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ABSTRACT 

While there have been many western studies about what excellence means to teachers, 

there are far fewer eastern studies. This research explores how Chinese teachers perceive 

excellent teaching in middle schools. Three linked studies have aimed to identify 

teachers‘ major conceptions, and how they related to their conceptions of teaching 

practice. 

Study One investigated how 169 Chinese teachers, students, parents, and school leaders 

understood excellent teaching in middle schools in Liaoning Province, China. Their 

conceptions of excellent teaching were analysed using narrative inquiry. The study 

identified 47 characteristics of excellent teaching and 45 characteristics of teaching 

practice, which resulted in the development of two survey instruments.  

Study Two aimed to condense the items of the two survey instruments to a more succinct 

set of items that could be meaningfully utilised in Study Three. This was achieved using 

a group of Chinese judges and 291 Chinese middle school teachers. As a result of 

exploratory and confirmatory factor analyses, two eight-factor measurement models for 

excellent teaching and teaching practice with reasonable goodness of fit indices were 

identified. 

Based on a sample of 951 Chinese middle school teachers, the final study confirmed two 

measurement models and one structural model pertaining to the relationships between 

teachers‘ conceptions of excellent teaching and teaching practice. A hierarchical model 

of conceptions of excellence was supported with two second-order dimensions. The 

examination-oriented dimension related to teachers seeing themselves as preparing 

students for examinations. The teacher-student dimension involved four first-order 

conceptions: Teacher As Developing Lifelong Learners, Teacher As Student Focused, 

Teacher As Responsible For Engaging Students In Learning, and Teacher As 

Professional Learner. A hierarchical model of teachers‘ conceptions of teaching practice 

involved one second-order conception which was Strict Teacher-Oriented and five first-

order conceptions which were Teacher Is in Charge, Examination Practice, Novel Variety 

Methods, Beyond Classroom Connections, and Encouraging Student Involvement. The 

structural model showed that most teachers‘ conceptions of excellent teaching were 

related to their conceptions of teaching practice. Therefore it is possible that teachers‘ 
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teaching practices may be changed or improved if teachers‘ conceptions of excellent 

teaching could be changed. Implications for teacher professional development programs, 

teacher evaluation, and Chinese teaching standards are proposed. 
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CHAPTER ONE 

INTRODUCTION 

1.1 Problem Definition of the Research 

There has been much research attention given to understanding how teachers perceive 

excellent teaching, as excellent teaching has been reported to enhance student learning 

and achievement. It is also crucial to understand excellent teaching to optimally design 

and implement teacher professional development programs.  

Conceptions of excellent teaching have been an area of debate for many nations. 

Standards for advanced teaching, such as the Australian Level 3 Classroom Teacher 

Position for exemplary teaching, and the American National Board for Professional 

Teaching Standards (NBPTS) for highly-accomplished teaching, have been widely 

advocated and increasingly implemented in a wide variety of jurisdictions in western 

countries. However, teaching standards are still currently absent from the Chinese 

education system.  

There have been many western studies about what excellence means to teachers, 

however, far fewer studies have been conducted in China. There have been even fewer 

studies linking conceptions of excellent teaching to teaching practice conducted either in 

the west or in China. Teachers‘ conceptions of teaching are often assumed to be context 

dependent (Marton, 1981; Gao & Watkins, 2001), although this is not a concern of this 

research. It is clear that there is not a single set of attributes and behaviours that is 

universally effective for all types of students and learning environments, especially when 

schooling varies in many important regards across different countries (OECD, 2005). 

Therefore it was necessary to explore the teaching conceptions held by teachers whose 

teaching environments and degrees of freedom in making teaching decisions differ 

greatly from that of western studies (Gao & Watkins, 2002). This was particularly 

relevant for the People‘s Republic of China, which has one of the largest educational 

systems in the world. The school system and social and cultural context are so different 

from those in the west. For instance, classrooms in China are typically characterised by 



Chapter 1. Introduction  

 2 

large class sizes, expository methods, and drilling for external examinations (Watkins & 

Biggs, 2001).  

In the 21st century, China is going through massive education reforms in order to prepare 

more students for success. Zhang and Collis (1995) claimed that the improvement of the 

country‘s education rests heavily on teachers and teaching methods. One of the 

curriculum reforms in the Fifth National Conference on Education in 1999 advocated 

quality compulsory education which required teachers to implement a less examination-

oriented and a more quality-oriented approach to schooling (The CPC Central Committee 

and the State Council, 1999). Gao and Watkins (2002) argued that changing the Chinese 

teachers‘ conceptions of teaching was extremely important since the heavy emphasis on 

school examinations may have become a major obstacle to improving the quality of 

Chinese education. Experiences in China showed that conceptual change about learning 

cannot happen unless teachers realise the need for such changes and challenge their 

traditional views of the nature of learning and teaching (Gao, 1992; Gao, Adcock, Carr, 

Hume, Nicholson, Silvester, et al., 1989). Experience has also shown that a change in 

teachers‘ conceptions of teaching is likely to be necessary before a real change in their 

teaching can occur (Calderhead, 1981; Anderson & Mitchener, 1995). As Liu (1955) 

claimed: ―Changing the conceptions of teaching and schooling is now the key to 

improving students‘ quality‖ (p. 9). This is especially so in China since the heavy 

emphasis on school examinations may have become a major obstacle to improving the 

quality of Chinese education (Gao & Watkins, 2002). Thus, there is a need for changing 

teachers‘ conceptions and teaching pedagogy in the current Chinese educational context. 

However, before these changes happen, teachers‘ current conceptions should be 

understood.  

Attention to teacher beliefs about the nature of teaching and their practice is one thing, 

but the focus is increasingly being made on the importance of excellent teaching. 

Excellent teaching is being argued as the basis of enhancing student learning, improving 

teacher evaluation, improving teacher education programs, and achieving school 

effectiveness (Betoret & Artiga, 2004; Skamp, Lismore, & Mueller, 2001). It would be 

enlightening to understand how teachers perceive excellent teaching and teaching 

practice in order to achieve the aims of various reforms. Also, it would be worthwhile to 
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investigate the relationship between teachers‘ conceptions of excellent teaching and 

teaching practice in order to achieve teaching improvement. 

1.2 Aims of the Research 

The major aim of this research is to investigate Chinese teachers‘ conceptions of 

excellent teaching in middle schools. As a sub-aim, the relationship between teachers‘ 

conceptions of excellent teaching and their conceptions of teaching practice is examined. 

1.3 Chinese Education Context 

1.3.1 Chinese Education System 

Chinese compulsory education is still centralised, but has begun to be decentralised 

during the past two decades (Cheng & DeLany, 1999). Currently, the Chinese Ministry 

of Education (MoE) is the highest policy body. There have been two major stages in the 

People‘s Republic of China since it was founded in 1949: the period of 1949–1978, and 

the period of 1978-present. During the period of 1949–1978, Chinese basic education 

adopted a management mechanism that was state-run, centrally-managed, and solely 

funded by the central government, which was in line with the highly centralised political 

and economic system in China at that time (Wang, 2003). When the People‘s Republic of 

China was founded in 1949, a new educational system, the Soviet Model, was imported. 

It was introduced with less concern for special features of the Chinese environment and 

the problem of mass illiteracy in that period, and this model was regarded as the new 

prototype for success in the Soviet Union (Surowski, 2000). By 1956, it was still the case 

that less than one-half of primary and secondary aged children were in school (Pepper, 

1987). In the late 1950s, with the Soviet model was no longer the paradigm, the 

government resumed earlier attempts at a balance between Confucian and western-style 

education. Mao Zedong‘s ‗Walking on Two Legs‘ (Liang Tiao Tui Zou Lu) exhortation 

took its form as a double-track educational system proposed by Liu Shaoqi which means 

a system of full-time schooling combined with a system of part-time work and part-time 

study (Chinese Communism Subject Archive, 1981). The double-track educational 

system developed fairly smoothly, until the outbreak of the Cultural Revolution in 1966. 
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The Cultural Revolution (1966-1976) was a very disruptive disaster for Chinese society 

in general and its education in particular. The educational infrastructure was destroyed as 

a result of the revolution struggles, and students suffered because of vastly watered-down 

or non-existent curricula (Surowski, 2000). 

Since the opening-up policy initiated in 1978, China has carried out a thorough reform of 

its education system to speed up the development of education and the implementation of 

the strategy of ―revitalizing the nation through developing education‖ (Wang, 2003, p. 3). 

In 1985, Chinese basic education adopted a new system characterised by ―central 

leadership, local responsibility, and management at various levels‖ (Wang, 2003, p. 3). 

The central government staged out the decisions on reforming educational system, which 

clearly assigned to local governments the responsibility of popularizing compulsory 

education. Schools were run by local or higher level authorities and those schools had 

consultative power in terms of school management affairs. Hanson (1998) offered a 

useful general definition that was appropriate for the Chinese case: ―Decentralization is 

defined as the transfer of decision-making authority, responsibility, and tasks from higher 

to lower organizational levels or between organizations‖ (p. 112). Since then, ―Funding 

and authority of education were decentralised to the lower levels of governments‖ 

(Cheng & Delany, 1999, p. 2). The Compulsory Education Law in 1986 legally 

stipulated what was to be the management system of compulsory education. In most 

cases, a 6-3-3 system was established. Basic education in China including six-year 

primary school, three-year middle school, and three-year high school offers a total of 12 

years of education. Normally, the middle school and the high school are called the 

secondary school. The first nine years including primary and middle school education are 

the compulsory education period. The government pays for students‘ compulsory period 

of education. 

Afterwards, a series of important laws, documents, and regulations, such as the Teacher 

Law in 1993, the Education Reform and Development in China in 1993, the Regulations 

of Teacher Certificate in 1995, the Education Law in 1996, and the Action Plan in 1999 

(Curricular Reform), and the 10th Five-Year Plan (2001-2005) in 2002, were promulgated 

to boost the development of Chinese education (Wang, 2003). Since the enactment of 

these laws and regulations, Chinese basic education in the country is on a form legal 
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basis (MoE of the PRC, 2001) and ―a legal framework is now in place to guide future 

[educational] efforts‖ (Li, 2005, p. 24). 

Various stages of the educational reform movements have focused on what motivates the 

reforms in the context of Chinese unique political culture. The general principles focus 

on linking education to economic reforms, implementing the nine-year compulsory 

educational system, decentralizing finances and management, and hiring teachers in a 

competitive manner to increase the quality of teachers (Xin, 1984).  

1.3.2 Liaoning Education Contexts 

Liaoning Province located in the southern part of northeast China is bounded by the 

Yellow Sea and the Bohai Sea in the south, and the Korean Peninsula in the east. As a 

major base of heavy industry in China, Liaoning covers an area of 145,900 square 

kilometers with a total population of 42.38 million as of the year 2008. It governs 14 

prefecture-level cities, 17 county-level cities, 19 counties, eight autonomous counties and 

56 districts, in which there are mainly ethnic groups of Han, Manchu, Mongolian, Hui, 

Korean, and Xibo. 

In Liaoning Province in 2007, there were a total of 12,161 primary schools with 

3,061,398 students and 175,549 teachers, 1,909 middle schools with 1,880,118 students 

and 111,920 teachers, and 453 high schools with 518,810 students and 30,312 teachers. 

There were about 31 students in each classroom in primary schools, 52 students in 

middle schools, and 54 students in high school classes in Liaoning Province. It seems 

that the average class size at each level in Liaoning is somewhat smaller than those in 

China. It can be seen that the peak of the student population is in the primary school 

stage, and this peak is expected to move to the middle school stage in the next a few 

years along with the popularisation of compulsory education. The following table shows 

comparison information about basic education between Liaoning Province in 2007 (The 

Educational Department of Liaoning Province, 2009) and China in 2007 (MoE of the 

PRC, 2009) (see Table 1). 
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Table 1 
Comparison Basic Education between Liaoning and China in 2007 

Level No. of students 
LN/China 

No. of teachers 
LN/China 

Average Class 
Size 
LN/China 

No. of 
institutions 
LN/China 

Primary 3,061,398/ 
116,897,395 

175,549/ 
5,702,750 

31/35 12161/ 
425,846 

Middle 1,880,118/ 
65,143,800 

111,920/ 
3,466,735 

52/56 1,909/ 
63,711 

High 518,810/ 
19,648,261 

30,312/ 
1,070,575 

54/57 453/ 
15,779 

Note. LN=Liaoning Province; (MoE of the PRC, 2009; Education Department of Liaoning Province, 2009) 

In most areas in Liaoning Province, primary and middle school aged children are 

assigned to attend the public schools in the districts in which they live. Children are 

usually allowed to enter primary school from the age of seven and middle school from 

the age of thirteen. According to the Compulsory Education Law, students automatically 

go to middle schools without an entrance examination. On completion of their middle 

school education, students are required to sit a competitive and selective high school 

entrance examination (Zhong Kao). High school education usually lasts for three years in 

order to prepare students for further higher education.  

The primary and middle school curriculum is composed of academic and practical parts 

including two levels of state-determined and province-determined curriculum in 

Liaoning Province. The curriculum set by the State Educational Commission refers to the 

unitary compulsory curriculum. At the middle stage, the courses are politics, Chinese, 

mathematics, foreign language (English in most areas, but Japanese is also selected in 

some areas), history, geography, physics, chemistry, biology, PE, art, labour, and the 

short-term vocational guidance. The local curriculum mainly aims at facilitating the local 

economic and cultural development and is arranged by the provincial educational 

authorities directly under the policies of central government. In compulsory education, 

schools are authorised to arrange the state-determined and province-determined 

curriculum as compulsory or alternative courses. Schools are required to offer students 

these subjects and every student should take all academic subjects and select some 

alternative courses by themselves. But driven by the pressure of the national university 

entrance examination, fewer alternative courses are available at the high school level. 
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During the compulsory education level and high school level, students have to go 

through paper-and-pencil examinations usually organised by local or national educational 

authorities, or sometimes by schools in order to have their performance assessed. These 

examinations are held either in the middle or at the end of each semester. For the 

examinations organised by local or national educational authorities, the examination 

content assigned by the authorities in advance is the same for all schools within the local 

area. If the examinations are conducted by individual schools, then the schools may ask 

two or three teachers to assign the content separately and then principals or deans choose 

one of them to test the students. In some schools, students may take examinations 

monthly or even weekly. In general, examinations cover the subjects taken by students 

during the relevant period (e.g., Chinese, mathematics, physics, history, and geography, 

etc.). The examination results are reported in achievement rank order and are 

disseminated publicly within class, grade, or school, depending on the level of 

examinations. In addition, the high entrance examination, conducted by local educational 

authorities at the end of the middle school, covers all subjects taken by students during 

the 3-year period of middle school education and determines whether students are 

eligible to go to high school or not, and which type of high school students may attend. 

The university entrance examination at the end of the high school is conducted by 

national educational authorities and determines whether students are eligible to go to 

college or university, and which type of college or university students may attend. 

Teacher training in Liaoning Province comprises two parts: pre-service training (initial 

teacher training) and in-service training (continued professional development). Pre-

service training is similar across the whole country. There is a transition from the Old 

Three-Staged Normal pre-service training to the New Three-Staged Teacher pre-service 

training. In the old three-staged normal pre-service training, primary school teachers 

were trained for three years in teacher schools, middle school teachers were trained for 

three years in teacher colleges, and high school teachers were trained for four years in 

teacher colleges or teacher universities. The three-year teacher schools are gradually 

disappearing. Primary school teachers are now trained for three or four years in teacher 

colleges, middle and high school teachers are trained for four years in teacher colleges or 

teacher universities. Some high school teachers are required to attain postgraduate level 

qualifications. Student teachers can obtain a three or four year qualification/degree from 

a college (College qualification), a Bachelor qualification/degree from a university, and a 
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Master qualification/degree from a university. In-service training for school teachers is 

conducted respectively by local education institutes (e.g., Liaoning Normal University, 

Liaoning University) and in-service teacher training schools (e.g., Liaoning Province 

Teachers Training School). In-service training for school teachers can be divided into the 

non-degree and degree training. The non-degree training is mainly for instruction of in-

service teachers in the strengthening of political thought, ethics, educational theory, and 

teaching ability in order for them to obtain a higher teaching certificate or, to get 

promotion. In Liaoning Province, this type of in-service training has been the key to the 

ongoing training for teachers. It is usually conducted during the weekends or vacations. 

As for the degree in-service training, local education institutes (e.g., Liaoning Normal 

University, Liaoning University, Northeast University) offer a degree for school teachers, 

which is called a Master Degree in Subject Teaching in Education. Furthermore, 

international cooperation projects have been increasing over the past decade. For 

example, since 1998, some excellent teachers at schools in Liaoning Province have been 

sent to England to experience the British education. In general, Chinese teacher 

education is moving from a closed system to an open system of teacher education (Gu, 

2006). 

The promotion system for teachers in Liaoning Province has its own features. Classroom 

teachers who have produced qualified performance and specialised publications, and who 

have had at least two-year experience can apply for a junior teacher certificate. Teachers 

who have served as junior teachers for at least five years with qualified performance and 

specialised publications can get promotion to an intermediate level. Obtaining a senior 

teacher certificate is similar to obtaining an intermediate teacher certificate, but 

requirements are getting more rigorous. Different schools, however, may have various 

specific rules for teacher certificate. 

1.4 Structure of the Thesis 

This thesis consists of six chapters. This chapter has introduced the reasons for 

conducting this research, the aims of this research, Chinese education system. and the 

structure of this thesis. 
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Chapter Two reviews the literature on the theory of planned behaviour and conceptions. 

Teachers‘ conceptions of teaching are systematically reviewed and a model of 

conceptions of teaching is proposed. Teaching practice and its links to conceptions of 

teaching are briefly reviewed. Teachers‘ conceptions of excellent teaching and teaching 

standards will follow. 

Chapters Three, Four and Five describe three linked studies. Chapter Three was designed 

to survey how excellent teaching and teaching practice were understood by Chinese 

middle school teachers, students, parents, and school leaders.  

Chapter Four describes the generation of two measurement models concerning teachers‘ 

conceptions of excellent teaching and teaching practice.   

Chapter Five examines the two measurement models identified from Chapter Four and 

develops two hierarchical models and a structural model.   

The last chapter summarises the findings and discusses the major findings based on the 

reviewed literature. Finally, the implications and recommendations for further research 

are proposed based on the findings and discussions. 
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CHAPTER TWO 

LITERATURE REVIEW 

This chapter starts by reviewing the theory of planned behaviour which builds a 

framework to study teachers‘ conceptions of excellent teaching and its relation to their 

conceptions of teaching practice. The reviewed literature also forms a basis for 

discussing findings in the conclusion chapter. Next, conception and teachers‘ conceptions 

are examined from the perspective of the human belief system. The relevant literature 

regarding teachers‘ conceptions of teaching, teaching practice, and their links follow. 

Finally, teachers‘ conceptions of excellent teaching are reviewed. 

2.1 The Theory of Planned Behaviour 

The theory of planned behaviour (Ajzen, 1991, 2005) provides a conceptual framework 

for conducting research into human conception and practice. According to the theory of 

planned behaviour, human action is the joint function of three basic salient beliefs, that 

is, behavioural beliefs (personal in nature),  normative beliefs (social influence), and 

control beliefs (self-efficacy with respect to the behaviour of interest) (see Figure 1). 

Behavioural beliefs produce individual attitudes towards the behaviour which refers to 

the extent to which a person has a favourable or unfavourable evaluation of the behaviour 

in question and believes that the behaviour has largely desirable or undesirable 

consequences. Normative beliefs result in perceived subjective norms which refer to the 

perceived social pressure to perform or not to perform the behaviour. Control beliefs 

provide a foundation for perceived behavioural control which refers to how confident a 

person believes that he or she is capable of performing the behaviour (Ajzen, 2002, 

2005). What people believe, the amount of control they have or perceive they have, and 

the social pressure interact to shape the corresponding types of behaviours and practices 

people carry out in combination with intentions (Brown, 2008). Generally speaking, the 

more favourable the attitudes and subjective norms with respect to a behaviour, and the 

greater the perceived behavioural control, the more likely it is that people will perform 

the behaviour in accordance with their intentions (Ajzen, 2002, 2005). In addition, it 

seems that the stronger conceptions are, the more likely they are to influence the 
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corresponding behaviour, and weak conceptions have little impact on behaviour (Ajzen, 

2002). Therefore, in trying to understand teachers‘ conceptions and actions, it is 

worthwhile to explore not only what teachers‘ conceptions are but also how strong these 

conceptions are. In this research, behavioural beliefs, normative beliefs, and control 

beliefs refer to conceptions, and behaviour refers to teaching practice.  

 

Figure 1. The Theory of Planned Behaviour (Ajzen, 2005) 

However, not every belief-action process moves in this consistent chain. In some 

instances, people‘s actions are not consistent with their beliefs (Ajzen, 2002, 2005). 

Ajzen (2002, 2005) proposed some possible reasons to explain the inconsistencies. 

Firstly, routine behaviour always produces an inconsistency with beliefs in a relatively 

stable context. For example, although an innovative teaching method is required by 

curriculum reform in China, teachers are still more likely to continuously use a 

memorising teaching method in a similar teaching environment (e.g., same students) if 

they had previously been using the memorising teaching method. People are so familiar 

with the routine behaviour that it has become automatic as a result of frequent 

performance in the past and it is now guided by spontaneous beliefs and intentions in a 

similar context. Thus, as long as the context remains stable, ―Routinized behaviour is 

performed in a largely automatic fashion with minimal conscious control‖ (Ajzen (2002, 

p. 108). Note that the beliefs and intentions refer to prior ones that may be inconsistent or 

even conflict with the current behaviour. It is argued that behaviour can be generated in 

one of two ways: conscious deliberation or automatic reliance on well-established 
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routines. Novel or rarely performed behaviours are assumed to require careful 

deliberation. In contrast, routine or familiar behaviours are guided by automatically 

activated beliefs and intentions (Ajzen, 2002; Ajzen & Fishbein, 2000; Ajzen & Sexton, 

1999). These two behaviours are located on the extremes of the continuum, in which the 

amount of deliberation can determine the extent of the consistency of the behaviour 

(Ajzen, 2002). 

Secondly, intention may cause the inconsistency. Intention is not a simple mediation 

which passes on the beliefs to the behaviour, but plays a crucial role in determining 

whether the behaviour aligns with the beliefs in the theory of planned behaviour. Three 

adaptations regarding intentions are discussed: unchanged intention, weak changed 

intention, and implementation intention. Ajzen (2002) pointed out that behaviour can 

only be changed under the influence of changed intentions. It may be caused by newly-

formed beliefs. Since the beliefs are just established (they may be strong or weak), they 

have very little or no impact on intention. So long as intentions remain unchanged, the 

behaviour remains the same (Ajzen). In addition, based on the argument of intention, it is 

possible that intentions have been changed by the beliefs, but are very weak, so that the 

newly formed intentions are too weak to influence the behaviour (Ajzen). Weak 

intentions, with respect to a behaviour, are most likely to reflect some degree of 

ambivalence, indifference, or uncertainty. Clearly, such uncertainties fail to provide clear 

guides to behaviour. Lastly, implementation intention is not formed even though 

intentions have already been changed (Ajzen). Implementation intention means an 

explicit plan as to exactly when and how the behaviour is to be enacted (Gollwitzer, 

1999), such as a teacher lesson plan. Implementation intention can improve the extent of 

the consistency from intentions to behaviour and reduce the additional residual effects 

(Ajzen). 

Finally, Ajzen (2002, 2005) argued that some additional residual effects may have 

influenced behaviour in the past and continue to exert an effect at present, which 

contributes to the inconsistency. Researchers have proposed a variety of additional 

residual effects, such as personal or moral norms (Gorsuch & Ortberg, 1983), anticipated 

regret (Richard, van der Pligt, & de Vries, 1995), desire to attain a behavioural goal 

(Perugini & Bagozzi, 2001), self-identity (Sparks & Guthrie, 1998), and emotion 
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(Manstead & Parker, 1995). These residuals may contribute to the inconsistency between 

people‘s beliefs and behaviour.   

