways to comprehension at word level, techniques of efficient 
reading; note-taking from reading, drawing inference; distinguishing fact from 
opinion; identifying attitude and tone. There is further development of reading 
competence, focusing on major types of scientific discourse with particular 
application in general science: the language associated with the concepts of 
measurement, comparison and contrast, and definition and classification. There 
is listening comprehension with emphasis on the language of social intercourse, 
including greeting, using the telephone, and asking for/giving directions; the 
language of numbers; the pronunciation of sounds causing problems to Thai 
students. 

 
        ENG 112 Introductory University English II                      3 (2-1) 

  There is a focus on further major type of scientific discourse with 
particular application in general science:  The language associated with the 
concepts of cause and effect, sequence of events / process, function, purpose / 
method / means, shape / form / appearance and proportion / frequency / 
probability.  Also further development of listening competence:  the language of 
science and news-reporting.  Tasks include note-taking from listening, listening 
for the main idea of a text and the important details of a text. 

 
        ENG 211 Intermediate University English I                      3 (2-1) 

  Reading comprehension through discourse analysis of linear and non– 
linear academic texts; expansion of technical vocabulary; summarization of 
texts.  Paragraph level writing with focus on coherence, cohesion, inter-sentence 
connectors, and discourse markers, plus limited opportunity for scientific and 
business writing.  Listening comprehension based on socially relevant dialogues 
and mini-lectures in students’ field of study. 
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        ENG 212  Intermediate University English II                      3 (2-1) 

  Reading comprehension of more advanced academic texts through 
more extensive analysis and discussion of contents; greater expansion of 
technical vocabulary; summarization of texts.  Also there is multiparagraph level 
writing combining various types of discourse, and listening comprehension 
based on longer lectures involving topic in students’ field of study. 
 

        From the above course descriptions, all four EFL courses had similarities in their 

focuses. First, they emphasized on the development of four English language skills, 

including listening, speaking, reading, and writing. Moreover, the courses focused on 

everyday use language and reading scientific contexts as a basis in order to promote 

education in higher level in scientific fields. Importantly, these four course outlines 

were assigned to Copeland University’s Department of Foreign Languages. The 

department then used these four course outlines and objectives to design the courses 

for students in each faculty. In addition to basic EFL courses, the department also 

offered free elective courses. The other English courses that the department offered to 

students of Copeland University were, for example, Public Speaking and Presentation 

and Business English. Then, the following section will discuss the nature of the 

University’s Department of Foreign Languages. 

 

4.3  Copeland University’s  Department of Foreign Languages 

        The Department of Foreign Languages was responsible for providing 

undergraduate students with EFL compulsory and elective courses. Based on the 

university’s curricula and course descriptions, the department designed courses for 

different faculties with various levels of difficulty, but the context was still about 

science and technology to suit the discipline and the needs of the students in each 

faculty. Then, the teachers in the department were assigned by the head of the 

department to be coordinators for different courses. Each coordinator stuck on the 

course outlines of the University and passed course objectives to his/her group. At 

present, the Department of Foreign Languages, which used to be under Faculty of 

Science has moved to the new faculty, Faculty of Arts. Hence, it is interesting to 

investigate how other teachers used these course outlines in their actual classrooms 

and to explore whether there is a relationship between their beliefs of what EFL 

teachers’ teaching should be and what they actually do in their classrooms. 
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4.4  Summary 

        In this particular work context, the curricula and course descriptions for EFL 

courses taught at Copeland University were written by the University’s Academic 

Board. The curricular and course descriptions had some similarities, for instance, 

focuses on the four English language skill, science and technology, and English for 

everyday use. Then, these English language curricula and course descriptions were 

sent to its Department of Foreign Languages. After receiving the curricular and course 

description, the head of the Department divided teachers in the Department into 

groups to be responsible for teaching English to each faculty of students. 

        Following in the next chapter is a description of teachers’ beliefs about EFL 

teachers and EFL teaching and learning. The analyses of semi-structured interviews 

and focus group interviews help uncovers how the participating teachers though about 

EFL teaching and learning in this particular context.  
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CHAPTER V 

RESULTS II 

EFL UNIVERSITY TEACHERS’ BELIEFS OF EFL EDUCATION 
 

        In this chapter, the data from semi-structured interviews and focus group 

interviews were presented in order to clarify the participating teachers’ beliefs. The 

first section shows teachers’ beliefs about classroom management, which includes 

how they disciplined their students, how to deal with students’ mistakes, and what to 

do when students spoke Thai in classrooms, for example. The second section depicts 

teachers’ beliefs about different components of pedagogy, which are teachers’ beliefs 

about teachers’ teaching profession and teaching proficiency (reasons for being EFL 

teachers, strengths and weaknesses of native and non-native English speaking EFL 

teachers); and teachers’ beliefs about teaching (EFL teaching methodology, and 

teaching materials). 

 

5.1  Classroom Management 

        The first section deals with the participants’ classroom management. In 

particular, this section clarifies how the participating teachers managed their 

classrooms. It also includes how they dealt with students’ disciplines and students’ 

behavior problems. 

        The first part of this section is about disciplining students. It explains how the 

participating teachers disciplined their students when the students, for example, talked 

a lot, ate in class, or were sleeping. The teachers employed different approaches to 

control their students’ behaviors. 

        5.1.1  Disciplining Students 

        Eight participating teachers shared various ways in disciplining students in their 

classrooms. Tony, a native teacher (NT) with 20 years of teaching experience, used 

strong discipline with the students who disrupted the class by talking with their friends 

or talking on their mobile phones. However, he hardly used this method because he 



Fac. of Grad. Studies, Mahidol Univ.                                M.A. (Applied Linguistics) /  37

Thought that doing this was  “a little too rude”.   He sometimes blew a whistle to warn 

the students. At times this teacher used a yellow card and a red card like a football 

referee to discipline the students. Tony said that he blew a whistle to “keep [students] 

quiet”. This teacher explained, 

What I do was once is I have this yellow card and red card, and I, if someone is 
doing something disruptive or receiving the phone call, I pull out the yellow card 
like an official in soccer game, and they all know that, and they don’t know 
whether I’m really going to do something to kick them out as I have a red card 
too. So in real institute I have the total of students to leave after repeating 
warnings. It’s very unusual but it has happened several times here. it’s over and 
over again, over term be quiet please, we are trying to, and over it’s the students 
are chocked when I kicked them out of the class. 
 

        Another NT with over 30 years of teaching experience, Nicholas, did not use 

strong discipline. He asked the students to be quiet when they made loud noise. 

Moreover, this teacher also had to deal with the students who brought drinks into the 

classrooms and those who slept in the classrooms. To deal with students who brought 

drinks into the classroom, this teacher said, 

I have to go back to the university’s policy. I don’t know what’s the university’s 
policy is. If the university says it’s okay, I can deal with it. It deals with the 
university. If the university says no, then I have to see how to stop it, but it the 
university says yes, it’s up to the teacher, then I don’t mind. 
 

        Another problem was students’ sleeping, he furthered, 

Sleeping, I try to think how to wake them up, usually I go and look at them, then, 
they wake up. I mean I don’t get mad at them. Probably went down and tell 
them, they eat some food, probably go to sleep in the afternoon, sure. I tell then 
that I want to do that to, but I can’t, I have to work.  
 

        He explained why he did not enforce strong discipline on his students. “My 

students are lovely students and they are very young. And I was young once too.” He 

commented that “[m]ainly I was doing there is classroom management. So, I don’t 

think it is serious. If I tell them to be quiet and be nice, so they will”. 

        Similarly, David, who had been teaching for 10 years chose to draw students’ 

attention and warn them to be quiet. He said; 

I just try to, I snap at them before sometimes by calling the action I do with my 
children asking them to be quiet. Sometimes I talk to them, you’re talking now, 
the other person’s learning, sometimes I do that. 

 
David also suggested that, 
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[I]f I come in prepared, I try to keep my energy level pretty high…. Their 
[Students’] custom is to be entertained. If you don’t entertain them, then they 
start looking at the phone, doing something like that because their expectation is 
that they shouldn’t be bored…. So you did have to entertain them with the high 
energy level. Come in, drink a lot of coffee before you [teach]. 

 
        On the contrary, Anthony, chose to ignore students who had no self-discipline. 

He said “I’m not their parent, it is not my job”. He thought causes of students’ lack of 

discipline were “a cultural thing”. He explained, 

Thais treat their children like children when they’re 18 and 19 years old, right? 
They’re not children anymore. Unfortunately, they are not like children because 
that’s the way they treat them. That’s the discipline problem. 

 
Students’ loud noises caused problems in classrooms. Students’ quietness, however, 

could generate problems. Anthony commented that “too well-behaved is another 

problem. They don’t ask questions. It’s much more polite to sit and keep silent. That 

can be a problem”. 

        The ideas that Kingkarn, a non-native English speaking teaching assistant (NNT 

TA), had towards students’ disciplining were similar to those of native teachers. In a 

big class, she had to use strong disciplines. She asked them to be quiet and quizzed the 

students after class. She explained; 

The problem is that too many students, too loud noise because about 100 
students in the same class, you know, I can’t do anything about that. I can do it 
sometimes when I tell them that OK everybody please listen, I will have a quiz 
after this class or something. Or sometimes I have to say that everybody listen to 
me please, something like that. I use the strong discipline to them in the big class 
like this.  
 

Later on, in a focus group interview, this same teacher contradicted herself on the 

issue regarding student disciplining. She remarked, 

For me, they are in university level, and I think they should have responsibility 
to learn or not to learn, and now I tell that you can choose to learn, you can 
choose to listen or not listen to me, it depends on you, it’s your choice, it’s your 
own choice. Yes. I always tell them like that and high students, you know, they 
may feel ashamed about that when I say you can choose to listen or not listen. 
That works. 
 

        A couple of Thai EFL teachers (Sunee and Sutassanee) used more or less the 

same method in disciplining their students. Often, they punished them by assigning the 

students to read a passage and later on asking the students questions on the assigned 
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reading passage. Unlike Sunee, Sutassanee used marks to force her students. She 

asked questions and gave extra marks to the ones who could answer. She would, 

however, deduct students’ marks if they were unable to answer her questions. This 

method, as she thought, worked in her class. Sutassanee explained, 

I think now the students seem to be very sleepy and they talk a lot. So I will 
punish them by, you know, I read the text and then I ask questions right away, 
one by one. And I say O.K. if you answer my question, one mark each. But if 
you cannot, pass to other students. And you know, they alert all the time. They 
have to pay a lot of attention to what I am going to ask them. 
 

        Contrary to other Thai teacher participants, one lone Thai EFL teacher with 20-

year teaching experience, Somsri, usually stopped talking when students behaved 

inappropriately. She said, “I don’t want to use much energy, just stop talking, stop 

speaking, stop teaching, stay quiet, and they will become quiet too. That’s all. I used 

that a lot”. 

 

Table 5.1: Teachers’ beliefs about disciplining students 

 The way teachers dealt with students’ disruptive behaviors            Participants 

 Strong discipline 

 - Blew a whistle and ask students to leave the classroom  Tony 

 - Drew students’ attention      David 

 - Quizzed        Kingkarn 

 - Punished them with marks      Sunee 

          Sutassanee 

 Soft discipline 

 - Warned students       Nicholas 

 

 Ignored students’ discipline      Anthony 

          Kingkarn 

 

 Stopped teaching       Somsri 
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5.1.1.1  Summary 

        Overall, these participating teachers used three different approaches to deal with 

their students’ disciplines. The first approach was to use strong disciplines such as 

warning and asking students to leave the classrooms, quizzing, or punishing them with 

marks. The second approach was less strict; for example, asking them to be quiet. The 

last approach was to ignore students’ inappropriate behaviors and continue teaching. 

        In the next section, the discussion focuses on how the participating teachers dealt 

with their students when the students made mistakes in speaking and writing. 

        5.1.2  Dealing with Students’ Errors 

        This section explains how the participating teachers thought about students’ 

errors and error corrections. Moreover, this part uncovers what these teachers did 

when students spoke, read, or answered incorrectly. It also includes what they did with 

students’ writing assignments. 

        The participating teachers differently dealt with students’ errors. One NT with 25 

years of teaching experience, Peter, had never been strict about spelling. This teacher 

said, “I’ve never been strict about spelling or anything but I still can tell whether it’s 

right or wrong, usually, just by looking quickly”. 

        Nicholas revealed that he acted differently when dealing with students’ errors in a 

big class, a presentation, and writing assignments. In a big class, he could not note all 

mistakes that his students made, whereas in students’ presentations, he was able to 

take notes students’ errors. In writing assignment, he instantly corrected the errors. He 

explained,  

In a class of 60 students, I’m not gonna be able to catch everybody’s mistakes. In 
a class which I’m teaching and they’re making a presentation, I can take notes, I 
can catch. And in terms of writing, I’ve been teaching writing for years. My hand 
is automatic, it goes to corrections. 
 

        This teacher also gave a remarkable comment about students’ ignorance of their 

mistakes in their corrected paper.  

[S]omebody has 20 mistakes on a page, it’s not usually 20 different mistakes. 
They’re making three mistakes 20 times. You see what I mean? They always 
spell the same word wrongly, they’re always going to make run-on sentences. 
And so, I ask them to concentrate when I turn back their paper. Study their own 
paper. Ask what they have to fix if they make a run-on sentence. It’s a matter of 
learning from mistakes. Using past tense when they want present, it’s something 
that can be fixed, but sometimes they get lazy to do that. 
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        One teacher from a country that uses English as its second language (TESLC), 

Madonna, who had been teaching for over 30 years, explained that she did not correct 

students’ mistakes in speaking English. It was because she preferred to let them 

practice English in a natural way. In a focus group interview, she pointed out, “For 

me, it is the only one issue that the students use the language. Even if they use it 

wrongly, they are getting around to using it. It is the most important thing”. 

        Moreover, one NT with 35 years of teaching experience, John, added “I’ve found 

that poor students are less shy, less afraid of making mistakes. The very good students 

are afraid of making mistakes. The poor students are not afraid of making mistakes, so 

they are more willing to participate”. 

        One NNT with 21-year teaching experience, Sutassanee, reacted differently to 

students’ errors. If students made significant mistakes, she would correct them. 

However, if their mistakes were not important, she chose to ignore their mistakes. She 

explained, 

[S]ometimes I correct them, but sometimes if it’s not important,…I just…let it 
go…. Just try to be natural, I think to be natural is better. If you correct them all 
the time, they will lose confidence in speaking. Sometimes you have to allow 
mistakes to occur in class for the sake of confidence. 
 

One non-native teacher, Somkid, agreed with this. He corrected his students’ mistakes 

but not all of them. He reported; “If my students pronounce wrongly, I will read for 

them, but I will not point out that thing is wrong”. He furthered, “If students say 

something incomprehensible, I will ask what it means and ask if it is like this to 

refresh what student wants to say”. However, this teacher did not always do this 

because, “students may feel shy or teacher is tired as it is too much”. 

        Kingkarn, an NNT TA with two years of teaching experience, chose to 

summarize all students’ mistakes after class. She suggested, 

I don’t blame them [the students] directly for their mistakes. Sometimes when 
they make mistakes, sometimes I summarize about the mistakes after that [the 
lesson]. I don’t say anything about their mistakes, but I summarize that oh! 
Today we learn about this and it should be like this. 

 
        However, this same teacher decided to correct her students’ mistakes right away 

especially if they spoke incorrectly. She said, 

Sometimes I correct it immediately. For example, in speaking, when they make 
mistake in sentence, when they make a mistake in question to ask their friends in 
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the discussion, when they ask wrong question, I repeat that question in the 
correct way.  

 
        One NNT who had been teaching for over 30 years, Siripanor, noted that her 

students were afraid of making mistakes. She encouraged her students to write and 

answer questions she asked during her teaching, regardless of their fear of making 

errors. This was because students could learn from their mistakes. In a focus group 

interview, she explained how she told her students,  

[Students] are afraid to make mistakes. Sometimes when you have them do the 
exercise, they are afraid to write the answer down, they just wait for the right 
answers and note down. Sometimes I tell them mistakes can teach you, don’t be 
afraid to make mistakes. So, if you write something and you cross it out, it is the 
point that you should remember and don’t do this again. You don’t need to hide 
your mistakes. Mistakes can tell you a lot and help you learn. 
 

        One novice NNT with one and a half years of teaching experience, Sukanda, had 

different ways to deal with students’ errors. If her students made errors while 

participating in speaking activities, 

I don’t care if they make mistakes. But if they make the mistakes or some errors, 
I always help them by telling them that. For example, last class, I asked my 
students to translate the text, the paragraph in the groups and one of them told 
their friends about what they have read, and they say something wrong, so I tell 
them that no, it’s not, it is something, something, something, but in the soft 
voice. So that’s it, and they’re okay, thank you teacher. 
 

        However, if the students made any error in their written assignments, this same 

teacher would “correct their language. I know that I’m not a native speaker, so I 

cannot clarify them all. So, I just ask them to send me first, and I will help them, and 

talk to them person by person”. 

        One NNT with 22 years of teaching experience, Somjai, had a strong concern 

about her students’ mistakes. She usually corrected when her students answered 

incorrectly or made errors in their written assignments in a soft way. When her 

students answered incorrectly, she explained, 

I try to correct but I have the way to talk to them that I don’t make them lose 
their face. I just say that if she doesn’t put “s” to the verb that it has to be “s”, I 
will say you have to think about the grammar when you learned in high school, 
you have to think if the subject is singular, in the present tense, you have to put 
“s” at the end of that verb, right? When you forgot about “s”, so, please say 
again. Something like that. The student smiles and they don’t get angry at me. 
So, I try to correct when they say something wrong. 
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        Moreover, this same teacher also corrected students’ errors in writing. She said, 

I like to correct when students make mistakes or students write something and 
then I take their work to correct and let them know and I am now doing the 
project of error analysis…I let them write the journal and then sent to me and 
then I correct and then I let them know and I let them read what the mistakes 
they made and then I correct all the papers and then I analyze with errors they 
made…this is very interesting because I like to do the writing. 
 

        One NNT who had been teaching EFL for four years, Charasdao, suggested that 

giving useful expressions such as some greetings or some concluding sentences helped 

students lessen their fear of making errors. She thought, 

[S]ometimes the teacher can give students useful expressions for class 
presentation or other examples so that the students can learn how to speak at the 
beginning and how to speak at the end of the presentation. Some useful words or 
expressions may be useful for students. 
 

        In a focus group interview, John (NT) agreed, supporting; “[t]hat helps…when I 

assign them to show [their] opinions and attitudes. …I have them use the expressions 

I’ve taught.” 

                5.1.2.1  Summary 

        Most of the participating teachers did not strict about students’ errors. More 

often, they corrected errors that made communication incomprehensible, but ignored 

other types of errors. Sometimes these teachers did not correct students’ errors 

directly. Instead, they chose to tell them the correct answers, correct pronunciations, or 

summarize the lesson. However, some teachers had strong concerns about students’ 

errors. They immediately corrected their students’ mistakes immediately. Moreover, a 

couple of teachers suggested that providing English expressions helped lessen 

students’ errors in the classrooms. (See Table 5.2: Teachers’ beliefs about students’ 

errors on page 44.) 

        The next section describes the participating teachers’ beliefs about how to deal 

with students when their students used Thai in the classrooms. 

        5.1.3  Dealing with Students’ Uses of the First Language in the Classroom 

        In EFL classrooms, students learned English through different activities. The 

students, for example, shared their ideas, presented in front of class, completed 

exercises, and answered the questions in their classrooms. They also responded to their 

teachers and  communicated  with other students in either English or Thai.  Thus,  this. 
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Table 5.2: Teachers’ beliefs about students’ errors 

 The ways teachers dealt with students’ errors             Participants 

 Usually corrected students’ errors in speaking and writing  Somjai 

          Sukanda 

  

 Corrected students’ errors right away in speaking   Kingkarn 

 

 Corrected students’ errors in writing     Nicholas 

  

 Corrected only significant errors in incomprehensive   Sutassanee 

communication       Somkid 

 

 Did not correct students’ errors     Peter 

          Madonna 

 

 Summarized students’ errors after class    Kingkarn 

 

 

part clarifies what the participating teachers did when their students used Thai in their 

classrooms. 

        The teachers participating in this study had different ways to deal with their 

students when they spoke Thai in class. Peter, an NT, had strong concern about this 

problem. He thought, “[t]he biggest problem of course is that [students] don’t speak 

English”. He further explained how he dealt with this problem. “[B]ut if you really 

keep track of them, you can get them to speak English…You can encourage them to 

speak English”.  

        Moreover, this same teacher sometimes used the scores to force them but he 

could not often do this. In his own words, 

I’ll go around and I’ll listen to them, and if they’re speaking English about the 
subject, I’ll put a check on the paper and if they speak in Thai, I’ll put a zero on 
the paper. That helps some…but there’re a lot, and you can’t just keep asking 
them all the time. You’ll get tired. 
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        Another NT, Tony, had a different view toward this problem. He allowed his 

students to speak Thai unless the students were good at English. He explained; 

[M]aybe some students are not as good with English, they could use the native 
language. I’m not opposed to that, for me, it doesn’t have to be 100 percent 
English…. If a friend is completely lost,…they can use their language in the 
classroom. 
 

        An NT with 8 years of teaching experience, Anthony, did very little when many 

students spoke Thai in class. When asked to share his concern on this issue, he 

explained; 

I’ve found with Thai students that they tend to speak Thai when they work in 
pairs and groups, so it doesn’t much help when they are speaking Thai to each 
other…. It’s very difficult when they’re all doing it. 
 

Moreover, Anthony emphasized this in the focus group interview, “I’ve found that for 

Thai students in group activities, they speak Thai all the time. I hardly hear them 

speaking English in the group”. 

        A couple of Thai teachers (Sutassanee and Kingkarn) sometimes told their 

students to speak English when they heard their students speaking Thai. However, 

they both allowed their students to speak Thai in class in order to make other students 

understand, but not all the time. Kingkarn pointed out, 

When they discuss, I used to try to tell them English please, but they said that 
they can’t understand each other and they can’t do any work if they discuss in 
English. For example, I let them discuss and them summarize something, on the 
paper they can summarize in English and have a presentation in English. But 
when they discuss, they have to use Thai. 
 

                5.1.3.1  Summary 

        Of the five participants (three English speaking native and two non-native 

speakers of English) who revealed about students’ uses of the first language, most of 

them did very little or allowed when their students spoke Thai in classrooms. This was 

because the students could understand each other when they used Thai. However, one 

native teacher had strong concern about this problem. As a result, this teacher 

encouraged his students or forced them with the marks to speak English. (See Table 

5.3: Teachers’ beliefs about students’ uses of the first language in the classroom on 

page 46.) 
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Table 5.3: Teachers’ beliefs about students’ uses of the first language in the classroom 

 The ways teachers dealt with students’ use of the first language      Participants 

 Strong concern 

 - Encouraged students to speak English    Peter 

 

 Less strong concern 

- Did very little or allowed students to speak Thai   Tony 

         Anthony 

         Sutassanee 

          Kingkarn 

 

        The next section clarifies how important the participating teachers thought about 

roll calling, and what they did in their classrooms. 

        5.1.4  Roll Calling 

        In this section, the results showed how the participating teachers thought about 

roll calling. Moreover, these participants also revealed what they did in their 

classrooms concerning students’ attendance and roll calling. 