In this research, the theory of planned behaviour offers a framework for the study of the 

relationship between teachers‘ conceptions of excellent teaching and teaching practices. 

Theoretically, to a large extent, teachers‘ conceptions should be consistent with their 

practices. However, it seems that this is not always the case in the actual teaching 

environment. The reasons for inconsistency between beliefs and actions explored above 

will be utilised to explain the unexpected findings between teachers‘ conceptions of 

excellent teaching and teaching practices.  

2.2 Conception and Teacher Conception 

As one of the terms used for labelling mental representations, conceptions are viewed as 

―a more general mental structure, encompassing beliefs, meanings, concepts, 

propositions, rules, mental images, preferences, and the like‖ (Thompson, 1992, p. 130). 

From a phenomenographic perspective, Pratt (1992) defined conceptions as: 

Conceptions are specific meanings attached to phenomena which then mediate 

our response to situations involving those phenomena. We form conceptions of 

virtually every aspect of our perceived world, and in doing so, use those abstract 

representations to delimit something from, and relate it to, other aspects of our 

world. In effect, we view the world through the lenses of our conceptions, 

interpreting and acting in accordance with our understanding of the world. (p. 204) 

Conceptions represent what individuals or groups understand and believe about certain 

domains in the real world based on their own experience (Ausubel, 1968; Kelly, 1991). 

In addition, humans‘ mental representations can be in-pieces (diSessa, 1988) or 

informational atomistic (Fodor, 1998) or in clusters (Green, 1971). These imply that 

people can simultaneously hold plural or even contradictory conceptions for a certain 

domain. However, the integrity of conceptions is not necessarily disturbed by such 

contradiction (Brown, 2006; Cheung & Wong, 2002).  
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Thompson (1992) recommended that ‗conception‘ is a useful term in educational 

processes, especially in understanding teachers thinking of teaching, learning, or 

curriculum, although there are many others, such as  ‗subjectively reasonable beliefs‘ 

(Harootunian & Yarger, 1981), ‗attitudes‘ (Bunting, 1984), ‗orientations‘ (Brousseau, 

Book & Byers, 1988), ‗implicit theories‘ (Clark & Peterson, 1986; Weinstein, 1989), 

‗personal theories‘ (Tann, 1993), ‗perceptions‘ (Tabachnick, Poplewitz & Zeichner, 

1979), ‗repertoires‘ (Kelly, 1991), ‗perspectives‘ (Hollingsworth, 1989), ‗images‘ 

(Clandinin, 1986). Clandinin and Connelly (1987) referred to this lack of agreement in 

terminology among researchers as ―simply different words naming the same thing‖ (p. 

488). Other conception researchers consider that the differences between these terms are 

more semantic than substantial meanings (Brown, 2008; Clandinin & Connelly, 1987; 

Ethell & McMeniman, 2002; Lowyck & Clark, 1989). Therefore, in this research, the 

term ‗conception‘ has been used to understand how teachers think of excellent teaching. 

Teachers‘ conceptions of teaching can be considered an umbrella term that encompasses 

assumptions, understandings, norms, beliefs, and attitudes that teachers hold about the 

nature of teaching and also refers to what teachers know, feel, think, understand and do, 

relevant to teaching based on their own experiences (Borg, 1998; Chiu, 2008; Johnson, 

1994; Pratt, Arseneau, & Collins, 2001; Thompson,1992; Woods, 1996). 

2.3 Teachers’ Conceptions of Teaching 

A substantial body of research has investigated teachers‘ conceptions of teaching and a 

variety of models, categories, approaches, dimensions, metaphors, or orientations have 

been developed (Akerlind, 2003; Fenstermacher & Soltis, 1998; Gao & Watkins, 2002; 

Kember, 1997; Lam & Kember, 2004; Pratt, Arseneau, & Collins, 2001; Samuelowicz & 

Bain, 2001). Although different terminologies are utilised, all of them are trying to 

describe and explain the nature of teaching as believed and understood by teachers. It is 

reasonable to view conceptions of teaching as two main broad orientations within a 

teacher-centred and student-centred continuum (Kember).  
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2.3.1 Teachers’ Conceptions of Teaching in Other Countries 

2.3.1.1 Developmental Perspective of Conceptions of Teaching 

By synthesising 13 independent studies which were conducted between 1983 and 1994, 

Kember (1997) identified a two-level model of teaching conceptions which encompassed 

two first-order orientations and five second-order conceptions. The two second-order 

orientations are characterised as teacher-centred and student-centred. Each orientation 

covered two associated conceptions. The first teacher-centred orientation includes 

imparting information and transmitting structured knowledge, which focus on 

transmitting knowledge to the students. The second student-centred orientation includes 

facilitating understanding and conceptual change/intellectual development, which attach 

more importance to facilitating student learning and conceptual change. The student-

teacher interaction conception acts as a transitional bridge conception between the four 

subordinate conceptions. The five conceptions are visualised as well-defined points on 

the developmental teacher-centred and student-centred spectrum. Kember also argued 

that the boundary between each pair of conceptions was diffuse, which indicates a 

relatively easy development across each pair, whereas a more significant change is 

required by the transitions between the two orientations, namely, from teacher-centred to 

student-centred orientation. Kember‘s model also implies that conceptions of teaching 

can be hierarchical on the whole but also ―an ordered set of qualitatively differing 

conceptions‖ (p. 263) ranging along the axis of teacher-centred to student-centred at each 

level. As a consequence, teachers may hold simultaneously pluralistic or even conflicting 

conceptions of teaching. Kember did not mention which conceptions were the most 

critical and which conceptions could result in excellent teaching and learning. However, 

it is to be assumed that progress could be made from teacher to student centredness since 

Kember generated the model from a developmental perspective.  

2.3.1.2 Parallel Perspective of Conceptions of Teaching 

Kember‘s (1997) synthesised model can be used to classify the results of many differing 

studies into teachers‘ conceptions of teaching. Fenstermacher and Soltis (1998, 2004) 

suggested three conceptually incompatible, but practically integrated approaches to 

describe the nature of teaching: the executive approach, the therapist approach, and the 

liberationist approach. The executive approach assumes that the teacher is an executor 

who is in charge of learning using effective skills and techniques available. In this 
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conception, strict and goal-oriented classroom management is also advocated to 

guarantee instructional activities. This approach is similar to the teacher-centred 

conception. In the therapist approach, the teacher is regarded as an empathetic person 

who cares for students and focuses on developing their own selves as an authentic person 

through personally meaningful educational activities. The liberationist approach views 

the teacher as a liberator. Liberationist teachers free learners‘ minds from unwanted traits 

and develop well-rounded, autonomous, rational, and moral human beings. This 

approach helps students to be aware of societal changes and improvement. The approach 

seems more student-centred, but focuses on the collective perspective, which goes 

beyond Kember‘s continuum. Fenstermacher and Soltis (2004) clearly distinguished the 

three approaches at a non-hierarchical level.  

Based on ten years of research in five different countries, Pratt and followers (Pratt, 

1992; Pratt, Arseneau, & Collins, 2001; Pratt, 1998) identified five different teaching 

perspectives on the nature of teacher‘s intentions, actions, and beliefs. These perspectives 

involve transmission, developmental, apprenticeship, nurturing, and social reform. The 

most teacher-oriented conception, transmission, assumes that teachers present subject 

knowledge accurately and take students systematically through learning tasks that lead to 

mastery of the knowledge. Three of the other four perspectives are more student-

oriented. The developmental perspective describes how student thinking is restructured 

through effective questioning and students‘ prior knowledge. Developmental teachers 

should understand their students in order to adapt their knowledge to the students‘ 

experience and ways of understanding. In the apprenticeship perspective, teaching is a 

process of acculturating students into a set of social norms and a professional identity 

rather than having learners observe teachers‘ skilful teaching practice (Pratt et al., 2001). 

Teachers focus on cultivating students to work more independently. Nurturing teachers 

encourage students to work on issues or problems through long-term and persistent 

efforts in a supportive climate. From the social reform perspective, social reform 

educators focus more on social and structural changes rather than on individual learning. 

The purpose of teaching encourages students to commit to social changes and 

improvement. The four conceptions of teaching in Pratt and associates‘ (2001) work 

focus on the objectives of learning, the process of learning and teaching, and teacher-

student interactions. Pratt and associates have argued that transmission and 

apprenticeship highly aligned with teacher-centredness, while the developmental and 
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nurturing perspectives belong to student-centredness. However, the location of the social 

reform perspective is indeterminate on the continuum and may represent a different 

dimension (Brown, 2008). Similar to Fenstermacher and Soltis‘ (1998) liberationist 

approach, there is no obvious space for this perspective on the teacher-student 

continuum. This may indicate that another alternative teaching dimension should be 

included, that is, individualist-collectivist continuum (Brown). This researcher will take 

up the point again later. Unlike Kember‘s (1997) multiple-order model, the five teaching 

perspectives are located in a non-hierarchical model. These five teaching perspectives are 

parallel to each other, implying that no one conception is more critical than the others. 

Pratt and associates also argued that each conception could result in equally excellent 

teaching and learning.  

2.3.1.3 Sequential Perspective of Conceptions of Teaching 

Samuelowicz and Bain (2001) proposed that the conceptions of teaching could be listed 

in order. They interviewed university teachers and identified seven conceptions of 

teaching: imparting information, transmitting structured knowledge, providing and 

facilitating understanding, helping students to develop expertise, preventing 

misunderstanding, negotiation understanding, and encouraging knowledge creation. 

These conceptions can be placed onto Kember‘s (1997) continuum. The first three are 

more teacher-centred. In these conceptions, teachers impart and transmit knowledge to 

learners, the learning process is subject oriented, and the expected learning outcome is 

the mastery of the transmissive knowledge. The last four conceptions align with student-

centredness. Note that students‘ existing conceptions were not taken into account and 

professional development was not stressed in the teacher-centred conceptions. Teachers 

assist students in constructing knowledge through teacher-student interactions. Students 

are expected to make sense of their reality and to apply knowledge in the real world. 

Generally speaking, the seven conceptions are ordered from most surface to deepest 

along the teacher-student continuum. Samuelowicz and Bain argued, ―Teaching seen as 

presenting, imparting, or transmitting information is classified as the lowest whereas 

teaching conceptualized as a process of bringing about conceptual change in students is 

classified as the highest‖ (p. 105). Samuelowicz and Bain also claimed that the boundary 

between teaching-centred and learning-centred orientations seemed to be relatively 

‗hard‘, which implies that the shift between the two orientations requires the equivalent 
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of conceptual change. On the other hand, the boundaries for the neighbouring 

conceptions within orientations are relatively ‗soft‘, which suggest that these shifts may 

occur easily. These claims align with Kember‘s argument. However, they did not provide 

supportive evidence for Kember‘s transitional conception of acting as a bridge between 

two major orientations. Samuelowicz and Bain did not stress clearly whether the 

proposed conceptions could result in better teaching.  

Three representative models of conceptions of teaching identified by western researchers 

have been presented above. These all could be placed onto Kember‘s (1997) continuum, 

even though the models place different values on the variations within conceptions.  

2.3.2 Conceptions of Teaching in China 

2.3.2.1 Traditional Conceptions of Teaching in China 

In China, there is no philosophy that has been as enduring and influential as 

Confucianism (Kim & Choi, 1994). It has been instilled into every aspect of Chinese 

lives for more than 2,500 years, and particularly into school beliefs (Bond & Hwang, 

1986; Smith, 1981). Confucius (551-479 B.C.E.) is respected as a great teacher, educator, 

philosopher, and sage. He and his followers formed a firm and broad educational 

ideology concerning teaching which included the role of a teacher, the teacher-student 

relationship, and the way of teaching (Lee, 2000). Teaching ideology can be related to 

Kember‘s (1997) continuum.  

The Role of a Teacher The role of a teacher in China is clearly set in the shadow of 

Confucian ideology. Han Yu, one of Confucius‘ representative followers in the Tang 

Dynasty, claimed, ‗A teacher is the one who shows you the way of being human, teaches 

you knowledge, and enlightens you while you are confused‘ (Shi Zhe, Chuan Dao Shou 

Ye Jie Huo Ye). Confucianism also believed that teachers should love students and be 

completely devoted to them, that is, ‗Learn without ever feeling tired of learning, and 

teach without ever feeling tired of teaching‘ (Xue Er Bu Yan, Hui Ren Bu Juan). This 

saying also reveals that teachers should learn continuously. Furthermore, Confucius 

supported ‗treating each student equally regardless of their social status, age, country, 

and intelligence‘ (You Jiao Wu Lei). The role of a teacher represented a teacher-centred, 
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nurturing, and professional perspective regarding teaching. Note that nurturing is not 

necessarily seen as student-centred in Chinese education (Han, 2008). 

The Teacher-Student Relationship To Confucius, the teacher and the students have a 

reciprocal relationship. He emphasised formal rituals that were a reflection of a 

hierarchical relationship doctrine in every aspect of life. The hierarchical relationship 

requires authority, responsibility, and wisdom from superiors and requires loyalty, 

obedience, and dedication from subordinates (Kim & Choi, 1994). Confucius expected 

learners to respect and obey authority figures. In this case, the teacher-student 

relationship is characterised as hierarchical, and therefore, superiors (teachers) have 

absolutely authority over their subordinates (students). Students are expected to respect 

and not to challenge their teachers. The reverence with which a teacher is held is 

reflected in many popular Chinese sayings, for example, ‗Being a teacher for only one 

day entitles one to lifelong respect from the student like the respect accorded to the 

student‘s father‘ (Yi Ri Wei Shi Zhong Shen Wei Fu). Moreover, Confucians considered 

that the teacher was the role model of students, ‗How can a teacher educate their students 

if he/she does not behave well?‘ (Bu Neng Zheng Qi Shen, Ru Zheng Ren He). Another 

saying also illustrates this point, ‗Teach by personal example as well as verbal 

instruction‘ (Yan Chuan Shen Jiao). Although emphasising that students should learn 

from a teacher, Confucianism also suggested that ‗a teacher should learn from students‘ 

(Jiao Xue Xiang Zhang), which was proposed in one of the influential Confucian books 

Li Ji Xue Ji. The Chinese teacher-student relationship is strongly teacher-centred but can 

also lead to a student-centred idea of teaching.   

The Way of Teaching One of the key teaching features of Confucianism is that teachers 

transmit knowledge to students through imitation and emulation. According to 

Confucius, the teaching process entails acquiring knowledge and putting that acquired 

knowledge into practice, thus the teacher transmits knowledge to learners. In the 

traditional Chinese view, students are dependent on adults to gain knowledge and mostly 

are incapable of learning about the world without the strong guidance and advice of a 

teacher. This view is derived from the Confucian view of the role model that students 

should follow their educator, learning through imitation and emulation by rote and 

practice (Hughes & Yuan, 2005). This can be seen from ‗learning knowledge through 

memorising‘ (Mo Er Shi Zhi). On the other hand, apart from the teacher-centred teaching 
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process, Confucius endorsed that teachers should ‗teach students in accordance with their 

aptitude‘ (Yin Cai Shi Jiao). For example, he employed ‗teaching through speaking‘ (You 

Yan Zhi Jiao) and ‗teaching through invisible things‘ (Wu Yan Zhi Jiao) to purposely 

educate particular students. Further, Confucius believed that genuine learning was 

indispensable to thinking, reflection, and seeking the meaning of what is taught and 

learned. Confucianism also supported Heuristic teaching. Confucius said, ‗Learning 

without thinking makes people lost, thinking without learning makes people perplexed‘ 

(Xue Er Bu Si Ze Wang, Si Er Bu Xue Ze Dai). In addition, Confucius also encouraged 

students to learn independently to obtain new knowledge from old knowledge. As he 

said, ―By reviewing what was learned, one can learn new knowledge‖ (Wen Gu Er Zhi 

Xin). However, this saying also had another meaning, that is, students should review 

frequently the knowledge they have learned through repetition, memorisation, and 

recitation. To Confucius, education was also a means of cultivating virtues in people, as 

he believed that ―virtuous behaviour can ensure individual success and societal harmony‖ 

(Tweed & Lehman, 2002, p. 92). He believed that people could be cultivated and 

perfected if they were led to the right path through education, through their own efforts 

of self-cultivation and through the emulation of models outside themselves (Han, 2008). 

In Confucianism, the teacher-centred teaching activities dominate, but there is still a role 

for student-centred activities. To sum up, from the perspective of Confucianism, teaching 

means to impart knowledge to students and to cultivate their abilities and morality 

through more teacher-centred activities along with some student-centred activities. This 

summary of Confucianism will be used in analysing participants‘ responses in this 

research.  

2.3.2.2 Modern Conceptions of Teaching in China 

Today, Confucianism is still influential but no longer the dominant force in teaching 

matters in China (Han, 2008). Since the open-door policy was implemented in 1979, 

current Chinese teaching has evolved into a hybrid of Confucianism, the former Soviet 

Union Educational ideology, and a western educational ideology after a century of 

interaction, conversation, adaptation, and integration (Ding, 2001). 

A tendency for teaching conceptions in China to be similar to western conceptions has 

appeared among the research findings of modern Chinese teachers (Gao & Watkins, 

2001; Lam & Kember, 2004). Based on Kember‘s (1997) model, Gao and Watkins 



Chapter 2. Literature Review  

 21 

(2001) examined 450 Chinese school physics teachers and identified a two-level model 

of conceptions of teaching. The two second-order orientations included the moulding and 

cultivating approaches, and the five first-order conceptions involved knowledge delivery, 

examination preparation, ability development, attitude promotion, and conduct guidance. 

Knowledge delivery and exam preparation are covered by the moulding approach. The 

other three conceptions are part of the cultivating approach. The two moulding 

conceptions align with the teacher-centred/content-oriented orientation, while the other 

three cultivating conceptions are linked to the student-centred/learning-oriented view. 

Gao and Watkins argued that these Chinese teachers seemed to regard students‘ exam 

performance as the most important indicator of excellent teaching. Gao and Watkins also 

proposed relationships between conceptions at the same level. Unlike other models, the 

conceptions at the same level are clearly distinguished. Each of the two neighbouring 

conceptions at the first level correlates to a certain degree. Moreover, two second-order 

orientations are weakly correlated. 

Similar to Gao and Watkins‘ (2002) research, Lam and Kember (2004) interviewed 18 

school art teachers in Hong Kong and generated a two-level model of conceptions of art 

teaching (see Table 2). The two second-order orientations are labelled as essentialist and 

contextualist. For each of these, there are two first-order conceptions. Moral development 

in art and aesthetic development in art belong to the more teacher-centred essentialist 

orientation. On the other hand, intellectual development through art, and expression and 

therapy through art are covered by the student-centred contextualist orientation, which 

suggests student experience and personal development as most important factors for art 

education. The conceptions are clearly qualitatively distinguishable but are related at the 

same level, and hierarchical on the whole. 

Table 2 
Conceptions of Teaching Art 

Orientation Essentialist Contextualist 
Direction In Art Through Art 
Conception Moral 

Development 
in Art 

Aesthetic 
Development 
in Art 

Intellectual 
Development 
through Art 

Expression and 
Therapy 
through Art 

Conceptions of teaching identified by modern Chinese researchers range from the 

teacher-centred to the student-centred, and this aligns with Kember‘s (1997) continuum. 
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However, compared with the western findings, the models did not specify whether these 

conceptions are proposed from parallel, ordered, or developmental perspectives. 

In summary, Chinese and western findings of teachers‘ conceptions of teaching reveal a 

high degree of commonality, that is, most identified conceptions can be covered by the 

two broad orientations on the teacher-centred and student-centred continuum (Kember, 

1997) (see Table 3). However, teachers in the west may simultaneously hold parallel (or 

ordered) and hierarchical conceptions of teaching, whilst Chinese teachers may hold 

parallel and hierarchical conceptions of teaching. Further, the findings of these studies 

reveal that dilemmas exist, that is, the student-centred approach is more critical than the 

teacher-centred. Some researchers proposed, ―There is…an implication, which is often 

made explicit, that the conceptions [of teaching] towards the student-centred end of the 

continuum are superior‖ (Kember, p. 261; Samuelowicz & Bain, 2001), some held the 

different view that examination preparation was a good indicator of excellent teaching 

(Gao & Watkins, 2002), while others thought that they were parallel (Fenstermacher & 

Soltis, 2004; Pratt et al., 2001). 
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Table 3 
A Summarised Table for Conceptions of Teaching 

 Teacher-centred orientation Transition  Student-centred orientation  
Kember (1997) Teacher-centred/content-oriented  Student-centred/learning-oriented  

Impart 
information 

Transmit 
Structured 
knowledge 

 Student- 
teacher 
interaction 

Facilitate 
understanding 

Conceptual 
Change 

   

Fenstermacherer & 
Soltis (1998, 2004) 
 

Executive     Therapist     Libera-
tionist  

Pratt (1998, 2001) Transmission Apprenticeship 
 

  Development Nurturing   Social 
reform 

Samuelowicz & Brain 
(1992, 2001) 

Impart 
knowledge 

Transmit 
structured 
knowledge 

Facilitate 
under-
standing 

 Help students 
develop expertise 

Prevent 
misunder-
standing 

Negotiate 
meaning 

Encourage 
knowledge 
creation 

 

Gao & Watkins 
(2002) 

Moulding  Cultivating  
Knowledge 
delivery 

Exam 
preparation 

  Ability 
development 

Attitude 
promotion 

Conduct 
guidance 

  

Lam & Kember 
(2004)  

Essentialist  Contextualise  
Moral 
development 
in art  

Aesthetic 
development in 
art 

  Intellectual 
development 
through art 

Expression & 
therapy 
through art 
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It has been also argued that there is no room on Kember‘s (1997) continuum for the 

liberationist approach (Fenstermacher & Soltis, 2004) or the social reform perspective 

(Pratt, et al, 2001). This suggests that at least one more major dimension (e.g., individual 

vs. collective) has been left out of the teacher-centred and student-centred continuum 

(Brown, 2008). Thus, a framework concerning conceptions of teaching has been 

proposed based on the reviewed literature (see Figure 2). The two extremes, Individual 

and Collective, were added in Figure 2. Individual reflects the more personal activities, 

whilst Collective reflects the more group activities. The reviewed literature and proposed 

figure in this section will build a foundation for the study of teachers‘ conceptions of 

excellent teaching and offer the empirical evidence to discuss the findings in regard to 

excellent teaching. 

 

Figure 2. A Modified Model of Conceptions of Teaching (Brown, 2007)  
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2.4 Teaching Practice 

In this research, the term ‗teaching practice‘ was adopted to represent how teachers make 

sense of their planning, action, and reaction in their actual teaching. This researcher 

regards ‗teaching practice‘ as being similar to other related constructs such as ‗practice of 

teaching;‘ (Gallagher, 1991), ‗implementation of teaching‘ (Woods, 1991), ‗instructional 

practice‘ (Thompson, 1984), and ‗approach to teaching‘ (Trigwell & Prosser, 1996). As 

with conceptions of teaching, the current dimensions of teaching practice can be mapped 

onto the teacher-centred and student-centred spectrum (Kember, 1997). 

2.4.1 Teaching Practice in Other Countries 

2.4.1.1 Progressive Practice vs. Transmissive Practice 

Onwuegbuzie, Witch, Filer, and Downing (2000) proposed two types of teaching practice 

as progressive and transmissive practice. The student-centred practice, progressive 

pedagogy focuses on human development, interaction with the world of people and 

materials, and building humanist values (Nager & Shapiro, 2000). Progressive practices 

link school learning to students‘ lives outside the school context. Thus, decisions 

concerning practices implemented by progressive teachers are based on students‘ 

personal experiences and are more likely to develop practical abilities and skills (Zhao, 

2007). Transmissive teachers adopt an opposite set of teacher-centred practices. They 

emphasise dispensing knowledge to students and using the lecture as a primary teaching 

method. Progressive teaching practice and transmissive teaching practices represent the 

extremes of Kember‘s continuum (1997). Existing literature suggests that more pre-

service teachers held a transmissive orientation as opposed to a progressive orientation in 

their teaching (Minor, Onwuegbuzie, Witcher, & James, 2002).  