        Only two teachers out of 19 participants found role calling necessary. These two 

teachers explained how they checked student attendance. One NT, Peter, checked his 

students’ names by letting them sign their names in a piece of paper. He said, “[the 

students] all have to sign…[and] turn in the paper”.  

       Tony, another NT, explained that he took photographs of his students and put the 

numbers on them. He thought that this method was effective, especially in small 

speaking classes. When he listened to them, he knew their names without asking them. 

This teacher explained, “I take pictures of my students, and so it is effective in small 

speaking groups because I can listen without asking what’s your name. I can see it’s 

him or her and I can make notes of it”. In addition, Tony thought this method was 

useful when some students caused problems in class, he could remember and write his 

comments on the name list. He explained, 

If I find someone really cause a problem, uh, I remember or if we have a lot of 
…like this guy is very disruptive, she’s not doing anything, she’s talking in the 
class, oh, she’s absent but she told me she was sick, I can remember. I find to me 
that’s useful, especially for this group, speaking for medicine. I think it’s 
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effective because I can see them in the group, I can see that he’s just looking at 
his phone, and if I want to, then I can make commentation. 
 

Table 5.4: Teachers’ beliefs about roll calling 

 The ways teachers dealt with students’ roll calling             Participants 

 Asked students to sign their names in a piece of paper  Peter 

 

 Took picture, put names, and checked students’ attendance  Tony 

 

                5.1.4.1  Summary 

        A couple of teachers had different ways to check their students’ attendance. Peter 

let his students sign their names in a piece of paper, while Tony took pictures of his 

students and put the numbers on those pictures to check students’ attendance. 

        The next section depicts the participating teachers’ beliefs about aspects of 

pedagogy. 

 

5.2  Pedagogy 

        The second section consists of teachers’ beliefs about teachers and teaching. It 

uncovers how the participating teachers believed about their profession and why they 

entered the teaching profession. This section also includes their perceptions about 

strengths and weaknesses of being native and non-native English speaking EFL 

teachers.  

        The first part of this section reveals why the teachers participating in the present 

study became teachers. 

        5.2.1.  Teachers’ Beliefs about EFL Teachers 

                5.2.1.1  Reason for Entering the EFL Teaching Profession 

        The participating teachers expressed various reasons for becoming EFL teachers. 

Almost all participants chose to join the profession because of their desire in becoming 

a teacher. A couple of native teachers (Jeffrey and Nicholas) became EFL teachers 

because of the admiration they had for their university teachers. “Actually, the 

influence is from my senior professors. They are my role models. They gave me an 

appreciation of the position, responsibility in teaching…Good teachers have positive 
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influence”, said Nicholas. As Jeffrey was not available on the appointed interview 

date, he answered the questions by writing his answers and sent to the researcher. 

Jeffrey became a teacher because of “[i]nterest in my students and having had good 

teachers myself”. 

        Surprisingly, many Thai EFL teachers participating in this study became EFL 

teachers because of more or less the same reason. One NNT TA, Kingkarn, decided to 

join the teaching profession because she was inspired by her mother who was also a 

teacher. Besides, she liked languages and studied about languages. She explained, “I 

like languages, and I studied about languages when I studied for my bachelor’s degree. 

And another reason is that because my mother is a teacher. So, it is like 

inspiration…when I see my mother do everything about teaching”.   

        Inspiration caused Somjai’s desire to become an EFL teacher, but in a different 

way. Her inspiration to teach drove Somjai to simultaneously pay attention to her 

profession. She explained,  

I think my feeling to be a good teacher, my inspiration, I can say that. I try to 
find, I am looking for many materials when I go to the bookstore, I find 
something that may be useful to my students in many classes. I use my own 
money to buy it and then I prepare and pick out some parts and try to make them 
appropriate for my class. I always think about my students when I go to the place 
that I can find the materials. Then, I can adapt for my students to make the 
materials for my students. 

 
        Moreover, several Thai teachers told the researcher during the interviews that 

they decided to become teachers because of their desire to teach. Charasdao said, “I 

love teaching. I feel good when other people have learned something from me”. 

Sukanda echoed, “[a]ctually, I like teaching…and I have planned that I will study 

about teaching”. Similarly, Somsri noted that, “I like teaching…I found that I like 

teaching but not just language, I like teaching everything. That’s why I became a 

teacher”. 

        In addition, some teachers decided to become teachers because they liked the 

subject and were good at English. One teacher from a country that uses English as its 

second language (TESLC), Madonna, explained, “[i]n school, English and literature 

were my favorite and best subjects. So when I became a teacher with national 

community, specialized in these subjects and that’s why I’ve been a teacher for 30 

years”. Similarly, Somkid, a Thai teacher with 15 years of teaching experience, 
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decided to join the teaching profession as soon as he completed his degree in teaching. 

He said,  

I think the most important thing is the study. I studied in this field, so I have 
knowledge of learning theories, English teaching techniques, psychology in 
teaching, for example, which provide me with wider perspective about teaching 
and help me deal with problems about teaching and learning better. 
 

Similar to Somkid, Tony, a native English speaking teacher, became a teacher 

because, 

I took a lot of liberal arts courses and I did like them…it is very useful in 
teaching, especially science students here because my undergraduate and 
graduate were in science 
 

Since then, Somkid’s like of teaching had grown. This was his 14th year of working as 

an EFL teacher. He explained, 

I found that language schools were looking for instructors and so I started 
teaching and found that I like it, and continued teaching and learning about 
teaching, and I’ve learned a lot about teaching from practical basis…basically, I 
enjoyed teaching and I found it rewarding, although I can’t get rich, but I think 
someone is a need, and I think we enjoy feeling that need so that’s my 
perspective. 
 

        Apart from the positive thoughts with the subject and teaching, learners could be 

another factor that made the participants want to become teachers. David, a native 

teacher, not only liked English and teaching, but also was impressed with his students. 

He revealed,  

I like languages, I like English. I study English as a bachelors’ degree. And them 
following that I was interested in teaching and I like to teach as well. I feel 
like…the students I started teaching in America who are foreign students, 
students who immigrate actually, and so, I really enjoy that type of students. And 
a student who is interested in learning another language in America tends to be 
someone who is…like to study, like to, a kind of interested in different things. 
Now, I want to come to Thailand, so, I want to teach here in Thailand as well to 
have the experience in Thailand. 
 

        Interestingly, a workplace, as five participants noted, was another main reason 

why they entered the EFL teaching profession. Harrison, a TESLC who had been 

teaching for over 30 years, became a teacher because of his department requirement. 

He clarified,  
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I came to be a language teacher in a way of literature. I started up with a 
literature teacher and then I became a language teacher because the department 
required me to take care of a language class. 
 

        However, some participants became teachers because of necessity. Anthony, a 

native English speaking teacher, emphasized this in both a semi-structured interview 

and a focus group interview. In a focus group interview, he shared this with other 

participating teachers, 

I came to teaching late in life…I left Thailand for a year, and when I came back 
to Thailand, there was no work on the radio, okay, and I had to find the job, so I 
became a teacher, so, necessity. That is a reason. 
 

Another native English speaking teacher, John, became a teacher because his 

organization assigned him to teach. Since then, he had been teaching until now. He 

said,  

I absolutely not like to be a teacher…Peace Corp sent me as an English teacher. I 
think I don’t want to do it but I said well, will try, I don’t like my way to be like 
that, study teaching beginning English to junior high school students, staying in 
teaching in every sense. 
 

Besides, a couple of Thai teachers (Siripanor and Sutassanee) did not have the idea of 

being a teacher. Siripanor, an NNT with 30 years of teaching, revealed that although 

she liked studying language, English teacher was not her dream job. She expressed,  

I enjoy studying languages, but, anyway, I don’t dream to be a language teacher. 
But when I graduated, I got B.A. in linguistics, and when I graduated there were 
lots of positions of language teaching available at that time, so I had the only 
choice. And when I started teaching, I got stuck to it. 
 

Like Siripanor, Sutassanee never planed to become a teacher either. However, because 

of her friend’s persuasion, she applied for a teaching position at one university where 

her friend was teaching and was offered a job. Sutassanee explained, 

When I finished my M.A. from [Power] University, I threw all my books that I 
hate…in a bin…and I said oh no, I will never be a teacher! But then…when I 
came back to Thailand,…[Manee, a Thai teacher] said “okay Sutassanee why 
don’t you come here, work with me? There is a teaching position available here, 
do you want to try this career first? And then if you don’t like, you can just 
choose to do other things”. 
 

After 21 years, Sutassanee became comfortable with the workplace and did not want 

to leave. In her own words, 
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This is very strange…. Once you are here and you get familiar with your 
friends,…you don’t want to change environments. And the working time is 
okay. Sometimes, you have to work early in the morning, but sometimes you can 
come late. It’s very flexible…. Because of these things, I don’t want to change. 
Maybe because of the environment,…the friendship, and okay sometimes the 
students seem to be very nice. 

 
Table 5.5: Reasons for entering the EFL teaching profession 

 Reasons for entering the EFL teaching profession             Participants 

 Desire and inspiration       4 teachers 

      (Jeffrey, Nicholas, Kingkarn, Somjai) 

 

 Appreciation in teaching, English language,     6 teachers 

 learners or workplace                                        (Charasdao,Sukanda, Madonna, 

              Somkid, David, Harrison) 

 

 Necessity, organization assignment,      4 teachers 

colleague’s persuasion     (Anthony, John, Siripanor, Sutassanee) 

 
                5.2.1.1.1  Summary 

        The participating teachers entered the teaching profession because of many 

reasons. Most of them joined the teaching profession because of their desire in 

becoming a teacher and inspiration from other teachers. Many of them became 

teachers because of their appreciation in teaching, English language, learners or 

workplace. However, some of them did not intend to be teachers, but they became 

teachers because of necessity, their organization assignment, or their friend’s 

persuasion. 

        The next part reveals the participating teachers’ beliefs about strengths of being 

native English speaking teachers. Those beliefs derived from the views of both native 

and non-native English speaking EFL teachers. 

                5.2.1.2  Strengths of Being Native English Speaking EFL Teachers 

        During semi-structured interviews and focus group interviews, the participating 

teachers chose to share with the researcher their strengths and weaknesses in EFL 

teaching. As they revealed, their beliefs about strengths and weaknesses influenced 
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their teaching plan, their perceived teaching methods and teaching activities. The first 

part shows how these teachers believed about strengths of being native English 

speaking EFL teacher. 

        Most of the participants thought that native teachers were role models of English 

communication. John, an NT, thought that studying with native English speaking 

teachers benefited students. He said, “[s]tudents realize that English is actually used 

for communication…the students learn to see English as real means of 

communication”. Moreover, Sutassanee, an NNT, added that “students will be very 

confident that… everything they [native teachers] say will be…will be perfect 

English”. Nicholas, another NT, thought that students who studied with native English 

speaking teachers could have more confidence when dealing with native English 

speakers. This teacher pointed out, 

[T]he advantage of the native of English speaking teacher is that after the 
students have learned the essential of vocabulary, grammar, and so for the non-
native…the students can start to reflect on how they measure themselves dealing 
with native speakers. In other words, there should be further confidence built, so 
they have the opportunity to listen perhaps different pronunciations…different 
expressions that may not be in a textbook. 
 

Anthony, an NT, furthered that students learned English language for everyday use 

from native teachers. In his own words, 

[W]ith conversation, everyday language, that is a sort of thing with slang, 
idioms, just expressions that non-native speaker is not gonna know what these 
will be using. So, for learning everyday English definitely native speaker. 
 

Besides, this same teacher thought that students had an opportunity to learn cultures 

from native teachers. This teacher said that students also learned “the culture of 

English speaking people. Cultures must parallel language than anything else”. 

        Moreover, the participants revealed that native teachers were the role models in 

pronunciation. Anthony expressed, “[p]ronunciation obviously, the students will learn 

by better example”. Peter added, “I also think of pronunciation, probably it’s easier 

because I’m a native speaker”. Sutassanee, an NNT, agreed with these native teachers 

and supported, 

[W]hen I was young, I would like to study with a native speaker…because I 
would like to hear the pronunciation of the teacher, the original one, not from 
non-native speaker…how to pronounce correctly and the intonation, the stress. 
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Somkid, another NNT, furthered, “good native teachers may motivate students to use 

language with correct accent”. 

        Several participants (Peter, Sutassanee, and Sunee) expressed that native English 

speaking EFL teachers were more flexible and adaptable in classrooms. For example, 

native teachers could edit and find mistakes automatically. They could give more 

examples or synonyms, or add more activities for their students. Peter, an NT, 

explained, 

I mean it’s easy for me to find mistakes, it’s easy for me to edit things…like this 
needs an article, this is misspell…while a non-native speaker would be more 
difficult to edit…to prove-read something…Certainly, I think it’s easier for me 
to come up with extra examples of something…more synonyms…other words. 
 

Peter furthered, 

[I]f you’ve got a lesson plan and the students get really interested in an activity 
and they want to do more of that, I think a native speaker will feel more 
confident to just forget the rest of the lesson plan and continue that 
activity…because you are not afraid that you’re gonna make mistakes. 
 

        Four participants (John, Nicholas, Sutassanee, and Sunee) thought native teachers 

were good at teaching speaking and writing. Sutassanee said, “for writing, I think the 

native speakers will be…better in terms of teaching because when the students write 

something wrong, they can correct it right away…. Writing and speaking, I think it 

should be done by native speakers”. Sunee added, “I think if students don’t understand 

anything, especially some words, they [native teachers] can explain immediately…. 

They can correct or give explanation immediately”. This is because, as John 

mentioned, “native speakers can speak and write correct English without any 

difficulty…because it just comes naturally”. Nicholas agreed, “because we [native 

speakers] grow up speaking English. English is their language”.  

        In addition, several teachers (Peter, Anthony, and Sutassanee) considered that it 

was advantageous to students in high levels when they studied with native teachers. 

Anthony said, “it’s more than advantages at a higher level”. Sutassanee agreed with 

that, in her own words, “for those whose English is very good, those students, they 

like to study with native speakers”. 
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Table 5.6: Strengths of being native English speaking EFL teachers (NT) 

 Strengths of being NT                 Participants 

 Role model of English communication    6 teachers 

        (John, Sutassanee, Nicholas, 

  Anthony, Peter, Somkid) 

 

 More flexible and adaptable in teaching    3 teachers 

                   (Peter, Sutassanee, Sunee) 

 

 Being good at teaching speaking and writing    4 teachers 

              (John, Nicholas, Sutassanee, Sunee) 

 

 Advantages for students who were good at English   3 teachers 

              (Peter, Anthony, Sutassanee) 

 

                5.2.1.2.1  Summary 

        The results showed that most participants (both native and non-native English 

speaking EFL teachers) considered native teachers role models of English 

communication. They also believed that native teachers were more flexible and 

adaptable in teaching in classrooms. Moreover, students in high levels would get more 

advantages from studying with native teachers. 

        In the next part, the participating teachers unveil their beliefs about strong points 

of being non-native teachers from the views of both native and non-native English 

speaking EFL teachers. 

                5.2.1.3  Strengths of Being Non-Native English Speaking EFL Teachers 

        In addition to strengths of native English speaking EFL teachers, the participants 

also shared their thoughts about advantages of non-native English speaking EFL 

teachers. These participants also expressed that their beliefs affected their confidence 

in EFL teaching performance in the classrooms. 

        The majority of the teachers participating in this study considered the main 

advantage of being non-native English speaking EFL teachers as being able to 

translate English into Thai if students could not understand the instructions. Anthony, 
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an NT, said, “for the non-native that I see, teach a lot in Thai like in explanation, 

especially grammar, they explain in Thai. That’s the advantage that students can 

understand what the explanation is” Other six non-natives teachers agreed with 

Anthony. Charasdao explained, “if the students don’t understand some key words, 

Thai teachers can translate them,…especially some technical words”. Similarly, 

Kingkarn noted,  

[W]hen teaching, when we use English in the class, and if the students don’t 
understand, non-native teachers can help students for this point to translate, to 
explain in Thai again. Sometimes, students get more understanding when non-
native teachers speak Thai, not speak, but just summarize something in Thai for 
them. 
 

Sukanda also revealed, “I think as I am the non-native English teacher, I can explain 

my students in Thai of some details of the text, meanings of some words, while the 

native speakers cannot”. Sutassanee pointed out, “our students are also non-native, so 

we will speak the same language. Sometimes you cannot make them understand by 

speaking English all the time. So we can translate sometimes. This is the advantage of 

being a non-native speaker here in Thailand”. Moreover, Sutassanee furthered that 

studying with non-native teachers was beneficial to the students as the students could 

use Thai to communicate with their teachers. She added,  

[B]esides, after class, if they [students] have questions, they can ask you 
[teachers], they can use Thai…and they are sure that okay I [a student] go to the 
teacher, I talk to the teacher, the teacher will understand me and then I can ask 
whatever I would like to ask. 
 

Somjai thought that non-native teachers could speak Thai with their students. Sunee 

agreed with those teachers and said, “we [non-native teachers] can translate  words or  

sentence in Thai if they [students] don’t understand”. 

        Referring to the second advantage of being non-native English speaking EFL 

teachers, eight participants though that Thai teachers understood Thai students better 

than native English speaking teachers. This was because Thai teachers had faced the 

same problems in learning English as students were facing. Thus, Thai teachers could 

help students deal with students’ problems in learning. John, an NT, noted, 

I think the biggest is that Thai teachers, non-native speakers, know the language, 
the problems in learning English because they had the same problem when they 
were studying. They know culture, know school system, a lot of way they are 
better than native speakers. 
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Another NT, Peter, thought that non-native English speaking teachers had learned how 

to use English, so they could show their students how to learn the language. In his own 

words, “[s]omeone who uses it as a second language would be valuable…So if you’re 

learning from someone who also learned, maybe they can tell you how they learn it”. 

Somkid, an NNT, explained, 

Non-native teachers understand feelings of language learners, how difficult in 
facing shyness, how they need courage. So, non-native don’t get angry with 
students when their students are not as they expected. 
 

Kingkarn, emphasized, “[n]on-native teacher can understand students who are non-

native also. I think we can understand non-native students better than native teachers”. 

Sunee agreed, “for non-native teachers, we can understand students more than foreign 

teachers”. Therefore, Sutassanee added that “students felt comfortable studying with 

non-native teachers if they were not good at English”. Moreover, Somjai stated, “we 

[non-native English speaking teachers] can be familiar with students more than native 

teachers” 

        Some teachers shared their views that students felt comfortable to ask non-native 

teachers after class, and the students thought that non-native teachers were 

approachable. Somjai said, “we can spend our time more than the native. When the 

class finishes, we don’t have to rush to do other things….when the students have some 

problems in learning, they can ask me after class”. Kingkarn explained, “for example, 

after the class, students tell me that ‘teacher I don’t understand this point, I can’t make 

a sentence because I don’t know how to put the noun, verb, or something’. So, non-

native teacher can help students for this point”. Sutassanee and Sukanda emphasized 

this point further. Sukanda added,  

I think that as I’m [a] Thai teacher, the students believe in me, trust me, if they 
have problems,…maybe I’m approachable. If my students have a problem, they 
can tell me, but as foreign teacher, they cannot. Some of my students told me 
that they cannot ask for advice or suggestions from foreigners. 
 

        Several participants considered that non-native English speaking teachers could 

teach grammar better than native English speaking teachers. Somkid noted, “non-

native teachers tend to explain grammar to students whereas native teachers do not. 

Native teachers mostly cannot explain grammar”. Sukanda echoed, “my strongest 

point is that I think I can help them [students] about grammar, maybe I can explain 
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about grammar better than native speakers”. Sutassanee added, “I think Thai teachers 

can teach grammar better than the native speakers”. Not only grammar, but Thai EFL 

teachers could also “do better for reading”. 

        Interestingly, Somkid added another benefit of being non-native teachers,  

[N]on-native teachers look at native teachers, language, or culture in the eyes of 
outsiders to help students know differences between two cultures, which 
sometimes natives do not know or cannot think of. For example, [contrary to 
American students], Thai students do not speak much in class. 

 

Table 5.7: Strengths of being non-native English speaking EFL teachers (NNT) 

 Strengths of being NNT                Participants 

 Translation from English into Thai to make students understand 7 teachers 

  (Anthony, Charasdao, Kingkarn, Sukanda, Sutassanee, Somjai, Sunee) 

 

 More understanding of students     8 teachers 

  (John, Peter, Somkid, Kingkarn, Sunee, Sutassanee, Somjai, Sukanda) 

 

 Being good at teaching grammar     3 teachers 

          (Somkid, Sukanda, Sutassanee) 

 

 Being good at teaching reading     1 teacher 

                 (Sutassanee) 

 

                5.2.1.3.1  Summary 

        The teachers participating in the present study mostly perceived that non-native 

teachers had advantage in translating English into Thai to make students understand 

the lessons. They also thought that non-native English speaking teachers understood 

their students more than native English speaking teachers did. Thus, students felt 

comfortable to ask non-native English speaking teachers when they had any question. 

Moreover, several non-native English speaking teachers added that non-native teacher 

were good at teaching grammar. 



Darika Bhakdikul                                                                                                        Results II /  58

        The following section depicts the participating teachers’ beliefs about weaknesses 

of being native English speaking EFL teachers from the views of both native and non-

native English speaking EFL teachers. 

               5.2.1.4  Weaknesses of Being Native English Speaking EFL Teachers 

        In addition to the strengths of native and non-native English speaking teachers, 

the participants also shared their views about weaknesses of being native English 

speaking teachers. Their beliefs about weaknesses also affected how they thought 

about their teaching. 

        Although the participants did not emphasize the disadvantages of being native 

teachers, most of them considered being unable to speak Thai as a main weakness of 

native English speaking EFL teachers. Peter, an NT, had difficulty in explaining to his 

students. He revealed, “I don’t speak Thai…very well, so disadvantages that I’m not 

enable to rely on Thai when I’m trying to explain something”. John, another NT, 

furthered, “native teachers could not switch English into Thai even though they want”. 

Charasdao, an NNT, agreed and added that native teachers could not translate 

technical terms. She said, “[f]or native teachers, sometimes it is quite difficult to 

translate into Thai or give a good definition for a very very technical word”. Sukanda, 

another NNT, also agreed with those teachers.  

        As a result, Sukanda though that some students might not ask native English 

speaking teachers when they had problems. She said, “some of my students told me 

that they cannot ask for advice or suggestions from foreigners”. Similarly, Sutassanee 

thought that the students did not feel comfortable to ask native English speaking 

teachers when they had any question. This was because they were afraid that native 

English speaking teachers could not understand the students’ English. Sutassanee 

expressed, 

[I]f you are a native speaker, maybe when they have questions, they will keep 
the questions in mind. They don’t want to ask the teacher because they might 
think that the teacher cannot understand that question. How can I…ask the 
teacher? I don’t know how to ask in English…if I ask the teacher, she or he 
might not understand me. 
 

Sutassanee furthered, 

I think sometimes the [native] teachers don’t get the answer that is what they are 
really thinking of because the students cannot use the right words to express 
their opinion. So the teacher might not get what they really want to say. 
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This same teacher also pointed out that the students might “lose confidence in 

speaking English”. 