2.4.1.2 Developmentally Appropriate Practice vs. Developmentally Inappropriate 

Practice 

The National Association for the Education of Young Children (1987) in the United 

States proposed a set of practices defined as developmentally appropriate practices 

(DAP). DAP is a student-centred approach in which teachers act as the facilitators of 

learning and make discussions based on the knowledge of students and their current 

development (Buchanan, Burts, Bidner, White, & Charlesworth, 1998; Maxwell, 
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McWilliam, Hemmeter, Ault, & Schuster, 2001; Vartuli, 1999). DAP advocates problem-

solving, critical thinking, and intellectual risk-taking (McMullen, 1999) in a respectful 

and supportive learning environment (Bredekamp & Copple, 1997). The opposite 

category is defined as developmentally inappropriate practices or traditional practices. 

Teachers holding a traditional view of teaching practice adopt a teacher-directed 

approach. They use repetition in instruction and provide reinforcement to shape student 

behaviour (Chiu, 2006). It seems that DAP is more student-focused. The DAP literature 

reveals that early childhood teachers and primary school teachers highly support student-

centred practices (File & Gullo, 2002; Vartuli, 1999). Minor, Onwuegbuzie, Witch, and 

James (2002) also found that being student-centred was rated as the most common 

characteristic of excellent teaching among pre-service teachers.  

2.4.1.3 Pluralistic Teaching Practices 

By interviewing 24 university physics and chemistry lecturers, Trigwell, Prosser, and 

Taylor (1994) identified five qualitatively different approaches to teaching which map 

onto the teacher-centred and student-centred continuum (Kember, 1997): 

Approach A:  A teacher-focused strategy with the intention of transmitting information 

to students; 

Approach B:  A teacher-focused strategy with the intention that students acquire the 

concepts of the discipline; 

Approach C:  A teacher/student interaction strategy with the intention that students 

acquire the concepts of the discipline; 

Approach D:  A student-focused strategy aimed at students developing their 

conceptions; 

Approach E:  A student-focused strategy aimed at students changing their conceptions. 

Approach A is a teacher-centred strategy which focuses on transmitting facts and skills, 

but not on the relationships between these two. Approach B is teacher-centred and helps 

students acquire the concepts of the discipline and the relationships between them. The 
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difference between approaches A and B is that students in Approach A are only expected 

to be able to recall facts and solve problems, but students in Approach B are also 

expected to be capable of relating concepts and solving problems. Approach C is an 

interactive strategy between the teacher and students. This approach aims at helping 

students acquire the discipline based concepts and the relationships between them 

through the active teaching-learning process. Approach D is a student-centred strategy 

which assists students in developing the world views or conceptions that they already 

have. Unlike Approach D, Approach E requires students to re-construct their knowledge 

to produce a new world view or conception. The teacher cannot transmit their own 

conceptions to the students (Trigwell, et al., 1994). 

In summary, the duality and plurality of teaching practice in the west ranges from the 

teacher-centred to the student-centred. It seems that there is no consensus about which 

kind of teaching practice is more critical. 

2.4.2 Teaching Practice in Mainland China and Hong Kong 

Similarly teaching practices in China can be placed on the teacher-centred and student-

centred continuum (Kember, 1997). As with conceptions of teaching, Chinese pedagogy 

is heavily influenced by the Confucian tradition and the socialist ideology of the last fifty 

years (Hsueh & Tobin, 2003; Hulbert, 2007). The traditional Chinese model of teaching 

is characterised by the transmission of knowledge principally through an imitative, 

repetitive, and memorising process (Hughes & Yuan, 2005; Munro, 1975; Paine, 1990, 

1992; Tang & Absalom, 1998). The role of a teacher is to deposit knowledge into 

students (Zhang & Collis, 1995). They prepare structured lessons and have everything in 

control (Vaughan, 1993). Students are viewed as dependent on teachers to gain 

knowledge and mostly are incapable of learning about the world without the teachers‘ 

strong guidance and advice (Hughes & Yuan, 2005). Students are expected to be well-

controlled and well-behaved in an environment with large teacher-child ratios (Rao, 

Koong, Kwong, & Wong, 2003). Teaching methods are largely expository and teacher-

directed activities including drilling for externally-mandated, high-stakes or consequence 

examinations (Watkins & Biggs, 2001). The teaching process is teacher-centred and text-

based. Both the teacher and the textbook are regarded as authoritative sources of 

knowledge (Cortazzi & Jin, 1996b). Teachers select points of knowledge from 



Chapter 2. Literature Review  

 28 

authoritative sources such as textbooks and teacher hand books. Teachers interpret, 

analyse and elaborate on these points for students, deliver a carefully sequenced dose of 

knowledge for the students to memorise, repeat, and understand, and help them connect 

the new points of knowledge with old knowledge (Tang & Absalom, 1998). The 

immediate importance and potential application of the knowledge is taught (Gu, 2006). 

Traditional Chinese teaching sees learning as a linear movement from teachers to 

students (Zhao, 2007). The teacher is in the centre of the focus and students are believed 

to be passive or rote learners (Louie, 1984; Watkins & Biggs, 2001). 

These days, Chinese teachers are being asked to achieve new curriculum standards in 

curriculum reform which aim to support creativity and individuality so that education is 

more responsive to student needs and the evolving society (Zhao, 2007; Zhu, 2003). 

Teachers are also being exposed to western views of teaching and social ideologies. The 

influence of the hybridity of Chinese and western education and social ideologies on 

teaching is becoming a major issue in China (Han, 2008; Zhao, 2007). Under this 

situation, it is claimed that Chinese teaching practices should shift from a teacher-centred 

to a student-centred approach (Hughes & Yuan, 2005), and the role of the teacher should 

change from one of being an authority over knowledge to that of being a lifelong learner 

(Hsueh & Tobin, 2003). It is unfortunate, however, that there is little evidence, especially 

empirical evidence, to show the best balance of teaching practice before curriculum 

reform or after curriculum reform. The argument above only indicates that Chinese 

teaching practices are more teacher-centred, but it does not exclude the existence of 

student-centred practices. Through many cross-cultural studies, it has been found that 

Chinese teaching practices are more teacher-centred compared with the western 

counterparts. McMullen, et al. (2005) investigated preschool teachers‘ beliefs about 

developmentally appropriate practices (DAP) in the United States, China, Taiwan, Korea, 

and Turkey. They found that Chinese teachers were significantly different from those in 

all other countries, especially the United States, in their beliefs about DAP and the 

frequency of engaging DAP. Chinese teachers were less likely to believe in DAP and 

demonstrated a low frequency of engaging in DAP. Teaching practices identified in the 

literature in the west and in China can be best set on Kember‘s (1997) continuum. 

Chinese teaching practices were comparatively more teacher-focused. This part of review 

has shaped the design of the quantitative questionnaire concerning teaching practice and 

has offered the evidence for discussing the findings of teaching practice.  
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2.5 Links between Teachers’ Conceptions of Teaching and Teaching 

Practices 

Based on the theory of planned behaviour (Ajzen, 2005), it is assumed that teachers‘ 

conceptions of teaching shape their teaching practices to a substantial degree. Some 

empirical studies also support that a logical causal relationship exists between teachers‘ 

conceptions of teaching and their practices.  

By interviewing 39 polytechnic university lecturers, Gow and Kember (1993) reported 

that teachers‘ conceptions of teaching affected their practices such as ―the methods of 

teaching adopted, the learning tasks set, and the assessment demands made‖ (p. 31). 

Teachers who believed teaching to be teacher-centred focused on knowledge delivery, 

while those who conceived of teaching as being student-centred were likely to use 

facilitative strategies. Similarly, Trigwell and Prosser (1996) found ―consistency in 

teachers‘ conceptions and approaches‖ (p. 281) in interviews with 24 science lecturers.  

Samuelowicz (1994) studied two teachers and found that these teachers‘ conceptions of 

teaching influenced their assessment practices specifically. The teacher with student-

oriented conceptions of teaching focused on higher-order, problem-solving, and decision-

making processes in assessment tasks. On the other hand, the teacher with teacher-

oriented conceptions tended to use more knowledge recall in assessment tasks. 

In another example in high schools, Ho, Watkins and Kelly (2001) claimed that teachers 

who conceived of teaching as content delivery were inclined to adopt teacher-centred 

strategies, whilst teachers who conceived of teaching as facilitating students‘ 

understanding of knowledge were inclined to adopt student-centred strategies. The 

results also showed that teaching practices were changed promptly when teachers 

renewed their conceptions to be more student-centred. 

At the school level, Lam and Kember (2006) also found a high degree of consistency 

between teachers‘ conceptions of teaching and approaches to teaching. They interviewed 

18 secondary school art teachers to examine the relationships between teachers‘ 

conceptions of teaching and approaches to teaching. Sixteen of the 18 participants 

showed combinations of conceptions and approaches that matched essentialist (subject-

centred) conceptions of teaching with subject-centred approaches and contextualist 
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(student-centred) conceptions to student-centred approaches. Only two teachers‘ 

conceptions of teaching did not match their approaches.  

On the other hand, the empirical study also found inconsistency between teachers‘ 

conceptions of teaching and teaching practices. Lim and Chai (2008) interviewed six 

teachers and observed 18 lessons from two Singapore primary schools. Five of six 

teachers were reportedly inclined towards constructivist conceptions of teaching in their 

interviews. However, all lessons they observed focused mainly on information 

acquisition and repetition, which were predominantly teacher-centred in nature. This 

research reported the large inconsistencies between teachers‘ conceptions of teaching and 

their practices. Brown (2002) also found in a study of 18 New Zealand secondary 

teachers that they were likely to resort to transmission of memorisable information in 

order to prepare students for end-of-year qualifications examinations, despite having 

student-centred, deep-learning conceptions of teaching. Similar inconsistent results were 

found by Murray (1997) at the tertiary level. Murray interviewed 13 university lecturers 

to examine the relationship between teachers‘ perceptions of teaching and their claimed 

teaching practices. The majority of teachers saw themselves as being more student-

focused and some held combined conceptions. However, the predominant practices these 

teachers adopted were lecturing, tutoring, transmitting information, and checking 

knowledge understanding.  

Consistency between teachers‘ conceptions of teaching and their teaching practices is 

expected in accordance with the theory of planned behaviour (Ajzen, 2005). However, 

the empirical research found that it is not always the case. Hence, some researchers 

proposed possible factors or reasons to explain the inconsistency. Contextual factors such 

as school policies, resources, assessment system, and curricula (Beach, 1994; Brown, 

Lake, & Matters, 2009; Clandinin, 1986; Fang, 1996; Lim & Chai, 2008; Sapon-Shevin, 

1991; Windschitl, 2002) were frequently claimed by the researchers to account for the 

inconsistencies. The participants in Lim and Chai‘s study reported that they ―need to 

complete the syllabi according to stipulated schedules so as to get the students ready for 

examination‖ (p. 1). They believed this was the main barrier to implementing student-

centred practices. Hawthorne (1992) pointed out that many teachers struggled to keep the 

balance between teachers‘ conceptions and the reality (e.g., nature of school, resources, 

time, etc.) they were facing in an effort to survive the school year while doing what was 
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best for their students. Light and Calkins (2008) argued that high school student 

numbers, departmental culture, and demands on time might possibly contribute to the 

disjunction. Lam and Kember (2006) proposed that the inconsistencies might be due to 

teachers‘ educational background, the rank of the school, and the external examination 

syllabus. It is also likely that teachers were reporting what they believed to be right 

politically without deep understanding (Windschitl, 2004). It is acknowledged that the 

inconsistencies between teachers‘ conceptions and teaching practices is a complex issue 

even though some alternative reason or factors were claimed.  

The review above shows that teachers‘ conceptions of teaching are consistent with their 

teaching practices to a great extent. It was also found that exceptions may occur due to 

contextual reasons. Generally speaking, the current research into teachers‘ conceptions of 

teaching and practices fall into the qualitative trend whether there is a relationship 

between teachers‘ conceptions of teaching and the corresponding practices. This 

reviewed section will serve as a framework for the investigation of the relationship 

between teachers‘ conceptions of excellent teaching and their teaching practices in 

accordance with the theory of planned behaviour (Ajzen, 2005). The inconsistent 

exceptions between teachers‘ conceptions of excellent teaching and their practices will be 

explained from an empirical perspective and a theoretical perspective (the theory of 

planned behaviour) using the reviewed literature in this section.  

2.6 Teachers’ Conceptions of Excellent Teaching 

2.6.1 Teachers’ Conceptions of Excellent Teaching in Other Countries 

Researchers have been investigating advanced teaching for many decades. A variety of 

terms are adopted to describe it as ‗good‘ (Cortazzi & Jin, 1996a; Watkins & Zhang, 

2006), ‗effective‘ (Wilson & Cameron, 1996; Witcher, Onwuegbuzie, & Minor, 2001), 

‗excellent‘ (Kane, Sandretto, & Heath, 2004; Vallance, 2003), ‗accomplished‘ (NBPTS, 

1987), and ‗qualified‘ (Darling-Hammond & Youngs, 2002). In general, they all seem to 

be describing a similar set of attributes. In this research, the word ‗excellent‘ has been 

used to describe highly accomplished teaching. Rather than prescriptively defining 

highly accomplished teaching, empirical researchers have turned to the identification of 
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its characteristics, categories or dimensions. These are reviewed under the framework of 

Kember‘s (1997) teacher-centred and student-centred continuum.   

Lee (2006) reviewed the related literature and summarised 12 characteristics of excellent 

teaching. These included caring for students, showing respects to students, building 

relationships, demonstrating enthusiasm in teaching, inspiring student learning, being 

imaginative, being compassionate, holding positive teaching attitudes, setting high 

expectations to students, collaborating, understanding pedagogy knowledge and teaching 

subject, and focusing on classroom management (Banner & Cannon, 1997; Berry, 

Johnson, & Montgomery, 2005; Calfapietra, 2002; Cole, 2003; Fisher, 2003; Jared, 1997; 

Schmoker, 1999; Soong, 2004; Stronge, 2002). These categories can be placed on 

Kember‘s (1997) continuum. For example, the teacher-centred category includes setting 

high expectations for students, teacher-student interactions include building relationships, 

and the student-centred category involves caring for students. 

Similarly, McGee (2006) outlined ten characteristics for excellent high school teachers 

after reviewing existing literature. These are best set onto Kember‘s (1997) continuum. 

The teacher-centred category consists of possessing strong classroom management, 

having knowledge of content, having knowledge of pedagogy, and possessing strong 

communication skills. The interaction category involves using a variety of instructional 

strategies and providing feedback to students. The student-centred category involves 

possessing interpersonal skills such as showing respect, being fair, patient, and trusting, 

and motivating students. However, two characteristics such as demonstrating personal 

and professional growth through professional development and being certified in their 

content area cannot be set onto Kember‘s continuum. They seem to be more 

individualised and can be placed on the modified model of conceptions of teaching (see 

Figure 2) (Bradley & Loadman, 2005; Danielson, 2002; Kaplan & Owings, 2002; 

Marzano, 2003; McEwan, 2002; Rice, 2003; Stronge, 2002).  

Apart from identifying the characteristics of excellent teaching, an increasing number of 

researchers have aimed at making sense of the characteristics by classifying them into 

certain categories or dimensions. As with the characteristics, the categories or 

dimensions can be also set onto Kember‘s (1997) continuum. Stronge, Tucker, and 

Hindman (2004) described six categories of excellent teachers: (1) teacher-centred 
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(classroom management and organisation), (2) teacher-student interaction (organising for 

instruction and implementing instruction), and (3) student-centred (teacher as a person 

and monitoring student progress and potential). The categories, prerequisites of excellent 

teaching, can be characterised as individualised in Figure 2 but cannot be located on 

Kember‘s continuum. The prerequisites of excellent teaching involve verbal ability, 

educational coursework, teacher certificate, content knowledge, and teaching experience.  

Beishuizen, Hof, Van Putten, Bouwmeester, and Asscher (2001) reviewed the related 

studies and found that the perspectives on excellent teaching could be categorised into 

two main areas, that is, personality views and ability views. Personality views align with 

the student-centred, which embrace kind, serious, enthusiastic, attractive, calm, and 

putting things in a positive way. Most items of ability views are teacher-centred, focusing 

on teacher skills, knowledge, and experience, attention to preparation, organisation and 

pedagogy, ability to stimulate interest, being able to keep order, explaining well, taking 

care of the classroom, and giving clear instructions. However, some of them are inclined 

to be located in the teacher-student interaction, such as knowing a lot of examples, being 

well able to improvise, adapting explanation flexibly to the needs of the students, giving 

clear outlines and structuring comments, and varying the level of questions. 

These formal characteristics and dimensions, however, need to be balanced against what 

teachers themselves consider to be excellent teaching. Generally research into 

conceptions of excellent teaching has reported pre-service and in-service teachers‘ 

multiple understandings of excellent teaching at school levels. A study by Witcher, 

Onwuegbuzie, and Minor (2001) examined 219 pre-service teachers‘ perceptions of 

excellent teachers in the United States and identified the following dominant categories. 

They include the teacher-centred (classroom and behaviour management, and knowledge 

about subject), teacher-student interaction (teaching methodology and enthusiasm for 

teaching), and the student-centred. In a follow-up investigation, Minor, Onwuegbuzie, 

Witcher, and James (2002) found another category — professionalism, which can be 

seen as the individualised in Figure 2.   

In Australia, Vallance (2003) conducted a qualitative study regarding in-service 

secondary school teachers‘ conceptions of excellent teachers. A cohort of 19 teachers in 

four Catholic secondary schools in suburban Perth was involved through classroom 
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observation and in-depth semi-structured interviews over a period of two years. Four 

major dimensions were introduced. They were teacher-centred (being organised and 

having the details of the classroom under control) and student-centred (loving their 

students, committing to the needs for their own personal growth and awareness, and 

having a personal commitment to their students). 

Another early study in Australia concerning pre-service teachers‘ conceptions of 

excellent teaching was undertaken by Wilson and Cameron (1996). The sample consisted 

of 47 in-service teachers who were asked to write journals concerning their 

understanding of excellent teaching during a three week field experience. They identified 

a complex developmental model, which moved from a teacher-centred to a student-

centred view of instruction, from a personal to a professional view of relationships with 

students, and from a control to a holistic view of classroom management. Wilson and 

Cameron also argued that conflicting conceptions of excellent teaching co-existed. 

In summary, the characteristics or dimensions with respect to accomplished teaching 

identified by individual researchers could be placed onto the teacher-centred and student-

centred continuum (Kember, 1997). 

2.6.2 The National Board for Professional Teaching Standards  

Apart from individual studies in terms of conceptions of excellent teaching, some 

countries or organisations have codified characteristics of excellent teaching as teaching 

standards, such as the Performance Threshold for advanced teaching in England and 

Wales, the Chartered Teacher Award for experienced teaching in Scotland, the Level 3 

Classroom Teacher Position for exemplary teaching in Australia, and the National Board 

for Professional Teaching Standards (NBPTS) for highly-accomplished teaching in 

America. The NBPTS has been reviewed as a representative teaching standard in this 

research.  

The NBPTS was established in 1987 as the result of two landmark reports, A Nation at 

Risk: The Imperative for Educational Reform (National Commission on Excellent in 

Education, 1983) and A Nation Prepared: Teachers for the 21st Century (Carnegie 

Forum on Education and the Economy, 1986) by the Carnegie Forum on Education and 

the Economy‘s Task force on Teaching. The report, A Nation at Risk: The Imperative for 
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Educational Reform, warned that the American education system turned out a large 

number of students who were ignorant of the past and unprepared for the future. The 

report found that public confidence in the teaching profession was dangerously low, as 

they sought answers to why students did not perform as well on international tests as 

expected (Irving, 2004). In 1986, the report, A Nation Prepared: Teachers for the 21st 

Century, re-iterated the necessity of transforming teaching into a profession of well-

educated teachers and creating a career ladder for teachers who identified, labelled, and 

rewarded accomplished teaching (Hallinan & Khmelkov, 2001; Johnson, 1987; Karaman, 

2007). In the following year, the NBPTS was born with a mission to ―establish high and 

rigorous standards for what accomplished teachers should know and be able to do, and to 

develop and operate a national, voluntary system to assess and certify teachers who meet 

these standards‖ (NBPTS, 1989, p. 1). More than just identifying the most excellent 

teachers, the NBPTS established a set of professional norms, standards, and career stages 

to professionalise teaching (Harris, 2009; Koppich, Humphrey, & Hough, 2006). 

The NBPTS is an independent, nonprofit, and nongovernmental organisation governed 

by a Board of Directors. The NBPTS Board of Directors appoints standards committees 

which are responsible for developing standards in their area. The majority of each 

committee is made up of classroom teachers, while other members may include experts 

in child development, teacher education and relevant disciplines. The committee provides 

recommendations to the National Board and advises those involved in developing the 

corresponding assessment tasks. The standards then undergo public scrutiny and are 

finally approved by the NBPTS board of directors (NBPTS, 2009a). One key feature of 

this process is ‗by teachers, for teachers‘, that is, practicing classroom teachers fill a 

majority of seats on standards committees and its subsidiaries must be classroom 

teachers. This idea was initially proposed by Shulman and Sykes (1986), as they argued 

that full and active participation by classroom teachers was crucial to success.  

Five core propositions form the foundation for characterising accomplished teaching and 

developing each standard. These are: 

Proposition 1: Teachers are Committed to Students and Their Learning 
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NBCTs are dedicated to making knowledge accessible to all students. They believe all 

students can learn; They treat students equitably; They recognise the individual 

differences that distinguish their students from one another and they take account for 

these differences in their practice; NBCTs understand how students develop and learn; 

They respect the cultural and family differences students bring to their classroom; They 

are concerned with their students‘ self-concept, their motivation and the effects of 

learning on peer relationships; NBCTs are also concerned with the development of 

character and civic responsibility.  

Proposition 2: Teachers Know the Subjects They Teach and How to Teach Those 

Subjects to Students. 

NBCTs have mastery over the subject(s) they teach. They have a deep understanding of 

the history, structure and real-world applications of the subject; They have skill and 

experience in teaching it, and they are very familiar with the skills gaps and 

preconceptions students may bring to the subject; They are able to use diverse 

instructional strategies to teach for understanding. 

Proposition 3: Teachers are Responsible for Managing and Monitoring Student Learning. 

NBCTs deliver effective instruction. They move fluently through a range of instructional 

techniques, keeping students motivated, engaged and focused; They know how to engage 

students to ensure a disciplined learning environment, and how to organise instruction to 

meet instructional goals; NBCTs know how to assess the progress of individual students 

as well as the class as a whole; They use multiple methods for measuring student growth 

and understanding, and they can clearly explain student performance to parents.  

Proposition 4: Teachers Think Systematically about Their Practice and Learn from 

Experience. 

NBCTs model what it means to be an educated person – they read, they question, they 

create and they are willing to try new things; They are familiar with learning theories and 

instructional strategies and stay abreast of current issues in American education; They 

critically examine their practice on a regular basis to deepen knowledge, expand their 

repertoire of skills, and incorporate new findings into their practice.  
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Proposition 5: Teachers are Members of Learning Communities. 

NBCTs collaborate with others to improve student learning; They are leaders and 

actively know how to seek and build partnerships with community groups and 

businesses; They work with other professionals on instructional policy, curriculum 

development and staff development; They can evaluate school progress and the 

allocation of resources in order to meet state and local education objectives; They know 

how to work collaboratively with parents to engage them productively in the work of the 

school. (NBPTS, 2009a) 

These five core propositions can be set on the teacher-centred and student-centred 

continuum (Kember, 1997).  The proposition, Teachers are Committed to Students and 

Their Learning, is student-centred. The second proposition Teachers Know the Subjects 

They Teach and How to Teach Those Subjects to Students is more teacher-centred but 

some points are student-centred (e.g., teachers use diverse instructional strategies). The 

third proposition, Teachers are Responsible for Managing and Monitoring Student 

Learning, is more likely to be teacher-centred but still has some student centred elements 

(e.g., teachers use multiple methods for measuring student growth and understanding). 

The fourth proposition Teachers Think Systematically about Their Practice and Learn 

from Experience is teacher-centred. The final proposition, Teachers are Members of 

Learning Communities, is more teacher-centred.  

2.6.3 Conceptions of Excellent Teaching in China and Hong Kong 

Research with Chinese teachers concerning their notions of excellent teaching would be 

valuable given that their teaching environments and degree of freedom in making 

teaching decisions are more constrained compared to those of western teachers (Gao & 

Watkins, 2002). The conceptions of teaching and exemplary teaching held by Chinese 

teachers, in contrast, have not been investigated extensively. These limited findings could 

be placed on Kember‘s (1997) continuum.  

Watkins and Zhang (2006) reviewed several related studies conducted in Hong Kong or 

Mainland China and concluded that Chinese views of an excellent teacher fell onto the 

teacher-centred and student-centred continuum. The teacher-centred includes having 

deep knowledge in general and in a particular subject, focusing on knowledge delivery, 
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and helping students to do well in examination. The more student-centred consists of 

having a close relationship with students, being a good moral guide, caring about 

students‘ personal problems, promoting positive attitudes to society, and cultivating good 

citizenship (Cortazzi & Jin, 1996a, 1996b; Gao & Watkins, 2001; Jin & Cortazzi, 1998; 

Kelly & Watkins, 2002; Watkins & Sachs, 2004). 

Cortazzi and Jin (1996a) conducted a survey of 135 Chinese university students about 

their perceptions of excellent teachers in Tianjing. The participants were asked to write 

open-ended essays concerning the expected characteristics of an excellent teacher. Their 

teacher-centred category included having a deep level of knowledge and being able to 

explain clearly. The more student centred category included being patient, being 

humorous, being a good moral example, showing friendliness, teaching students about 

life, arousing students‘ interest, being warm-hearted, using effective teaching methods, 

and being caring and helpful.  

Zhang (2007) identified teachers‘ conceptions of an excellent university teacher through 

65 university English teachers in China. In the model of an excellent university teacher in 

general, ten characteristics were found. The teacher-centred included having a broad and 

sound general knowledge base, demonstrating a deep knowledge of the teaching content, 

planning instruction effectively, presenting teaching content clearly and accurately, 

laying down clear standards and expectations for students, and being strict. The student-

centred category included being patient with students, being responsible for students, 

being aware of students‘ mindset and minimising the teacher-student generation gap, and 

cultivating students to be good persons, and behaving as a good moral role model for 

students. 

Kember and Kwan (2000), through interviewing 17 lecturers in Hong Kong, identified 

two main dimensions for the conceptions of excellent teaching: teaching as transmission 

of knowledge (teacher-centred) and teaching as learning facilitation (student-centred). 

Both dimensions consist of two sub-dimensions. The first conception of teaching as 

transmission of knowledge included teaching as passing information and teaching as 

making it easier for students to understand. In this conception, teaching was seen as a 

teacher-centred activity aiming to transmit knowledge to the students who were 

considered passive recipients of information. The other conceptions included teaching as 
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meeting students‘ learning needs and teaching as facilitating students to become 

independent learners. The teaching focus in this conception moved away from the teacher 

towards the students. It identified that teaching involved facilitating student learning and 

emphasised meeting the needs of the students by helping them develop into independent 

learners. Apart from identifying teachers‘ conceptions of excellent teaching, Kember and 

Kwan also explored the relationship between teachers‘ conceptions of excellent teaching 

and their approaches to teaching and concluded that teachers‘ approaches to teaching 

were strongly influenced by their conceptions of excellent teaching. Teachers who 

conceived of excellent teaching as transmitting knowledge were more likely to use 

content-centred approaches to teaching. On the other hand, teachers who conceived of 

excellent teaching as facilitative in nature tended to use learning-centred approaches. 

However, Kane, Sandretto, and Heath (2002) commented that Kember and Kwan missed 

an opportunity to examine to what extent teachers‘ conceptions of excellent teaching 

were related to their claimed educational practices. In addition, the study (Kember & 

Kwan) did not reveal how these conceptions inter-related or cross-related in a qualitative 

study. Further, there is little empirical research around this area. This research therefore 

examines the relation between teachers‘ conceptions of excellent teaching and teaching 

practice, and also explores how the conceptions correlate to each other.  

Most of the characteristics, dimensions, and standards of excellent teaching reviewed 

above both in the west and China are best set onto Kember‘s (1997) continuum, while 

some can be placed on the modified model of conceptions of teaching (see Figure 2). The 

characteristics, dimensions, and standards of excellent teaching reviewed in this section 

served to design the quantitative questionnaire of excellent teaching for this research and 

for discussing the findings in the conclusion chapter.  

On the basis of the literature review, three research questions have been proposed:  

 How are excellent teaching and teaching practice understood and experienced by 

Chinese middle school teachers, students, parents, and school leaders? 

 What are the conceptions of excellent teaching and teaching practice held by 

Chinese middle school teachers? 
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 How are Chinese middle school teachers‘ conceptions of excellent teaching 

related to their conceptions of teaching practice? 

2.7 Summary 

In conclusion, this chapter has reviewed six major research fields. The theory of planned 

behaviour, conception, and teachers‘ conceptions will form a theoretical framework to 

conduct this research into teachers‘ conceptions of excellent teaching and its relationship 

with teaching practice. According to the theory of planned behaviour, teachers‘ 

conceptions should influence their practices to a significant degree. The teacher-centred 

and student-centred continuum (Kember, 1997) has been shown to be especially useful in 

making sense of teachers‘ conceptions of teaching, teaching practices, the link between 

teachers‘ conceptions and teaching practices, and teachers‘ conceptions of excellent 

teaching. These research findings provide empirical evidence to guide the design of 

research questions, the development of data collection procedures, and the discussion of 

research findings.  

The three research questions proposed above will be approached respectively in the next 

three chapters that focus on the empirical studies. 
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CHAPTER THREE 

CONCEPTIONS OF EXCELLENT TEACHING AND SELF-

REPORTED TEACHING PRACTICES IN CHINESE 

MIDDLE SCHOOLS 

This chapter describes Study One that elicited the personal experiences of Chinese 

middle school participants around a phenomenon (in this case excellent teaching) 

through their self-reported stories. This study was carried out with the aim of identifying 

how Chinese middle school participants perceived excellent teaching in Chinese middle 

schools. It was anticipated that this study would generate initial qualitative data regarding 

conceptions of excellent teaching demonstrated by Chinese middle school teachers and 

the teaching practices used by them. The data were expected to produce a rich profile of 

multiple conceptions of excellent teaching and self-reported practices in Chinese middle 

schools. This would then serve as the basis for designing questionnaires for further 

studies. In addition, Study One could provide evidence as to whether the conceptions 

held by participants about excellent teaching aligned with the conceptions identified in 

the reviewed literature.  

Study One was divided into four sub-studies by timing and participant groups—Study 

One A investigated Chinese middle school teachers‘ conceptions of excellent teaching, 

Study One B investigated students‘ conceptions, Study One C school leaders‘ 

conceptions, and Study One D parents‘ conceptions. Narrative inquiry was employed to 

analyse the qualitative data systematically using NVivo 8. 

3.1 Middle School Participants’ Conceptions 

3.1.1 Teachers  

Since teachers experience teaching on daily basis, it was expected that they fully 

understand the nature of teaching. Since not all teachers are equal in the quality and 

effectiveness of their teaching, by making known teacher thinking about excellence in 

teaching, teachers themselves may be able to discover the beliefs that have been shaping 

the way in which they go about their daily teaching (Pang, 1999). It may be also helpful 
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to understand why teacher education programs, once implemented in the classroom, do 

not work as they were originally intended to (Bliem & Davinroy, 1997).  

3.1.2 Students 

The use of students for the evaluation of teaching has been widely practised for many 

years, although there have always been arguments for and against such use (d‘Apollonia 

& Abrami, 1997; Greenwald, 1997; Penny & Coe, 2004; Theall & Franklin, 2001). Some 

advocates (Babad, Bernieri, & Rosenthal, 1991; Cullingford, 1987; Feldman, 1996a, 

1996b) have argued that school age students are clearly sufficiently competent to 

accurately perceive teacher behaviour, and are also able to interpret teacher behaviour as 

it relates to their awareness of their own individual needs.  

One of the first instruments in the field of student evaluation of teaching was the Purdue 

Teacher Evaluation Scale (PTES) (Bentley & Starry, 1970) which was designed for use 

with students from junior high school and beyond. Students and their parents from grades 

3 to 12 in Anchorage Alaska in the United States completed a written evaluation of 

teachers. The chief of the evaluation centre commented, ―Student input is about as good 

as or better than [that of] other teachers and even principals‖ (Bushweller, 1998, p.26). It 

has been proposed that school age students are a source of creative ideas for improving 

their schools (Smith, Petralia & Hewitt, 2005). From a learner‘s perspective, students 

could offer valuable recommendations for how to improve learning, teaching, and 

schooling. Chinese students are traditionally regarded as passive learners (Carson & 

Nelson, 1996) who accept what they are being delivered, seldom voicing their opinions. 

However, since students are experiencing teaching everyday and have insights that can 

lead to their ability to judge teaching, they may have legitimate views about what 

excellent teaching is (at least as experienced by the students). Therefore, the significance 

of listening to student voices in relation to their understanding of excellent teaching may 

be profound. This is also consistent with the proposal for more research on ―what makes 

for effective teaching of science in the eyes of the pupil‖ (Osborne, Simon, & Collins, 

2003, p. 1067). 
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3.1.3 School Leaders 

The impact of school leaders‘ conceptions should not be discounted (Dimmock & 

Walker, 1997) (School leaders here include principals, deputy principals, deans, grade 

leaders, and subject leaders). School leaders‘ conceptions frame their expectations and 

subsequent actions in schools and these in turn have powerful effects on their staff 

(Leithwood, 1994). Most school leaders were, or are, teachers, and quite a few of them 

were, or are, excellent teachers. Some of them are responsible for teaching performance 

evaluation, so they have a lot of opportunities to attend and evaluate teachers‘ classes. 

School leaders‘ conceptions of excellent teaching will thus be informed by their 

reflections on their own and their colleagues‘ excellent teaching practices. It was 

expected that the group of school leaders might perceive excellent teaching in their own 

unique way and point out new perspectives of excellent teaching to supplement teachers‘ 

conceptions of excellent teaching from a leader‘s perspective.  

3.1.4 Parents 

Compared with other participants mentioned above, the opportunities for Chinese 

parents‘ involvement in schools are few. This is so despite traditional Chinese culture 

providing much potential for the development of parental involvement. Partly under the 

influence of the Confucian culture, Chinese parents‘ regard for education is extremely 

high. The concept of ‗a learned people are good people‘ becomes the unwritten, golden 

tenet that guides most parents‘ attitudes in the education of their children (Feng, 1994; 

Ho, 1987; Smith, 1981, 1992). They believe that, except for the hard work of the students 

themselves, the secret of academic success lies in having devoted teachers and supportive 

parents. At present, especially since the one-child policy, Chinese parents inculcate their 

children with the traditional Chinese respect for teachers, and they are willing to sacrifice 

and do everything possible to help their only child get a good education and a bright 

future (Liang, 1991). It is assumed then that Chinese parents would be willing to be 

involved in educational research and would want to give their unique and innovative 

opinions about excellent teaching to achieve better schooling for their children. Further, 

one of the aims for educational evaluation reform promulgated by the Chinese Ministry 

of Education is that the various bodies such as students and parents should be involved in 

evaluating teaching (Joong, Xiong, Li, & Pan, 2009; Tao, 2003). 
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3.2 Narrative Inquiry 

In this study, narrative inquiry serves as both the method and phenomenon (Clandinin & 

Connelly, 2000) to explore participants‘ conceptions of excellent teaching and actual 

teaching practices in Chinese middle schools. This was achieved through the telling of 

their personal stories, and the identification of guiding concepts from the reviewed 

literature. In this study, narrative inquiry has been introduced under the following 

headings: (1) nature of narrative inquiry, (2) reasons to use narrative inquiry with stories, 

(3) stance of the researcher to use narrative inquiry, (4) Interpretation of narrative 

inquiry, (5) validity concerns, and (6) limitations of narrative inquiry. 

3.2.1 Nature of Narrative Inquiry 

As a form of qualitative research method, narrative inquiry is used to understand and 

make sense of human experience with an emphasis on open interpretation of experiences 

(Clandinin & Connelly, 2000). Narrative researchers value and interpret the importance 

of people‘s experiences and acknowledge the centrality of narrative in all lives 

(Czarniawska, 2004), where comprehension of parts contributes to experiencing the 

―whole‖ story of a person (Polkinghorne, 1988, p. 22). 

Influenced by Dewey‘s (1967) notions of continuity, interaction, and situation, Clandinin 

and Connelly (2000) defined a three-dimensional narrative inquiry space as temporality 

or continuity, interaction, and situation. Temporality refers to the time of past, present, 

and future. The researcher and participants are situated within a given time frame which 

is important because personal feelings are different at different times. ―Time both affects 

and is affected by the other components of the three dimensional space‖ (Clandinin & 

Connelly, p. 55). Interaction includes social and personal interaction. Human experiences 

are shaped by both personal and social factors (Clandinin & Connelly, 2000). People 

may recall how they felt about a certain event at a certain time, in addition to social 

factors that may have influenced these feelings and how this changed over time (Beach, 

2008). ―Situation refers to physical place or landscape‖ (Clandinin & Connelly, 2000, p. 

50) in which events occur. The geographical details are another major factor in the 

interpretations of the individual as well as with the interactions with the other 

dimensions. It is important that the three-dimensional narrative inquiry space is 

interdependent and influential on the others (Clandinin & Connelly, 2000. Thus ―the 
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focus of narrative inquiry is not only on individuals‘ experiences but also on the social, 

cultural, and institutional narratives within which individuals‘ experiences are 

constituted, shaped, expressed, and enacted‖ (Clandinin & Rosiek, 2007, p. 42-43).  

Clandinin and Connelly (2000) frequently refer to these dimensions as providing the 

framework for the direction of inquiries moving forward and backward, inward and 

outward, and situated within the place. In other words, the researchers use the three-

dimensional narrative inquiry space to understand experiences in a way that values the 

connections of backward and forward, and inward and outward (Clandinin & Huber, 

2002). When using the three-dimensional space in narrative inquiry, researchers are 

―experiencing the experiences‖ (Clandinin & Connelly, p. 80) in each direction. Their 

function is to collect data along each dimension to be used in the process of making 

meaning of the experiences of a person‘s life, in this case to interpret how different 

participants perceive excellent teaching in their personal lives.  

3.2.2 Reasons to Use Narrative Inquiry with Stories 

Narrative inquiry with written stories fitted this study well for several reasons. First of 

all, narrative inquiry has frequently been used in the area of education (Connelly & 

Clandinin, 1990; Dorries & Haller, 2001; Oliver, 1998; Ruano, 2005; Smeyers & 

Verhesschen, 2001; Webbstock, 1997). Webster and Mertova (2007) argued that 

―narrative is well suited to addressing the complexities and subtleties of human 

experience in teaching and learning‖ (p. 1). Gudmundsdottir (2001) argued that teacher 

narratives of what happens in classrooms are a research approach that can portray the 

complexities and changes of classroom phenomena much better than analytic or quasi-

experimental methods. Narrative research is a way to ―bring voices from inside schools 

into the arenas of educational research and policy making‖ (Beattie, 2004, p. 134).  

The approach of written stories has often been chosen to understand human thoughts and 

beliefs (Feldman, Skoldberg, Brown, & Horner, 2004). Storytelling is a dominant mode 

for communicating personal experiences and making sense of life experiences 

(Gudmundsdottir, 2001; Polkinghorne, 1988; Smith, 2000). Vosberg (2008) claimed that 

the story is a way of connecting people to their deepest souls and establishing a 

relationship with the realities they have lost or forgotten. The narrative stories provide a 
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detailed recount of a person‘s subjective experience (Smith, 2000) using the language 

and constructs of the individual (Connelly & Clandinin, 2006). Narratives capture the 

complexities of past events, characters, contexts, and consequences in an easily-created 

format as remembered and perceived by the individual of interest. In this case, we have 

little knowledge about conceptions of excellent teaching and teaching practice in Chinese 

middle schools. Without having to generalise findings to a wider population, a focus on 

the individual nature of excellent teaching with open-ended personal stories is 

emphasised and yet still gives insight for this in general (Beach, 2008). Therefore, stories 

from middle school teachers, school leaders, students, and parents will represent unique 

views about how they have experienced and understood excellent teaching which will 

provide a bigger picture for excellent teaching and teaching practice in Chinese middle 

schools. 

Narrative stories also put people in touch with knowledge that people already know, but 

do not know they know, or have forgotten how to use (McKenna & Cowan, 1997). 

Stories act as a way to transmit teachers‘ implicit (or tacit) knowledge to explicit 

knowledge (Linde, 2001; Vosberg, 2008). Clandinin and Connelly (1998) took personal 

practical knowledge as an example. They defined that personal practical knowledge is a 

way to describe teacher experiences and present their thoughts and intentions for the 

future. Personal practical knowledge is regarded as implicit knowledge, which is learned 

through day-to-day experiences. When teachers write about the events that have occurred 

in their classrooms and the experiences they have had as they work, they are writing 

narratives based on personal practical knowledge, then synthesising these stories to make 

their implicit knowledge evident to us (Vosberg, 2008). Since the final aim in this 

research is to understand teachers‘ conceptions of excellent teaching, their teaching 

practice, and the possible links between them, it would be helpful to use teachers‘ 

narrative stories as a medium to understand teacher thinking. As for students, school 

leaders, and parents‘ stories, the purpose of using them was to understand extensively 

how these groups perceived excellent teaching. These sorties then serve as a base for the 

design of the last quantitative instrument about excellent teaching, not for investigating 

their thinking.   

Teachers‘ narratives can serve as a tool for their professional growth. Programs of 

professional development for teachers have included the use of narratives (Jalongo & 
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Isenberg, 1995; Wood, 1992 & 2000; Zeke, Foote, & Walker, 2001). When teachers 

write their own stories, they rethink and reflect on their own experiences, the process of 

writing stories, therefore, becomes a venue for personal growth and change. Further, 

when teachers understand options for a certain duty and have a chance to see how others 

have travelled a path similar to their own, they can improve their practices. Thus 

teachers‘ stories offer opportunities for brainstorming and helping them to see possible 

solutions to their challenges (Vosberg, 2008). Chang and Rosiek (2003) also pointed out 

that when interpreting teachers‘ stories, it is possible to find ways to create new stories to 

shape or change teacher practices, which will be useful to advance teacher professional 

programs. As Wood (2000) said, ―Narrative accounts of competent, reflective, and 

constantly improving teachers offer motivating exemplars for significant education 

change‖ (p. 428), which were the desired implications of this dissertation. Therefore, a 

narrative inquiry method provided the best fit with the topic and aims of this study. 

3.2.3 Stance of the Researcher to Use Narrative Inquiry  

Rather than having a desire for an objective stance, narrative inquiry allows researchers 

to interpret stories within the rich contexts based on their own experiences and 

backgrounds (Clandinin & Connelly, 2000). Value is ―placed on open negotiation of 

meaning rather than measurement of an a priori goal setting‖ (Czarniawska, 2004, p. 13). 

In the interpretation process of this study, it was unavoidable and undesirable to remove 

all influence of researcher expectations and values on the outcomes (Polkinghorne, 

1988). 

Narrative inquiry leaves room for researchers (Manning & Cullem-Swan, 1998). 

Narrative researchers are responsible for respecting the voices of both their participants 

and themselves, and balancing these when making stories meaningful for readers 

(Clandinin & Connelly, 2000). Rather than trying to predict and control human 

experience, this study has produced knowledge to ―add depth and breadth to the 

understanding of human existence‖ through the lens of the researcher (Polkinghorne, 

1988, p. 159). The researcher has interpreted experiences while viewing them in three 

directions: forward and backward (in relation to time), inward and outward (in relation to 

personal and social interactions), and situated in a place (geographical location) (Beach, 

2008). Clandinin and Connelly (2000) called this process as ―nesting‖ where researchers 
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and participants‘ views, beliefs, and subjectivities are woven throughout the 

interpretation (p. 144). Specifically, the contexts of the researcher and participants, time, 

place, and environment became a part of the study, rather than effects to be eliminated. 

This researcher needed to consider interactions with participants and their uncertainties 

such as the storytellers‘ histories, the characteristics, times and places where the stories 

were told, to whom the stories were told, the time and place in the participants‘ lives in 

which the stories were told, and any other relevant contextual details.  

It is important to note that narrative inquiry is openly interpretive at each stage which 

affords a view with multiple perspectives, while the researcher can gain the ideal 

experience of the multifaceted experiences of the participants (Clandinin & Connelly, 

2000). Further, narrative inquiry allows for theoretical concepts to be woven throughout 

the open interpretations among the perspectives of the three-dimensional narrative 

inquiry space, instead of viewing the stories through any single lens (Clandinin & 

Connelly). With this acknowledgment of multiple possible meanings, importance has 

been placed on the perspective of the researcher through the interweaving of her own 

stories throughout the interpretation. This process has also provided reasoning for how 

interpretations have been reached (Polkinghorne, 1988). The aim is to understand and to 

develop research texts from which readers would be enabled to ―re-imagine the story 

being lived, connect the story to their own lived experience in schools or as researchers, 

and rethink research…and lives (Pinnegar & Daynes, 2007, p. 178-179).‖ Narrative 

inquiry thence also ―offers readers a place to imagine their own uses and applications‖ 

(Clandinin & Connelly, p. 42). Therefore, in the course of analysing stories, narrative 

researchers think and interpret stories from their own perspectives and those of their 

participants, and gauge how to make sense to their readers under the guidelines of 

theoretical frameworks. 

In this study, the researcher aimed to understand how middle school teachers, students, 

school leaders, and parents perceived excellent teaching and teaching practices. In the 

process of interpretation, possible subjective sources of both researcher and participants 

were ―nested‖ to make sense to readers by weaving in the related literature (Clandinin & 

Connelly, 2000, p. 144). The researcher‘s subjective sources in this study included her 

professional background, personal experiences and views about topics. Participants‘ 

subjectivities included their demographic characteristics, the time they had been working, 
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the subjects and grades they talked about, the time and places to which they referred. The 

cultural background of both groups was considered in the nesting interpretation process.  

3.2.4 Interpretation of Narrative Inquiry  

Narrative inquiry uses different terms to describe data and results.  ‗Field text‘ is used to 

refer to collected data (participants‘ stories) and ‗research text‘ is used to refer to the final 

products (themes and categories) (Clandinin & Connelly, 2000). In this study, the 

researcher anticipated themes and perceptions which were extracted from the related 

literature and used them in the interpretation of field texts. 

As discussed above, value is placed on accessing and making meaning of first-person 

stories by the researcher, however, this cannot occur without a conceptual foundation. In 

China, there is no philosophy that has been as enduring and influential as Confucianism 

(Kim & Choi, 1994). It governs every aspect of life for Chinese people and has particular 

relevance to beliefs in schools (Bond & Hwang, 1986; Smith, 1981). Hence, as a Chinese 

person under this influence, the researcher has interpreted stories based on the ideology 

of Confucianism. Moreover, the literature regarding teaching, excellent teaching, and 

practices in both western and Chinese contexts served as the theoretical framework for 

interpretation.  

The narrative analysis in this study involved six steps which resembled the six steps for 

the analysis of narrative inquiry proposed by Miles and Huberman (1994). Miles and 

Huberman‘s six steps include: (1) code the first set of field notes drawn from 

observations, interviews, and documents, (2) note personal reflections from the field 

notes, (3) sort through the material to identify patterns, themes, and 

differences/similarities between participants, (4) identity these patterns and use them in 

the next segment of data collection, (5) elaborate on the consistencies found within the 

data, and (6) examine the generalizations in light of a conceptual base and gaps in the 

literature.  