        A couple of native English speaking EFL teachers thought that native teachers 

had difficulties in communicating with poor students or students who were not good at 

English because these teachers could not speak Thai. John revealed, “[i]f there is 

something important to communicate to low-level students, I don’t speak Thai and 

have difficulty in communicating that”. Anthony added, “for low level learners, I 

don’t think it’s an advantage, especially you can’t communicate like in Thai like I 

have low level Thai students. They have a hard time listening and understanding what 

I am saying. 

 

Table 5.8: Weaknesses of being native English speaking EFL teachers (NT) 

 Weakness of being NT                Participants 

 Difficulties in explaining due to not being able to translate  5 teachers 

English into Thai     (Peter, John, Charasdao, Sukanda, Sutassanee) 

 

 Difficulties in teaching poor students     2 teachers 

             (John, Anthony) 

 

                5.2.1.4.1  Summary 

        The participating teachers thought that native teachers had difficulty in explaining 

some lessons to students because they were unable to translate English into Thai as a 

disadvantage. This could cause difficulties in communicating with poor students or 

students who were not good at English. 

        In the next part, the participants uncovered their beliefs about weaknesses of 

being non-native English speaking EFL teachers. 

                5.2.1.5 Weaknesses   of    Being    Non-Native   English   Speaking   EFL  

    Teachers 

        Although being non-native teachers had advantages, there were some weak points 

when they taught in classrooms. Their beliefs about weaknesses influenced their 

teaching or activities they chose or avoided in their classrooms. 
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        Four participants revealed that non-native English speaking EFL teachers had 

limited skills and knowledge of language. Somkid, an NNT, said, “[l]imited 

knowledge of language, not 100%. Sometimes non-native English speaking teachers 

cannot give students more than what is in the material, or cannot give supplementary 

things more than that”. Kingkarn had the same idea as Somkid. She said, 

The most important point is about the language proficiency. If we’re non-native 
teachers, someone can say that non-native speakers can improve English to be 
closed to native speakers, but I don’t think that. If you don’t have any 
opportunity to go abroad, you can improve your skill but not much near the one 
who participates in international community. Like slang or something, the native 
speakers know, but we don’t know because we don’t in the community that uses 
slang. 
 

Sukanda, another NNT, agreed, “we cannot understand clearer about some expressions 

in English or idioms, or some words. So, I think that is a disadvantage of non-native 

speaker like me”. She added, “I don’t understand them exactly, what is it? I think it’s 

not clear for me. If it’s not clear, I cannot tell my students, I cannot teach my 

students”. As a result, this same teacher suggested that non-native teachers should 

prepare about English expressions before class. She furthered, “[b]ut there’s the way 

to improve it. If I don’t know, before I go to the class, I always ask foreigners to 

clarify the meaning. That’s I always do”. Peter, an NT, had the same idea. He thought 

that non-native English speaking teachers had to prepare more than native English 

speaking teachers because they were not confident to adapt the lesson. Peter explained, 

“I would think also a non-native speaker would have to prepare a little bit more than I 

do because you [non-native English speaking teachers] are lack of confidence to 

adapt”. 

        Some participants thought that non-native teachers might not be role models for 

English language users. Sutassanee expressed, “sometimes…when you [teachers] are 

Thai, they [students] might not be very sure sometimes that whether ‘the teacher is 

teaching me correctly or what?’ But I have never experienced this but I think”. 

Somkid revealed that non-native teachers did not have pronunciation like native 

teachers. He said, “[i]t is not 100% like natives. For example, for the accents and 

intonations, sometimes non-natives miss some messages and misinterpret; but actually 

it is not important for us to speak like native English speakers”. Charasdao agreed, 

“sometimes our pronunciation is not as good as native speakers.  
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        Moreover, several teachers uncovered that students might miss some parts of 

English language learning. Anthony thought that students “miss[ed] out on learning 

from the listening experience” as non-native teachers usually spoke Thai. Sukanda 

agreed and added, “they [students] have a little chance to improve their English for 

listening” As mentioned in the earlier part that culture paralleled language, Anthony 

thought that students might miss learning foreign cultures of English speakers if 

studying with non-native teachers. Somkid furthered that non-native teachers might 

“misunderstand some parts of culture”. Apart from that John said, “non-native 

teachers teach content, not skills”. 

        Although the above participating teachers shared their views about weaknesses of 

non-native English speaking teachers, a couple of the participants, however, did not 

consider being non-native English speaking EFL teachers as a weak point. For 

example, Jeffery, a native English speaking teacher with 40 years of teaching 

experience, little realized the difference between native and non-native teachers. 

Similarly, Somjai, an NNT, did not reveal the disadvantages of non-native teachers. 

She said, “I cannot see them [the disadvantages] now because if I am the non-native, I 

can teach English. I think I can make the students to be good in English as well as 

native teachers. 

 

Table 5.9: Weaknesses of being non-native English speaking EFL teachers (NNT) 

 Weakness of being NNT                Participants 

 Limited skills and knowledge of English language   4 teachers 

        (Somkid, Kingkarn, Sukanda, Peter) 

 

 Not being role models of English language users   5 teachers 

               (Sutassanee, Somkid, Charasdao, Anthony, John) 

 

               5.2.1.5.1  Summary 

        The participating teachers shared two main weaknesses of being non-native 

English speaking teachers. Four of them thought that non-native teachers had limited 

skills and knowledge of English language, such as some slang, idioms, or expressions. 
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Besides, non-native English speaking teachers might not be role models of English 

language users. 

        In the next part, the results uncover how the teachers participating in the present 

study believed about EFL teaching methodologies. Moreover, they reported what they 

preferred to do in their EFL classrooms. 

        5.2.2  Teachers’ Beliefs and Their Reported EFL Teaching Behaviors 

        Of all participants, 10 teachers reported that their teaching behaviors depended on 

their learners. John and Nicholas revealed that his teaching depended on types of 

students. They argued that some methods were effective for some students, but might 

not be suitable for others. Thus, these participating teachers did not have their specific 

methodologies. They explained that they tried different methods and see which 

methods worked well with their students. John said, “[i]t depends, and different 

students learn different ways, in different times. There’re some things that are not 

good in every method. Some things don’t work for other people”. Nicholas added, 

“my plan is flexible and logical depending on situations and students”. Similarly, 

Anthony and Peter furthered that they would work the other way or change their 

method if the method did not work. Apart from those native teachers, non-native 

teachers also had more or less the same idea. What Somkid did in class also depended 

on his students. Somkid expressed, 

Sometimes, I planned to teach something, but there was not enough time, I had 
to cut some parts because the students were late, it took a long time for some 
activities, the students were not as I expected. They could not complete the 
activity, or the activity was not fun, the students could not get it, might be 
because it was too difficult, not interesting. 
 

Sukanda and Kingkarn agreed, stating and adding that sometimes what they did in 

their classrooms was different from what they had planned due to students’ responses 

and time. Sukanda pointed out, “[s]ometimes I could not follow everything in my 

lesson plan due to time limit and students’ ability”. Kingkarn showed the example, in 

her own words, “[f]or example, if I plan activities and students could not do that, I 

have to help them. If I plan to do group work, but I don’t have time, I will give it as 

homework”. Charasdao agreed with them and suggested that students with different 

levels needed different methods, so teachers needed to understand students and make a 

good plan before teaching. David considered that teachers should motivate students to 
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learn by creating positive classroom environment. He thought that class should be fun. 

He liked to use games but if game was uninteresting, he would not use that. He also 

tried to use social issues for discussion. He stated, 

Teaching and learning should be relaxing, flexible, and emphasize students to 
learn continuously like raising children, like cognitive science, this age would 
develop like this. If we rush and push students to learn, it does not work. 
 

Anthony and Siripanor agreed that an important factor of the classroom success was 

learners. Siripanor said that teaching English was not successful because the class was 

too big, and some students did not want to learn. She said,  

I think when we teach our students, it’s a kind of mass teaching. We have to 
teach English to students that some are interested in learning English and some 
are not. That might be a reason for unsuccessful teaching. But I think my 
teaching will be successful if we teach a kind of training course, like people who 
come in a training course they come because they want to be good in English. 
I’ve found these courses are more successful than our mass teaching group. 
 

        Concerning teaching methods, six teachers (David, Jamjuree, Sunee, Somsri, 

Tony and Jeffrey) revealed that teachers should use various teaching methods, 

teaching inputs, and teaching activities. David stated that he did not teach the same 

thing for the whole class, instead, he typically had introduction, moved to the lesson 

with critical activity, and then a closure activity. In his own words,  

What I’ve learned in teaching high school students in America was to vary the 
activities as much as possible, and I feel like that, that’s true here as well. ... I try 
to come in with the beginning, introductory type of activity or something like 
that, then maybe get them into the lesson, and then I give them some cultures as 
well if I have one hour class, I’m supposed to have three different things that I 
can put in. If I have enough time, if I have a three-hour class, I’m not teaching 
the same thing for all three hours. 
 

Jamjuree said that what she did in the classrooms was more or less the same to what 

David did. She described, 

[S]tarting with, probably referring to what happened in the last class, so that I 
can make connection to the current class. Before giving them the input, I kind of 
try to elicit their background knowledge to see how much they know about that, 
then to present new things. Sometimes I give the demonstration examples of the 
language use, then after that the students do some kind of control practice and 
then free practice, stuffs like that. And if there is time at the end of the class, I try 
to do some kind of not assessment, but feedback from students what they think 
they have learned today. But if you don’t have time, but the class is doing right 
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now, I ask them to keep journals, writing about what they have learned from 
each class, something like that. 
 

Sunee explained about the different methods that she used in her teaching. She 

preferred to introduce grammar points and teach reading techniques to students. This 

same teacher also liked to find articles, short news, make questions, assign group work 

and individual work. Besides, she assigned homework and asked students to present in 

front of the classrooms. This was because these made students able to read and gain 

more vocabulary. She said, 

At first I like to introduce the grammar point in class and the technique how to 
read. I teaching reading strategies and I also get them to present in class, give 
homework and ask them to do group work or pair work, many things. … I use all 
teaching methods. I like everything, but sometimes I try to find articles from 
newspaper or short news and make questions and ask them to do group work and 
present in class. 
 

In addition, Jamjuree furthered that “there should be a variation depending on the 

nature of the lessons”. She explained, 

It depends on, let say like within a class, we want them to speak out with what 
they have learned in a content in a language, then a class would be like a 
communicative group work; but in some other class[es], we might need to do 
some lecture um to make sure that they read and understand or they listen and 
they understand something to make sure that they get. Accuracy is still 
important. 

Somsri suggested that teachers could use a variety of activities. Nevertheless, while 

teaching, the language or structures should prepare students for the exam. 

        Of all participants, four teachers thought that teachers should gather all aspects of 

language leaning in their classrooms. David tried to gather all aspects of learning 

process such as speaking, reading, and writing together. It was because teaching 

language was not repeating something, instead, it was dynamic. He explained, for 

example,  

[I]n a reading class, it doesn’t mean you can’t introduce an introductory 
conversation, activity that’s gonna help them [students] to get to, I mean the 
conversation about what you eventually read about, or eventually write about in 
the classroom, so it links to what they read. 
 

Moreover, Tony found that his background in science was useful in teaching students 

in science field. This teacher thought that it was important to integrate all skills in 

teaching, thus, he used a variety of methodologies in his class. He explain, 
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What I do is we have topics for speaking and going back to syllabus. We use the 
speaking book if some of the lessons I find are really good and so what I do is I 
have to discuss over the topics which we have, and talk about integration when 
they read something, when they list something, or listen to something, or I said 
something. So, I try to integrate all the skills even in a field of speaking. I would 
like them [students] to write a few things down and to listen to a few things that I 
might say or I might dictate a few words. 
 

Tony also pointed out that the benefit of dictation was it made students alert in 

listening to what he said. He expressed, “I sometimes use dictation when students have 

to listen carefully and write down words, rather than just listen and copy the answers. 

It might be a great idea in a large group”. Madonna reported that she integrated all 

skills when she taught. This was because “in real life, you don’t read without 

speaking, or you don’t listen without speaking, you don’t speak without listening. It’s 

always combined skill”. She liked to give students much participation, ask them to 

present, and have group discussion. John also agreed with Madonna’s ideas. 

        Concerning teaching techniques, the majority of the participating teachers (12 

teachers) preferred group work and activities for many reasons. The first reason was 

that students could learn from each other in comfortable atmosphere. John thought that 

students could learn from each other in group work or role play. He said, “sometimes 

the students can learn from their classmates such as group activities, or role play. We 

want them to develop fluency and accuracy at the same time”. Sutassanee preferred to 

use group work because students would be more confident and relaxed when working 

with their friends. She stated, 

I think when you ask them [students] to do group work, I think I like group work 
because, you know, the students seem to be more confident when they are with 
their friends. And they seem to be enjoying the class. 
 

Sutassanee also explained that she did activities to complete the exercises. She asked 

the students to speak more, do group work, read, and ask questions to their friends. 

She gave marks if they could answer the questions. She added that the students tended 

to be more active when she gave marks to them. Somkid also had the same reason as 

that of John and Sutassanee. Somkid’s response revealed why he wanted to use 

activities and group work, 

[I]t makes students feel comfortable to use language, have positive attitudes in 
language use. I like to make students have fun as when students graduate, they 
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will be confident and if they have a chance to practice, they can do by themselves 
and develop further. 
 

Moreover, this same teacher personally preferred activities or lessons that were 

advantageous to students or gave them positive attitude toward language learning. 

Charasdao also preferred group work because, as she said,  

The students discuss with their friends. It may help them to understand what they 
have learned more and more. Sometimes just lecturing, they may get bored, so 
some interesting activities will make them learn more, like role play, especially 
Thai students, they may be shy to ask teachers. They may like to ask their friends 
more, so I think group activity is another thing that may help them to have more 
understanding. 
 

        In addition to the positive environment of group work, other teachers pointed out 

another advantage of this teaching technique. In group work, students had an 

opportunity to share their ideas, not just only got the ideas from their teachers. 

Nicholas thought that “teaching English is a skill orientation”, therefore, not only 

teacher spoke in class but students had to do or say something. Peter also stated that 

teachers should get information from students, not only gave them the information. 

        Moreover, this method could generate students’ critical thinking. David believed 

that critical thinking was important to students, so, he revealed, “I help students to 

think critically by inserting learning process in students’ minds, assisting them in 

learning language”. He considered that critical thinking was, 

[A] significant element that is missing specifically in Thai students, but not just 
Thai student, everywhere in this age needs assistance in critical thinking and 
things like group work and presenting topics and ideas that would force into 
think rather than just to respond in the answers, it’s very important. 
 

Kingkarn and Sukanda revealed that they mostly used group work in their classrooms, 

while Anthony said that he used group work and pair work depending on situations. 

Kingkarn and Sukanda reported that they preferred communicative language teaching 

(CLT). Kingkarn stated, “I like when giving students the topic and students could 

expand their ideas basely on their topic, so that students could use language and could 

improve their language” She thought it was the most effective way to improve English 

skill. Kingkarn stated,  

I think it [CLT] is the most effective way to improve English skill. The reason 
for this is based on my experience. I have to learn with communicative language 
teaching, and I can improve my skill in that course; but the course that I have to 
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follow everything in the textbook, for example, the reading course that teacher 
teaches like read the passage and answer the question 1, 2, 3 to 10, something, I 
can’t improve anything, but I can do the exam based on what the teacher taught. 
 

However, Kingkarn could not use CLT as much as she preferred because she had a lot 

of teaching contents to cover. Sukanda pointed out that she tried to use English and 

would like students to respond in English. She realized that sometimes her students 

had problems in communicating, but they tried. The teacher added that body language 

and picture could help in communication. 

        Referring to the students’ discussion in group work, Anthony suggested that topic 

for discussion should be interesting. He claimed, 

[T]he topic like abortion, capital punishment they are just not interested like 
these things are not interesting to them what so ever to try to get them to talk 
about it… But something that’s relevant to them, right? Like school uniforms, 
you can shut them up”. 
 

        Another advantage of group work was that it was the effective way to teach in a 

big class. Somsri considered group work an effective method in a big class. She 

explained, “we all have large, large class, that’s why we cannot do much of individual 

activities. We have to put them in group, let them work, and maybe get the 

representative from each group to present in front of class”. Moreover, Harrison 

expressed that he encouraged his students to share their ideas in group work and to 

compete in their presentations. He said, “there was a competition of six groups and I 

would choose the best group of presentation. When Harrison asked students to discuss, 

he explained “I have vocabulary list which is extracted from the book, so they have to 

use the vocabulary”. 

        Another teaching technique the participants talked about was lecture and 

grammar teaching. Of all participants, 13 teachers shared their ideas about lecture and 

grammar. Eleven of them did not prefer to lecture because of different reasons. For the 

first reason, Peter, Nicholas, Anthony, and Sutassanee revealed that lecture was boring 

and made students fall asleep. Nicholas explained, “lecture is good for explaining and 

defining in history, literature”, but as Anthony said, “standing and lecturing is too 

boring, but I try to cover materials”. Sutassaneed furthered, “[l]ecture method …I 

think I use less, less than before because in the old days I usually lecture, you know, I 
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speak the whole hour. But it’s very tiring and the students seem to fall sleepy and its’ 

very boring class. But now I ask them to work more. I think it’s better”. 

        In addition to the boredom of lecture, some teachers thought lecture could not 

help students improve their English language skills. Kingkarn expressed, “I don’t like 

grammar, structure, reading and answering questions. Based on my experience, these 

might help students do the exam, but they could not improve English”. However, this 

teacher had to lecture in their classrooms because the students wanted to get good 

grades. Like Kingkarn, Sukanda argued, “students learn for test, not for improving 

their ability or knowledge”. However, Sukanda still believed that “[t]he duty of 

teachers is not only teaching, but teachers have to help them improve ability anyway 

they can”. Besides, Nicholas also use lecture in his class because, as he stated, “I try to 

get students prepared for English final exam”. Nevertheless, Somkid tried to use less 

lecture method because when he studied abroad, he had to speak spontaneously. He 

added that no one emphasized grammar or taught grammar models. This teacher 

explained, 

I am good at lecturing and explaining grammar, I can do it easily, but I feel that 
it is not language teaching method. From my past experience, students studied 
from this method and did not get anything. 
 

Somkid believed that real use of language was more important than studying patterns 

because of his experience and belief of learning. He said, 

The beliefs about learning are that people learn theory, learning by doing, task-
based learning and so on. I personally believe that people are learning as they see 
a lot and absorb and use it, not learning by memorizing the theories. I think 
theory is a summary for understandings, do not help you see or apply. 
 

This same teacher did not agree with the method that students had to study the 

assigned context with the fixed schedule. He said, 

For teaching with patterns and schedule that teachers have to teach each 
component each semester, how many periods to cover fixed context, I personally 
feel that it is not teaching that concerns about learning. It is teaching which 
concerns about management organization. Actually, people do not learn in the 
steps like this. I disagreed with something fixed like this. 
 

        Referring to grammar teaching, Siripanor, Anthony, Madonna, and Harrison all 

believed that teachers should help students learn grammar through reading and 

conversation. Madonna said, “[l]earning by using it, not by study the grammar”. John 
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agreed and added, “I think the good thing is being able to communicate effectively. 

Grammar is not important. I think vocabulary and pronunciation are more important 

things”. 

        However, Jamjuree thought grammar was important in helping students read 

effectively. She said, 

I’ve found that grammar is important or necessary for students to learn how to 
read…um…they [my students] tend to, I don’t know, they tend to like when I 
explain the reading, especially for those sentences which are compound, 
complex sentences. They don’t know which is verb, which is subject. They 
cannot catch how many ideas are there in the sentence, but if I point what is the 
verb or the subject, then they know that”. 
 

        Even though Jamjuree considered grammar important, she did not like to teach 

grammar directly. Instead, she rather taught her students to use sentence structure to 

analyze long and complicate sentences. She said, 

I don’t mean like telling them this is a simple sentence, this is a compound 
sentence, this is a complex sentence. I don’t agree with that idea either. But at 
least, for example, within a long sentence, like 5-line sentence, the problem is 
they don’t know what is the group of noun, and which is the head noun that 
should be the main subject, they don’t know what is going on in the sentence…if 
they could analyze this, they could understand the sentence better…Thai students 
have been learning grammar for the whole school years. And I think they know a 
lot of grammar but the thing is when they have to understand the reading, they 
just feel confused. 
 

        Although many teachers did not like to lecture in their classrooms, Somjai 

pointed out that she typically lectured first and asked her students to answer the 

questions individually. This was because she did not want students to be lazy by just 

sitting and writing or talking to their friends and not listen to the teacher. The teacher 

let students talk in front of class or present; and she found that after that, students did 

not talk with their friends anymore. Another reason this teacher liked asking questions 

was she liked to know the names of students and tried to be familiar with them. This 

same teacher sometimes used group work and role play. Similarly, Tony commented 

that western and Asian students learned differently. Asians focused on structures and 

grammar, so when this teacher taught his students with other methods or natural 

approach, it did not work, thus, he had to lecture in his classrooms. In his own words, 

I think the foreigners can’t avoid, it’s the difference between styles of education 
of the western and the Asian…For Asian, they are structures and grammar, and I 
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go with the liberal natural approach by myself and I think a lot of time it doesn’t 
work. So, I think the thing about the syllabus or the covered material has a lot to 
do with testing. So, it’s a part of you if you don’t want to have problems, I teach 
material that they have to be in the test. 
 

        Four participants revealed that they used presentation in their classrooms. These 

participants also shared the benefits of using presentation. Kingkarn thought that 

presentation helped her check students’ understanding about the lesson. In her own 

words, “[p]resentation can help me check their understanding, understanding about the 

task I ask them to do”. Siripanor agreed and added that presentation could make every 

student talk. She said, “their presentation might be prepared by good students or 

maybe they have someone who is good in English. But everyone has to take part in”. 

Sukanda and Tony also used presentation in their classrooms. Sukanda said, “I have 

experience in presentation, so I use it to teach my students”. Tony also asked his 

students to present in front of the classrooms. This teacher suggested that a group of 

four students worked well in his class because the students felt more comfortable in 

working small group. 

        Referring to teaching methods, five teachers shared their ideas about some factors 

influencing their teaching. Several teachers (John, Charasdao, and Nicholas) reported 

that their teaching was based on what they had trained and learned. Nicholas said, “it 

is a tendency for people to teach the way they were taught”. While Peter learned how 

to teach from other teachers, David revealed that language learning helped him to be a 

good teacher. He said, 

Language learning led itself to better teachers. Many teachers in other fields with 
fact oriented just come to present fact and go back, but language classroom is 
more dynamic, teacher has to present in a way that helps students to get it to the 
place they need to be. 

 

               5.2.2.1  Summary 

        Of all the participating teachers, 10 revealed that their teaching mostly depended 

on their learners. Moreover, six participants believed that EFL teachers should employ 

various teaching methods and inputs. Four teachers also stated that EFL teachers 

should gather all English language skills in their classrooms. Referring to EFL 

teaching methodologies, 12 teachers preferred group work because this method helped 

students learn effectively. Ten teachers thought that lecture was ineffective and did not 
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help students improve their English. However, a couple of teachers preferred lecture 

method and often used it in their classrooms. Another method the participants liked 

was presentation. This was because it not only helped teachers check students’ 

understandings but also gave students opportunities to perform their English ability. 

Furthermore, five teachers added that their learning experience influenced their 

teaching performance in classrooms. (See Table 5.10: Teachers’ beliefs and their 

reported EFL teaching behaviors on page 72.) 