The six steps adapted from Miles and Huberman‘s (1994) were: (1) code the teachers‘ 

field texts (stories) based on the researcher‘s and teachers‘ subjective sources, (2) Sort 

characteristics identified from field notes to common research texts (categories or 

themes) by seminaries, (3) the research texts (themes) identified from teachers‘ field texts 
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were used to classify students‘, school leaders‘, and parents‘ field texts, (4) elaborate on 

the consistencies found across the four roles, (5) discuss research texts with supervisors, 

and (6) examine the generalizations in light of a conceptual base and gaps in the 

literature. However, Step 6 was addressed in the conclusion chapter.  

3.2.5 Validity Concerns  

Narrative researchers recommend certain criteria for judging the validity of the stories 

written as part of the analysis. Polkinghorne (1995) suggested plausibility and accuracy. 

Some researchers stressed that the reflective thought of the narrative researcher (Burns & 

Grove, 1997; Morse, 1991) is important to the quality of narrative validity. Lieblich, 

Rivka, and Tamar (1998) proposed four criteria which are helpful for evaluating and 

increasing credibility. This study used these criteria to evaluate and enhance validity.  

The first criterion proposed by Lieblich, Rivka, and Tamar (1998) was to present a 

comprehensive evidence or width of data. This study distributed questionnaires to 

various parties including teachers, students, school leaders, and parents. The data 

analysis consisted of numerous valid stories from the four participant groups.  

The second criterion for narrative validity, coherence, was developed by justifying how 

the findings of this study fit into existing theories. In an attempt to meet this standard 

when interpreting, this researcher kept asking the question ―are these characteristics 

consistent with or different from those identified by the reviewed literature?‖ Thus, the 

analysis of this study was guided by the reviewed framework for teaching, excellent 

teaching, and teaching standards. The findings of this study were compared with the 

reviewed literature to see whether or not they were consistent. Another method used to 

check coherence in this study was a comparison of these findings from the four groups of 

participants to access whether they were aligned with each other. 

The third criterion was insightfulness which includes the sense of originality and 

innovation in the presentation of stories and interpretation. This researcher respected the 

participants‘ voices by reading their original stories and considering their demographic 

characteristics, the subjects and grades they taught. During the process of interpretation, 

the researcher adopted Czarniawska‘s (2004) questions for enhancing rigour of validity 
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by asking of the identified characteristics: ―Is it relevant?‖ and ―are there any new 

characteristics that can be found in the stories?‖ (p. 136) 

The last criterion for evaluating narrative studies was parsimony, or thrift and careful use 

of resources. To maintain the standards, this researcher has expounded each theme in 

detail and the actual representative examples have been given to support themes or 

provide needed clarification. Johnson (2002) called this ‗descriptive validity‘ which 

focuses on the factual accuracy of the accounts and tests whether the researcher 

accurately describes what has taken place. Descriptions in this study were taken verbatim 

from rich texts and examples of participants‘ original stories. Presenting participants‘ 

original descriptions encouraged the researcher to use and interpret stories carefully.  

Another threat to validity is accuracy (Polkinghorne, 1995). A common method of 

addressing accuracy is through ‗member checking‘ (Creswell, 2002). This involves using 

other qualitative researchers to read and analyse the stories and evaluate them to see if 

there are any misinterpretations to reduce the threats. Three of the researcher‘s colleagues 

with appropriate professional backgrounds were selected to check the accuracy in this 

study. Firstly, the questions concerning science were asked of a Chinese middle school 

science teacher and the questions concerning arts subjects were asked of a Chinese 

middle school teacher who taught arts subject through telephone interviews based in 

China. Secondly, a Chinese colleague in New Zealand with a similar background and 

experiences in teaching these subjects assisted in checking accuracy. This colleague was 

asked to verify whether the characteristics identified from stories were ‗relevant‘ and 

whether there were other characteristics left behind by reading the corresponding stories 

of Chinese versions (Czarniawska, 2004). Member checking exemplifies ―maintaining 

research rigour with which others can identify‖ (Craig & Huber, 2007, p. 272), but still 

managing subjectivities (Peshkin, 1988). The researcher also adopted the analysis 

procedures recommended by Miles and Huberman (1994) to enhance accuracy. 

Reflexive thought makes connections between the researcher and participants in the 

qualitative study (Burns & Grove, 1997; Speziale & Carpenter, 2003). In the process of 

reflexive thought, the researcher‘s personal sources, personal feelings, and prior 

knowledge interact and influence the narrative interpretation. In some qualitative studies, 

it is best to bracket the researcher‘s personal feelings, background, and experiences, 
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which are called researcher bias (Vosberg, 2008), so that they will not influence the 

researcher‘s new experiences. In narrative analysis, the subjectivity of researchers is 

unavoidable and is not something to be removed from the study, because narrative 

inquirers do not regard this as a negative influence. Understanding the researcher‘s 

potential biases and predispositions is the first step towards understanding how data are 

interpreted accurately. Therefore, it is admitted that reflexive thought should help the 

researcher bring more understanding to relationships with the participants (Vosberg). 

However, reflexive thought also causes a threat to the validity of narrative inquiry. In this 

sense, the validity of narrative inquiry relies on an assessment of trustworthiness of the 

researcher‘s interpretations versus attempting to apply the objectivist construct of ‗truth‘ 

(Polkinghorne, 1988; Reissman, 1993). The concept of finding scientific ‗truth‘ through 

interpreting narratives is inappropriate in the traditional sense because comparison of 

narratives to other narratives would be required and is not possible (Czarniawska, 2004). 

So the validity resulting from narrative data is based on a judgment of how reasonable 

the interpretation by the researcher is rather than on realist assumptions of validity 

(Clandinin & Connelly, 2000; Reissman, 1993).  

3.2.6 Limitations of Narrative Inquiry 

One of the critics of narrative inquiry claimed that narrative research is ―rather loosely 

formulated‖ (Manning & Cullum-Swan, 1998, p. 250) and relies mainly on the 

researcher‘s own intuition and personal judgment in the analysis of the data that have 

been collected (Gall, Gall, & Borg, 2005). The steps noted above are aimed to mitigate 

this form of criticism. Another concern when using narrative inquiry relates to the 

generalisations from a sample to a wider population, different settings, or different 

circumstances (Merrill, 2007). The characteristics and themes identified in this study are 

valid for the participants‘ narratives in this study, but may not be widely generalised to 

all Chinese middle school participants. It is part of the method that the practitioner or 

researcher should determine whether these settings, procedures, subjects and 

circumstances are sufficiently similar enough to other settings to warrant generalisation 

(Dereshiwsky, 2003). For example, this study examined four different groups of 

participants in Chinese middle schools. The aim of this study was to gain information 

concerning Chinese middle school participants‘ conceptions of excellent teaching and 

teaching practice that could not be generalised – but there are follow up studies (a large-
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scale quantitative survey of teachers) to provide more evidence of this generalisation 

claim. 

3.3 Methodology 

3.3.1 Participants 

3.3.1.1 Study One A: Teachers 

In June of 2006, a convenience sample of 50 teachers from six public middle schools in 

two cities of Liaoning Province in China was approached through personal connections. 

These teachers had been working with the researcher or her colleagues. All six schools 

were urban schools. After two weeks, 22 teachers had responded giving a response rate 

of 44%. The participants came from different backgrounds. Of those 22 teachers, 15 were 

females. The majority of the teachers (91%) held Bachelor qualifications or taught arts 

subjects (82%). More than half of the teachers were aged between 33-40 years (68%),  

held intermediate teacher certificates (55%), or had 8-15 years work experience (59%) 

(see Table 4).  

Table 4 

Teacher Characteristics in Study One 

Teacher Characteristic n Teacher Characteristic n 

Sex  Subject  
Male   7 Arts  18 
Female  15 Science Biology  4 

Age   Teacher Certificate  
<33   5 ≥Junior   3 
33-40   15 Intermediate   12 
>40   2 ≥Senior   5 

Work Experience   Qualification  
<8   4 College  1 
8-15  13 Bachelor  20 
>15  5 Master  1 

Note. n=22; Arts= Arts, Chinese, English, Geography, History, Music, PE, and Politics; Science 
Biology=including Chemistry, Computer Information and Technology, Mathematics, Physics, and 
Psychology). 
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3.3.1.2 Study One B: Students 

In April of 2007, a convenience sample of 180 students in 15 middle schools in seven 

cities of Liaoning Province was approached through the researcher‘s personal 

connections. There were 77 students who returned questionnaires, giving a response rate 

of about 43%. Of those returned, 58 were considered sufficiently filled out for analysis. 

Other questionnaires received that provided no reflections on excellent teaching were 

dropped. These students were aged from 12-18 years and two thirds of them were 

females. Students were asked to record the subject taught by the teacher to whom they 

were referring. Approximately 43% of the students talked about arts subjects, 22% of 

them talked about science biology, 1.7% of them talked about after class communication, 

and one did not give the subject information.  

3.3.1.3 Study One C: School leaders 

At the same time as Study One A, a convenience sample of 90 school leaders was 

approached in the same schools in the same cities. There were 60 school leaders who 

responded, giving a response rate of 67%. Of those, 47 responses described teacher and 

teaching excellence. As with students‘ responses, the questionnaires providing no 

reflections concerning excellent teaching were discarded. The participants included seven 

principals, 13 associate principals, 22 deans, and four subject deans. There were 26 

female school leaders. More than half of the school leaders were aged 33-40 years (55%) 

or talked about arts subjects (60%). Approximately 64% of them had less than eight 

years work experience and 81% held Bachelors qualifications (see Table 5).  
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Table 5 
School Leader Characteristics in Study One 

School Leader Characteristic n School Leader Characteristic n 

Sex  Subject  
Male   21 Arts  28 

 Female  26 Science Biology  19 
Age   Work Experience   

<33   7 <8   30 
33-40   26 8-15  9 
>40   14 >15  8 

Position  Qualification  
Principal   7 College  3 
Associate principal  13 Bachelor  38 
Dean  22 Master  5 
Subject Dean  4   

Note. n=47. 

3.3.1.4 Study One C: Parents 

A convenience sample of 180 parents was also approached at the same time in the same 

schools. Sixty-seven parents responded, giving a response rate of 37%. Of those, 42 

parent responses provided material for the analysis, whilst the 25 questionnaires which 

did not talk about teaching and excellent teaching were deleted from further analysis. 

Table 6 shows that 29 mothers responded which accounted for 69% of the total parents. 

Approximately half of the parents held Bachelor qualifications and 71% of the responses 

talked about arts subjects. It was found from the questionnaires that these parents were 

aged from 38 to 48 years with a variety of occupational backgrounds. 

Table 6 
Parent Characteristics in Study One 

Parent Characteristic n Parent Characteristic n 

Sex  Subject  
Male   13 Arts  30 
Female  29 Science Biology  11 

Qualification  Parent Meeting  1 
College  18   
Bachelor  21   
Master  3   

Note. n=42. 
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3.3.2 Instrument 

The research instrument in Study One was a two-part, open-ended anonymous qualitative 

questionnaire. In Part One, participants (teachers, students, school leaders, and parents) 

were asked to recount a personal anecdote or narrative (Calderhead, 1996) of a moment 

or time when they (were) delivered excellent teaching or that they thought excellent 

teaching was exhibited–whatever they understood excellence in teaching to be. It might 

be the experience of themselves or experiences heard from others. In Part Two, the 

participants were asked to provide simple demographic information. They were also 

given the opportunity to comment on the questionnaire statements and to offer 

suggestions for statements at the end of the questionnaire. The questionnaires were 

developed originally in English and then translated into Chinese before being sent to the 

participants (see Appendices A, B, C, and D for English and Chinese versions).  

To avoid over-prescription of what was meant by excellent teaching, a conscious attempt 

was made to avoid prompting and leading participants. For example, the reports were 

unstructured, with participants given no specific rules concerning their content except not 

diverging from the main topic of teaching and excellent teaching. This approach 

succeeded in generating data which framed the concerns of the participants themselves, 

rather than those that might have been imposed by the researcher (Wilson & Cameron, 

1996). The downside was that some questionnaires in four groups provided no reflections 

concerning excellent teaching and they were thus deleted as noted above. Completion of 

the questionnaire was expected to take 20 minutes (five minutes for demographic 

questions and 15 minutes for the personal anecdote on excellent teaching). The words 

‗excellent teaching‘ which were translated as ‗Jie Chu De Jiao Xue‘ or ‗You Xiu De Jiao 

Xue‘ in Chinese were used in the questionnaire. This is in contrast to other research 

which has used ‗good teaching‘ and ‗effective teaching‖ which are translated as ‗Hao De 

Jiao Xue‘ and ‗You Xiao De Jiao Xue‘ in Chinese respectively.  

Because Chinese schools have a top-down system, teachers wanted to be assured as to 

the purposes of the research and what the researcher wished to elicit from the surveys. To 

ensure that there were honest responses, the participants were told clearly that this study 

was for a PhD research project and not for evaluation purposes. Participants‘ responses 

and information were not provided to their leaders (teachers and school leaders) and 

teachers (students and parents).  
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3.3.3 Procedure 

3.3.3.1 Ethics Application 

The anonymous questionnaire application for Study One A was approved formally in 

June of 2006 and the application for Studies One B, C, and D was approved formally in 

April of 2007. 

3.3.3.2 Selection 

The teacher participants in Study One A were from middle schools in two cities, Jinzhou 

City and Shengyang City of Liaoning Province in the north of China. Four schools were 

in Jinzhou City and two were in Shenyang. In Studies One B, C, and D, participants were 

from 15 middle schools in seven cities of Liaoning Province. Five schools were in large 

cities (Dalian and Shenyang), four were in medium-sized cities (Jinzhou, Huludao, and 

Changtu), and six were in small cities (Xingcheng and Linhai) (see Table 7). Shengyang, 

the capital of Liaoning Province, is a large city in the central area of Liaoning Province. 

Dalian is near to Shenyang. The medium-sized city, Changtu, is in the north of Liaoning 

Province. The two medium-sized cities (Jinzhou and Huludao) and two small cities 

(Xingcheng and Linhai) are in the west of Liaoning Province.  

Table 7 

Distributions of Schools and Cities in Study One 

School distribution by City Study One A Study One A, B, C 
City Size City Name School n City Name School n 

Large Shenyang 2 Dalian  1 
   Shenyang  4 
Medium-Sized Jinzhou 4 Jinzhou  1 
   Huludao  2 
   Changtu  1 
Small   Xingcheng  5 
   Linhai  1 
Total 2 6 7  15 

There were multiple reasons for the choice of middle schools and specific locations to 

conduct the research. First of all, personal experience allowed the researcher to choose 

these cities where access was more likely. The researcher was born in Jinzhou City and 

was educated there. The researcher fully understood the educational situation in Jinzhou 

City from a student‘s perspective. Further, after graduating from the university, the 
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researcher had been working in a middle school for three years in Shenyang. She had 

personally experienced the middle school education system in Shenyang, and understood 

it from a teacher‘s perspective. Secondly, it was convenient to conduct the survey there. 

The researcher‘s two sisters are registered primary school teachers in Jinzhou and 

Xingcheng. They have personal relationships within these two cities. Moreover, since the 

researcher had been working in Shenyang, she had a number of acquaintances (e.g., 

friends and colleagues) working in educational fields in Shenyang to assist in conducting 

the survey. Since the researcher graduated from the Northeast Normal University, she 

had a number of classmates who were working as teachers in Liaoning Province. Her 

classmates assisted the researcher in approaching middle schools in Dalain, Huludao, 

Changtu, and Linhai. Thirdly, personal dreams and special feelings for the researcher‘s 

hometown made the researcher choose Liaoning Province as the research location. To be 

a teacher was a dream of the researcher‘s childhood. When the dream came true, the 

researcher understood that education was crucial for the development not solely of 

children but also of the regions. The researcher was eager to conduct a thorough 

investigation of education which could contribute to the development of education in her 

hometown. 

3.3.3.3 Administration 

For Study One A, the questionnaires and supporting materials were sent to the research 

assistants through email in June in 2006. During June and July, six middle schools were 

approached in Jinzhou and Dalian in Liaoning Province through personal connections. 

Research assistants visited each school that had agreed to cooperate on the telephone. 

They briefed each principal with a written Participant Information Sheet (PIS), and asked 

for permission to conduct the research within the school. Once the principal had signed 

the consent form, he/she was asked to distribute the teacher PISs, questionnaires, and 

stamped addressed envelopes to ten teachers in four schools in Jinzhou and five teachers 

in two schools in Shenyang. The teachers were asked to return the questionnaires directly 

to the research assistants using the stamped addressed envelopes supplied within four 

weeks. From the end of July, the research assistants started receiving the questionnaires, 

and they then sent them back to the researcher through email.  

For Studies One B, C, and D, the questionnaires and supporting materials were sent to 

the research assistants through email in April of 2007. During April – May of 2007, the 
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research assistants approached 15 middle schools in Liaoning Province through personal 

connections. The research assistants visited each school, that had agreed to cooperate on 

the telephone, to brief the principal with a written PIS and ask for permission to conduct 

the research within the school. Once the principal signed the consent form, he/she was 

asked to do two things: Firstly, the principals distributed the PISs, questionnaires, and 

stamped/addressed return envelopes to six teachers within the school. Secondly, the 

principals recruited three classes, ideally one at Grade 7, Grade 8, and Grade 9. Next the 

research assistants conducted a briefing session with the three teachers (written PIS) in 

which their involvement was outlined, and gave them the teacher consent forms (CF) to 

sign. The teachers were asked to do the following three things. Firstly, the teachers were 

asked to distribute the family PISs to all the students in the class and to tell the students 

to take these homes to their parents. Secondly, on the following day, the teachers were 

asked to distribute the student questionnaires, parent CFs, and parent PISs to two 

randomly selected students, and gave the parent questionnaires to two other randomly 

selected students. Thirdly, if the parents agreed that their children could participate in the 

survey, they would be asked to complete the parent CFs and return them to the research 

assistants in the supplied, stamped, addressed envelopes. The students then completed the 

student questionnaires, and returned them to the research assistants in the second 

stamped envelope. Because middle school students might be under the age of 16, their 

parents had to consent to their participation in the survey. The students who were given 

the parent questionnaires took them home to be completed by the parents who returned 

them directly to the research assistants using the stamped, addressed envelopes supplied 

with the questionnaires. The participants were asked to return the questionnaires within 

four weeks. From the end of May in 2007, the research assistants started receiving the 

questionnaires through the mail. They then sent the questionnaires back to the researcher 

through email. 

To ensure confidentiality and to preclude the participants‘ identity and answers from 

inadvertently becoming exposed to the participants‘ employer (school leaders and 

teachers) and teachers (students and parents), the participants were asked to fill in the 

questionnaires out-of-school time and return them anonymously. The participants were 

asked to send their responses to the research assistants by mail instead of email using the 

self-addressed envelopes supplied. 
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3.3.3.4 Translation  

There were two parts involved in the translation process. One was the questionnaire 

translation, and the other was the story translation. Three principles from the 

International Test Commission (ITC) guidelines on adapting tests were utilised to ensure 

validity. The first principle was that the translation process took full account of linguistic 

and cultural differences among the populations for whom translation versions of the 

instrument were intended. For this case, the researcher considered the language and 

cultural differences in the north of China. The second principle was that the researcher 

implemented systematic judgmental evidence, both linguistic and psychological, to 

improve the accuracy of translation and compile evidence on the equivalence of all 

language versions. The researcher asked qualified judges to translate the questionnaires 

or stories or to check functional equivalence of the translations. The third principle was 

that documentation of the changes was provided along with the evidence of the 

equivalence (ITC, 2000). These three guidelines were used concerning translation 

matters in the next two sequential studies. The researcher translated the questionnaire 

which was designed in English into Chinese. A colleague with a high level of both 

Chinese and English did the back-translation. The two English versions were compared. 

Equivalence of thought (i.e., functional equivalence) was used as the basis for comparing 

the translations rather than identical phrasing (i.e., literal equivalence) (Decker, 2004). 

The English version included eight sentences. All sentences had equivalent meanings 

between the two English versions. The researcher and colleague also discussed the 

Chinese translation until overall agreements were reached both in the language and 

logical meaning. This colleague had been working as a teacher in a Chinese middle 

school and university for about ten years and currently worked as an academic at the 

University of Auckland.  

The other translation process involved translating participants‘ stories which were written 

in Chinese. For the teachers‘ stories, the researcher translated all responses into English 

first. In order to guarantee the accuracy of the translation, the researcher‘s English 

translations were checked by an independent official translator who was a registered 

Chinese-English translator in New Zealand. It was funded by the Research Committee 

School of Teaching, Learning, and Development at the University of Auckland. The 

independent official translator translated a random sample of ten responses selected by 
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the researcher using the Excel random number generator. The accuracy of the Chinese to 

English translation was determined by comparing the researcher‘s translation with that of 

the independent official translator. Equivalence of thought was used as the basis for 

comparing the translations (Decker, 2004). The ten randomly selected scripts produced 

154 English sentences. Of these, 151 (98%) had equivalent meanings and only one 

differed substantially. In the case of the one disagreement, the researcher discussed this 

point with the colleague, and an agreed translation was accepted. For the questionnaires 

of school leaders, students, and parents, except for the participants‘ statuses, they were 

similar. The researcher translated them into Chinese.  

3.3.3.5 Analysis 

Firstly, the teachers‘ stories were analysed under the guideline of six steps mentioned 

above using NVivo 8. After deriving general research texts (themes and categories), 

other participants‘ (students, school leaders, and parents) stories were completed based 

on the analysis for the teachers‘ stories. Initially each phrase or notion concerning 

qualities of excellent teaching from teachers‘ field texts (stories) was identified and 

labelled based on the researcher and teachers‘ subjective sources. Responses were coded 

for the person and the line within the field text (e.g., P1, 2-1 refers to Parent No. 1, Page 

No. 2, and Line No.1; SL5, 3-4 refers to School leader No. 5, Page No. 3, and Line No. 

4). This step integrated the first two steps suggested by Miles and Huberman (1994), 

since the researcher thought personal reflections should blend with the process of 

interpretation. Secondly, the characteristics which appeared similar in content were 

assigned to a common research text (category). A stable set of research texts was 

established, so that each research text represented a distinct theme. Research texts were 

aggregated into several major themes in terms of the related framework. Thirdly, the 

research texts identified from teachers‘ field texts were used to classify students‘, school 

leaders‘, and parents‘ field texts. Fourthly, the results for four groups were analysed to 

examine their agreements or disagreements by roles for each research text. An across-

role matrix was then constructed to visually summarise research texts for four participant 

groups. Fifthly, as the examination of data progressed, the researcher met two 

supervisors regularly to discuss emerging patterns and to agree on a framework for 

organising and summarising research texts. Since the purpose of this study was to 

identify conceptions of excellent teaching and possible teaching practices used by 
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teachers, the analysts agreed to search for descriptions of this phenomenon. Research 

texts were thus summarised through the identification of key descriptors, concepts, and 

categories. As descriptions became redundant and clear patterns began to emerge, a 

larger scheme or framework for classifying and summarizing data was developed by the 

researcher (Miles & Huberman, 1994). Following this, a rich profile of multiple 

conceptions of excellent teaching was constructed. Finally, the previously identified 

research texts were compared to those in the literature and provided information that 

either validated what was already found or described a gap that was not found in the 

literature. However, this will be covered in the conclusion chapter.  

3.4 Results 

3.4.1 Study One A-Teachers 

Three major themes of excellent teaching were identified in the narratives supplied by 

these 22 middle school teachers in China. They are presented in descending order of 

frequency: (1) making classes interesting (96%, 21 of 22 teachers mentioned this theme), 

(2) caring for students (77%), and (3) achieving student effectiveness (73%). Four minor 

themes of excellent teaching were identified: (4) having a high level of responsibility and 

morality (23%), (5) reflecting after classes (23%), (6) improvising appropriately in 

different situations (14%), and (7) creating a positive relationship with students (9.1%).  