        The next part describes how the participating teachers believed about EFL 

teaching materials. 

        5.2.3.  Teachers’ Beliefs about EFL Teaching Materials 

        The majority of the participants (15 teachers) considered teaching materials 

important and they accepted that they taught by following the assigned teaching 

materials. The mentioned teachers were John, Nicholas, Anthony, David, Tony, 

Jeffrey, Somkid, Charasdao, Kingkarn, Sukanda, Somjai, Sunee, Siripanor, 

Sutassanee, and Somsri. They agreed that teaching materials affected their teaching 

and the teaching activities they chose. They also pointed out that they had to cover all 

teaching materials because the students had to take the exam which were based on the 

assigned materials. Anthony stated, 

[T]he textbook material and the exam related to each other. So, they [students] 
want to pass the exam, they need to know material or else, which means they 
have to focus on that material as much as possible because they have to pass the 
exam. 
 

Moreover, Anthony revealed that teaching materials did not give so much choice. He 

had to teach all exercises. He said, “we have a certain amount of course materials that 

have to be covered. The exam is on that material. We don’t have so much time. If I 

don’t cover all of that material, that I don’t do my job”. He furthered that if he skipped 

some exercises, the students would complain. He explained, 

For example, we’ve got a chapter like comparison and contrast. Now the 
language focus of that unit could probably be summarized in one paragraph, yes, 
we’ve got a unit like 15 pages long with all of these exercises. There’s nothing 
wrong with that but I find it if I leave out exercises, then, the students complain 
on why don’t you do that exercise. They feel like I’m letting them down. So, I 
try to do all the exercises although they tend to be boring. 
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Table 5.10: Teachers’ beliefs and their reported EFL teaching behaviors 

 Teachers’ EFL teaching methodologies              Participants 

 Teachers’ EFL teaching depended on their learners   10 teachers 

           (John, Nicholas, Anthony, Peter, Somkid, 

           Sukanda, Kingkarn, Charasdao, David Siripanor) 

 

 Teachers should vary EFL teaching methods and inputs  6 teachers 

     (David, Jamjuree, Sunee, Somsri, Tony, Feffrey) 

 

 Teachers should gather all aspects of learning in classrooms  4 teachers 

           (David, Tony, Madonna, John) 

 

 Teachers’ EFL teaching methods 

 - Group work and activities helped students learn effectively 12 teachers 

           (John, Sutassanee, Somkid, Charasdao, Nicholas, 

                            Peter, David, Kingkarn, Sukanda, Anthony, Harrison) 

 

 - Lecture and grammar teaching were boring and did not help 10 teachers 

   students improve English     (Peter, Nicholas, Anthony, Jamjuree, Sutassanee, 

        Kingkarn, Sukanda, Somkid, Siripanor, Madonna, Harrison) 

 

 - Lecture method was suitable for students    2 teachers 

             (Somjai, Tony) 

 

 - Presentation helped students to perform English ability  4 teachers 

          (Kingkarn, Siripanor, Sukanda, Tony) 

 

 - Teachers’ learning experience influenced their EFL teaching 5 teachers 

               (John, Charasdao, Nicholas, Peter, David) 

 

 

 



Fac. of Grad. Studies, Mahidol Univ.                                M.A. (Applied Linguistics) /  73

Similarly, Kingkarn reported that teaching materials and course contents strongly 

impacted her teaching. She commented,  

I can say 100% material and course content influence my teaching methodology 
and everything concerning my teaching. … I can say like that because sometimes 
when I prepare for teaching for each period, I think that oh God! Can I choose 
the topic by myself, oh! I can’t because the students have to do the exam based 
on the content, if I teach other things, students may blame me about that. 

 
This same teacher reiterated this in the focus group interview, saying, 

[T]extbook influences a lot, and I have to cover everything so that students can 
do the test, if not, maybe, this kind of problem has already happened when 
different teachers teach the same subject, but they do different things in the class. 
Some class covers the texts, some class lets the students do the presentation and 
communicative activities or anything. The problem happens when the students 
had the mid-term examination. Students who study in the class with 
communicative activities or something about that cannot do the test, and they, 
…they maybe, I don’t know, but they blame the teacher about that because the 
teacher didn’t teach anything concerning to the test for them. So, they can’t do 
anything about the test because they have no ideas about that language point or 
anything. 
 

This same teacher also added that sometimes the topics in the book were too difficult 

for the students, still in her class, she needed to rely on these topics. Besides, she 

would like to assign her students to have a presentation. However, she could not do 

that since she had to cover the content in the materials.  

        Actually, Somsri revealed that it was not necessary to cover all materials. It 

depended on students’ level. However, she still followed the teaching material, as she 

mentioned, “I follow the activities in the books because it is as set objectives. We 

cannot do anything else”. She thought that she should use other sources but still 

depended on the objectives of the course. She believed that it was unfair for students if 

teachers taught differently from the assigned material. She said, “[i]f I plan for 

activities but there is not enough time, I rather focus on the textbook as students have 

to do the test”. Somsri experienced the same problem as Kingkarn mentioned before. 

Somsri furthered, “I have heard about some teachers who teach other things, not in the 

textbook, and students cannot do the exam and blame”. 

        Similar to Kingkarn and Somsri, Somjai considered the objectives of the course 

very important. Somjai used the EFL teaching materials assigned by the department. 

Besides, she supplemented any supplementary material she thought useful and 
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relevant to her students, depending on the course objectives. In her view, if the 

students did not fail was the objective, she had to follow the assigned EFL teaching 

materials to make the students not fail in the exam. She said, “[i]t was important to 

keep up objective or assigned material”. 

        Tony agreed with the above idea. He also thought it was not necessary to teach or 

cover all contents in the assigned materials, but students had to take the test which was 

based on the assigned materials. Thus, he tried to cover all information in materials the 

students had to take in the exam. This teacher stated, “[w]e should teach what we test, 

or test what we teach”. He furthered, [i]f there is too much material, I focus on what 

will be in the exam and skip some I feel not important, I might introduce only some 

main ideas”. 

        Somkid also admitted that the activities he did primarily depended on teaching 

materials. For example, “if material is language base, I have to use lecture, cannot do 

other things…if the syllabus is fixed, like a particular unit has to be finished, I cannot 

do anything, except lecture and letting students do exercises preparing for taking 

exam”. In the teaching material Somkid used, he had a chance to do activities but not 

enough as he wanted. 

        A couple of teachers shared their views about materials they were assigned to use 

and materials they could choose by themselves. Siripanor accepted that she followed 

materials assigned by the department. She said, 

Actually, I don’t have much choice. I have to follow materials that are already 
assigned for students. And here, [Copeland University], we have a kind of big 
group – big class, and then the students have a lot of material to learn. 
 

However, this same teacher had her own class with 20 students, she could choose her 

own material to match her students’ needs. She could decide to expand or skip some 

parts. She explained, 

I have my own class…they want to learn speaking, so when the foreigners come 
by, they can talk to them. In that class, I use the book in the market that’s relevant 
to English they might use in their career. So, I skip some parts that might not be 
relevant to their work. 
 

David revealed that skills, concepts, and ideas were important; and teachers used the 

text to help students get there. He reported that sometimes he had to use textbook and 

teach all contents in the textbook because of students’ expectation-to pass the exam. 
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        While the majority of the participants considered that there were a lot of contents 

to cover, Sutassanee found that in this semester, she did not have to cover a lot of 

things in her materials, so she could speak with her students more. This teacher was 

one of the teachers who chose book for the course. She explained, “I have only two 

chapters for the first half, so I don’t have to rush for mid-term exam. This is very 

good. I can talk about other things. It is very nice and students respond when I ask 

questions”. 

        Even though many participating teachers followed the assigned materials, they 

were not satisfied with their materials. Jeffrey thought the assigned teaching material 

was not interesting and not up-to-date and could not be used in real life. Personally, 

Anthony found the material a bit confusing, so students did not have clear ideas. Thus, 

this teacher tried to condense and summarize the contents because when he taught the 

third unit, his students forgot the first unit. 

        Besides the teachers’ uses of EFL teaching materials, six participants discussed 

about effective EFL teaching materials. They agreed that good EFL materials should 

be relevant to students and reach students’ needs. John thought that material should 

suit students’ needs. He said, 

[Good material] depends on the group of learners, what they want to learn, what 
they need to learn. Um…like medical English, but it’s a different point in my 
career. I’ve taught like in [Copeland] first year medical students who don’t really 
see the need of English. (Everybody laughs) Right now, I’m tutoring two students 
from GA department (pseudonym) who don’t see the need of English five years 
ago when they were freshmen. Now, they want to continue their study to the 
United States which they all seeing patients. Now, they pay me for what they 
should have learned when they were first year so that they can deal with patients 
in the United States. …Obviously, you have to use different material for the 
people who want to write research in English and people who want to talk to 
patients in English. So, the materials have to be based on whatever the needs 
are”. 
 

Charasdao agreed that material should depend on students. She added,  

I think it depends on many reasons. First, it’s students’ ability. Some materials 
may be appropriate for some kinds of students, but may not appropriate for other 
students. The second thing is the purpose of study, what the students want to 
learn from the class, and also course syllabus. I think the materials must depend 
on the course syllabus, the curriculum. 
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David thought that good materials should be up-to-date and relevant to students. 

Siripanor furthered, “so we have to think about the situation in Thailand first, and then 

we choose the textbook or exercise book that, you know, is suitable for our students”. 

Similarly, Madonna stated that each country or workplace should produce their own 

teaching material because some cultures were not appropriate for Thai students. She 

pointed out, 

Well, the university here, see that they tend to produce customized material to 
meet the need of the students, the objectives, the syllabus, so we have the group 
like Ajarn (name), and … because they are here for several years and know 
students’ needs. So, that is a good move in the right direction. But I think for the 
general, student population at large, you look for the books in the market, there 
are a lot of good books, but most of these books have been produced in UK, and 
Canada, Australia, and the United States. So, the good they may be but they may 
not suitable for Thai population, especially in a cultural sense. So, you have a 
book talking like teenagers going to a disco. I mean Thai teachers might don’t 
want to do that, so there is a problem there because it is a western culture and an 
eastern culture don’t match. …So, I feel that you need to have your own material. 
Thailand should have your own material. You can’t just use something from 
other countries. 
 

John pointed out an example of inappropriate culture in textbook. He said, “I’ve taught 

for three years in the Arab Emirates. Females are not allowed to go outside home, only 

males can do that. And in the textbook, there is a woman getting out the subway the 

next stop, it makes me…(everybody laughs)”. Anthony agreed and added that the 

book written in the U.S.A. “is perfect for anybody living in America, but it is not good 

to somebody learning English in Mongolia and never plans to go to America”. 

        However, Anthony disagreed with Madonna’s idea that students should use 

materials written in their own country. Anthony thought that when students learned a 

language, they should study foreign cultures too. Anthony said, 

You are not only learning the language, you are learning culture too. But if I’m 
gonna learn Polish, I want to learn the culture too. So, when I read Polish, I want 
Polish names, Polish cities. That’s what I see material for Thais written by Thais, 
I mean you get Sombat in this. I disagreed with this completely. If there is 
English, there should be English names. If they’re using Thai names in teaching 
English, it is not teaching them English. 
 

        Moreover, Harrison suggested that teachers should be trained to use teaching 

materials effectively. In his own words, “I think teacher should be taught to make use 

of material. The teachers should interact or learn to use material. There is no perfect 
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EFL textbook in EFL industry. What should determine are what kind of language 

should be taught, how many words should be taught”. 

        Apart from the main teaching materials, nine teachers realized the importance of 

supplementary. Some teachers brought supplemental materials in class, whereas the 

others encouraged students to learn from media outside classrooms. The participating 

teachers added supplementary which they believed relevant to their students. For 

example, Sunee prepared her supplemental exercises, in-class assignment, and 

homework. Peter revealed that he had extra materials in his bag and he also had extra 

examples to show his students. Somjai explained that she looked for material when 

going to book stores to prepare and adapt to use in her class. She sometimes gave 

supplemental vocabulary, which was related to students’ field of study. However, she 

could not do that often, otherwise she could not teach the content in time. Tony 

pointed out that supplementary was necessary to students. Tony said, “I find there’s a 

real need for outside material to add in, and I might bring something, could be 

something, news, printed material, or picture that may be related. Nevertheless, this 

teacher did not often use supplementary because he “may have difficulties in finishing 

the workbook”. However, in a class without the assigned materials, Tony could use 

material he chose. This teacher said, “[i]n another class that’s not a fixed syllabus, I 

can control the input, I would use my plan”. 

        Moreover, a couple of teachers provided supplementary for some groups of 

students. Sukanda reported that she added supplementary to good students such as 

writing or paragraph organization lessons the students asked for. In addition to 

supplementary for good students, Jamjuree thought that teacher had to find 

supplementary material for low level students. She said, “[w]e have to find 

supplementary material and make it simple”. 

        Opposed to Jamjuree’s idea, David stated that he did not like materials which 

were simplified. He explained,  

I don’t like sometimes … when …publishers take a source and then they, 
…dump it down, very low, serve it the new language learners can understand it. 
It generally has a tendency to make it pretty uninteresting and they do that, so the 
students can understand. 
 

David revealed that he liked to use sources from realistic contexts. This was because 

students could experience real conversations, listening, newspaper, and teacher could 
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help students to understand real English. This teacher did not like semi-authentic 

material because students could not see real English. He furthered that in actual class, 

he helped students to write realistic context by thinking of things students learned or 

were interested in. 

        Apart from bringing supplementary materials to classrooms, some teachers 

encouraged their students to learn outside classrooms. The participating teachers 

suggested their students to learn English language from different sources. For instance, 

Nicholas found that listening lab was a good teaching aid. Kingkarn realized the 

importance of outside learning. She expressed that she tried to encourage her students 

to listen to the radio and watch the movies. However, she did not bring those media 

into her class because she had to follow the objectives of the course. Similarly, 

Sukanda suggested her students to learn from the television, the internet, or talking 

with native English speakers. Siriponor also thought that teachers may encourage 

students to learn by themselves if they wanted to learn. She said,  

We may encourage our students to study English by themselves. Right now, we 
have TV, VDO, or even the internet that they can study by themselves…but well, 
its’ only if they are interested to study by themselves. It’s hard to control them. 

 
While Tony considered the internet the best source of outside learning, Anthony 

warned that teachers should look at and evaluate this source carefully for several 

reasons. Anthony said, 

Internet is okay, but a lot of material from the internet, you have to be very 
careful, a kind of copy right, a lot of mistakes, spelling mistakes, grammar 
mistakes, right, you know, also, it’s a fact or fiction. 

 
               5.2.3.1  Summary 

        The majority of participants (15 teachers) stated that EFL teaching materials were 

important, and the materials affected their teaching. These teachers followed the 

assigned teaching materials in order to make students pass the examination based on 

the assigned materials. Besides, six participants thought that effective EFL teaching 

materials should be relevant to students and reach students’ needs. Apart from main 

teaching materials, nine teachers commented that teachers should provide students 

with supplementary teaching materials. These teachers also said that EFL teachers 

should encourage students to learn outside classrooms from various media, such as the 
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movies, songs, and the internet. (See Table 5.11: Teachers’ beliefs about EFL teaching 

materials on page 79.) 

 

Table 5.11: Teachers’ beliefs about EFL teaching materials 

 Teachers’ beliefs about EFL teaching materials             Participants 

 EFL teaching materials were important.    15 teachers 

Therefore, teacher should cover all materials     (John, Nicholas, Anthony, 

         David, Tony, Jeffrey, Somkid, Charasdao, Kingkarn, 

Sukanda, Somjai, Sunee, Siripanor, Sutassanee, Somsri) 

 

 Effective EFL teaching material      6 teachers 

should be relevant to students and students’ needs (John, Charasdao, David,  

           Madonna, Anthony, Harrison) 

 

 Supplementary materials were important.    9 teachers 

 Teachers should bring supplementary materials         (Sunee, Peter, 

 to classrooms and encourage students to learn     Somjai, Tony, Sukanda, 

outside classrooms        Jamjuree, David, Nicholas, Kingkarn) 

 

        In brief, the analyses of semi-structured interviews and focus group interviews 

gave evidence concerning understandings of the beliefs about EFL teaching education 

of Copeland University. The participants shared their experiences, problems, and 

suggestions in teaching at this particular university. They also pointed out factors that 

influenced their teaching in classrooms. The participants revealed that they had 

various ways to deal with students’ self-disciplines. Some of them used strong 

disciplines with their students, while others did not. These participants also shared 

their views about EFL teachers and EFL teaching. Most participants desired to enter 

the teaching profession. Besides, they agreed that native English speaking EFL 

teachers were role models of English communication, whereas non-native English 

speaking EFL teachers had advantages in translating English into Thai to make 

students understand better. Moreover, the participants unveiled that their teaching 

depended on their learners. Most of them stated that they tried to use various teaching 
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methods, but they preferred group work the most. They believed that lecture method 

was boring and ineffective, but they had to lecture in their classrooms to cover 

contents in the assigned EFL teaching materials. All participants tended to teach all 

contents in the assigned teaching material as students had to pass the test, which was 

based on the assigned teaching materials. 

        In the next section, the results reveal how the participating teachers performed in 

their actual classrooms. This section also shows a relationship between teachers’ 

beliefs and their actual instructional behaviors. 
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CHAPTER VI 

RESULTS III 

EFL UNIVERSITY TEACHERS’ BEHAVIORS AND A 

RALATIONSHIP BETWEEN TEACHERS’ BELIEFS AND 

BEHAVIORS 
 

        In the two previous chapters, the qualitative data have offered some insights of 

the nature of Copeland University and what EFL teachers in this particular university 

believed of EFL education. This chapter further clarifies what these EFL teachers did 

in their classrooms. The data presented in this chapter came from semi-structured 

interviews, focus group interviews, and classroom observations to describe how their 

beliefs impacted their teaching behaviors, including a relationship between teachers’ 

beliefs and their instructional behaviors. The results of this chapter can be divided into 

three parts. The first part shows similarities between teachers’ beliefs and their actual 

teaching behaviors. Then, the findings reveal differences between beliefs and 

behaviors of those teachers. Finally, this chapter reveals some teaching behaviors the 

participating teachers did not mention in the interviews, but were derived from the 

actual classrooms.  

 

6.1  Similarities between Teachers’ Beliefs and Their Instructional Behaviors 

        Of all the participants, eight teachers (Anthony, David, John, Nicholas, Peter, 

Charasdao, Kingkarn, and Sukanda) gave the researcher their permission to observe 

their classrooms. The findings uncovered some similarities between what the 

participating teachers believed and what they actually performed in their classrooms. 

The first section discusses how the participants dealt with classroom management. 

What four teachers (Nicholas, Anthony, David, and Kingkarn) disciplined their 

students was similar to what they believed and revealed in the interviews. In actual 

classrooms, Nicholas warned his students to be quiet when they made loud noise. This 
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teacher also warned his students before they presented in front of a classroom as in the 

following classroom description. 

Then the teacher continued talking about the presentation. He told the students 
that it was not a good manner to talk when their friends prepared well, tried hard. 
He added that it was like slapping when their friends talked and they talked.  
 

        However, as Kingkarn revealed that she could deal with her students to prevent 

them from making loud noise by quizzing. From classroom observations, she usually 

effectively used this method before presentations. A field note from one of her 

classrooms was an example. 

She told her students that she would have a quiz about the things their friends had 
presented. … Then, she asked the students to present according to the topic in the 
sheet from page 12 to 18. She asked them to hurry up and asked other students to 
listen. While the students were presenting in front of class, the students said 
“listen to the presentation as there will be a quiz”. Thus, when the students were 
presenting, the class was silent because these students tried to listen to the 
presenters. 
 

In other classes, this same teacher also told them to have a quiz after the presentation 

and it worked well. This was because, as she revealed in the interviews, she used to 

tell students to be quiet many times and once she tried quizzing and saw it worked 

effectively. Thus, she used this method since then. Nevertheless, like Sukanda, 

Kingkarn also dealt with students’ other disturbing behaviors. When students asked to 

go outside the classroom, the teacher allowed them by smiling or nodding her head. 

This teacher also smiled and continued teaching if her students’ mobile phone rang in 

class. Then, the students talked on the phone quietly. Another disruptive behavior she 

faced was the students’ lateness. She chose to continue teaching when her students 

came to class late. 

        Anthony also dealt with other students’ disturbing disciplines. In the actual class, 

when the student’s mobile phone was ringing, he only looked at that student, then, the 

student bowed his head and talked quietly on the line. Besides, this teacher chose to 

look and nod his head when students came late to the class. 

        Another teacher, David, however, revealed in the interview that he did not have 

many troubles in students’ self-disciplines. He pointed out that “I only have good 

students in my class”. He furthered, “[t]hey’re pretty good students. They’re …um…If 

I want them to do something, they learn it very well.” Therefore, in the actual 
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classrooms, there were no problems of students’ making loud noise. Nonetheless, 

when this teacher saw the students copying from each other, he warned them. 

When the teacher came to class, there were four students copying something. So, 
he walked to them and told them not to copy, just to do it by themselves. 
 

For the students’ other misbehaviors, this teacher used soft discipline with them. He 

allowed the students to go outside if they asked for his permission. Apart from that, 

when on student’s mobile phone rang, the teacher only looked or said “hello”, and that 

student turned off the phone immediately or went out of class to talk on the phone. 

Even when one student came one hour late, he just said the student’s name and greeted 

him. 

        Besides, the participating teachers had to deal when students made errors in, for 

example, reading, speaking, or writing in their classrooms. Four participants (Peter, 

Nicholas, Kingkarn, and Sukanda) shared their ideas about students’ errors. Their 

actual performances in class showed that they did more or less the same as what they 

stated in the interviews. Peter mentioned that he usually commented on the students’ 

errors, but he did not strict about their spellings. Similar to John and David, Peter told 

his students their answers were not correct and gave them the correct answers when 

the students answered incorrectly. Apart from that, this teacher used other ways to deal 

with their errors, for example, reminded them previous lessons, asked them again, and 

repeated the explanation. The following researcher’s classroom observation clarified 

what he performed, for example, 

The students answered incorrectly, so he said “no” and asked what word they 
studied the day before and what tense. He corrected for them and said that it 
should be the word spelled with –ed. He asked them to pronounce the word 
“spelled”. The students repeated, and he said “yes”, and warned them to be 
careful about the tense. 
 

Moreover, this teacher also corrected his students when they pronounced incorrectly, 

especially with “s” ending as in the following notes taken from the classroom 

observations. 

The teacher moved to item 3 and asked the students to add “s”. He asked them to 
repeat this word with “s”. Then, he asked them what “how are you”, “hi”, and 
“hello” are. The students answered “greeting”. The teacher repeated this word 
with s-ending, - he said “greetings”. 
 

Another description also illustrated how he acted in the class, 
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He asked students the next item, and the students answered “meeting”. The 
teacher repeated this word with s-ending. He said the word “meetings” by 
emphasizing the s-sound. He said “meetings, right, with s”. 
 

        The other several teachers had pointed out various ways in the interviews (see 

CHAPTER V for more details). In the semi-structured interview, Nicholas said, “in 

terms of writing, I’ve been teaching writing for years. My hand is automatic, it goes to 

corrections”. In Nicholas’s actual class, the teacher told his students that he would not 

deduct marks for every mistake in writing. Instead, he would look whether it made 

sense and comprehensible. He also emphasized how to use colons and semi-colons. In 

Kingkarn’s classrooms, when the students wrote something wrong on a transparency 

for their presentations, Kingkarn chose to correct on the transparency, explained, and 

summarized the lesson. The following was the observer’s classroom observation. 

The teacher corrected some errors the students made on the transparency, 
reviewed it and explained it in Thai. … The next group came to present by using 
the transparency. After that she summarized it in Thai. 
 

        Sukanda also had various ways to deal with students’ errors. In her actual 

classrooms, when her students answered incorrectly, she would, for example, accepted 

their answers but told them the correct one, asked them to think again, gave them a 

clue, or explained in Thai. This was congruent with what she said in the interview; “I 

tell them that no, it’s not, it is something, something, something, but in the soft voice”. 

The following field notes described what she did, for example, 

When the students answer correctly, the teacher said yes. She asked for more 
expressions. When the students answered incorrectly, she said that it was quite 
okay but it should be like the teacher’s answer and she gave them the correct 
answer. 
 

What she did another time was, 

The teacher asked the next question and waited for the answer. If the student 
answered incorrectly, she asked them to think again and then gave them the 
answer. She also translated it into Thai. 
 

Similar to Kingkarn, if the students made errors in their writing, Sukanda chose to 

correct them right away on a transparency. Moreover, she asked them to meet her 

personally to talk about their writing assignments. This corresponded with what she 

revealed in the interview; “I just tell them to send me first, and I will help them, and 

talk to them person by person”. 
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        Besides, the results from the classroom observations showed that the participating 

teachers dealt with students who used Thai in class in two ways, which were 

reminding them to use English or allowing them to speak Thai. Peter chose to 

discipline his students when they used their first language in English classrooms. Peter 

stressed in the interview, “[t]he biggest problem of course is that [students] don’t 

speak English” He revealed that he would encourage them to speak English in class. 

Moreover, he sometimes forced his students with marks, but he did not do this often 

due to a lot of students in class. What this teacher did in his classrooms matched with 

what he said in the interviews. In his actual classrooms, when he heard his students 

spoke Thai, he asked them to speak English. The following excerpt showed how he 

dealt with his students. 

When the teacher heard some students speak Thai, he said “English” to make 
them discuss in English. … When he moved to another group and heard the 
students talked in Thai, he told them to speak English because he wanted to hear 
their accents. 
 

        On the contrary, a couple of teachers (Anthony and Kingkarn) continued teaching 

when they heard their students spoke Thai in class. Anthony stressed why he did very 

little when the students used their first language, “[i]t’s very difficult when they’re all 

doing it”. Several non-native teachers allowed their students to speak Thai. It was 

because, as Kingkarn mentioned, “[w]hen they discuss, I used to try to tell them 

English please, but they said that they can’t understand each other and they can’t do 

any work if they discuss in English”. In the classrooms of non-native teachers, these 

teachers also used Thai to explain directions and contents. The following was the 

description of Kingkarn’s classroom. 

The teacher asked for page 46, but there was no answer from the students. Then, 
she explained the direction on page 46 in English and Thai. … She asked them to 
look at the last part of page 46 and explained it in Thai. Then she move to page 
48 and explained context clue concepts in Thai. 
 

        While Peter stressed an importance of roll calling, in the actual classrooms, he 

asked students to check their class attendance. What Peter did in the actual class 

agreed with what he said, “[the students] all have to sign …[and] turn in the paper”. 

From the researcher’s classroom observations, this teacher checked his students’ 
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attendance by asking them to write their names and numbers on a piece of paper, as in 

the following description, 

While the students were doing the exercise, the teacher was walking around to 
look at them. He gave them a piece of paper and asked them to write their first 
names and numbers on that sheet. 
 

        The next section will discuss the similarities between teachers’ beliefs about EFL 

teaching and their actual teaching behaviors. In the actual classrooms, all participating 

teachers varied their teaching methods and activities. From one academic year of 

classroom observations, it was found that the participants used group work, pair work, 

lecture, asking questions, and doing exercises in their classes.  

        David revealed in an interview that he tried to vary activities as much as he could. 

He also encouraged his students to use all English language skills in class. He said that 

his teaching began with introduction, moved into the lesson, and then conclusion. 

What David did in class corresponded with his beliefs that teachers should use various 

methods. In his actual class of a free elective course without the assigned teaching 

materials, he reviewed last week lesson, wrote the lesson on the board, asked questions 

and gave them a clue by using gestures to help and giving answers with synonyms and 

examples. Besides, he used various teaching techniques in his classroom such as 

vocabulary teaching, discussion about an article in a book, watching VCD and 

discussing about the movie. He also added cultural issues, for instance, when he taught 

on Thanksgiving Day, he gave his students the information about this day. He also 

encouraged his students to combine language skills, for example, he suggested 

students to used both speaking and listening skills when studying conversations. The 

following excerpt showed an explanation of what David did while teaching. 

The teacher wrote vocabulary on the board. Then he asked the students to look at 
the board. He asked what his students did last week, and wrote something on the 
board. He explained the first word, then, the second word with examples. 
 

Then this same teacher lectured by using transparencies to teach idioms about animals. 

He asked the students to read, and he explained each idiom. He also told jokes about 

vocabulary. The following was how he taught one of his transparencies. 

Then he showed the students his transparency with the word “Take the bull by its 
horns”. He let one student read. Then, he explained the meaning that it was like 
they wanted to do it and no one can stop them. He moved to the next word 
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“Horse of a different color means quite a different matter”. He let one student 
read the word and the meaning. The teacher explained this idiom. 

 
This same teacher also helped students in critical thinking as he said in the focus group 

interview that critical thinking was very important. In his class, he brought many kinds 

of materials to enhance students’ critical thinking by discussing about various topics. 

Firstly, he let each student in group read his book one paragraph and stopped reading 

if he explained or summarized. The teacher explained some words and asked for 

students’ opinion. Then, the students shared their ideas about this book. The teacher 

also used his gesture to give a clue to his students. Secondly, he asked the students to 

think about problems consulted in a newspaper’s column. What he actually did was; 

The teacher showed Abby’s letter column in a newspaper and asked for the 
suggestions if a person had a husband with sexual problem – her husband liked to 
do something cruel. He let the students discuss, and they shared their ideas. The 
teacher repeated what students said to make sure that they understood correctly. 
This teacher asked for the next question, what this woman could do. The students 
shared their ideas. The teacher commented on their ideas and praised them. 
 

Moreover, he played the movie VCD and let the students talk about one part of the 

movie. When he heard some words, he wrote those words on the board and explained,  

The teacher initiated more topics and let the students discuss. This teacher also used 

social issue effectively. For example, he raised the topic of death and joining the army. 

In his actual classroom, 

At 2:30 David played one part of “The Lord of the Ring” VCD. When the teacher 
heard the soldiers said some words, he gave students the meaning, for example, 
“retreat” meant “go back”, and “stop this man” meant “stop this craziness”. The 
teacher stopped the VCD at 2:50. Then, he asked students to give some 
characters’ names from the movie and what was going on in the movie. Then, the 
students shared their ideas 
 

This same teacher also asked the students to discuss further about the fears of death 

and being the army. Then he summarized the lesson, gave students homework, and 

said good-bye to his students. 

        The results also showed that most participants said that they preferred group work 

activities and group work helped improve students’ English abilities.  From classroom 

observations, the teaching method the participants mostly used was group work. John 

mentioned in a semi-structured interview and a focus group interview that he preferred 
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to have his students work in pair or in group although it was difficult to encourage the 

students to discuss in groups. In a semi-structured interview, he stated,  

I prefer to have the students try to work things out by themselves instead of 
telling them but Thai students or Egyptian students may not be used to that 
method. You may have to introduce it gradually instead of starting out that way 
on day one, but I like to get to a place where the students are working out 
problem with themselves or working in pairs, working in groups taking out the 
problems. 
 

In a focus group interview, he also explained how he perform in the class, “I’m using 

self-accessed material dividing them into groups of six or seven people and they work 

together as a group. When they have problems, they call me over and I advise them on 

that”. His statements were congruent with what he actually performed in his 

classrooms. In his class, he asked his students to get into groups, or he arranged them 

into groups by himself to check the answers in homework or do the exercises in the 

book, and he walked around to look at and help them. The researcher’s classroom 

observation illustrated how John performed in his classroom. 

John asked students to look at homework-true/false exercise. He told them to get 
in groups of four and check the answers. He asked them whether they had the 
same answers. The students replied. The teacher told them that if their answers 
were the same, think whether they were correct; but if their answers were not the 
same, some might be right, and some might be wrong. The teacher walked to one 
group, asked, and smiled at them. He walked to the second group, and the next 
group. 
 

The above showed how John let his students set their groups. For some classes, the 

teacher arranged the students in groups by himself after an introductory activity as the 

following classroom field note. 

The teacher walked to the students and counted them into six numbers (one to 
six). He assigned his students to read the text and tell other groups about the text 
they read. He wrote the pages each number of students had to read on the board. 
The teacher walked around and stood in front of the class and told them they had 
two more minutes, and walked around again. Then, he asked all students with 
number one to present in front of class. 

 

        Similar to John, Peter asked students to get into groups and asked each group to 

think and write on the board about the topic he gave. Then, he walked around to 

encourage and help his students. This was consistent with what he said. He thought 

that group work was the best method, as well as pair work. He said,  
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I like group work. It’s probably my strongest. …its strongest quality is group 
work. Um…pair work, I like doing control, you know, control the exercises 
between two people were one asks a question, one gives an answer about the 
information the other one doesn’t have or something like that. I like those kinds 
of activities. 
 

Although Peter revealed that he liked both group work and pair work, he preferred 

group work to pair work. This was because “pair is too difficult to keep track of, 

groups you can track of a little bit better”. As Peter argued, students should share 

information in class, not only get it from the teacher. In the actual practice, this teacher 

tried to encourage students to initiate their ideas. The teacher also picked up situations 

and topics. Besides, he motivated his students to discuss and asked for agreement. 

        Like Peter, Charasdao often used group work activities in her teaching. This was 

because students would feel more comfortable to work with their friends and tend to 

understand better. In her own words, “[g]roup work. The students discuss with their 

friends. It may help them to understand what they have learned more and more”. In 

Charasdao’s actual classrooms, she let her students get into groups and discuss the 

topics or passages she prepared. She walked around to help them and also allowed 

them to change the passage if the students thought their passages were too difficult. 

Sometimes, she repeated the answers or the lessons. When the students raised their 

hands, she went to help them. 

        Several teachers (Nicholas, Kingkarn, and Sukanda) usually asked students to do 

group work and also present in front of class. Nicholas, who took the class from the 

former teacher who resigned, reported that it was important to maintain what the 

former teacher did. Thus, he asked the students from each group to discuss and prepare 

a big presentation as the previous teacher had assigned. He said it was “appropriate 

that another teacher chose group leaders, so I maintain that in a class of 60 students”. 

In actual classrooms, he asked each group to get presentation schedule and checked 

the amount of work with group leaders. He emphasized the direction and suggested 

them to choose interesting topics. He advised them to have peer editing and ask for 

group agreement. This same teacher also set other group work activities in his 

classroom. The following classroom observation illustrated Nicholas’ classroom. 

Nicholas asked the students to prepare a small presentation. The topics were not 
from the book, instead, the topics were Thai and international singers, superstars, 
movies. He let them sit in their groups. While the students were talking to each 
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other, he walked to them. Some students asked and the teacher answered. Fro 
some groups, the students had many questions, so the teacher stood with those 
groups longer. 
 

        However, Nicholas pointed out the difficulties of encouraging students to do 

group work and to present. He said, for the first reason, “this method was not easy as it 

was not the way I was trained. I studied literature, so I get used to lecture method”. He 

added the second reason, “when dealing with Thais, they speak Thai, so when teacher 

asks students to come in front of class to present, I’m exhausted and tired. I ask and 

students answer. This is the thing when teaching skills”. 

        In the actual classrooms, Kingkarn asked students to do group work, let students 

choose topic and prepare to present. The teacher walked to see them when they were 

discussing. Kingkarn also asked the students to have a quiz after presentation, which 

made the students quiet and listen to their friends. She let her students present either in 

Thai or in English as long as they could make their friends understand. She also let 

students ask questions to their friends, then, she summarized what her students had 

presented. This teacher liked to ask students to present because, as she mentioned, 

“presentation could help teacher check students’ understanding about the task the 

teacher asks them to do” From the researcher’s classroom observations, Kingkarn’s 

performances were corresponding with what she mentioned in the interview. In her 

class, 

The teacher told her students to divide and sit in groups of five, and asked one 
student of each group to raise his / her hand. The teacher counted and asked each 
group to randomly choose what paragraph to read and explain to their friends 
about each type of economics system. The teacher walked around. After the 
students had got the topic, they had 10 minutes to prepare. While the students 
asked, the teacher explained to them and told them to summarize in any word to 
make their friends understand, but do not read directly from the book. 
 

This same teacher also walked around to help other groups. She asked whether they 

finished. If they had not finished, she extended for a few more minutes. When they 

finished, the teacher asked students to present. 

One student came to present, the teacher was standing in front of the class and 
told other students to pay attention to the presentation. After this presentation, the 
teacher asked whether they could understand what the presenter said. One student 
said she did not understand, so the teacher asked that student to ask the presenter 
a question. That student asked and the presenter answered. The teacher asked for 
their satisfaction of the presenter’s answer. 
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Similar to Kingkarn, Sukanda said that she used group work and presentation in class. 

As Sukanda revealed in the interview that she used her experience in presentation to 

teach her students, she liked to ask her students to present the text she assigned. She 

usually let students read and sum up main idea of the article and come to present. In 

the actual classes, she asked students to bring a book, gave definition and example, 

read the instructions and explained in English and Thai, asked students to do group 

work, pair work to set up the dialogue or create sentences. While the students were 

doing group work, this teacher tried to help students a lot, especially in a difficult task. 

The following field note was one example. 

Then she moved to the next exercise and told students that it was more difficult, 
so she explained in Thai. The teacher let the students correct the wrong topic 
sentences in the exercise. It took quite a long time for this activity. The teacher 
had to help them to create sentences. Almost every group asked for her help, and 
she came to explain to each group. Then, the teacher let them think by themselves 
and asked them to write their answers on a transparency in front of a class. 
 

From the above field note of Sukanda’s actual classroom, it was found that this teacher 

was flexible with time for the activity. She took more time to help and explain to the 

students. This corresponded with what she contended, “sometimes I could not follow 

everything I planed. In class, I extend time for some activities if I don’t have to rush”. 

        Moreover, a native English speaking teacher, John, also mentioned another 

teaching method – doing exercises in the book, and he also used this method in his 

classrooms. John contended that he preferred to have his students work by themselves. 

In the focus group interview, he said, “I was trying to teach a little and have them do 

the exercises”. In the actual classroom, he asked the students to do the exercises in the 

book and he walked around to look at them and help them. The excerpt of a classroom 

observation showed how he conducted his class. 

At 11:52 John asked the students to do the exercise in the book without telling the 
directions. …Then, the students read the directions and do the exercise by 
themselves, while the teaching was walking around to see them. At 11:57 the 
teacher asked how many people did not finish. Nobody replied, so he read 
question 1 and the students answered. He read question 2 until the last question, 
and the students answered. In exercise 2, he told the direction briefly and asked 
for the answer. 
 

        Moreover, the results revealed the similarities of how the participants employed 

the assigned EFL teaching materials and their beliefs about EFL teaching materials. 
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As mentioned in CHAPTER 4, the participants were assigned to teach the EFL courses 

with the assigned EFL teaching materials. This section clarified how they made use of 

their assigned EFL teaching materials in their classrooms. 

        The results showed that all teachers participating in the present study followed 

the assigned teaching materials. John taught his students by following the textbook. He 

asked the students to do exercises in the book and walked around. He also read 

multiple choices and explained the directions from the assigned materials. From the 

researcher’s classroom observation, 

The teacher started unit one in the new book. The first part was about washing 
hands. He told his students that everybody knew how to wash their hands but 
their might be some vocabulary they did not know. He asked them to look at the 
next page and do the exercise. He looked at the book and walked around to see 
them. Then, he came in front of the class and read item 1, 2, 3, and 4. The 
students answered. After that, the teacher moved to the next page. 
 

Anthony revealed in the interviews that he followed the assigned EFL teaching 

material. This corresponded with his instructional behaviors. In his classrooms, he 

taught in a textbook, explained words and grammar in the book. The teacher read 

directions and choices in the book, and asked the students from the first exercise until 

the last exercise. The following classroom observation showed how he did, 

The teacher told the students that today, they would study unit 1 about a process 
and a self instruction. He asked for the differences between process and self 
instruction, and gave the meanings of these words. He asked what verb tense to 
be used for instruction. He gave an example of how to make a cake. Then, he 
asked them to do exercise 1 in the book and walked around. He asked for the next 
item. Then, he did the same until item 11, read all choices, and the students 
answered. 
 

Similarly, Nicholas followed the assigned textbook step-by-step. This teacher asked 

the students to open the book and choose the topic to talk. Moreover, he asked them to 

look at the examples in the book. He also commented on each example in order to help 

them have some ideas how to write. In his actual classroom, this teacher, 

The teacher told the students what they would learn this period. He asked them to 
look at page 104. He asked them to choose the topic from this page and prepare 
to write a compare and contrast paragraph about the topic chosen. The teacher 
spoke slowly and told them step-by-step. 
 

Another native English speaking teacher, David, taught three courses this semester as 

this was his first semester to teach at Copeland University. For one class with free 



Fac. of Grad. Studies, Mahidol Univ.                               M.A. (Applied Linguistics) /  93

elective subject, he had an opportunity to choose his own materials. Thus, he used his 

book, VCD of the movies, idioms, and synonyms to teach his class. On the contrary, 

for the other two courses with the assigned EFL teaching materials, he revealed that he 

had to teach all lessons in the book. This was because the students had to take the test 

based on the assigned teaching materials. What he preformed in his class was 

congruent with what he said in the interview. In his actual classrooms, he asked 

students to read, discuss and express their idea about the passages in the book. 

Sometimes, the teacher gave a clue and raised more situations to help students. The 

following field note illustrated what he performed in his classroom. 

The teacher asked the students to look at page 16 and asked one student to read 
aloud topic 1 of that page. He asked whether they agreed with genetic 
engineering. Some students agreed, but some disagreed. The teacher asked for the 
reason, and the students answered. He asked for their opinions, and the students 
answered. Then, the teacher did the same until topic 5. 
 

        The other several non-native English speaking teachers also adhered to their 

assigned EFL teaching materials. What Sukanda did in class was corresponding with 

what she said during the interview that she followed the textbook. In her class, she 

asked students to bring the book, followed the book step-by-step. The following was a 

description of her classroom, 

The teacher started teaching and asked her students to turn to page 39. … Then, 
she told them to do exercises on page 40. After that she asked the students to 
answer by calling their names one by one. 
 

Sukanda realized the importance of covering all materials when her students asked her 

to look back to page 48 when she skipped this page. She continued teaching until the 

present page was finished and went back to cover page 48. She reviewed a little bit 

before teaching page 48. After that, she returned to teach the lesson of the present 

class. As in the researcher’s field notes, 

Then, the teacher asked the students to look at unit 6. The teacher asked the 
questions in the exercise from item 1 to item 3. The students answered. … One 
student told the teacher that she did not teach page 48, so the teacher told them 
she would teach it later. The teacher continued teaching until the last exercise. 
Then, she asked the students to look back at page 48 which a student said she did 
not teach. This teacher reviewed the theory a little bit. She asked the questions in 
the first activity of page 48, and the students answered. After finishing page 48, 
the teacher returned to teach unit 6. 
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Anthony also faced this problem, thus, he agreed with Sukanda. He explained, 

[W]e’ve got a unit like 15 pages long with all of these exercises. There’s nothing 
wrong with that, right?, but I find it if I leave out exercises, then, the students 
complain on why don’t you do that exercise, right? They feel like I’m letting 
them down, right? So, I try to do all the exercises although they tend to be boring. 
 

Charasdao accepted that she followed textbooks when teaching. In her practice, she 

asked her students to read each paragraph in the book one by one. She repeated and 

summarized each paragraph. She taught grammar in the assigned book, read difficult 

words, translated for them, and reviewed the lesson before the exam. The researcher’s 

classroom observation clarified how she used her teaching materials, 

The teacher began unit 3. She read the topic and translated it into Thai. She read 
the explanation in the book and translated it for them sentence by sentence. She 
also pointed out some words and gave them the meaning. She moved to step 1 
and translated it. Then, she did the same until the last step. After that, she moved 
to another page. 
 

Kingkarn also rigidly followed the teaching material. She tried to cover all materials. 

If there was not much time, she would assign them to do exercises as homework. In 

her class, 

Then, the teacher asked the students to turn to page 50 – 51 of the book, and 
asked them to read and write main idea of a paragraph as homework. Then, she 
moved to page 52 about vocabulary. She asked them to do the same way as on 
page 46. Then, she explained in Thai and emphasized that everybody should 
practice by themselves because it would be advantageous when they were taking 
the exam. 
 

        The participants not only strictly followed the assigned teaching materials, but 

they also added supplemental materials to their students. They sometimes added 

examples, synonyms, vocabulary, or additional lessons. From the researcher’s 

classroom observation, six teachers participating in the present study added their 

supplementary materials in their classrooms. David also added extra examples and 

activities. 

The teacher asked the students about the characteristics of Bill Gate. The teacher 
said that Bill Gate was not only smart, but also had strong leadership. He asked 
for another characteristic, and one student answered. He repeated, added some 
examples and wrote those examples on the board. He asked for other ideas. Then, 
the teacher asked the students to draw their future children. After a while, he 
asked how many of them drew boys and how many drew girls. 
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Peter did more or less the same as David did. In his actual classrooms, he gave his 

students more synonyms, examples, and background of the movies or series. 

After the students talked about uniform, the teacher drew a bicycle and a unicycle 
on the board. He pointed to a bicycle and the students answered correctly. When 
he pointed to a unicycle, the students answered that it was a monocycle, but the 
teacher said that it was a unicycle. Then, he moved back to the previous topic-
uniform.  
 

This same teacher also talked about a famous series, 

After the students discussed about family, the teacher talked about UBC and the 
series – Will and Grace. He asked how many people in that house, and he told 
them there were only two people, and Will was gay. He asked whether it was 
traditional household, and he told them it was non-traditional household.  
 

Anthony expressed during the interview that he used to add supplementary idioms and 

exercises, but he did not do it much anymore due to less time and more contents in the 

assigned materials to cover. What he performed in his class corresponded with what he 

said. In the actual class, he sometimes added idioms for students. 

The teacher taught item by item until the last item. After that, he told his students 
that he and the students would talk about dogs. He wrote many idioms on the 
board, which were dogsled, a dog cart, dog days, a dog’s body, and a dogface. He 
asked for the meaning of a dog cart, and the students answered. The teacher 
repeated the answer. He moved to the next idioms until the last idiom. 
 

        In addition, a couple of non-native teachers also provided supplement lessons. 

Charasdao’s classrooms, the teacher picked up examples the students might be 

familiar with. As she said, she added many examples “to make them understand 

because giving one example is difficult to understand” In her actual classrooms, she 

gave her students supplementary sheet about the lesson. 