3.4.1.1 Making Lessons Interesting  

Arousing students‘ interest was considered to be the key features of the lessons. Without 

the interest, it is difficult to stimulate students‘ learning desire. There were 21 teachers 

who talked about excellence in terms of making lessons interesting from three sub-

themes: using a variety of teaching strategies (91%), using multi-media techniques 

(23%), and using teaching aids (14%). The sub-theme of using a variety of teaching 

strategies involved 12 characteristics including using questioning techniques (46%), 

using discussions (32%), using knowledge links (32%), using group work (27%), using 

games (18%), using peer activities (14%), providing exercises related to the content 

(14%), teaching creatively (9%), giving students feedback (9.1%), assigning relevant 
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homework (9.1%), facilitating teacher-student interactions (9.1%), and using examples 

(4.5%).  

Teachers identified that using a variety of teaching strategies was related to excellent 

teaching. Ten teachers reported that they guided and motivated students to learn step by 

step using questioning techniques. Students were given four questions to learn at 

different stages in a politics class about the Learning Community:  

Question 1: Why is each person in the learning community eager to learn? 

Question 2: How do you understand the learning community around you? 

Question 3: How many educational organisations are there in our province? 

Question 4: Do you think all these organisations are part of the learning 

communities? (T5-8) 

Seven teachers considered that excellent teaching involved facilitating discussions and 

six teachers thought excellence involved using group work. Some teachers used both 

methods at the same time:  

I (a teacher) divide students into different groups. Students discuss the topic and 

then recommend a representative of their group to state their opinions after 

discussions. The questions are solved and knowledge is mastered through group 

discussion. (T3-5) 

Seven teachers thought excellence was linking and applying classroom or school 

knowledge to real-world settings, students‘ prior knowledge, or other disciplines. For 

example, in terms of real-world settings, a teacher taught and practised interest 

calculation in a mathematics class by having the students verify the amount given by a 

bank on their own personal savings: 

I encourage each student to open a savings account by depositing their pocket 

money into the bank. At the end of the month, they should calculate the interest 

and ask the bank to check whether they are right or not. (T10-7) 

These teachers designed the lessons and linked them to the real world. Using a variety of 

teaching approaches, they encouraged students to absorb and to learn how to apply 
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school knowledge to their daily lives. Teachers also claimed that excellent teaching 

involved linking school knowledge to other disciplines. One teacher reported that he 

linked mathematics to a geography class: 

The main point is to introduce water distribution. I find students have problems 

calculating the percentages and doing a unit shift, so I decide to review the 

related mathematics knowledge first, and then ask students to practise the 

calculation for the percentages of water distribution. (T21-4) 

Another teacher connected new knowledge with students‘ prior knowledge: 

A student answers, ―The writing method of this paragraph is the same as that in 

the poem of ‗Welcome Rain One Spring Night‘ by Du Fu (famous poet in Tang 

Dynasty).‖ The teacher praises this student and asks the students to recite this 

poem together.  (T3-13) 

Four teachers motivated students to learn actively using interesting games in their 

reports. One teacher mentioned this in an English class:  

After introducing new words, I ask a student to perform actions according to my 

watchwords, and then ask other students, ―What is he doing?‖ ―He is looking at 

the book!‖ Afterwards, I introduce the plural form. I ask three students to perform 

the actions at the same time according to my instructions. (T13-4) 

In their reports, three teachers advocated that excellent teaching included peer activities 

(e.g., peer teaching, learning, and evaluation):  

In a politics class, I introduce the information that people needed ‗special tickets‘ 

to buy the materials like food, bikes, and sewing machines in the 1970s in China. 

The ‗special tickets‘ were not easy to get unless people got married or other 

important things happened. At this moment, a girl student says, ―people can get 

the things they want if they remarry.‖ I decide to let students discuss this girl‘s 

idea. My method is to let students educate students. I think this girl can accept her 

peers‘ comments and corrections easily. (T22-7) 
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Three teachers thought excellence included asking students to do some exercises relating 

to the new content or knowledge in their classes: 

Next, I (a mathematics teacher) introduce the definition of term deposit, interest, 

and the formulas…And then I ask students to do Exercise 5 to practice the 

formulas. (T10-5) 

Two teachers reported the teacher-student interaction as an indicator of excellence:  

I leave the platform and come to the students. In doing so, I can listen to what 

they are talking about, understand their thinking, find their good points, and then 

promptly give them corrections, demonstrations, and recommendations. (T4-1) 

Two teachers linked excellent teaching to assigning relevant homework for students, 

even though they did not stress this point clearly. This can be seen from a geography 

teacher‘s report:   

Students acquired more knowledge of Australia by collecting information before 

the class and from other groups‘ presentations. (T20-17) 

Two teachers mentioned that excellent teaching was related to giving students timely 

feedback: 

I (a Chinese teacher) choose a student to read a paragraph. After his reading, I 

make some suggestions about intonation and correct his pronunciation. (T15-4) 

Two teachers perceived excellent teaching as teaching creatively:  

As a mathematics teacher, I often think about this: How to find the appropriate 

way to teach during the new curriculum reform? ... It is the right time for us to 

think carefully about how to teach our students creatively. (T14-1) 

One teacher mentioned excellence relating to the use of examples which helped students 

to understand the content of a politics class:  
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When I teach the topic ‗Economic Construction Is Central to Social 

Development‘, I use PowerPoint to introduce the economic features in each 

period to help students to understand what had happened in the past of China. 

When introducing the period of 1970s, I give students an example to understand 

the economic situation of that time: materials such as food, clothes, bikes, and 

sewing machines were severely scarce. People needed the ‗special tickets‘ issued 

by the government to buy these things. The ‗special tickets‘ were not easy to get 

unless people got married or other important things happened. (T22-4) 

Five teachers perceived excellence as the use of multi-media teaching techniques and 

three teachers thought of excellence as using teaching aids (e.g., songs, photos, and 

films) as well. One teacher reported using multi-media techniques in a geography class:  

I display the video episode about the Sydney Opera House and the Australian 

National Zoo. The purpose is to stimulate students‘ interest in exploring Australia. 

(T20-7) 

One teacher used photographs that students were familiar with to arouse students‘ 

interests in learning in an English class: 

I use Cheng Long‘s (famous Kong Fu actor) photo to elicit the new sentence 

structure: What do you want to be? And what does he want to be? I display some 

childhood photos of famous people, for example, Yao Ming (basketball star), Li 

Yuchun (singer), Lao She (author), Chen Luyu (reporter) etc. Students show their 

interest immediately and discuss them heatedly. (T1-3) 

3.4.1.2 Caring for Students  

Seventeen teachers described seven sub-themes about excellence in terms of caring for 

students. This conception of caring for students included several aspects such as 

encouraging and praising students frequently (46%), understanding students (23%), 

helping students lose their shyness (18%), creating a warm supportive classroom climate 

(14%), meeting students‘ needs (9.1%), being student-centred (9.1%), and 

communicating with students after class (9.1%). 
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Ten teachers associated praise or encouragement with excellence. One teacher reported it 

in an art class:  

I (an art teacher) say, ―Good job! You gave me a big surprise!‖ It is just a 

common praise, but I find this boy shows his great interest and does very well in 

art in later classes. (T4-4) 

Five teachers attached more importance to the understanding of students. Two of them 

focused on student differences (e.g., student‘s personality, learning style, etc.) to meet 

their different needs. These two conceptions could be seen in a teacher‘s description after 

a Chinese class:  

I (a Chinese teacher) attach more importance to students‘ true feelings since each 

student has a different background, experiences, and cognitive levels. You can 

elicit innovative ideas from students if you give them opportunities to think and 

speak. (T3-26) 

Four teachers perceived excellent teaching as helping students to lose their shyness and 

to learn actively. As one teacher explained:  

When students know the rules of a competition, they act immediately. I (an 

English teacher) notice that students who are less likely to speak in public at other 

times can actively prepare for the competition. (T9-8) 

Three teachers thought excellent teaching included creating a relaxing, supportive, but 

challenging learning environment for students. This was described by an English teacher:  

I think the most excellent teaching moment is to let students learn in a relaxing 

and active teaching atmosphere. (T1-12) 

Two teachers put students at the centre of the teaching-learning process. The centrality of 

the learners could be seen in a mathematics teacher‘s description: 

Students are the key during the teaching process. Teachers should fully stimulate 

students‘ enthusiasm, enjoyment, and involvement. (T14-12) 
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Two teachers linked excellence to communication with students after class. A teacher 

described this in an art class:  

In the afternoon, I meet the boy and tell him that he has talent in art. He is quite 

excited and talks with me a lot. I find this boy shows his great interest and does 

very well in art in the latter class. (T4-10) 

Two teachers thought of excellent teaching as meeting students‘ different needs:  

I (a politics teacher) design the lessons according to the logicality of knowledge. 

Students on different levels can learn knowledge in a scientific way. (T14-8) 

3.4.1.3 Achieving Student Effectiveness  

Sixteen teachers mentioned that excellent teaching facilitated and focused on students‘ 

full development. This theme included three sub-themes. Almost all teachers focused on 

knowledge delivery to help students to achieve learning tasks. Thirteen teachers 

perceived excellent teaching as promoting students‘ abilities and skills (59%). Four 

teachers connected excellent teaching with promoting students‘ moral development 

(18%). 

Even though almost all teachers delivered knowledge to help students to achieve learning 

tasks, only three of them stressed clearly this conception. As a teacher explained it in an 

English class:  

This practice can not only achieve the language task, but also… (T1-14) 

Thirteen teachers claimed that students‘ full abilities also needed to be promoted. Both 

intellectual divergence and the personal courage to differ were valued by two different 

teachers: 

(In an English class) Practice in the class does not just achieve the language task, 

but can also cultivate the students‘ divergent thinking and innovative ability. (T1-

14) 
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(In a Chinese class) Even though it is still an open question so far, Li‘s braveness 

and critical thinking should be encouraged. (T16-11) 

Excellent teachers were regarded as facilitators and guides. These teachers were 

identified as not only promoting students‘ academic and cognitive development, but also 

teaching students how to learn. As a Chinese teacher said:  

The teacher should teach students an approach to learning instead of telling them 

the answer. In other words, the teacher should teach students how to catch fish 

instead of giving them fish. (T6-9)    

In addition, learning in China was seen as a means to becoming a better person. Four 

teachers advocated this in their reports. As two of them said: 

I (a geography teacher) take this opportunity to educate students to use water 

economically and protect water sources. (T21-14) 

At this moment, I (a politics teacher) am aware that it is a good chance to educate 

students to hold a positive philosophy of life. (T8-3) 

3.4.1.4 Having a High Level of Responsibility and Morality  

Five teachers mentioned that excellent teachers had a high level of responsibility and 

morality. This theme included planning and preparing structured lessons (18%) and being 

a role model for students (4.5%). 

Four teachers supported this conception of excellent teaching which was reminiscent of 

the executive or professional teacher in charge of the class. Teachers‘ comments about 

planning and preparing structured lessons reported:  

At the beginning of the class, I (an English teacher) ask students to talk about 

what they knew from the bank yesterday. Next, I introduce the definitions… 

Finally, I encourage each student to open a savings account by depositing their 

pocket money into the bank. (T9-3)  

The topic is ‗what do you want to be?‘ In order to stimulate the students‘ interest, 

I (an English teacher) use Cheng Long‘s (famous Kung Fu actor) photo to elicit 
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the new sentence structure: What does he want to be? Next, I display some 

childhood photos of famous people, for example, Yao Ming (basketball player), 

Li Yuchun (Singer), Chen Luyu (reporter). Students are interested in these people 

and some of them are their fans. Students show their interest and heatedly discuss 

them. And then I ask, ‗What do you want to be?‘ Students throw away their 

shyness and discuss their ideas naturally. (T1-11) 

One teacher associated an excellent teacher with being a role model for students in a 

class on polymerclay:  

The boy says, ―Ms Zhu, perhaps you think the colour is too ugly, but I like this 

colour and I name this band as ―Heiren Band‖, I hope you also like it. Because I 

admire you and want to be an art teacher in the future, just like you.‖ (T4-15) 

3.4.1.5 Reflecting Teaching 

Five teachers perceived excellent teachers reflected on their teaching either in the class or 

after class. One teacher reported:  

After class, I review the whole lesson experience to assess myself with a rating 

out of 100%. I think I could get 70. My good points are that I teach effectively 

and shorten the distance between the students and myself. I care about students‘ 

self-esteem. However, I feel I do not respect the students enough. I make A (a 

student) come to the front as a punishment. I lose some points for this. Another 

point is I don‘t think I am calm enough as a teacher. I am not well qualified in 

student psychology. (T17-15) 

3.4.1.6 Improvising Appropriately in Different Situations  

Three teachers thought of excellent teaching as improvising suitably in different 

situations. A teacher described an accident in the class:  

The main task in this class is to use the sentence ‗what do you think of …‘ to talk 

about likes or dislikes. When I let students ask questions, a boy stands up and 

says, ―What do you think of this cartoon book?‖ The classroom is silent suddenly. 

Because it is sensitive question – extracurricular books, especially cartoon books, 
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are forbidden in the school. I know all students are waiting for my reaction, but 

how to handle this situation? At this moment, an idea comes into my mind. I say, 

―This boy asks a good question, could you please discuss the things that you like 

or dislike with your classmates? But don‘t forget to use this sentence structure 

please‖. (T11-2) 

3.4.1.7 Having a Positive Relationship with Students 

Having a positive relationship with students was advocated as an important aspect of 

excellent teaching by two teachers. As one teacher said:  

A teacher should listen to the heartfelt words of each student (Xin li hua), and 

become students‘ good friend and teacher (Liang Shi Yi You). (T8-20) 

This section described 37 characteristics of excellent teaching identified by 22 Chinese 

middle school teachers. These characteristics were classified into three major themes and 

four minor themes. The three major themes included making classes interesting, caring 

for students, and achieving student effectiveness. The four minor themes consisted of 

having a level of responsibility and morality, reflecting after classes, improvising 

appropriately in different situations, and creating a positive relationship with students. 

3.4.2 Study One B-Students 

Three major themes of excellent teaching were identified in the narratives supplied by the 

58 middle school students in China. They are presented in descending order of 

frequency: (1) making classes interesting (76%, 44 of 58 students mentioned this theme), 

(2) achieving student effectiveness (67%), and (3) caring for students (66%). Four minor 

themes of excellent teaching were identified: (4) having a high level of responsibility and 

morality (8.6%), (5) having breadth and depth of knowledge (6.9%), (6) creating a 

positive relationship with students (1.7%) and (7) being strict (1.7%). 

3.4.2.1 Making Classes Interesting 

‗Interest is the best teacher‘. There were 44 students who identified making classes 

interesting as a key factor of excellence. This conception consisted of three sub-

conceptions including using teaching strategies (71%), using teaching aids (21%), and 
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using multi-media techniques (10%). The sub-conception of using teaching strategies 

involved 13 characteristics, for example, using knowledge links (29%), being humorous 

(19%), using questions (16%), using examples (12%), using discussions (12%), using 

games (8.6%), making summaries (8.6%), simplifying knowledge (8.6%), giving 

students feedback (6.9%), using group work (6.9%), facilitating teacher-student 

interactions (5.2%), giving students background information (5.2%), and providing 

exercises relating to the content (3.4%).  

Teaching strategies related to excellent teaching were described in 17 student reports. 

Students perceived excellent teaching as linking school knowledge to real-world settings, 

their own prior knowledge, or other disciplines. One student described how his 

mathematics teacher linked school knowledge to daily life:  

My mathematics teacher asks a question, ―How do construction works make 

walls so straight?‖ My classmates answer, ―Using eyes‖, ―Rulers‖ ―lines‖, 

―Reference objects‖…My teacher smiles and takes out a plumb line. He talks 

about how the wall is built up and how to test whether or not the wall is straight. 

After that, my teacher writes down ‗vertical‘ and get into the examples on the 

textbook. (S19-3) 

Eleven students thought an excellent teacher was humorous. One student described a 

humorous introduction from his new mathematics teacher which made students feel 

comfortable in the first class: 

When the bell rings, a big fat male teacher comes in. He steps onto the platform 

slowly, looks around, and says that the platform of our classroom is too small. All 

students laugh immediately. My teacher also laughs. Everybody knows that the 

platform is not small but he is too fat. (S10-1) 

Nine students regarded excellent teaching as using questioning techniques. One student 

reported a Chinese teacher who used questions to guide students to learn: 

I remember the first class to learn an essay Chun (Spring). Mr. L asks a question: 

What can you get and what do you want to get from the title of the essay? A 

classmate says that this essay is to talk about Spring, and I think I will know what 
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Spring looks like. Mr. L asks us to write down our answers and read the essay 

with these questions. (S2-3) 

Seven students associated excellence with using examples to make learning interesting. 

As one student said:  

Ms. L (a politics teacher) uses examples to educate us to love people, to be 

responsible and useful in society. She takes some examples around us, Ai Xin 

Mother, people who donate money to Hope Project for children in poor areas. 

(S49-6) 

Seven students connected excellence with the use of discussions in class. A student 

reported this in a Chinese class:  

My teacher says, ―We will learn the essay ‗Back View‘, it is not a difficult article 

since it happens around us. You read the essay first, and then discuss it.‖ My 

teacher encourages us using comfortable words. We discuss the essay freely and 

heatedly with my teacher‘s help. I think it is excellent teaching moment. (S37-4) 

Five students mentioned excellent teaching was related to using games. One student 

reported: 

Ms. Z (an English teacher) teaches the new words using the game called Words 

Relay Race… This class is full of laughter and happiness. (S24-5) 

Five students connected excellent teaching with making summaries for students. A 

student told a story of a mathematics teacher: 

He (a mathematics teacher) sums up the main content of recent lessons to explain 

them to us. He picks up the key points, discovers the rules, and collects typical 

topics that are very likely to appear in examinations. (S8-1) 

Five students advocated that excellent teaching was linked to making knowledge visible 

and making abstract knowledge more concrete so that students could learn easily. A 

student described a tip which his geography teacher had given them:  
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We are asked to remember the land areas of seven continents from the smallest 

one to the largest one. I get a headache trying to remember these numbers out-of 

order. My teacher tells us a trick to remember them, she makes up a pithy formula 

mnemonic rhyme to recite them—ya-fei-bei-nanmei, she stops, we continue, 

‗nanji-ou-dayang‘. Having this mnemonic rhyme, we recite them quickly and 

easily. I think excellent teaching makes knowledge simple, and arouses students‘ 

interest to learn. (S22-2) 

Four students perceived excellence as giving students timely feedback. A student 

explained: 

He (a mathematics teacher) asks several students to do exercises assigned 

yesterday on the blackboard. Then he checks, explains, and points out mistakes. 

(S36-3) 

Four students connected excellent teaching with using group work. A student reported a 

history class called Three Battles:  

It talks about Liao Shen, Huai Hai, and Ping Jin battles, my history teacher 

divides students into three groups, and each group discusses a battle. The battle 

our group discusses is the Liao Shen Battle. We use the form of a reporter 

interview to learn about the battle. One student acts as a reporter. The other two 

act as Lin Biao and Luo Ronghuan. During the interview process (asking and 

answering), the main content is sorted out. (S17-2) 

Three students perceived that an excellent teacher interacted with students when 

delivering knowledge. A student talked about a mathematics class: 

Excellent teaching should stimulate students to learn interactively. In traditional 

classes, the teacher talks on the platform and the students listen in their seats. 

Obviously, it is not excellent teaching. Excellent teaching should pay more 

attention to teacher-student interactions. (S31-1)   

Two students thought excellent teaching involved providing related exercises to help 

students to learn in class. A student reported this in a mathematics class: 
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[The teacher asks the students to] draw circles on the paper using the tools at 

hand. Students start to draw circles. Some students draw them using compass. 

Some students fix the pencil and turn the paper to draw the circles, while some 

students draw the circles along the borders of the round objects. (S12-5) 

Twelve students reported how an excellent teacher helped students to learn better using a 

variety of teaching aids. A student described an Art class:  

After my teacher puts a ball of wool on the slide projector, she asks us to think 

and draw a picture using our imagination. After a while, a student shows us a 

picture with an old man knitting his brows. This student says, ―This old man is in 

a bad mood, just like that ball of wool.‖ Another student shows a black land with 

cracks. (S50-13) 

Six students linked excellence with the use of multi-media teaching techniques to make 

learning interesting. A student reported:  

Ms W (an English teacher) puts the key knowledge points into the conversations 

using meaningful PowerPoint images which make the boring content visible and 

attractive. (S21-2) 

3.4.2.2 Achieving Student Effectiveness  

Thirty-nine students identified five sub-conceptions about achieving student 

effectiveness. They were: (1) focusing on knowledge delivery to help students to achieve 

learning tasks (36%), (2) promoting students‘ abilities and skills (36%), (3) promoting 

students‘ moral development (21%), (4) helping students to do well in examinations 

(10%), and (5) promoting students‘ societal development (3.4%). 

Twenty-one students thought that excellent teaching focused clearly on helping students 

to achieve learning tasks. A student reported this:  

I think excellent teaching is able to help students to learn and acquire the required 

knowledge. (S15-1) 



Chapter 3. Self-Reported Excellent Teaching and Practice  

 76 

Twenty-one students perceived excellence as promoting students‘ abilities and skills. A 

student described this in an art class:  

I am still impressed by this class. The teacher uses unique teaching methods to 

stimulate and develop our imagination and innovation. This class not only 

achieves its teaching objectives and makes us understood the essence of art, but it 

also facilitates our skills in art. (S50-19) 

Twelve students associated excellence with promoting moral development. A student 

told how his Chinese teacher educated them to respect people: 

This class is an excellent teaching moment, because we not only acquire the 

knowledge from the text, but we also learn to understand our parents, and know 

how to respect our parents and people around us in our daily life. (S52-8) 

Six students mentioned that an excellent teacher helped students to do well in 

examinations. As a student described it in an English class: 

When teaching the text, she always asks us to read first. After a while, she picks 

up the important phrases or sentences and explains them using typical examples 

which appeared in the previous examinations and have a high possibility of 

appearing again in the next examinations. (S3-9) 

Two students thought excellent teaching was promoting students‘ societal development. 

A student reported a Chinese class:  

When finishing the analysis of the essay, Mr. L tells us that we should value our 

lives since our current lives have been attained through the hard struggle of our 

ancestors. He also encourages us to develop positive attitudes to life and to 

contribute to the development of society. (S14-10) 

3.4.2.3 Caring for Students  

Thirty-eight students described 11 sub-themes about excellence in terms of caring for 

students. For example, encouraging and praising students frequently (28%), creating a 

warm supportive classroom climate (21%), being patient (14%), understanding students 
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(12%), being kind (12%), communicating with students after class (8.6%), paying more 

attention to weak students (6.9%), loving students (5.2%), reducing student pressure 

(5.2%), treating students equally (1.7%), and being student-centred (1.7%).  

Sixteen students thought of excellence as using praise or encouragement frequently. A 

student described his own experience:  

He (a mathematics teacher) says, ―You are a smart boy, but why not use your 

smartness in your study?‖ it is the first time I heard somebody think that I am 

smart but not naughty. My teacher says again, ―If you were a teacher, what would 

you think if your students behaved like you? Think it over, my smart boy.‖ He 

pats my head and leaves. I stand there and think about it for quite a long time. 

(S1-9) 

Twelve students stressed that excellent teaching should include creating a relaxing, 

supportive, but challenging environment. As a student described a physics class:  

I think Mr. Q delivers excellent teaching, because we learn content and develop 

our abilities in a relaxing and happy environment. (S40-9) 

Eight students regarded an excellent teacher as being patient with students. A student 

reported this in a Chinese class:  

Ms. W smiles when looking at our confused faces and explains each sentence 

patiently. (S9-2) 

Seven students linked excellent teaching to understanding students. A student described 

an English tutor she liked most:  

My vocabulary is quite small since I hate to recite English words. However, my 

English tutor knows I like reading stories and finds a lot of interesting stories for 

me to read. (S6-1)  

Seven students thought an excellent teacher was kind. As a student described a 

mathematics teacher:  
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Mr. X is a kind person. He is eager to help us sort out our problems and to make 

us feel comfortable in accepting his help using his own unique humorous way. 