At 8:40 the teacher asked the students to bring the new supplementary sheet from 
her. She asked them to get in groups of five. The students were arranging the 
groups. She told them the topic and translated it into Thai. She explained and 
wrote the words – classify (v) and classification (n) on the board. She read the 
direction and asked them to read and fill in the diagram in the sheet. She told 
them that today they would learn two topics, which were insects and plants. 
 

Sukanda typed supplementary lessons, extra examples, alternative sentences, and a 

summary of grammar in a transparency. 

The teacher showed the transparency about participial phrase. She pointed out 
that there were two kinds of participial phrase, which were present participles and 
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past participles. She also added her examples in a transparency. She explained 
this topic in Thai. She explained slowly step-by-step. 

 
        6.1.1  Summary 

        The participating teachers had some similarities between their beliefs about 

classroom management and EFL teaching, and their actual teaching behaviors. When 

they revealed in the interviews that they did not use strong discipline with students 

who had misbehaviors, they, for example, only warned students if they made loud 

noise. For other students’ self-disciplines, the participants allowed them, for example, 

to come to class late or to go outside classrooms. To deal with students’ first language, 

only one teacher had a strong concern and reminded his students to speak English, 

while the others allowed them to speak Thai. It was also found that one teacher 

considered roll calling important and he asked his students to sign their names to 

check class attendance. Concerning EFL teaching methods, all teachers thought 

teachers should use vary teaching methods, and all of them varied their teaching 

methods in their classrooms. Most participants said they preferred group work because 

it helped students learn English language effectively. In their actual class, they used 

group work activities with their students. One native English speaking teachers 

revealed that he liked to have students do the exercises, and he asked his students to do 

the exercises in this classrooms. The participants also shared their ideas about EFL 

teaching materials. Most participating teachers stated that teachers should cover all 

materials, and in their classrooms, they covered all contents in the assigned EFL 

teaching materials. This was because the students had to take exams, which were 

based on the assigned teaching materials. Moreover, five teachers realized an 

importance of supplementary that related to students’ needs. Thus, they provided their 

students with supplementary materials, such as vocabulary list, idioms, and extra 

examples. (See Table 6.1: Similarities between teachers’ beliefs and their instructional 

behaviors on page 97 - 99.) 

        The next section describes the differences between what teachers believed and 

what they actually performed in their classrooms. 
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Table 6.1: Similarities between teachers’ beliefs and their instructional behaviors 

 Beliefs and reported behaviors Actual behaviors            Participants 

 Classroom management 

 Students’ making loud noise 

- Warned students   - Warned students  Nicholas 

- Quizzed    - Quizzed   Kingkarn 

 

Other students’ self-discipline 

- Soft discipline   - Allowed students who Kingkarn 

     came late to get in  Anthony 

         David 

 

     - Allowed students to  Kingkarn 

     go outside classroom  David 

      

     - Looked at students and Kingkarn 

continued teaching when Anthony 

students’ mobile phones David 

     were ringing 

 

Dealing with students’ errors 

- Usually corrected but not  - Asked students to answer Peter 

strict about spellings   again and gave a clue  Sukanda 

 

- Usually corrected students’  - Corrected errors and  Peter 

errors in speaking and writing offered explanation  Sukanda 

 

- Corrected students’ errors  - Corrected errors on  Kingkarn 

on a transparency   a transparency   Sukanda 

 

- Summarized students’ errors - Summarized errors  Kingkarn 

_______________________________________________________________ 
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Table 6.1: Similarities between teachers’ beliefs and their instructional behaviors 

      (continued) 

 Beliefs and reported behaviors Actual behaviors            Participants 

 Classroom management 

- Corrected students’ error  - Consider whether writing Nicholas 

in writing    was comprehensible 

 

Dealing with students’ uses of the first language 

-Strong concern about   - Reminded students   Peter 

students’ uses of Thai   to speak English 

 

-Less strong concern about  - Did very little or   Anthony 

students’ uses of Thai   allowed students to   Kingkarn 

     speak Thai 

 

Roll calling 

- Realized the importance   - Asked students to   Peter 

of roll calling    sign their names in  

     a piece of paper 

 

EFL teaching 

- Teachers should use various  - Tried to vary teaching         All teachers 

EFL teaching methods and inputs methods   observed 

 

 - Group work activities helped  - Used group work   John 

 students learn effectively  activities in classrooms Peter 

          Charasdao 

          Nicholas

          Kingkarn 

          Sukanda 

_____________________________________________________________________ 
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Table 6.1: Similarities between teachers’ beliefs and their instructional behaviors 

                 (continued) 

 Beliefs and reported behaviors Actual behaviors            Participants 

 EFL teaching 

 - Preferred to have students  - Asked students to  John 

 do the exercises   do the exercises 

 

 EFL teaching materials 

 - Teacher should cover all  - Followed and covered John 

 teaching materials   all contents in materials Anthony 

          Nicholas 

          David 

          Sukanda 

          Charasdao 

          Kingkarn 

 

 - Supplementary materials  - Provided students  Anthony

 were important and teachers  with supplementary  Charasdao 

 should bring supplementary  materials, exercises,  David 

 into classrooms or encourage  idioms, and examples.  Peter 

 students to learn outside class  Encourage students to  Sukanda 

      learn from other media  

 

6.2  Differences between Teachers’ Beliefs and Their Instructional Behaviors 

        Apart from the similarities, the results also revealed the differences between what 

the participants believed and what they actually did in their classrooms. Concerning 

classroom management, while Anthony stated that he ignored students who had 

improper self-discipline, in his actual class, he warned the students who were making 

loud noise a little bit and  continued teaching. Following was the researcher’s 

classroom observation  

When the students were talking to their friends, the teacher said “Shoo…” and 
asked them for the first preposition. … When the students talked louder, he spoke 
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“Hello”, and pointed out what was on the board again. He asked them to do the 
exercise in the book by showing the example first. The students were talking to 
each other, some went outside the classroom. The teacher was looking in his 
book. After five minutes, he said “okay the students stop talking”, repeated the 
direction and asked them to look at the third example. 
 

        Next, the results unveiled the differences between the participants’ beliefs about 

EFL teaching and their actual EFL teaching behaviors. Sukanda mentioned that she 

did not like letting students do the exercises. In her own words, “I don’t like just stand 

in front of the class and read the book and then ask them to do the exercise”. This 

teacher, however, asked her students to do the exercises in her actual classrooms. She 

also explained the answers and encouraged her students by giving positive feedback. 

She asked whether the students understood and changed direction to be easier. In her 

class, 

Sukanda explained the words “get and become” in English and Thai. She let the 
students do the exercise in the book. She also translated the direction into Thai. 
After a few minutes, she called one student by his name to do item 1, and the 
student answered. For the next item, she called another student by calling her 
name. The teacher translated the statement and the student answered. The teacher 
did the same until the last item. She summarized and emphasized different 
meanings of similar expressions. 
 

In the classroom, Sukanda did not only ask her students to do the exercises in the 

book. This teacher also encouraged her students to think more by asking many types 

of questions further than the questions in the book. For example, she asked for their 

agreement, main idea, and reasons. She also tried to connect students’ experience so 

that they could answer easily. 

At 9:15 the teacher asked the students to answer true or false from the statements 
they had read. She also asked them to summarize the passage. The teacher asked 
one student what the passage was about. This teacher read the sentences, 
translated, and asked what would happen next. She explained difficult words and 
summarized this story in Thai. She asked whether the statement was true or false, 
and asked the students to correct the false sentence. 
 

        The findings also clarified how the participants actually performed different from 

what they believed and claimed. From the researcher’s classroom observations, five 

teachers (Peter, Nicholas, Anthony, Kingkarn, and Sukanda) chose to lecture in their 

classes. Although Peter thought that “lecture makes people fall asleep”, he also 

lectured in class because, as he mentioned, “students have to take a test”. In his actual 
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classrooms, he also wrote the lesson he was going to teach on the board, then he 

crossed them out when finishing each topic or page. The teacher taught and explained 

grammar, as in a following classroom observation. 

Peter moved to the next part and told students that they would study how to 
change from adjective to noun. He asked how to change the word “happy”, the 
students answered “un”. The teacher wrote this word and asked what it was. The 
students answered that was a prefix. This teacher wrote the words prefix and 
suffix on the board. Then he wrote the word happiness and asked whether it 
changed the meaning. The students answered, then, the teacher repeated and 
explained. 
 

This same teacher also told his students to be careful about pronunciation. 

Peter asked what another word for “status” was. No one answered, so the teacher 
wrote the word “prestige” on the board. He pronounced this word first, and asked 
the students to pronounce later. He asked who was prestige in Thailand. The 
students answered, and the teacher repeated the answer. He furthered that this 
word came from French and French pronounced like this. 
 

Moreover, Peter reported that he tried to help his students in reading, guessing words, 

and he also instructed reading techniques. In the actual classes, the teacher explained 

skimming and scanning techniques and emphasized that these techniques were used to 

save time when they read long passages. He also encouraged the students to guess and 

gave the students suggestions. 

The teacher explained skimming technique. He pointed out that the passage in the 
book was so short that students could read all. For a newspaper, he asked whether 
they could skim. The students answered that they could. The teacher accepted and 
added that they could also skim for picture and graph. He suggested that they 
could use this skimming technique when they read textbook or had 100 pages to 
read, for example. 
 

Nicholas was another teacher who told students what they would learn in each class, 

and he also lectured in his classrooms, 

The teacher explained about paragraph, topic sentences, and specific example. He 
emphasized that not only science teachers liked specific examples but English 
teachers also liked it too. He also told them to be careful about word form. 
 

Although Anthony reported that lecture method was boring, he accepted that he used 

this method in his classrooms. In his actual classrooms, similar to Peter and Nicholas, 

Anthony told his students what unit they would study in each class and this teacher 
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taught by writing and explaining grammar. The following was a field note of his 

classroom. 

At 9:25 the teacher wrote four kinds of prepositions with examples on the board. 
The four prepositions were 1. Time (in an hour) 2. Where (on the top) 3. 
Description (with the brown hair) 4. Possession (of mine). Then, the teacher 
pointed out and explained the prepositions on the board. After that, he asked his 
students to give examples of each kind of preposition. The students said “in the 
mall at one o’clock”. The teacher added that they could have two prepositions 
together. 
 

Similar to the above teachers, sometimes what Kingkarn actually performed did not 

correspond with her beliefs. While she did not like lecturing and teaching grammar, 

she taught grammar points in the book in her classrooms. She taught, for example, 

active and passive voice, time sequence, sentence structures, and conjunctions to her 

students. Below were descriptions of her classrooms. 

At 15:10 the teacher taught about active and passive voice. She showed the 
transparency and explained it in English and Thai. She showed them the theory 
first and pointed out the examples later. Then explained each example on her 
transparency and picked up some examples in the book. 
 

In another class, 

The teacher showed her transparency with the topic indicating sequence of 
events, and explained it. She showed her passage on the transparency copied from 
the book. She underlined each time sequence word and explained in English and 
Thai. 
 

Sukanda also used lecture method. She reviewed last week grammar, taught about 

organization and structures. She emphasized the grammar points because she was 

afraid that her students could not remember them. She asked the questions 

individually, repeated the answer and translated the answer. She also concluded the 

lesson and emphasized what will be in the exam. From the researcher’s classroom 

observation, 

The teacher reviewed sentence structure they had learned last week a little bit and 
told them that today they would learn how to use adjectives and adverbs. She 
asked them how to use adjective, and the students answered. She asked for 
examples of adjectives, and the students answered. The teacher wrote these words 
on the board and repeated how to use them. Then, the teacher moved to teacher 
adverb. She explained and wrote some words on the board. 
 
 

This same teacher also taught active and passive voice in her classroom, 
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The teacher asked her students to turn to page 39 and told them that today they 
would learn active and passive voice. The teacher wrote about active and passive 
voice on the board. She also pointed out the differences between active and 
passive voices. She explained mostly in English, but some part in Thai. She 
began with present simple and past simple tense. She reviewed by asking what 
situations the students had to use present simple tense. Then she asked them to do 
the exercise in the book. 

 
Table 6.2: Differences between teachers’ beliefs and their instructional behaviors 

 Beliefs and reported behaviors Actual behaviors            Participants 

 Classroom management 

 - Ignored students who were  - Warned students when Anthony 

lack of self-discipline   they made loud noise   

 
EFL teaching 

- Did not like letting    - Asked students to  Sukanda 

students do the exercises  do the exercises 

 
- Lecture and grammar teaching - Used lecture    Peter 

were boring and did not help  method in classrooms  Nicholas 

students improve English      Anthony 

         Kingkarn 

          Sukanda 

 

        6.2.1  Summary 

        The participating teachers had some differences between their beliefs about 

classroom management and EFL teaching, and their actual teaching behaviors. While 

Anthony said that he would ignore students who were lack of self-discipline, in his 

actual class, he warned the students who made loud noise. Concerning EFL teaching 

methods, although Sukanda stated that she did not like asking students to do exercises, 

she assigned her students to do the exercises in her classrooms. The main difference 

was that many teachers considered lecture method boring and did not help students 

improve English, these teachers lectured in their classrooms. This was because they 

had to cover all contents in the assigned materials in order to make students pass the 

exam.  
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        The next section explains teachers’ teaching behaviors derived from classroom 

behaviors, which the participating teachers did not mention in the interviews. 

 

6.3  Teachers’ Instructional Behaviors Not Mentioned in the Interviews. 

        There were some instructional behaviors the participating teachers did not 

mention in the interviews, but could be observed from classroom observations. Four 

teachers (John, Peter, Charasdao, and Sukanda) did not mention about any way of 

disciplining students in the interviews, however, in their actual classrooms, they dealt 

with their students behaviors in different ways. John and Charasdao chose to warn 

their students when the students talked a lot in class. Following was a field note from 

John’s classroom. 

When the students started making loud noise, John said “I think you make a 
mistake. This is not a speaking class, speaking class is tomorrow, this is reading 
and writing class”. …Then he told them that if they finished filling the 
questionnaire, they could start exercise 1 on page 68; and if they finished exercise 
1, they could start exercise 2. 
 

In Charasdao’s classrooms, students also asked to go outside the class and this teacher 

allowed them to do. While John and Charasdao only warned their students who made 

disturbing noise in class, Sukanda, an NNT, decided to use stronger discipline with her 

students. At first, she told the disturbing students to stop talking and to look at the 

book. When the students talked louder, this same teacher knocked the table and forced 

them with the marks. Following was a description of her class. 

Then Sukanda asked the students who chose picture 4 to stand up and present. 
She asked everybody to stop talking. After the students presented their dialogue, 
the teacher thanked them and asked them to sit down. … When the students 
talked louder, the teacher knocked the table and told them that now she got angry 
and would make difficult exam. After a while, she continued teaching. 
 

In classrooms, Sukanda had to deal with other students’ misbehaviors. When students 

did not pay attention to the lesson or looked at other things, she walked to them, or 

told them to leave it and look at the book. The following was an example of how she 

dealt with this problem. 

When the teacher saw one student did not pay attention to the lesson, this teacher 
walked to that student and knocked the student’s table and walked back to her 
seat. Then, that student looked at the book and listened to the presentation. 
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Besides, when she noticed that the students did not take notes what she was teaching, 

she told them to take notes. However, in some cases, this same teacher used less strong 

discipline with her students. This teacher allowed students when they asked for her 

permission to go outside classroom. When a student’s mobile phone was ringing, 

without saying anything, the teacher only looked at that area and smiled, then, the 

student turned off her phone immediately. Moreover, if the students came to class late, 

this teacher usually continued teaching. Sometimes, she asked them to sit in front of 

class, or allowed them to get in and told them the page she was teaching. Even though 

a student came one hour late, the teacher just smiled and did not say anything. 

However, in the following semester, when the university issued the new rules for 

students, Sukanda told these rules to her students. One of the rules was that the teacher 

would lock the door after the class started 15 minutes. 

        Whereas the several teachers above had a problem of students’ making loud 

noise, Peter did not face such a situation. Instead, he dealt with students’ lateness and 

improper uniform wearing. When his students came to class late, he only warned them 

and allowed them to go inside classroom. The following was an excerpt of his 

classroom observation. 

He moved to the last part of the topic “Being punctual or being late”. Then he 
talked about Thai culture and asked whether it was acceptable to come to class 
late. When two students were coming to class, he said that it was acceptable but 
students should be in the class by this time. This was because last class the 
students learned about lateness in American and Thai culture. 
 

Moreover, while he was teaching, he also noticed that one student did not wear a 

uniform. He looked at that student and the student said the word “wash”, which meant 

his uniform was in a washing machine. Peter accepted that and continued teaching. 

        Although Nicholas discussed how he dealt with his students when they made loud 

noise, this same teacher did not mention how to deal with the students when students 

copied the assignment from other sources. However, the classroom observation 

showed that he could not accept this misbehavior. In the actual class, he told his 

students not to copy from the internet and sent to him because he would get angry 

about this. From the researcher’s classroom observation, 

Nicholas talked about the internet. He warned them that if they used the passage 
on the internet and copy, please do not forget that the teacher used the internet 
too. He emphasized that if they copied from that he would get angry. He also said 
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this word in Thai “moho”. He told them that they could use the internet but they 
needed to add their ideas. 
 

        The researcher’s classroom observations also showed teachers’ various ways to 

deal with students’ errors. In semi-structured interviews and focus group interviews, 

four teachers (John, Anthony, David, and Charasdao) did not mention how they dealt 

with students’ errors. In their classrooms, they also used different techniques to deal 

with students’ errors. In the actual classes, when the students answered incorrectly, 

John and David similarly corrected students’ errors immediately and then offered 

some explanation. Moreover, David also wrote the correct answers on the board. 

When the students pronounced wrongly, this same teacher corrected it immediately. 

Following was what he did in class. 

The teacher asked what else, and the students said the word “high”. The teacher 
corrected it by saying the word “yes, height”, and asked them to pronounce one-
by-one. 
 

        Anthony had many expressions to say when his students answered incorrectly. 

He, for example, told them that it was not the answer, asked them to try again, gave 

the example, gave the correct answer, explained with reasons, and wrote the correct 

answer on the board. The description of classroom observation showed how he did, for 

example. 

He asked for the next item. The students answered incorrectly, so the teacher said 
no and gave them the correct answer. … He moved to item 11 and read all 
choices. The students answered wrongly. The teacher said no and asked them to 
try again. Then, the students answered correctly, so the teacher said yes and 
repeated. 
 

Apart from dealing with students’ incorrect answers, Anthony also pointed out the 

misspelled words in the book and asked the students to correct them. However, this 

same teacher did not correct when his students made mistakes in pronunciation or 

grammar because the error corrections would interrupt students’ communication. This 

was corresponding to what he revealed in a focus group interview, “I see this in many 

American movies, right. They have the most irritating person in the movie, right, right 

is the person who correct everybody’s grammar”. 

        Similar to Anthony, Charasdao told her students that what they answered was not 

correct and also told them the correct answer. However, this teacher did differently 
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from Anthony when dealing with students’ errors in grammar and pronunciation. In 

her actual class, Charasdao chose to correct students’ errors in grammar and 

pronunciation quietly and the students repeated what she said, but she did not correct 

students’ errors in their classroom presentation. 

        The classroom observations also uncovered how the participants deal with 

students who spoke Thai in English classroom. Although John did not mention about 

this problem in the interviews, he also warned his students when they used Thai. 

Following was the researcher’s classroom observation. 

Then the teacher sat with the fifth group and heard the students spoke Thai, so he 
said “you speak Thai very well”. He looked at another student and said “you 
speak Thai very well too”. Then the students changed their language into English. 
The teacher told them to discuss and he would help another group to prepare. 
 

When some students spoke Thai, he also reminded them to speak English, 

Then he asked the second group “is this Thai class or English class?” when he 
heard some students spoke Thai. 
 

        While the other four teachers (Nicholas, David, Charasdao, and Sukanda) who 

did not discuss about students’ uses of the first languages in English classrooms, from 

the classroom observations, they allowed their students to speak Thai in their 

classrooms. Apart from that, Thai teachers also asked and explained students in Thai. 

In Charasdao’s classroom, for example, 

She moved to the next item. She read the question and translated it for them and 
asked the question again in Thai. The students answered… 
 

Moreover, another non-native teacher, Sukanda, did more or less the same as 

Charasdao. 

Sukanda read the sentences in the book, explained in Thai, and told them to try to 
use future tense. She asked the whole class and gave them the correct answers. 
She also translated some words into Thai and encouraged the students to speak 
more. 
 

In Sukanda’s class, this teacher usually asked her students to translate the passage. The 

following excerpt was an example, 

The class started at 13:00. The teacher asked the students to divide into five 
groups and read page 33, 34, 35, 36, and 37, and translated to other students in 
their group and then presented in front of class. 
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        Although several teachers did not mention about roll call in the interviews, they 

took roll call in their actual classrooms. Nicholas asked his students to check their 

class attendance, whereas the other two teachers (David and Sukanda) checked 

students’ attendance by themselves. Nicholas chose to ask the leader of the class to do 

a roll call and send him class attendance sheet. Following was a field note of his 

classroom. 

The teacher told the students that they had to go to the lab in ten minutes. The 
teacher assigned the leader of the class to send him listening lab class attendance. 
He also told them that he hoped they would not be disappeared. He said that it 
was 14:27, so the students could have a break and he would see them at the lab. 
 

Before this, Nicholas did not realize a necessity of roll calling, but later on he 

considered roll calling important. He said, “I have to do like this because last time I 

did not check the names, not many students came to the lab, so I need to check the 

names at the lab”. 

        On the contrary, the other two teachers (David and Sukanda) did not ask the 

students to take a roll call by themselves. Instead, these teachers conducted a roll call 

in their classrooms. David waited for his students for a while, wrote the lesson on the 

board, and began the class by calling roll. The following was a description of his 

classroom. 

Seven minutes passed, there were eight students, so the teacher asked where 
everyone was. …He wrote idioms and meanings on the board. Then, some 
students were coming, the teacher said “welcome welcome”. …The teacher tried 
to call each student’s name. Sometimes, it was correct, sometimes, it was almost 
correct. When he could not remember the names, he asked for the first, the 
second, or the third letter and guessed their names. 
 

        Unlike David, in Sukanda’s class, the roll call was held at nearly the end of the 

lesson. When calling roll, Sukanda usually had her students respond by raising their 

hands if they were present. As in the following classroom observation field note, 

In this period, the teacher checked the students’ attendance by calling roll, and 
each student raised his / her hand, one by one. 

        The results from classroom observations also uncovered teaching methods the 

participating teachers performed but did not mention in the interviews. One teaching 

method many participants (David, Peter, Kingkarn, and Charasdao) used was doing 

the exercises in the book either individually or in a whole class.  
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        In the classes of the assigned materials, David also followed the textbook by 

asking the students to do exercises in the book. Peter not only asked his students to do 

the exercises, he also asked his students more questions concerning, for example, parts 

of speech, synonyms, more ideas, either for the whole class or by pointing the students 

one-by-one. The following classroom observation showed how he asked questions. 

Then the teacher asked the first question in the book and asked for the choice 1, 
2, 3, 4, or 5, and told students the answer. He talked about the passage and asked 
them the reason and which paragraph showed a clue to the answer. The students 
answered correctly, and the teacher repeated the answer. 
 