(S10-7) 

Four students linked excellent teaching to helping or communicating with students after 

class.  As a student reported:  

Ms. S (an English teacher) not only teaches us skills which are necessary to learn 

English, but also patiently gives us after-class instructions. In her office, she 

explains the questions that we don‘t have a chance to ask in class.  (S15-6) 

Four students perceived excellence as giving more support to weak students. As a student 

described her English teacher:  

Ms. S (an English teacher) encourages so called low-achievement students to 

learn English and gives them support to build up confidence for learning English. 

(S15-8) 

Three students regarded an excellent teacher as one who cherished students. A student 

reported of her class teacher after an examination in which they did not perform well:  

Ms. L (a class teacher) says, ―No matter how you perform in the exam. I will love 

and care for each of you like before.‖  (S25-3) 

Three students associated excellence with helping students to reduce pressure. A student 

said:  

Excellent teaching reduces pressure on students about learning, releases students 

from lengthy lectures, burdensome homework, and frequent examinations. 

Excellent teaching not only makes learning a burden anymore for students but 

makes students enjoy learning. (S57-2) 

One student perceived that an excellent teacher treated students equally. One female 

student reported this in the noon break: 
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Ms. L (a class teacher) says, ―No matter whom you are, no matter whether you 

have made a mistake or not, no matter which kind of family you come from. I 

regard you as children who come here to learn knowledge. I treat everybody 

equally.‖ (S25-3) 

One student thought of excellence as putting students at the centre of the teaching-

learning process: 

Excellent teaching should be a kind of teaching which regards students as the 

focus of the class. (S27-1) 

3.4.2.4 Having a High Level of Responsibility and Morality  

Five students reported four sub-conceptions about excellence with a high level of 

responsibility and morality. These sub-conceptions included being responsible (5.2%), 

planning and preparing structured lessons (3.4%), being passionate about teaching 

(3.5%), and being a role model for students (1.7%). 

Three students regarded an excellent teacher as being responsible. A student reported:  

An excellent teacher puts students and student needs first, is committed to his/her 

teaching job, and is responsible for students. (S1-1)  

Two students associated excellent teaching with planning and preparing lessons well. As 

a student explained:  

I think my history teacher prepares for the class very well: His class is well-

organised and structured; a series of interesting and meaningful stories connect 

the whole content smoothly and naturally. (S53-1) 

Two students regarded an excellent teacher as being passionate about teaching. A student 

summed up what he thought was an excellent teaching moment in a politics class: 

Most importantly, the teacher influences the students in a positive way using his 

unique passion. (S51-9) 
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One student thought an excellent teacher was an all-round role model for students: 

An excellent teacher should have a high level of morality, be knowledgeable, and 

be virtuous in his life. He is a good role model of mine even now. (S1-1) 

3.4.2.5 Having Breadth and Depth of Knowledge 

Four students perceived an excellent teacher as having extensive general knowledge. As 

a student explained:  

An excellent teacher is knowledgeable. My teacher uses his rich knowledge to 

arouse our interest and desire in learning. (S1-1) 

3.4.2.6 Having a Positive Relationship with Students 

One student thought that an excellent teacher had positive relationships with students:  

Mr. Q (a class teacher) is a teacher with whom we can talk about anything like a 

good friend and we benefit a lot. (S55-11) 

3.4.2.7 Being Reasonably Strict 

One student associated an excellent teacher with being reasonably strict:  

Mr. Q is strict sometimes, but also patient and warm. (S55-10) 

Three domain themes and four minor themes, which included 35 characteristics of 

excellent teaching, were identified by 58 Chinese middle school students in this section. 

The three domain themes included making classes interesting, achieving student 

effectiveness, and caring for students. The four minor themes consisted of having a level 

of responsibility and morality, having breadth and depth of knowledge, creating a 

positive relationship with students, and being strict. 

3.4.3 Study One C-School Leaders 

Three major conceptions and four minor conceptions of excellent teaching were 

identified in the narratives supplied by the 47 Chinese middle school leaders. They are 

presented in descending order of frequency: (1) making classes interesting (87%, 41 of 
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47 teachers mentioned this conception), (2) caring for students (68%), and (3) achieving 

student effectiveness (64%). Four minor conceptions of excellent teaching were 

identified: (4) having a high level of responsibility and morality (26%), (5) improvising 

appropriately in different situations (21%), (6) creating a positive relationship with 

students (13%), and (7) having breadth and depth of knowledge (4.3%). 

3.4.3.1 Making Classes Interesting  

Forty-one school leaders described three sub-conceptions about excellence in terms of 

making classes interesting in order to motivate students to learn. They included using 

teaching strategies (85%), using teaching aids (15%), and using multi-media techniques 

(8.5%). The sub-conception of using teaching strategies consisted of 15 characteristics, 

such as using questioning techniques (40%), using discussions (40%), using knowledge 

links (38%), using group work (23%), making knowledge simple (17%), facilitating 

teacher-student interactions (11%), facilitating peer activities (11%), assigning relevant 

homework (11%), giving students timely feedback (8.5%), being humorous (8.5%), 

using examples (4.3%), using games (4.3%), providing exercises related to the content 

(4.3%), giving background information (4.3%), and being creative (4.3%).  

A variety of teaching strategies relating to excellent teaching in the school leader reports 

was described. Nineteen school leaders explained how to use questions to motivate 

students‘ learning desire. A school leader reported this in a Chinese class: 

Ms C helps students to understand the essay using the following questions: What 

does the author think about pomegranates? How do you understand the words 

‗the loveliest‘? What characteristics of pomegranates does the author highlight? 

Why does the author love pomegranates? (SL39-7) 

Nineteen school leaders perceived excellent teaching as facilitating discussions using hot 

topics.  A school leader described this:  

I (a Chinese teacher) ask students to discuss ‗friendship‘ — Which kind of 

friendship would you like? And which kind of friends would you like to be? 

Students discuss and debate heatedly since they are interested in this topic. (SL 

46-3) 
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Eighteen school leaders perceived excellent teaching as linking and applying new 

knowledge to real-world settings, students‘ prior knowledge, or other disciplines. A 

school leader reported how a mathematics teacher connected new knowledge with real-

world settings:   

He (the teacher) presents some tree branches with leaves and asks, ―Do you know 

in which order these leaves are in the stem?‖ The students keep silent. ―The angle 

between the leaves and the stem is 137.5 degrees. In this way, it is easier for 

leaves to absorb sunshine and water.‖ The teacher writes 137.5/ (360-137.5) 

=.618 and the Law of Golden Section on the blackboard. The teacher introduces 

the main topic to students in an interesting way. ―Do you know that there is a 

Golden Section in our body?‖ ―Navel!‖ the teacher answers after a while. At this 

moment, the students are keen to learn about the Law of Golden Section. (SL 32-

1) 

Eleven school leaders regarded excellence as using group work. A school leader reported 

it in a Chinese class called The Romance of Three Kingdoms-The Battle of Chi Bi: 

The teacher guides the students to talk critically about three main characters—

Cao Cao, Liu Bei, and Sun Quan. Afterwards, the teacher divides the students 

into three groups. One group is Cao Cao, one group is Liu Bei, and the other is 

Sun Quan. These groups are matched according to their situations in the essay. 

(SL 5-5) 

Eight school leaders explained that excellent teachers made knowledge simple to 

students. A school leader described how a teacher created a rhyme to help students to 

remember the names of the places in a geography class:  

When students are struggling to remember the names of places which the Yellow 

River passed by, Mr. T creates a rhyme ‗qing chuan gan ning nei meng gu, sa xi 

shan xi yu he lu‘ which is easy to read and recite. (SL 33-7) 

Another teacher presented abstract physics knowledge visually: 



Chapter 3. Self-Reported Excellent Teaching and Practice  

 83 

When exploring the relationship between the images and objects, the teacher 

takes out two candles and a mirror. He puts the two candles before the mirror and 

asks the students how many candles they can see. A student answers, ―Four. Two 

are candles, and other two are the images.‖ The teacher asks the students to try to 

get two and three candles using the same method by moving candles. Mr. G 

explains the complex problems of Virtual Image using a simple and visual way. 

(SL 15-4) 

Five school leaders linked excellence to teacher-student interactions. A school leader 

reported this being used in a Chinese class:  

Ms. C pays more attention to communication and interaction with students. She 

joins the students in discussing the topic with them. (SL 39-15) 

Four school leaders perceived excellent teaching as using peer activities in class. A 

school leader reported how a chemistry teacher used peer teaching and evaluation: 

(The students are divided into three groups to judge chemical materials by doing 

experiments) One group is to judge whether the chemical material is K2SO2, the 

second group is to judge whether it is K2CO3, and the last group is to judge 

whether it is KCl. Ms. D asks the second group to explain the procedure to the 

other two groups. After the explanation, the other two groups do the experiment 

again to judge whether the answer is right.  I think the teacher in this class 

motivates students to participate actively, guides students to experience the 

happiness of success, and asks them to assess their counterparts.  (SL 8-21) 

Five school leaders connected excellent teaching with assigning related homework to 

students. A school leader explained this in a Chinese class: 

For our homework, Ms. L (a Chinese teacher) asks us to write an essay using the 

same writing methods learnt in this lesson. (SL 27-7) 

Four school leaders regarded excellent teaching as giving students feedback. A school 

leader reported it in a biology class: 
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The teacher supervises the students when they discuss the topic. Once the 

students make mistakes, she points them out immediately. (SL10-8) 

Four school leaders thought excellent teachers were humorous. A school leader reported 

a moment at the beginning of a mathematics class:  

Mr. H (a mathematics teacher) asks, ―Who knows where Tiananmen Square is?" 

Students feel strange and laugh afterwards. "Have you been to Tiananmen Square? 

Do you know how large it is?‖ I am impressed by his sense of humour and follow 

him to explore the mathematical kingdom. (SL13-1) 

Two school leaders associated excellent teaching with giving students examples. A 

school leader explained this in a politics class:  

When Mr. J teaches the order of succession, he gives an example from the 

newspaper. There was a couple who died in an accident and they had no child, but 

each of them had a brother. Who should inherit the couple‘s legacy? The students 

discuss this and get the answer according to the information in the textbook. 

(SL43-1) 

Two school leaders perceived excellence as using games in their teaching. Taking a 

Chinese class as an example: 

The teacher uses a game to create a similar environment to that of the essay: 

Imagine what your world would be like and what you would see if your eyes 

were blindfolded? The students blindfold their eyes using hands or cloth and talk 

about what the world would be like. (SL20-5)  

To assist students‘ understanding of new knowledge, two school leaders asked students 

to do some exercises relating to the new knowledge when or after delivering new 

knowledge in their classes.  

(In an after-class instruction) I (a teacher) find some easy exercises but she (a 

student) doesn‘t think they are easy for her. She can do them correctly. And then I 

show her some items which are more difficult compared with former items. She 
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does them again. After that, I design a series of application topics to assist her. 

(SL42-11) 

Two school leaders linked excellent teaching to giving background information. One 

example occurred in a Chinese lesson called The Three Kingdoms-the battle of Chi Bi:  

The teacher displays an episode about the background introduction of The Three 

Kingdoms-the battle of Chi Bi with the background music of the TV song the 

Romance of Three Kingdoms. It is difficult for students to fully understand the 

story without any background information since the story happened in ancient 

times. The introduction helps students to learn the text, but also arouses students‘ 

interest to learn. (SL5-5) 

Two school leaders associated excellent teaching with teaching creatively. As a school 

leader reported a Chinese class:  

Excellent teaching not delivers the content in the textbook, but teaches creatively 

students beyond the textbook. (SL1-22) 

Seven school leaders described excellent teachers as using teaching aids such as cards, 

songs, and pictures to help students in learning. Taking a Chinese lesson as an example: 

Please write down what you are thinking at the moment on the ‗heart‘ cards that I 

will give you, and match your card with your classmates‘ cards which you think 

should match well, and then stick these ‗heart‘ cards on the board on the back 

wall. Let these cards stay with us and encourage us to grow together. (SL20-16) 

Four teachers perceived excellence as using multi-media teaching techniques. A school 

leader reported this from a biology class:  

After the discussion, the teacher displays an episode of the Red-Crowned Bird 

story, which talks about protecting animals, using a PowerPoint presentation to 

stimulate student awareness of the need to protect animals. (SL37-5) 
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3.4.3.2 Caring for Students  

Thirty-two school leaders described five sub-conceptions about excellence in terms of 

caring for students. The five subsections included in this category were: encouraging and 

praising students frequently (43%), creating a warm supportive classroom climate (30%), 

communicating with students after class (13%), being student-centred (13%), and 

understanding students (6.4%). 

Twenty school leaders thought of excellence as using praise or encouragement 

frequently. A school leader described his own teaching experience with a shy boy 

student:  

I (a teacher) know he (a shy student) is confused, but he does not want to ask my 

help, so I ask him to answer the question. Of course, he cannot answer it. I 

explain the question patiently until he understands fully. I smile at him, ―If you 

have questions, just let me know.‖  (SL29-3) 

Fourteen school leaders related excellent teaching to the creation of a relaxing and 

supportive learning environment for students. This was described by a school leader:  

Students learn the content happily in a caring and pleasant environment. (SL9-15) 

Six school leaders perceived excellent teaching as helping students after class. As a 

school leader reported:  

I remember a boy, who was very naughty and did not behave himself very well. I 

talked with him several times, it did not work. I know he likes basketball and he 

is good at it. I decide to communicate with him through basketball since I am also 

good at basketball. In a physical activity class, I find him in the playground and 

challenge him. We start a match... I win the match finally. After the match, it 

seems we are closer than before and talk a lot. I say, ―Your skills and height are 

better than mine, but my experience and judging ability are better than yours. Just 

like people, every person has advantages and disadvantages, but if we maximise 

our advantages, and minimize disadvantages, we will succeed. Is it the same as 

learning? You are smart.‖ After that the boy changes substantially. (SL30-1) 
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Five school leaders regarded excellence as putting students at the centre of the teaching-

learning process. A school leader reported this occurring in his colleague‘s Chinese class:  

Excellent teaching should be student-centred. A teacher teaches students how to 

learn and guides them to learn happily, freely, and actively. Excellent teaching 

should make students ‗able to learn, happy to learn, and good at learning‘. (SL-1) 

Three school leaders linked excellent teaching to understanding students. One school 

leader reported:  

If a teacher wants to educate students well, he/she should understand what 

students are thinking, know more about their problems and communicate with 

them sincerely. (SL17-20) 

3.4.3.3 Achieving Student Effectiveness  

Thirty school leaders identified four sub-conceptions of achieving student effectiveness. 

They were listed as follows: Five school leaders mentioned that excellent teaching 

focused on the delivery of knowledge to help students to achieve learning tasks (11%). 

Twenty-one school leaders perceived excellent teaching as promoting students‘ abilities 

and skills (45%). Ten school leaders connected excellent teaching with promoting 

students‘ moral development (21%). Three school leaders described excellence as 

helping students to do well in examinations (6.4%).  

Almost all school leaders linked excellence to knowledge delivery in helping students to 

achieve learning tasks, but only five of them mentioned this specifically.  

The teacher explains the information carefully, guides students to learn the 

content, and helps them to achieve learning tasks. (SL8-25) 

Twenty-one school leaders perceived excellent teaching as promoting students‘ abilities 

and skills. One school leader described how a teacher progressively developed students‘ 

skills in a chemistry class:  

The teacher pays attention to facilitating students‘ thinking skills when they are 

observing and operating an experiment, and to facilitating their observation and 
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operational skills when they are thinking. Students‘ abilities and skills are 

developed in a progressive way. (SL38-15) 

Another school leader reported how a geography teacher helped students to learn 

creatively and independently:  

An excellent teacher should teach students how to learn independently and 

creatively. The educator, Ye Shengtao said, ―The purpose of teaching is to let 

students learn by themselves‖ (Jiao Shi Wei Le Bu Jiao). (SL33-1) 

Ten school leaders regarded excellence as educating students to be a good person. One 

school leader reported how a Chinese teacher educated the students to be loving: 

The students learn a fairy tale which talks about a blind child who sees the 

sunshine again when the people around him are encouraging and showing love 

for him. The author speaks highly of the love. The teacher takes this opportunity 

to educate students to love people. (SL20-1) 

Another school leader regarded excellence as educating students to be honest:  

After finishing the essay called Emperor‘s New Clothes, the teacher asks what the 

students think and learn from the essay. The teacher encourages the students to be 

honest. (SL17-16) 

Three school leaders connected excellence with helping students to do well in 

examinations. One school leader reported how a geography teacher helped his students to 

work well in examinations:  

It is a big headache for students to remember how many places or provinces the 

Yellow River passes by. The students have to recite these names since this is the 

main point in examinations tomorrow. When students are struggling to remember 

these names, Mr. T creates a rhyme ‗qing chuan gan ning nei meng gu, sa xi shan 

xi yu he lu‘ which is easy to read, recite, and remember. (SL33-5) 
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3.4.3.4 Having a High Level of Responsibility and Morality  

Twelve school leaders reported four sub-conceptions about excellence with a high level 

of responsibility and morality. These four sub-conceptions included planning and 

preparing structured lessons (15%), being a role model for students (4.3%), being 

passionate about teaching (4.3%), and communicating with parents (2.1%).  

Seven school leaders mentioned planning and preparing structured lessons as one of the 

prerequisites of excellent teaching. A school leader reported this in a physics class:  

The teacher prepares for the lesson creatively and carefully. A considerable 

amount of planning can result in a sense of harmony for the whole lesson. That is 

why I remember clearly this class even though it happened four years ago. I also 

think that the students in this class benefited a lot. (SL31-11) 

Two school leaders associated excellent teaching with being a role model for students in 

skills and behaviour. A school leader mentioned this in an after-class communication: 

After that the boy changed a lot. Perhaps my basketball skills or my personal 

example or my sincere words worked with him. (SL30-10) 

Another school leader expressed this in a Chinese class:  

The students and I are attracted by Ms. C‘s knowledge, appropriate behavior, and 

modest words. (SL39-6) 

Two school leaders thought that an excellent teacher would be passionate about students 

and teaching. One school leader said in their report of a Chinese class: 

An excellent teacher uses his/her sincere passion to encourage students to learn 

actively and positively. (SL9-2) 

A school leader mentioned that an excellent teacher made connections with the students‘ 

families, but he did not give a specific example in the report: 
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Excellent teaching stresses connections between teachers and parents, schools 

and families. (SL22-1) 

3.4.3.5 Improvising Appropriately in Different Situations 

Ten school leaders perceived excellent teaching as being able to act appropriately in 

different situations. One school leader described an accident that occurred in a lesson of 

composition evaluation: 

Everything is progressing normally in the beginning under Ms. L‘s guidance. 

There is a sound ‗pa‘ from a girl student. The girl accidently drops a book that she 

had been reading under the desk – Eighteen Years by Ailing Zhang. The class 

becomes very still and everybody looks at Ms. L. Time is limited for everybody 

since the secondary school entrance examination is coming soon. Ms. L comes up 

to the girl who is embarrassed already and says, ―Do you like Eighteen Years?‖ 

The girl does not answer. ―Could you please tell me why you like this book?‖ 

Again no answer. ―For you, is life like gorgeous clothes being full of fleas?‖ (Ms. 

L has quoted a sentence from the book.) The girl says nothing but looks confused. 

―I think you should read another book called ‗Rain in Fall, Feeling, Flower on the 

Sea‘, which is very good. But why not choose a better time to read?‖ The girl 

nods with her apologies and thanks. I notice all students breathe deeply and come 

back to the task at hand. Ms. L deals with the incident cleverly. Her way does not 

interrupt the class, but also provides a lesson to other students. (SL21-1) 

3.4.3.6 Having a Positive Relationship with Students 

Six school leaders regarded having a positive relationship with students as being an 

indicator in excellence. One school leader reported:  

(A teacher) respects them (students), regards his or her students as being of equal 

status, and communicates with them sincerely. (SL11-21) 

3.4.3.7 Having Breadth and Depth of Knowledge 

Two school leaders mentioned that an excellent teacher has extensive general knowledge. 

Taking one Chinese teacher as an example: 

http://www.white-collar.net/01-author/z/03-zhang-al/046.htm
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Mr. Y (a Chinese teacher) teaches this class interestingly using his rich 

knowledge and solemn feelings. (SL44-3) 

In this section, 38 characteristics of excellent teaching were identified by 47 Chinese 

middle school leaders. These characteristics were classified into three major themes and 

four minor themes. The three major themes included making classes interesting, caring 

for students, and achieving student effectiveness. The four minor themes consisted of 

having a level of responsibility and morality, improvising appropriately in different 

situations, creating a positive relationship with students, and having breadth and depth of 

knowledge.  

3.4.4 Study One D-Parents 

Four major themes of excellent teaching were identified in the narratives supplied by 42 

middle school parents in China. They are presented in descending order of frequency: (1) 

making classes interesting (67%, 28 of 42 parents mentioned this conception), (2) 

achieving student effectiveness (55%), (3) caring for students (45%), and (4) having a 

high level of responsibility and morality (29%). Three minor themes of excellent 

teaching were identified: (5) being able to control the class (9.5%), (6) having a breadth 

of knowledge (7.1%), and (7) having a positive relationship with students (4.8%). 

3.4.4.1 Making Classes Interesting  

Twenty-eight parents identified three sub-conceptions about excellence in terms of 

making classes interesting. They consisted of using teaching strategies (60%), using 

teaching aids (14%), and using multi-media techniques (14%). The sub-conceptions of 

using teaching strategies included 13 characteristics such as using questions (19%), using 

knowledge links (17%), using discussions (17%), being humorous (14%), using 

examples (14%), giving students feedback (9.5%), facilitating peer activities (7.1%), 

using group work (4.8%), providing some exercises related to the content (4.8%), making 

summaries for students (4.8%), using games (4.8%), giving students background 

information (2.4%), and presenting knowledge clearly (2.4%).  

Eight parents associated excellent teaching with using questioning techniques. As one 

parent described it from an English class:  
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After introducing the present and past tenses, the teacher asks, ―What is the 

difference between the present tense and the past tense? When should we use the 

past tense? How would we differentiate between ‗could‘ and ‗can‘?‖ (P3-11) 

Seven parents claimed that excellent teaching linked knowledge to daily life, other 

disciplines, or prior knowledge. A parent gave an example about how school knowledge 

was connected with daily life:  

(A physics teacher) ―Who can tell me how the stability of the triangle can be 

applied in real life?‖ Silence. The teacher shows some examples using 

PowerPoint: The planes in the sky, the splendid Wuhan Yangtze River Bridge, 

and the dignified Eiffel Tower in a dark evening. The teacher also shows other 

slides in which the teacher has highlighted how the stability of the triangle is 

relevant. (P21-1) 

Seven parents perceived excellent teaching as using discussions. As a parent reported this 

in a politics class: 

What impresses me most is the discussion in class. As a student, how should we 

react to a series of anti-Japanese activities that have been happening these days in 

China? The students are very interested in this topic and discuss it heatedly. (P30-

6)  

Six parents thought an excellent teacher was humorous. A parent gave this example from 

a history class:  

This class is vivid and humorous. The students‘ concentration is maintained by 

Mr. Y. He uses his sense of humour to arouse students‘ interest. (P1-1) 

Six parents believed that excellent teaching included the use of examples. A parent 

reported this from an English class:  

Ms. S (an English teacher) uses innovative teaching methods in class. When she 

teaches English words, she always finds other similar words and gives examples 

of how to use each of these in a particular context. (P10-4) 
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Four parents perceived excellence as giving students timely feedback. A parent 

explained:  

If the students are correct, Ms. L (the teacher) stresses the important points. If the 

students are incorrect, Ms. L corrects them and gives comments about the 

mistakes. Regardless of the long or short questions, big or small mistakes, Ms. L 

is very patient and careful in giving her comments. (P3-14) 

Three parents thought of excellence as facilitating peer activities. One parent reported 

how a teacher in an English class asked students to teach or assess their classmates:  

I (a parent) notice that Ms. L does not hurry to judge whether the students give 

correct answers or not, but she asks the students to make comments on their peers‘ 

answers. (P3-13) 

Two parents connected excellent teaching with using group work. A parent described this 

occurring in a mathematics class:  

The students are divided into eight groups. Mr. G (a mathematics teacher) gives 

each group mathematics exercises, and asks the students to give at least one 

example to explain their answers. (P6-4) 

Two parents thought excellent teaching included asking students to do exercises related 

to the content. A parent described this in an English class: 

The teacher tells the students to make sentences using ‗How much and how 

many‘. (P36-8) 

Two parents associated excellent teaching with making a summary for students. A parent 

described a mathematics teacher doing this.  