        Another two teachers sometimes used this method. Kingkarn asked the students 

to complete some exercises quickly if she did not have much time to teach, for 

instance, on the last day before the exam. Charasdao also asked her students to do 

exercise when the students who were supposed to present a particular exercise were 

absent. Thus, this teacher had to ask the other students to do the exercise in a whole 

class, as in the following classroom field note. 

The teacher read the direction and asked whether the group to present exercise 4 
comes. No one answered, so the teacher asked them to choose between read and 
write on the board, and do it together. The students chose to do it together, so the 
teacher read each sentence and translated some words into Thai. The teacher read 
the questions and the students answered together. For each item, she repeated the 
answer so that the students could take notes. Then this teacher wrote each 
sentence on the board and read it again. 
 

        Moreover, the classroom observations clarified how the teacher employed the 

assigned EFL teaching materials in classrooms. Peter did not mention how he used his 

assigned EFL teaching material, but in his actual classrooms, he walked around to see 

who did not have the book and asked them to share books with the students who did 

not have. He followed the book by telling students to turn to the page he taught, asking 

questions in the book, reading directions in the book directly, and using examples in 

the book. He also used the assigned tape for listening part. The following was a 

description of his classrooms. 

Then, the teacher asked his students to turn to page 13. He told them that it had a 
couple parts about grammar. He read the direction from the book directly. He 
added that affirmative meant yes, and negative meant no. He asked everybody to 
do item 1 a), and item 1 b). … At 10:45 the teacher asked them to look at page 
17.He read the direction and asked them to compare cultures of Thailand and the 
U.S.A. 
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This same teacher also followed the book in a listening part. 

Then, the teacher asked them to look at listening part. He told them that the 
listening part was good because they listened to American people in their age 
talking. The teacher told them that people in the tape used slang. He asked them 
what slang was, then explained and give examples. Then, he asked them to do the 
first exercise in the book. … Then, he turned on the tape recorder and asked them 
to check for their answers. 
 

        Besides, the participants discussed about supplementary teaching materials in the 

interviews. Although John did not shared his ideas about an importance of 

supplementary EFL teaching materials, he also gave his students extra examples in his 

classrooms. In John’s actual classroom, 

After the teacher finished teaching the last item, he added that they could separate 
people in different groups. He wrote many words, which were young people, 
middle age, men, women, triangle, blue, shades of red, dark color, light/pale 
color. 
 

        6.3.1  Summary 

        There were some teachers’ instructional behaviors the participants did not 

mention in the interviews. However, these behaviors derived from classroom 

observations. Concerning classroom management, most teachers did not use strong 

discipline with their students, whereas, a few of them uses strong discipline when 

students, for example, made loud noise or copied homework from other sources. 

Classroom observations also uncovered that many teachers immediately corrected 

students’ errors in the actual classrooms. Besides, most teachers allowed students to 

speak Thai, while one native English speaking teacher reminded students to use 

English. Moreover, a couple of teachers checked their students’ class attendance, 

whereas one teacher assigned the class leader to do it. Referring to EFL teaching 

methods, it was found that several teachers asked students to do the exercises in the 

book. Finally, the results also showed that one teacher who did not mention about 

teaching material strictly followed the assigned EFL teaching materials in classrooms. 

The other teacher also added and brought supplementary teaching materials into 

classrooms. (See Table 6.3: Teachers’ instructional behaviors not mentioned in the 

interviews on page 111 – 113) 
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Table 6.3: Teachers’ instructional behaviors not mentioned in the interviews 

 Teachers’ instructional behaviors               Participants 

 Classroom management 

 Students’ making loud noise 

 - Warned students       John 

          Charasdao 

 

 - Used strong discipline or punished students with marks  Sukanda 

 

 Not paying attention to the lesson   

 - Warned students       Sukanda 

 

 Coming to class late 

 - Warned students       Peter 

 - Allowed students to get in and continued teaching   Sukanda 

 

 Not wearing a university uniform 

 - Allowed students to wear other forms of clothes   Peter 

 

 Asking to go outside the classroom 

 - Allowed students       Charasdao 

Sukanda 

 

 Mobile phone ringing 

 - Looked at students and continued teaching    Sukanda 

 

 Copying assignment from other sources or friends  

 -Warned student with strong concern (unacceptable)   Nicholas 
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Table 6.3: Teachers’ instructional behaviors not mentioned in the interviews  

      (continued) 

 Teachers’ instructional behaviors               Participants 

 Classroom management 

 Incorrect answers 

 - Immediately corrected and offered explanation   John 

          David 

          Anthony 

          Charasdao 

 

 - Wrote correct answers on the board     David 

 - Asked students to answer again and gave a clue   Anthony 

 

 Incorrect in speaking and pronunciation 

 - Immediately corrected students’ errors    David 

          Charasdao 

 

 - Did not correct       Anthony 

 

 Deal with students’ uses of their first language 

 - Reminded students to use English     John 

 - Allowed students to speak Thai     Nicholas 

          David 

          Charasdao 

          Sukanda 

 Asked students to do roll class 

 - Assigned the class leader to check students’ attendance  Nicholas 

  

 Took roll call by teacher 

 - At the beginning of the class     David 

 - At the end of the class      Sukanda 
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Table 6.3: Teachers’ instructional behaviors not mentioned in the interviews  

      (continued) 

 Teachers’ instructional behaviors               Participants 

 EFL teaching 

 -Asked students to do exercises in a book    David 

          Peter 

          Kingkarn 

 

 EFL teaching materials 

 - Strictly followed the assigned EFL teaching materials  Peter 

 - Added supplementary EFL teaching materials   John   

 

        In short, the analyses of semi-structured interviews, focus group interviews, and 

classroom observations provided a relationship between teachers’ beliefs and their 

actual instructional behaviors, including factors influencing their beliefs and their 

classroom behaviors. In the next chapter, the limitations of the present study will be 

described. Then, the results of the present study will be discussed, and the research 

questions will be answered. The next chapter ends with the conclusion, contributions 

of the present study, including the recommendations for further studies. 
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CHAPTER VII 

DISCUSSION AND CONCLUSION 
 

        The present chapter is organized to answer the research questions posed earlier. 

Limitations of the study are firstly described to delimit the breadth of the present 

study. Then, the results of the study are summarized and discussed to answer the four 

research questions posed including (1) what are the beliefs of native and non-native 

English speaking EFL teachers dealing with EFL education?; (2) what do native and 

non-native English speaking EFL teachers do in their actual classrooms?; (3) what are 

the similarities and differences in teaching behaviors between native and non-native 

English speaking EFL teachers in a Thai university context?; and (4) what is a 

relationship (if any) between teachers’ beliefs and their actual classroom behaviors? 

Finally, the contributions of the present study and the suggestions for further studies 

are delineated. 

 

7.1  Limitations of the Study 

        The present study has two limitations. First, it seems impossible to cover all 

aspects of the four commonplaces (teachers, students, subject matter, and milieu) in 

one single study. Hence, the present study chose to focus on teachers to examine 

teachers’ beliefs of EFL education and to investigate a relationship between teachers’ 

beliefs and their actual classroom behaviors. This is because, as Clandinin and 

Connelly (1990), Hargreaves (1996), Kleinsasser and Savignon (1991), Oxford 

(1998), and Schubert (1986) argued, teacher is an important factor in a classroom. 

Thus, to study what teacher thinks and actually performs in their classrooms could 

help understand teachers and classroom environments. Second, the study was limited 

to one particular Thai university context. Therefore, the results of the present study 

could be generalized to other educational contexts to some extent. 

 

7.2  Discussion 
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        Despite the above limitations, the results from the data analyses provided the 

insights of teachers’ beliefs concerning EFL education and their actual instructional 

behaviors. These results are discussed in research questions as follow. 

7.2.1 What Are the Beliefs of Native And Non-Native English Speaking 

EFL Teachers Dealing with EFL Education? 

        According to Doyle (1986), the two main tasks that teachers had to do included 

classroom management and teaching. Thus, the first part was used to discuss the 

findings of teachers’ beliefs of classroom management. Most participating teachers 

realized the importance of classroom management and revealed various ways to deal 

with students’ self-disciplines. Most teachers used strong disciplines to deal with 

students’ misbehaviors, such as making loud noise and copying assignments from 

other sources. However, most of the participants did not correct all students’ errors as 

long as what they expressed was comprehensible. Moreover, most participating 

teachers used Thai with their students and also allowed students to speak Thai in 

English classrooms. This was because students could understand better when they 

used their first language. Referring to roll calling, a couple of teachers considered roll 

calling important. 

        Previous studies from the U.S.A. supported the above results to some extent. 

Flores’s (2001) study revealed that the use of students’ first language helped teachers 

to transfer knowledge to students better. In addition, Sodak and Podell (1996), found 

that more experienced teachers highly believed in their ability to control the class and 

deal with classroom management. 

        Moreover, the participating teachers shared their ideas about EFL teachers and 

EFL teaching. Most participants desired to become teachers and were appreciated in 

English teaching, learners and workplace. After they entered the teaching profession, 

they wanted to continue their teaching and did not want to quit their job. This was 

because, for example, they became familiar with teaching environments, work time, 

students, and colleagues. These findings little correlated to previous research 

(Wilkerson, 2000; Johnston, 1997). The results of Wilkerson’s study showed that 

foreign language teachers in the U.S.A. felt lack of respect and uncomfortable with 

administrative system and teaching environments. Another reason was the inability to 

develop a relationship with their colleagues. In the other study, Johnston (1997) who 
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conducted a study in Poland, uncovered that teachers did not chose to enter teaching 

profession. These teachers thought they had to work hard but got low salary. 

Moreover, the participants of both mentioned studies believed that they were not in a 

high status in their societies; as a result, they wanted to leave this job. 

        In addition, the participants of the present study expressed their views of 

strengths and weaknesses of being native and non-native English speaking EFL 

teachers. Most participants believed that native English speaking teachers (NT) were 

role models of English communication. Besides, the participants thought NT were 

more flexible and adaptable in teaching, while non-native English speaking teachers 

(NNT) had advantages in translating from English into Thai to make students 

understand. Moreover, NNT understood students better because they had experienced 

problems of learning English. However, the participants claimed that NT had 

difficulties in explaining because they were not able to translate English into Thai, 

whereas, NNT had limited skills and knowledge of English to expand in classrooms. 

        Previous studies corresponded with the above findings. Research from Reve and 

Medgyes (1994), which investigated teachers’ beliefs in ten countries, and Tang 

(1997), which conducted in Hong Kong uncovered that teachers believed native 

English speaking teachers could be role models of English language and had more 

ability to adapt in classrooms. Non-native English speaking teachers realized students’ 

problems in learning English, so they understood students more. Non-native teachers 

could also use students’ first language to help teaching and learning. However, non-

native teachers had problems of limited vocabulary, such as idioms and some 

expressions. 

        The participants of the present study revealed their beliefs about EFL teaching 

and also reported what they chose to perform in their classrooms. Most participants 

unveiled that their teaching depended on their learners. Many of the participants stated 

that EFL teachers should vary EFL teaching methods and teaching inputs. It was also 

found that the majority of participants thought Thai students got used to passive 

learning, so the students felt uncomfortable to speak with teachers in classrooms. 

Thus, these teachers claimed that group work activities helped students learn 

effectively and they reported that they mostly used group work in their EFL 

classrooms. This was because they wanted to encourage students to speak and share 
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their ideas, and students felt less shy and more relaxed when talking with their friends 

in groups. This method is one way to help the students speak in EFL classrooms. 

While most participants revealed that lecture and grammar teaching were boring and 

did not help students improve their English, a couple of teachers said that lecture 

method was suitable for their students. This was because, as one native English 

speaking teacher commented, Asian students focused on structures and grammar. He 

furthered that when he used other methods, it did not work, so he had to lecture in his 

classroom. Moreover, the findings also showed that some teachers believed their 

learning experience impacted their EFL teaching in the classrooms. 

        The previous studies supported the findings of the present study. Farrell (1999) 

conducted a study in Korea to investigate EFL teachers’ beliefs about EFL teaching. It 

was found that students got used to passive learning and did not want to speak. 

Therefore, teachers needed to motivate them to speak in classrooms with any teaching 

activity. Cho and DeCastro-Ambrosetti (2005), who conducted a study in the U.S.A., 

revealed that after teachers had been teaching, they were aware and realized the 

importance of different cultural backgrounds. Thus, the teacher would be more 

flexible and varied teaching methods to suit their students. However, the results of 

Richards, Gallo, and Renandya’s (2001) study, which explored beliefs of teachers in 

Thailand, other South East Asia countries, and Australia, was not correspond with the 

findings of the present study. In Richards et al. (2001) study, most participants 

considered grammar a crucial part of language teaching. 

        Concerning the assigned EFL teaching materials, most participants of the present 

study considered EFL teaching materials important and affected their EFL teaching. 

Almost all teachers revealed that teachers should cover all materials in order to make 

students pass the exams. Moreover, many participants-both native and non-native 

English speaking EFL teachers, thought that supplementary teaching materials that 

were relevant to students’ level and students’ field of study helped enhance students’ 

learning. These teachers said that they provided their students with supplementary 

materials. 

        The above findings were not congruent to previous research to some extent. In 

Reve and Medgyes’s (1994) study investigated beliefs of teachers in ten countries 

uncovered that participants believed native English speaking teachers used various 
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materials in teaching, while non-native English speaking teachers used only single 

material. In the present study, the participants-both native and non-native English 

speaking teachers claimed that they tried to use various EFL materials, and gave 

students supplementary materials if they had chances. 

7.2.2 What Do Native And Non-Native English Speaking EFL Teachers Do 

in Their Actual Classrooms 

        From the classroom observations of eight participants, it was found that native 

and non-native English speaking EFL teachers had various ways to deal with students’ 

self-disciplines. When students made loud noise, most native English speaking 

teachers chose to warn students. On the contrary, most non-native English speaking 

teachers used strong discipline with their students, which were knocking the table to 

draw students’ attention, punishing them with marks, and quizzing. Moreover, the 

participating teachers experienced other students’ misbehaviors. If students came to 

class late, most of the participants being observed allowed students to get in and 

continued their teaching, while one native English speaking teacher allowed students 

to come in and warned them. The findings also showed that the participating teachers 

allowed students to wear other forms of clothes and go outside the classrooms. These 

teachers only looked at the students and continued teaching if the students’ mobile 

phones were ringing. However, when a couple of native English speaking teachers 

assigned work to their students, one of them was unacceptable if the students copied 

from other sources, while the other one only warned them not to copy.  

        Moreover, the participants had to deal with students’ errors in their classrooms. 

Most teachers–both native and non-native English speaking teachers immediately 

corrected and offered explanation if students answered wrongly or spoke and 

pronounced incorrectly. When students made mistakes in writing, a native English 

speaking teacher would consider whether students’ writing was comprehensible, 

whereas two non-native English speaking teachers corrected students’ errors on a 

transparency and explained. Apart from that, a non-native English speaking teacher 

chose to summarize the lessons and overall errors, while another non-native teacher 

asked students to discuss with her personally. 

        Concerning the use of students’ first language, most participants allowed their 

students to speak Thai to make others understand, whereas a couple of native English 
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speaking teachers reminded them to speak English in classrooms. The results also 

showed that a half of the participants took a roll call in their classrooms. A couple of 

native English speaking EFL teachers assigned students to check their friends’ 

attendance, while one native and one non-native English speaking teacher took a roll 

call by themselves. 

        The previous research supported the above findings. Curtin’s (2005) study 

examined instructional styles and methods of six teachers from different subjects in 

the U.S.A. Curtin found that more experienced teachers tended to control their 

students’ behaviors less than novice teachers. In the present study, CHAPTER III 

showed years of teaching of each participant. It was found that a couple of non-native 

English speaking teachers who used strong discipline with students’ misbehaviors 

were novice teachers who had one and a half and two years of teaching experience, 

respectively. 

        The findings also uncovered how the participating teachers performed in their 

actual classrooms. In the actual classrooms, all the teachers being observed used 

various teaching methods with their students. From the classroom observations, the 

teachers mostly used group work and pair work activities in their classrooms. This was 

because, as they contended, the students felt comfortable when they worked and 

discussed with their friends. Sometimes the teachers also asked students to complete 

the exercises in the books. Although the participants thought that lecture method was 

boring and ineffective enough, most teachers lectured in their classrooms. It was 

because they wanted to cover all contents in the assigned EFL teaching materials. 

Moreover, three native English speaking told their students what topic and pages 

students were going to learn for each class.  

        Findings from many previous studies corresponded with the above results. Árva 

and Medgyes (2000) examined teaching behaviors of native and non-native English 

speaking EFL teachers in their classrooms. These researchers found that in actual 

classrooms, non-native English speaking teachers used various teaching methods to 

enhance students’ learning. However, some parts of these researchers’ study were not 

congruent with the present study. In their study, non-native English speaking teachers 

explicitly told students what to teach in their classrooms, while native English 

speaking teachers let students learn naturally. In the present study, as mentioned 
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before, three native English speaking teachers said or wrote what students were going 

to study in each class, and after teaching each part, the teachers crossed it out. Another 

study from Curtin (2005) supported the present study to some extent. Curtin’s study 

revealed that novice teachers rarely used pair work and group work activities. Instead, 

they assigned their students more individual work. In the present study, both 

experienced and novice teachers used group work and pair work in their classrooms. 

        In addition, data from classroom observations uncovered how the participating 

teachers employed the assigned EFL teaching materials. The results showed that all 

teachers being observed strictly followed their assigned EFL teaching materials. This 

was because, as they revealed, the students’ expectation of study was to pass the exam, 

which was based on the assign teaching materials. Besides, almost all participants 

provided supplementary EFL teaching materials to their students if they thought the 

materials were relevant to students’ needs. 

        Previous studies supported the above findings. Berry (2006) studied teachers’ 

beliefs and writing instructional behaviors in classrooms of regular and disabled 

students in the U.S.A. Berry’s (2006) study found that the participating teachers 

focused on teaching materials when they taught structures and theories. Besides, 

Curtin’s (2005) study correlated to the findings of the present study to some extent. 

Curtin (2005) found that novice teachers relied on their teaching materials in order to 

make the students pass the exam, which was the same reason of the participants of the 

present study. 

7.2.3 What Are the Similarities And Differences in Teaching Behaviors 

between Native And Non-Native English Speaking EFL Teachers in a 

Thai University Context? 

        The results of the present study uncovered both similarities and differences in 

teaching behaviors between native and non-native English speaking EFL teachers. 

Concerning similarities in classroom management, native and non-native English 

speaking EFL teachers allowed students to get in and go outside classrooms and then, 

continued teaching when students were coming to class late or asking to go outside 

classrooms. In addition, these teachers only looked at students and continued teaching 

when students’ mobile phones were ringing. The ways the participants dealt with 

students’ errors were more or less the same between native and non-native English 
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speaking teachers. Some teachers immediately corrected and offered some 

explanations. Sometimes, they asked students to answer again and gave students a 

clue. When students used Thai in the classrooms, except a couple of teachers who 

reminded students to use English, both native and non-native English speaking EFL 

teachers similarly allowed students to speak Thai as long as they could understand 

each other. Moreover, native and non-native English speaking teachers took a roll call 

in their classrooms either at the beginning or at the end of the class. 

        The participating teachers also had similarities in instructional behaviors. All of 

the teachers being observed used various teaching methods in their EFL classrooms. 

Besides, both native and non-native English speaking EFL teachers preferred to use 

group work activities in their classrooms. Many of them asked students to complete 

exercises in a book. In addition, some participants gave lecture to their students in 

their classrooms. The results also unveiled how the participants employed their 

assigned EFL teaching materials. It was found that all teachers strictly followed the 

teaching materials. This was because the exams were based on the assigned teaching 

materials, and the students wanted to pass the exams. Apart from the assigned teaching 

materials, most participating teachers added supplementary teaching materials to the 

assigned materials. These teachers provided their students with extra vocabulary, 

examples, or idioms, for example. The participants also encouraged students to learn 

English from media outside classrooms, such as the movies, the internet, and English 

songs. 

        However, there were some differences between what native and non-native 

English speaking EFL teachers did to manage their classrooms. When students were 

making loud noise, native English speaking teachers chose to warn students whereas 

non-native English speaking teachers used strong discipline, punished students with 

marks, and quizzed. 

        The results of a number of previous studies were found to be related to the above 

findings to some extent. Árva and Medgyes’s (2000) study showed that native English 

speaking teachers could use class activities effectively, and non-native English 

speaking teachers used various tasks to facilitate students’ learning. Another study was 

from Rex, Murnen, Hobbs, and McEachen (2002). This qualitative study investigated 

two school teachers’ beliefs and their rolls in classrooms. One of the two teachers in 
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this study revealed that he wanted to help his students to pass the school exams and 

college entrance examination. Besides, his students concerned a lot about their grades 

and exams. In this teacher’s classroom, he emphasized reading skill and other contents 

that students needed to use in order to pass the exams. 

7.2.4 What Is a Relationship between Teachers’ Beliefs And Their Actual 

Classroom Behaviors? 

        The findings of the present study clarified a relationship between teachers’ beliefs 

and their actual teaching behaviors. It was found that most participants managed their 

classrooms according to what they believed and stated. While many participants 

revealed that teachers should not use strong disciplines with students, they actually did 

not used strong disciplines with their students who misbehaved in their actual 

classrooms. For example, these teachers warned students when their students made 

loud noise. Beside, they allowed students to come to class late or go outside 

classrooms. In addition, these teachers only looked at students and continued teaching 

when students’ mobile phones rang. The ways the participating teachers dealt with 

students’ errors corroborated to what they claimed. These teachers revealed that they 

usually corrected students’ errors, but were not strict with spelling. The classroom 

observations showed that these teachers corrected students’ errors, asked students to 

answer again by giving a clue, and offered the explanations. Moreover, a participant 

who had a strong concern about students’ uses of Thai reminded his students to use 

English when he heard they spoke Thai in classrooms. On the contrary, the 

participants who did not have a strong concern about students’ uses of the first 

language did very little or allowed students to speak Thai. Moreover, a teacher who 

realized the importance of roll calling actually check students’ attendance by asking 

students to sign their names on a piece of paper.  

        Referring to teaching behaviors, there were also a relationship between teachers’ 

beliefs in teaching and their actual instructional behaviors. The participants stated that 

teachers should use various EFL teaching methods and inputs. In the actual 

classrooms, all the teachers being observed tried to vary their teaching methods. 

Moreover, most participants thought that group work activities helped students learn 

effectively, and they preferred to use group work in their classrooms. In their actual 

classrooms, these teachers asked students to de group work activities. It was also 
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found that the teachers who revealed that teachers should cover all teaching materials 

actually rigidly followed and covered all contents in the assigned EFL teaching 

materials. Apart from that, most teachers said that supplementary materials were 

important. These teachers also furthered that teachers should bring supplementary 

teaching materials into classrooms or encourage students to learn outside classrooms. 

In the actual classrooms, these teachers provided their students with supplementary 

materials, grammar theories, exercises, and vocabulary, for example. These teachers 

also suggested their students to learn English from other media outside classrooms. 

        However, sometimes the degree of the relationship between beliefs and actual 

practices fluctuated because of other factors. While one native English speaking EFL 

teacher stated that he ignored students who were lack of self-discipline, because, as he 

said, “I’m not their parent, it is not my job”. In his actual classroom, he warned 

students who made loud noise and disturbed other students. 

        Concerning teaching methodology, there were some mismatches between 

teachers’ beliefs and their classroom behaviors. While a non-native English speaking 

EFL teacher revealed that she did not like asking students to do the exercises, she 

actually asked her students to complete the exercises in a book in her classrooms. 

Apart from that, there was a big difference between what teachers believed and what 

they actually performed in their classrooms. As mentioned in the previous chapters, 

many participants claimed that lecture method and grammar teaching were boring and 

did not help students improve English abilities. In their actual classrooms, these 

teachers gave lecture to their students in order to cover all contents in the assigned 

teaching materials. This was because the university exams were based on the assigned 

EFL teaching materials, and students expected to pass the exams. 

        Interestingly, it was found that, often times, the participating teachers could not 

perform as they believed. The mismatches between their beliefs and behaviors were 

generated by internal and external factors. The internal factors were the way the 

teachers learned and were trained. For instance, Peter, Nicholas, Kingkarn, Sukanda, 

and Sunee agreed that teachers tended to teach the way they had learned and had been 

trained. 

        The external factors were, for example, course syllabi, course objectives, the 

contents of the assigned teaching materials, cultures, students’ goal of learning, 
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number of students, time constraints, and classroom facilities. For example, Kingkarn 

and Anthony emphasized that their teaching depended on course syllabus, course 

objectives, the assigned EFL teaching materials, and time limitation. Kingkarn said, “I 

can say 100% material and course content influence my teaching methodology and 

everything concerning my teaching”. This teacher added “sometimes, I wanted to 

teach my students to discuss but the objective of the course is not. The objective is to 

teach students to read research, so I cannot teach them as I want”. She furthered, 

[S]ometimes, when I prepare for teaching for each period, I think that oh God! 
Can I choose the topic by myself, ho! I can’t because the students have to do the 
exam based on the content, if I teach other things, students my blame me about 
that. 
 

Then, she committed that “I have to follow everything in the textbook”. Anthony 

agreed stating, “we have a certain amount of course materials that have to be covered. 

The exam is on that material. We don’t have so much time. If I don’t cover all of that 

material, that I don’t do my job”. He furthered, “I find it if I leave out exercises, then, 

the students complain on why don’t you do that exercise. They feel like I’m letting 

them down. So, I try to do all the exercises although they tend to be boring”. 

        Number of students was another factor affecting teachers’ instructional behaviors. 

Siripanor mentioned that teaching English was not successful enough because the 

class was too big and some students did not want to study. She expressed, 

I think when we teach our students, it’s a kind of mass teaching. We have to teach 
English to students that some are interested in learning English and some are not. 
That might be a reason for unsuccessful teaching. 
 

        Moreover, Somkid revealed that time constrains and learner reactions impacted 

his teaching. As somkid explained, 

Sometimes, I planned to teach something, but there was not enough time. I had to 
cut some parts because the students were late, it took a long time for some 
activities, the students were not as I expected. 
 

        Classroom facilities also affected what teachers decided to do in classrooms. 

Because there were no listening teaching aids in the classrooms, some teachers chose 

to ask students to go to the sound lab to practice listening. However, these teachers 

said they difficulties in keeping track of their students because of the listening lab 

layout. Thus, other teachers brought a tape recorder into classrooms to reach listening 
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part. Nevertheless, there were still some problems. Firstly, it was not convenient for 

the teachers to carry the tape recorders to different classrooms. Besides, due to the 

limited number of tape recorders in the department, each teacher had to return the tape 

recorder immediately after class as other teachers had to use it. As a result, some 

teachers asked the students to go to the listening lab to practice by themselves and 

then, check the answer keys later. 

        Previous studies supported the above findings. Although many studies showed a 

relationship between teachers’ beliefs and teachers’ teaching behaviors (see 

CHAPTER II for more details), some research pointed out factors that impacted 

teachers’ teaching behaviors. Martin (2002) investigated relationships between 

classroom environments and classroom behaviors of teachers in the U.K. The data 

from interviews and observations uncovered that the participants dominated the 

classrooms by spending most of the time on teaching and standing in front of the class 

because of the class layout and the space left. However, other participants thought that 

teachers could rearrange the classroom facilities to suit their teaching styles. Freeman 

and Freeman (1994) also stated the factors affecting teachers’ teaching behaviors. 

These factors were how teachers were taught, how they were trained, their colleagues, 

the available teaching material, the kind of learners, and their ideas about learners and 

leaning.  

        Particularly, the findings of the present study offered the contributions for the 

teacher development. Firstly, the present study uncovered deep understandings about 

what teachers in a particular educational context thought and what they actually 

performed in their classrooms. Moreover, it was found that the results of the present 

study were not different from what Freeman and Freeman (1994) mentioned. These 

researchers emphasized various factors that influenced teaching performance. 

Although the teachers in the present study had a set of beliefs about EFL teaching and 

learning, sometimes they could not perform as they believed. This was because of 

other factors. For example, the teachers got used to the ways they had been taught and 

trained. Thus, they tended to teach their students the particular methods. Besides, 

course syllabi and course objectives had been set and the teachers had to follow them 

in order to accomplish the assigned course. Moreover, the teachers had to strictly 

follow the assigned teaching materials because the students’ expectation was to pass 
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the exams, which were based on the assigned teaching materials. Sometimes, the 

teachers desired to add useful activities or teach different lessons, but they could not 

because they had to cover the assigned teaching material in time limitation. It could be 

clarified that other factors affected teachers’ instructional behaviors. Therefore, the 

administrations could make use of this information to adapt and improve their EFL 

courses to suite teachers’ teaching styles and preferences. 

        Concerning the contributions for education, often, the administrators or those in 

authorities offered teacher trainings to help language teachers improve their teaching. 

However, these training courses could do very little for language teachers. Teacher 

development, as Savignon (1991) argued, needed the cooperation between teachers 

and researchers. Thus, it was important to go into the educational context and study 

the beliefs and teaching practices of the teachers in the reality of the classrooms. Then, 

the teacher trainings could offer advantages to teachers and help them in adapting 

what they had been trained to teach with the available materials, facilities and other 

factors.  

 

7.3  Conclusion 

        This present study explored how EFL university teachers in one Thai university 

context believed about EFL teaching and learning and depicted how such beliefs 

impacted teachers’ instructional behaviors. The present study was framed with the 

concepts of beliefs (Fang, 1996; Pajares, 1992; Richardson, 1996) and behaviors 

(Argyris & Schön, 1994; Flanders, 1970). In the present study, the researcher applied 

the concept of triangulation to collect and analyze data in order to answer four 

research questions. The four multiple data collection methods and analyses were 

employed for this study: semi-structured interviews, focus group interviews, 

classroom observations, and written documents. The participants were 19 native and 

non-native English speaking EFL teachers at one university. The duration of data 

collection was approximately one academic year. Then, the data were analyzed based 

on Strauss and Corbin’s (1990) concepts of qualitative interpretations. The theory 

consists of two kinds of coding, which are open coding and axial coding.  

        The analyses of the written documents revealed that in this particular workplace 

context, the curricula and course descriptions for EFL courses were written by the 
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University’s Academic Board. Then, these English language curricular and course 

descriptions were sent to its Department of Foreign Languages. After that, the head of 

the Department divided teachers in the Department into groups to be responsible for 

teaching English to each faculty of students. 

        The analyses of semi-structured interviews, focus group interviews, and 

classroom observation revealed similarities and differences between teachers’ beliefs 

and their actual instructional behaviors. It could be concluded that there was a 

relationship between teachers’ beliefs and their classroom behaviors. The participating 

teachers managed their classrooms according to what they believed. While the 

participating teachers believed that teachers should not use strong discipline with 

students, these teachers tended not to use strong discipline with students who had 

disruptive behaviors. In teaching, the participants thought that teachers should use 

various EFL teaching methods. The classroom observations revealed that all the 

teachers being observed tried to use various teaching methods in their actual 

classrooms. Besides, most participants preferred group work and said that group work 

activities helped students learn effectively. In the actual classrooms, these teachers 

used group work activities with their students. Moreover, the participating teachers 

believed that teachers should cover all teaching materials. These teachers followed and 

taught all contents in the assigned EFL teaching materials. In addition, the teachers 

who realized the importance of supplementary materials provided their students with 

supplementary EFL teaching materials.  

        However, the degree of a relationship sometimes fluctuated because of other 

factors, such as students’ responses, types of learners, course syllabi, course 

objectives, teaching materials, and time constrains. One native English speaking EFL 

teacher said that he ignored students with misbehaviors; but in his actual classrooms, 

he warned students who were making disturbing noise. Many teachers claimed that 

they did not like lecture method and lecture method made students get bored and fall 

asleep. Besides, these teachers thought that lecture did not help students improve 

English skills. Nevertheless, these teachers gave lecture in their classrooms. This was 

because they wanted to get through all contents in the assigned teaching materials as 

the students expected the teachers to teach everything in order to make them pass the 

exams based on such teaching materials. 
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        The results of this study offered contributions for teacher development. They 

were the evidence to confirm Freeman and Freeman’s (1994) ideas that teachers’ 

instructional behaviors were influenced by other factors. Therefore, the 

administrations might consider factors that burden or support what teachers believed 

and preferred to perform in their actual classrooms. Moreover, the university 

administrations might cooperate with the researchers in order to provide teachers in 

the department with teacher trainings in order to give teachers alternatives to choose 

and adapt in their classrooms.  

        According to the limitations of the present study, the results of this study could 

not be generalized to other contexts due to the uniqueness of each educational context. 

It is recommended that this kind of study should be conducted in other educational 

contexts. As Kane, Sandretto, and Heath (2002) contended, “further research is needed 

to make explicit the links between tertiary teachers’ espouses theories and their 

teaching practice so that we can understand better how university academics learn to 

teach and, especially, so that novice teachers may benefits” (p. 204). Moreover, it is 

suggested that this kind of research should be done with the other three commonplaces 

mentioned by Schubert (1986): students, subject matter, and milieu.  

 

 

 

 

 

 

 

 

 



Fac. of Grad. Studies, Mahidol Univ.                              M.A. (Applied Linguistics) /  129

REFERENCES 
 

Argyris, C., & Schön, D. A. (1994). Theory in practice. San Francisco: Jossey-Bass 

Publishers. 

Amin, N. (1997). Race and the identity of the nonnative ESL teacher. TESOL 

Quarterly, 31(3), 580 - 583. 

Árva, V., & Medgyes, P. (2000). Native and non-native teachers in the classroom. 

System, 28, 355 - 372. 

Berry, R. A. W. (2006). Beyond strategies: Teacher beliefs and writing instruction in 

two primary inclusion classrooms. Journal of Learning Disabilities, 39(1), 11 - 

24.  

Calderhead, J. (1996). Teachers: Beliefs and knowledge. In D. C. Buliner & R. C. 

Calfee (Eds.), Handbook of educational psychology (pp. 709 - 725). New 

York: McMillan. 

Cho, G., & DeCastro-Ambrosetti, D. (2005, Dec / Jan). Is ignorance bliss? Pre-service 

teachers’ attitudes toward multicultural education. The High School Journal, 

24 - 28. 

Clandinin, D. J., & Connelly, F. M. (1990). Teacher as curriculum maker. In P. W. 

Jackson (Eds.), Handbook of research on curriculum (pp. 363 - 401). New 

York: McMillan. 

Cook, V. (1999). Going beyond the native speakers in language teaching. TESOL 

Quarterly, 33(2), 185 - 204. 

Curtin, E. A. (2005, Summer). Instructional style used by regular classroom teachers 

while teaching recently mainstreamed ESL students: Six urban middle school 

teachers in Texas share their experiences and perception. Multicultural 

Education, 36 - 42.  

Doyle, W. (1986). Classroom organization and management. In M. C. Wittrock (Ed.), 

Handbook of research on teaching (pp. 392 - 431). New York: McMillan 

Fang, Z. (1996). A review of research on teacher beliefs and practices. Educational 

Research, 38(1), 47 - 65. 



Darika Bhakdikul                                                                                                   References /  130

Farrell, T. S. C. (1999). Reflective practice in an EFL teacher development group. 

System, 27, 157 - 172.  

Flanders, N. A. (1970). Analyzing teaching behavior. U.S.A.: Addison-Wesley 

Publishing. 

Flores, B. B. (2001). Bilingual education teachers' beliefs and their relation to self-

reported practices. Bilingual Research Journal, 25(3), 251 - 275. 

Foss, D. H., & Kleinsasser, R. C. (2001). Contrasting research perspectives: What the 

evidence yields. Teachers and Teaching: Theory and Practice, 7(3), 271 - 295. 

Freeman, D. E., & Freeman, Y. S. (1994). Between worlds: Access to second language 

acquisition. Portsmouth, NH: Heinemann. 

Hargreaves, A. (1996). Revisiting voice. Educational Researcher, 21(1), 12 - 19. 

Hativa, N., Barak, R., & Simhi, E. (2001). Exemplary university teachers: Knowledge 

and beliefs regarding effective teaching dimensions and strategies. Journal of 

Higher Education, 72(6), 699 - 729. 

Jacob, E. (1987). Qualitative research traditions: A review. Review of Educational 

Research, 57(1), 1 -50. 

Johnston, B. (1997). Do EFL teachers have careers? TESOL Quarterly, 31(4), 681 - 

712. 

Kane, R., Sandretto, S., & Heath, C. (2002). Telling half the story: A critical review of 

research on the teaching beliefs and practices of university academics. Review 

of Educational Research, 72(2), 177 - 228. 

Kennedy, C., & Kennedy, J. (1996). Teacher attitudes and change implementation. 

System, 24(3), 351 - 360. 

Kleinsasser, R. C., & Savignon, S. J. (1991). Linguistics, language pedagogy, and 

teachers' technical cultures. In J. E. Alatis (Ed.), Georgetown University round 

table on languages and linguistics (pp. 289 - 301).Washington, DC: 

Georgetown University Press. 

Krueger, R. A., Ed. (1994). Focus groups: A practical guide for applied research. 

U.S.A.: SAGE Publications. 

Lazaraton, A., & Ishihara, N. (2005). Understanding second language teacher practice 

Using microanalysis and self-reflection: A collaborative case study. The 

Modern Language Journal, 89(iv), 529 - 542. 



Fac. of Grad. Studies, Mahidol Univ.                              M.A. (Applied Linguistics) /  131

Martin, E., & Ramsden, P. (1993). An expanding awareness: How lecturers change 

their understanding of teaching. Research and Development in Higher 

Education, 15, 148 - 155. 

Martin, E., Prosser, M., Trigwell, K., Ramsden, P., & Benjamin, J. (2000). What 

university teachers teach and how they teach it. Instructional Science, 28, 387 - 

412. 

Martin, S. H. (2002). The classroom environment and its effects on the practice of 

teachers. Journal of Environmental Psychology, 22, 139 - 156. 

Mathison, S. (1988). "Why triangulation?" Educational Researcher, 17(2), 13 - 17. 

Merriam, S. B. (1988). Case study research in education: A qualitative approach. San 

Francisco: Jossey-Bass. 

Merriam, S. B., Courtenay, B., & Baumgartner, L. (2003). On becoming a witch: 

Learning in a marginalized community of practice. Adult Education Quarterly, 

53(3), 170 - 188. 

Metz, M. H. (2000). Sociology and qualitative methodologies in educational research. 

Harvard Educational Review, 70(1), 60-74.  

Miller, L., & Aldred, D. (2002). Student teachers' perceptions about communicative 

language teaching methods. RELC Journal, 31(1), 1 - 22. 

Oxford, R. (1998). Language teachers: New roles, new perspectives. Introduction to 

the special issue. System, 26(1), 1 - 2. 

Pajares, F. (1992). Teachers' beliefs and educational research: Cleaning up a messy 

construct. Review of Educational Research, 62(3), 307 - 332. 

Piller, B., & Skillings, M. J. (2005). English language teaching strategies used 

byprimary teachers in one New Delhi, India School. TESL-EJ Teaching 

English as a Second or Foreign Language, 9(3), 1 - 23. 

Punch, K. K. (1999). Introduction to social research. Great Britain: SAGE 

Publications. 

Quinlan, K. M. (1999b). Commanalities and controversy in context: A study of 

academic historians' educational beliefs. Teaching and Teacher Education, 15, 

447 - 463. 

Reves, T., & Medgyes, P. (1994). The non-native English speaking EFL/ESL teacher's 

self-image: An international survey. System, 22(3), 353 - 367. 



Darika Bhakdikul                                                                                                   References /  132

Rex, L. A., Murnen, T. J., Hobbs, J., & McEachen, D. (2002). Teachers’ pedagogical 

stories and the shaping of classroom participation: “The dancer” and 

“graveyard shift at the 7-11”. American Educational Research Journal, 39(3), 

765 - 796.  

Richards, J. C., & Lockhart, C. (1994). Reflective teaching in second language 

classrooms. New York: CUP. 

Richards, J. C., Gallo, P. B., & Renandya, W. A. (2001). Exploring teachers’ beliefs 

and the processes of change. PAC Journal, 1(1), 41 -64. 

Richardson, V. (1996). The role of attitudes and beliefs in learning to teach. In J. 

Sikula, T. J. Buttery & E. Gayton (Eds.), Handbook of research on teacher 

education (pp. 102 - 119). New York: McMillan.  

Savignon, S. J. (1991). Communicative language teaching: State of the art. TESOL 

Quarterly, 25(2), 261 - 277. 

Schubert, W. H. (1986). Curriculum: Perspective, paradigm, and possibility. New 

Jersey: Prentice-Hall. 

Scott, S. M., Chovanec, D. M., & Young, B. (1994). Philosophy-in-action in 

university teaching. Canadian Journal of Higher Education, 24(5), 1 - 25. 

Soodak, L. C., & Podell, D. M. (1996). Teacher efficacy: Toward the understanding of 

a multi-faceted construct. Teaching & Teacher Education, 12(4), 401 - 411.  

Spradley, J. P. (1979). The ethnographic interview. U.S.A.: Holt, Rinehart, and 

Winston, Inc. 

Strauss, A., & Corbin, J. (1990). Basics of qualitative research: Grounded theory 

procedures and techniques. California: SAGE Publications. 

Tang, C. (1997). On the power and status of nonnative ESL teachers. TESOL 

Quarterly, 31(3), 577 - 580. 

Wilkerson, C. (2000). Attrition of foreign language teachers: Workplace realities. 

Foreign Language Annals, 33(1), 31 - 35. 



Fac. of Grad. Studies, Mahidol Univ.                              M.A. (Applied Linguistics) /  133

 

 

 

 

 

 

 

 

 

 

 

APPENDIX 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Darika Bhakdikul                                                                                                     Appendix /  134

APPENDIX A 
Consent Letter 

 
ภาควิชาภาษาตางประเทศ 
คณะวิทยาศาสตร มหาวิทยาลัยมหิดล 
ถนนพระราม 6  เขตราชเทวี  กรุงเทพฯ 
10400 

Dept. of Foreign Languages, 
Faculty of Science, Mahidol University, 

Rama VI Road, Bangkok 10400, 
Thailand.

 
_________________ 
 
Dear Staff Member, 
 
I am conducting a Master degree’s thesis in Applied Linguistics that explores teaching 
behaviors of native and non-native EFL teachers in a Thai university context. My aim is to 
gather data that clarify what is going on in EFL classrooms and how EFL university 
teachers perceive their teaching, and how their perceptions affect their teaching behaviors. 
 
In doing so, I need various pieces of information in order to clarify and reveal teaching 
behaviors of university EFL teachers. To collect this information, I will use triangulation 
method for ensuring research validity. The three data collection tools are individual 
interviews, classroom observations, and focus group interviews. The individual interviews 
will take approximately 30 to 45 minutes depending on the informants’ responses. For 
classroom observations, with permission from EFL teachers, I will observe them during 
their instructional practices. The last tool is focus group interviews. Each focus group 
interview will take approximately 45 minutes to one hour depending on the informants.  
 
If you are willing to participate in this study, please complete the consent form attached 
and put it in your mailbox at the Department of Foreign Languages at your earliest 
conveneince. It is important to note that participation in this study is completely voluntary 
and anonymous, and the participants are free to withdraw from the study at anytime. 
 
If you have any questions or concerns regarding this study, please do not hesitate to 
contact me at (05) 1324688 or at darikabh@lycos.com. 
 
I thank you in advance for your contribution to this research. I am looking forward to 
meeting you throughout the process of data collection. 
 
 
Yours faithfully, 
 
 
 
 
Darika Bhakdikul     Chantarath Hongboontri, Ph D. 
M.A. Student      Thesis Advisor 
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APPENDIX A 
Consent Letter (continued) 

 

Please complete this form and return in your mailbox at the Department of Foreign 

Languages at your earliest convenience. 

 
********************************************************************* 
 
Please put a tick (/) to choose the research methods you consent to be a participant in 
the study of teaching behaviors. 
 
---- I would be available for the classroom observations on ______________and  

_____________ and _____________ and _____________ and ___________. 
 
----  I would like to participate in the individual interview on ________________. 

 
---- I would like to participate in the focus group interview on _______________. 
 
 
 
 
 
__________________________ 
(Signature) 
 
 
 
__________________________ 
(Printed name) 
 
 
 
 
__________________________________________________ 
(E-mail or telephone number for contact) 
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APPENDIX B 
Semi-Structured Interview Questions 

1. What is your native language? 
2. How long have you been teaching? 
3. May I know your qualifications, please? 
4. How often do you participate in in-service training? 
5. For non-natives: How do you improve your English ability? 

For natives:  Do you speak Thai? 
6. For non-natives: What do you consider to be your strongest and your    

weakest points in your English language competence? 
7. What other languages do you know? 
8. For non-natives: Have you ever stayed in English-speaking countries?  

If yes, which countries and what did you do there? 
 For natives:  How long have you lived in Thailand? 

9. How many hours/periods do you teach per week? 
10. What age group do you like teaching, and why? 
11. What do you typically do in the classroom? 
12. Is there a specific teaching method that you prefer? Why? 
13. Do you teach other subjects? If yes, what are they? 
14. What helped you most to become a professional teacher? 
15. Where else do you teach? Do you have other occupations? If yes, what are 

they? 
16. What do you consider as the advantages of being a native/non-native teacher? 
17. What do you consider as the disadvantages of being a native/non-native 

teacher? 
18. In what sense do you think you teach differently from a native/non-native 

teacher? 
19. Have you been told to work with natives/non-native speaker teachers? 
20. Is there any specific distribution of work between them? 
21. If you were the dean of your faculty/the head of your department, which 

teachers do you prefer to hire, natives or non-natives? What is the ideal ratio of 
natives and non-natives? 

22. For how long have you been teaching this class? 
23. Do you prepare your own teaching materials? 
24. Please identify your class and identify the problems your have faced? 
25. To what extent are you satisfied with your class? 
26. Did you do differently from what you planned?  
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APPENDIX C 
Focus Group Interview Questions 

1.   Why did you become a language teacher? And how long have you been 
      teaching? 
2.   How do you define EFL teaching?  
3.   What do you think is the best source for EFL teaching material? 
4.   How do you usually conduct your class? 
5. Could you share with each other what you typically do in the classroom? 
6. Why you did what you did in your teaching? (Some teachers follow textbooks, 

some do activities, why?). 
7. What do you think an effective EFL teacher should do in the classroom? 
8. What teaching behaviors do you consider ineffective?  
9. What do you think an effective EFL learner should do? 
10. What do you think language teachers should do in the classrooms?   

(Disciplining their students) 
11. What do you think about the students in the classroom?  
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