My child told me that his mathematics teacher always makes a summary before 

the end of the class. I think a teacher can see what students can‘t see, sum up the 

main points, and help students to learn information beyond the textbook. (P32-8) 
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Two parents regarded excellent teaching as the use of games to arouse students‘ interest. 

A parent reported this occurring in an English class:   

The English teacher asks the students to stand up and follow her to do some 

exercises. The teacher and the students extend their left hands, raise their right 

hands, turn their heads back, and then the teacher asks the students to explain in 

English the activities they did. (P28-1) 

One parent thought an excellent teacher gave background information to help students in 

learning. A parent explained how his son‘s teacher gave background information about 

Xun Lu‘s article She Xi: 

He (a teacher) displays the main part of a VCD of She Xi. My son and his 

classmates are very interested in the story which happened in a different time. My 

son tells me that he always feels Lu Xun‘s articles are difficult, but he does not 

think She Xi is difficult. I think the teacher does very well. Lu Xun‘s articles are 

difficult for most students, because the things in his articles happened in the early 

or middle 1990s, and there are always deep hidden implications in Lun Xun‘s 

articles. The teacher helps the students to understand the background and makes 

the essay easy to understand by the students. (P4-4) 

One parent mentioned that an excellent teacher presented knowledge clearly: 

Excellent teaching should have clear explanations… (P33-1) 

Six parents linked excellence to using a variety of teaching aids. A parent described a 

teacher doing this in a Chinese class: 

Mr. G (a Chinese teacher) takes out a paper and attaches it on the blackboard. The 

paper shows a classic old song Su Wu Shepherding. Mr. G sings the song while 

playing a fiddle. The students are moved by the beautiful classic melody and 

soulful lyrics. (P27-3)  

Six parents perceived excellent teaching as using multi-media techniques.  
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The teacher uses the prepared PowerPoint demonstration. Apples appear on the 

screen and the question ―How many apples do you want‖ below the picture. In 

the next screen, an apple is dropped on the scale, the scale hand is pointing to ‗1‘, 

and ‗a kilo‘ below the picture. (P36-4) 

3.4.4.2 Achieving Student Effectiveness  

Twenty-three parents identified four sub-conceptions pertaining to achieving student 

effectiveness. They included: (1) focusing clearly on knowledge delivery to help students 

to achieve learning tasks (24%), (2) promoting students‘ abilities and skills (33%), (3) 

promoting students‘ moral development (19%), and (4) helping students to do well in 

examinations (12%). 

Almost all parents thought excellent teaching involved students in learning what was 

intended to be learnt. But ten parents associated excellence with helping students to 

achieve learning tasks. A parent reported this in a mathematics class:  

Excellent teaching … delivers knowledge needed to help students to achieve 

learning tasks. (P15-3) 

Fourteen parents regarded excellent teaching as promoting students‘ abilities and skills. 

A parent explained how her child‘s teacher developed students‘ independent abilities:  

My child does not know how to do an exercise. Her teacher identifies the 

problem and lends her a book. The teacher folds the corner of a page in a section 

that my child should read. From then on, when my child meets problems he 

always tries to get help from books or internet.  He is able to solve problems by 

herself instead of asking for teachers. (P25-2) 

Eight parents connected excellent teaching with promoting students‘ moral development. 

A parent reported how his child expressed his thanks to him: 

I remember an excellent teaching moment in my son‘s school. In the closing 

ceremony of the new students‘ military training, the students make a bow to the 

parents to show their appreciations and respect. Almost all parents weep at this 

moment. I think the students, our children, are also moved. (P31-6) 
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Five parents thought that an excellent teacher helped students to do well in examinations. 

A parent said: 

My child says that her English teacher can predict accurately what will appear in 

examinations and help them do related items. The students in his class always 

rank on the top of the grade in examinations. (P10-5) 

3.4.4.3 Caring for Students 

Nineteen parents described ten sub-conceptions regarding excellence in terms of caring 

for students. These sub-conceptions included encouraging and praising students 

frequently (24%), creating a warm supportive classroom climate (22%), understanding 

students (12%), communicating with students after class (12%), paying more attention to 

weak students (4.8%), meeting students‘ different needs (4.8%), treating students equally 

(2.4%), reducing student pressure (2.4%), loving students (2.4%), and being student-

centred (2.4%).  

Ten parents perceived excellent teaching as encouraging and praising students frequently. 

A parent reported:  

His teacher always gives positive words to encourage them after answering 

questions or discussions. For example, ―You are smart!‖ ―Good job!‖ ―Well 

done!‖… (P41-2) 

Nine parents associated excellent teaching with creating a positive and relaxing 

classroom climate. As a parent reported:  

I think the teacher in this class delivers excellent teaching, because the teacher 

creates a nurturing but challenging environment for the students. The students can 

acquire knowledge actively and interestingly. (P36-10) 

Five parents regarded excellent teaching as understanding students. As a parent 

explained: 

I (a parent) talk with his class teacher and know the teacher has heard a lot of 

negative information about my son before the semester started. The teacher got 
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some information about my son through communicating with my son‘s former 

teacher. After doing so, the teacher understands my son well. And then she uses 

her kindness to change my naughty son. (P23-17) 

Five parents thought an excellent teacher communicated with students after class to help 

them. One parent described a teacher making a home visit: 

On weekends, Ms. Q (a class teacher) visits my home and talks with my child for 

quite a long time. My child is very happy and shows her his album.  My son tells 

Ms. Q a lot of things happened in Haerbing (the place we lived in before)…From 

then on, my child seems to be a part of  the class, and talks  more at home about 

what happened in the school. I am very happy that my son could get used to the 

new environment and meet the very best teacher here. (P38-14) 

Two parents linked excellence to paying more attention to weak students. As a parent 

explained: 

(My son transfers from one school to this school) Ms W (an English teacher) 

finds my child feels bored by English. After talking with me, Ms. W knows more 

about my son. She suggests that I find an English tutor to coach my son after 

school. After one semester, my son‘s English is still behind most his classmates, 

but luckily, he is not bored by English any more. After a year, my son is making 

great progress in English. (P40-5) 

Two parents perceived excellence as meeting students‘ different needs. A parent 

explained:  

In some teachers‘ classes, only good students could understand what they are 

teaching. In other classes, the teachers repeat the exercise again and again in 

order to help students to get higher marks in examinations. From my point of 

view, an excellent teacher should teach students differently to maximise each 

student‘s abilities according to their individual characteristics. (P7-1) 

One parent thought an excellent teacher treated students equally: 
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The teacher treats each student equally. Frankly speaking, my child is not a good 

student. However, from what she tells me, she really enjoys the fair support and 

attention from her teacher. (S7-17) 

One parent regarded an excellent teacher as one who reduced learning pressure on 

students: 

Mr. Y (an English teacher) does not put pressure on students. Mr. Y is able to 

deliver knowledge efficiently and effectively. The students don‘t spend too much 

time previewing the content before his class and reviewing the content after class. 

He helps students to digest the content within the class and seldom assigns a lot 

of homework. I think Mr. Y‘s class could be called an example of excellent 

teaching. Since my boy always stays in school for 12 hours a day during 

weekdays, it is usual for my boy to do homework until midnight. If all teachers 

were like Mr. Y, I think my boy could enjoy learning more instead of feeling so 

tired every day. (P1-2) 

One parent reported that an excellent teacher loves students: 

I (a parent) always hear from my boy that Ms. W sends a birthday card to the 

students on their birthday; Ms. W buys a gift for the students who make progress; 

Ms. W goes to see the students when they are ill and explains the lessons they 

miss…Excellent teaching should be like this, the teacher loves students in life 

and learning. (P24-7) 

One parent perceived excellence as being student-centred:  

This (English) class is student-centred. The teacher is concerned about what the 

students need, want and think, and how to help them to learn better. It changes the 

traditional teaching pattern ‗teach me to learn‘ into ‗I want to learn‘ (Yao Wo Xue, 

Wo Yao Xue). (P3-18) 

3.4.4.4 Having a High Level of Responsibility and Morality 

Twelve parents reported five sub-conceptions of excellence with a high level of 

responsibility and morality. The sub-conceptions included connecting with parents 
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(9.5%), being a role model for students (7.1%), planning and preparing structured lessons 

(4.8%), being passionate about teaching (4.8%), and being responsible (2.4%). 

Four parents reported that an excellent teacher worked together with parents. A parent 

described a meeting with his son‘s class teacher:   

When meeting with my boy‘s class teacher, the teacher tells me more about my 

child‘s performance and problems (skips classes and goes to the internet café) in 

school. We discuss how to help my child to sort out his problems…We keep in 

touch regularly to communicate my boy‘s performance at home and in school. 

After a semester, my son seems much better than before. (P20-19)  

Three parents regarded an excellent teacher was a role model for students. As a parent 

reported:  

Mr. G is not only rich in the subject and general knowledge, but also is highly 

moral in his life… Mr. G gives an example to his students and colleagues both in 

knowledge and life. (P27-9) 

Two parents thought an excellent teacher prepared lessons well for students. A parent 

said:  

It will be good if teachers could prepare for lessons carefully and creatively. Our 

children would learn as much as they can with enjoyment. (P8-8) 

Two parents perceived an excellent teacher as being passionate. As a parent explained: 

The teacher uses his passion to affect students. (P5-11) 

One parent thought an excellent teacher was responsible: 

I (a parent) think an excellent teacher is responsible for and committed to 

teaching and students. (P29-1) 



Chapter 3. Self-Reported Excellent Teaching and Practice  

 100 

3.4.4.5 Being Able to Control the Class 

Three parents stressed that an excellent teacher could react appropriately in different 

situations and two parents thought an excellent teacher was reasonably strict. A parent 

explained: 

She (a teacher) knows when she should guide the students, when the students can 

learn by themselves, and when she should discipline the students. There is a line 

in her hand. The students are her kites, and Ms. L is the owner of the kites (Shou 

Fa Zi You). (P13-11) 

3.4.4.6 Having Breadth and Depth of Knowledge 

Three parents linked excellent teaching to having a breadth of knowledge. As a parented 

reported:  

Mr. G teaches content interestingly and movingly in this class using his rich 

knowledge and intelligence in both Chinese and music. (P27-6) 

3.4.4.7 Having a Positive Relationship with Students 

Two parents associated excellence with having a positive relationship with students. As a 

parent reported:  

There are various teacher-student relationships. The teacher is a friend, parent, 

and tutor of students. They can learn from and develop with each other. (P12-5) 

This section described 38 characteristics of excellent teaching identified by 47 Chinese 

middle school parents. These characteristics were classified into four major themes and 

three minor themes. The four major themes included making classes interesting, 

achieving student effectiveness, caring for students, and having a level of responsibility 

and morality. The three minor themes consisted of being able to control the class, having 

breadth and depth of knowledge, and having a positive relationship with students. 
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3.5 Summary 

Study One has provided a general picture of participants‘ conceptions of excellent 

teaching and the practices used in Chinese middle schools. This study identified eight 

major conceptions of excellent teaching held by Chinese middle school teachers, 

students, school leaders, and parents. These conceptions were: (1) making classes 

interesting, (2) caring for students, (3) achieving student effectiveness, (4) having a high 

level of responsibility and morality, (5) being in control, (6) having a positive 

relationship with students, (7) reflecting after class, and (8) having breadth and depth of 

knowledge. There are currently no clear categories for 45-item of teaching practices. It 

was anticipated that Chinese middle school teachers could provide ideas for this in the 

next quantitative survey.  

In summary, eight categories including 47 characteristics were identified from the stories 

of Chinese middle school teachers, students, school leaders, and parents. Among 47 

characteristics, there were 21 characteristics mentioned by four groups, eight by three 

groups, 12 by two groups, and six by one group. Teachers mentioned 37 characteristics 

in seven categories, students identified 35 items in seven categories, school leaders 

mentioned 38 items in seven categories, and parents identified 38 items in seven 

categories (see Table 8).  
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Table 8 

Chinese Middle School Participants’ Conceptions of Excellent Teaching 

Theme of Excellent Teaching (47 Items) Middle School 
Participants 

T S SL P 
Making Classes Interesting      
 Using a variety of teaching strategies      
 Using question techniques √ √ √ √ 

Using group work √ √ √ √ 
Using examples √ √ √ √ 
Using discussions √ √ √ √ 
Using games √ √ √ √ 
Facilitating peer activities   √  √ 
Using knowledge links √ √ √ √ 
Giving background information  √ √ √ 
Asking students to do related exercises √ √ √ √ 
Being humorous √ √ √ √ 
Being creative  √   
Giving timely feedback or comments √ √ √ √ 
Assigning relevant homework and checking it   √   
Making knowledge simple √ √ √  
Making a summary for students √  √ √ 
Presenting knowledge clearly    √ 
Facilitating teacher-student interactions √ √ √  

Using multi-media techniques  √ √ √ √ 
Using teaching aids √ √ √ √ 

Caring for Students      
 Creating a caring challenging environment  √ √ √ √ 

Helping students lose their shyness √    
Encouraging and praising students frequently  √ √ √ √ 
Understanding students √ √ √ √ 
Meeting student needs    √ 
Facilitating student-centred activities √ √ √ √ 
Communicating with students after class √ √ √ √ 
Treating students equally √ √ √ √ 
Paying special attention to weak students √  √ √ 
Reducing student pressure √  √ √ 
Being loving  √ √ √ √ 
Being kind √  √  
Being patient √  √  

Achieving Student Effectiveness      
 Helping students to achieve learning tasks √ √ √ √ 

Helping students to perform well in examinations √ √ √ √ 
Facilitating student abilities  √ √ √ √ 
Promoting student moral development √ √ √ √ 
Promoting student societal development √  √  

Table Continued 
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Theme of Excellent Teaching Middle School 
Participants 

T S SL P 
Having a High Level of Responsibility and Morality      
 Preparing a well-structured lesson  √ √ √ √ 
 Being a holistic model for students  √ √ √ √ 

Being passionate for teaching  √ √ √ √ 
Being responsible √  √ √ 
Keeping in touch regularly with parents  √  √ 

Being in Control     
 Improvising appropriately in different situations   √  √ 
 Being strict √  √ √ 
Having a Positive Relationship with Students  √ √ √ √ 
Reflecting after Class  √    
Having Breadth and Depth of Knowledge   √ √ √ 

Note. Teacher n=22; Student n=58; School Leaders n=47; Parent n=42; T-Teacher, S=Student, SL=School 
Leader; P=Parent.  

Among 47 characteristics, 52% of them were simultaneously mentioned by four groups. 

The differences were explained based on eight categories. For the category of making 

classes interesting, three characteristics were advocated by three of the groups. Giving 

background information was not mentioned by the teachers, making a summary for 

students was not mentioned by the students, and facilitating teacher-student interaction 

was not mentioned by the parents. Only one characteristic, facilitating peer activities, 

was proposed by the students and the parents. There were three characteristics suggested 

by one group: Being humorous and assigning relevant homework and checking it 

responsively by the students, and presenting knowledge clearly by the parents. In the 

second category of caring for students, paying special attention to weak students and 

reducing student pressure were not mentioned by the students. Being kind and being 

patient were mentioned by the teachers and the school leaders. Helping students lose 

their shyness and meeting student needs were only mentioned by the teachers and the 

parents. As for the third category, it was the teachers and the school leaders who 

suggested that promoting students‘ societal development should be included in excellent 

teaching. In the fourth category of having a high level of responsibility and morality, the 

characteristic of being responsible was not advocated by the students, and keeping in 

touch regularly with parents was stressed by both the students and the parents. As for the 

fifth category of being in control, being strict was not suggested by the students, whilst 

improvising appropriately in different situations was mentioned by the students and the 

parents. The seventh category, reflecting after class, was only mentioned by the teachers. 
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The eighth category, having breadth and depth of knowledge, was not stressed by the 

teachers.  

As a sub-goal, 45 teaching practices in Chinese middle schools were identified from the 

four participating groups‘ stories (see Table 9). 

Table 9 
Teaching Practices in Chinese Middle Schools 

Item of Teaching Practice (45 Items) 
Used text books 
Asked students to remember content by rote 
Lectured to students 
Gave students background information or knowledge 
Asked other students to help a student get the correct response 
Created opportunities for students to ask questions 
Provided the correct response to students 
Led question-and-answer sessions 
Facilitated teacher-led discussions 
Selected discussion topics according to students‘ interests 
Used group work 
Worked with small groups of  students 
Paid special attention to weaker students 
Worked with individual students on their personal problems 
Diagnosed student learning problems and gave suggestions 
Delivered knowledge using Multi-media teaching techniques 
Used photos, songs, or other tools to stimulate students‘ interests 
Used role play 
Used games 
Linked knowledge to other disciplines 
Linked new knowledge to prior knowledge 
Linked new knowledge to real settings 
Delivered new knowledge using examples 
Facilitated student peer learning, teaching and evaluation 
Facilitated student-teacher interactions 
Used story telling 
Provided opportunities for students to practise what they had learned 
Provided opportunities for students to show their brilliance 
Guided students to find the answers on their own 
Guided students to find their own learning materials and solutions 
Encouraged students to express their own opinions 
Gave students more freedom to learn 
Used appropriate waiting time when questioning 
Checked assignments carefully and responsively 
Encouraged/praised students 
Gave positive comments 
Provided some related exercises in class 

Table Continued 
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Item of Teaching Practice (45 Items) 
Drilled students with exam-type items 
Educated students to hold a positive view of life 
Educated students to form good habits or attitudes 
Gave after-class instruction 
Talked with students after class 
Made home visits or telephone calls 
Kept in touch with parents frequently 
Prepared for lessons 

The differences and similarities in conceptions of excellent teaching among four groups 

of participants were not compared further since the main purpose of this study was to 

gain a general picture of conceptions of excellent teaching in Chinese middle schools. 

However, the frequency of some of the characteristics or themes addressed the 

participants‘ conceptions of excellent teaching. These characteristics or themes were 

included in the quantitative questionnaire for the next large survey. Another function of 

this study was to provide empirical evidence to explain the findings from the next two 

studies. 
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CHAPTER FOUR 

MEASURING TEACHERS’ CONCEPTIONS OF 

EXCELLENT TEACHING AND TEACHING PRACTICE IN 

CHINESE MIDDLE SCHOOLS 

Study One provided a general picture about how Chinese middle school participants 

(e.g., teachers, students, parents, and school leaders) perceived excellent teaching and 

their practices. Study One did not indicate how strongly teachers agreed with certain 

conceptions of excellent teaching or how important certain teaching practices were.  

This chapter reports the development of two instruments which measure teachers‘ 

conceptions of excellent teaching (TCET) and teachers‘ conceptions of teaching practice 

(TCTP) in Chinese middle schools. The validity of the instruments was checked 

qualitatively and quantitatively through four stages: the developmental stage, the 

judgement stage, the translation stage, and the trial survey. The developmental stage 

related to the process of developing the two instruments. The TCET and TCTP 

instruments were designed on the basis of the related reviewed literature and the findings 

of Study One. The judgement stage entailed checking item validity and category validity 

using a group of judges. The translation stage involved translation and back-translation 

using a judge fluent in Chinese. The trial survey condensed the items in the two 

instruments into a more succinct set of items that could be meaningfully administered at 

one sitting and used in the next survey. This process also led to the two measurement 

models regarding teachers‘ conceptions of excellent teaching and their conceptions of 

teaching practice. Statistical analytical techniques were used to develop and test the 

TCET and TCTP models. These statistical analytical techniques included exploratory and 

confirmatory factor analyses and structure equation modelling. Goodness of fit indices 

such as 2, df, 2
/df, SRMR, RMSEA, and its 90% CI, CFI, and gamma hat were used to 

test the model fit to the data (Marsh, Hau, & Wen, 2004). This study is referred to as 

Study Two.  

4.1 General Discussion about Validity Procedures 

The content validity of the items was evaluated, that is, the degree to which items in an 

instrument reflect the content universe to which the instrument will be generalised 
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(Straub, Boudreau, & Gefen, 2004). Content validity was used to examine whether all 

important aspects of the conceptions (excellent teaching and teaching practice) were 

covered, to identify whether all items were essential, and to eliminate items undesirable 

to a particular construct domain (Lewis, 1995; Straub et al., 2004). Lynn (1986) 

described a two-stage process for the establishment of instrument content validity which 

has been adopted by many researchers (e.g., Meurer, Rubio, Counte, & Burroughs, 2002; 

Stewart, Lynn, & Mishel, 2005). This two-stage process involves a developmental stage 

and a judgement stage. A translation stage was incorporated because the research was 

designed in English but conducted in Chinese. Another additional stage, the trial survey, 

was adopted since trial administrations are necessary to provide evidence for the 

construct validity of the instruments before conducting in a large survey. The process of 

instrument validity is introduced from the perspectives of the TCET questionnaire and 

the TCTP questionnaire. The process, however, is interwoven with the four stages 

mentioned above. 

4.2 TCET Questionnaire 

The establishment of the TCET questionnaire involved questionnaire development, item 

validity, category validity, and trial survey.  

4.2.1 Questionnaire Development 

In the developmental stage, the domains of content, item generation, and questionnaire 

construction were identified. The content domains concerning excellent teaching were 

established after reviewing the extensive western and Chinese literature in Chapter Two. 

Next, the items were generated to assess each specific content domain examined through 

reviewing the literature and exploring Chinese middle school participants‘ conceptions of 

excellent teaching in Study One. Lastly, the first draft of the preliminary TCET 

questionnaire was constructed. It included 119 conceptual items. Of those, 48 items were 

identified from the participants‘ reports in Study One, and 71 items were derived from 

the reviewed literature in Chapter Two. The similar procedure was applied for the TCTP 

questionnaire.  
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4.2.2 Item Validity 

4.2.2.1 Procedures 

The judgement stage involved item validity checking for the TCET questionnaire. Item 

validity concerning excellent teaching was checked qualitatively by two Chinese 

colleagues acting as the judges. One of their roles was to determine the content validity 

of the whole tool as an entity for the intended purpose, and the other was establishing the 

content validity for each item in the instrument. The validity checking needed to be 

carried out in New Zealand by good English speakers who also had extensive teaching 

experience in Chinese middle schools. Since a high level of expertise was required, only 

a small number of judges were available. The two judges were registered teachers in 

China, and were also working or studying at the University of Auckland. One was male 

and the other was female. The same criteria for the selection of the judges were applied 

in the latter stages including category validity, and translation.   

The first step of item validity asked two judges to ascertain that each statement was clear 

and relevant to be involved in excellent teaching in Chinese middle schools. The second 

question asked the judges whether the important points had been omitted from the TCET 

questionnaire. All of the judges‘ comments were considered carefully and appropriate 

changes were made to improve the overall quality of the preliminary TCET 

questionnaire. This was done through face-to-face discussions with the two judges.  

After the development stage, 119 conceptual items of excellent teaching were kept for 

item validity checking. The instrument included two parts: instructions and statements of 

excellent teaching. The instruction part involved three questions: (1) Are there any 

statements that you think are ambiguous or confusing? (2) Are there any ideas about 

excellent teaching missing from the statements? (3) Are there any statements about 

excellent teaching that should not be included in the questionnaire? In Part Two, 119 

statements of excellent teaching were presented. 

4.2.2.2 Results 

The process of item validity led to 88 conceptual items for the TCET questionnaire. 

Among 119 original items, 20 items were merged with other similar items, 19 items were 

discarded, and eight items were added based on the judges‘ experiences with Chinese 
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middle schools. The 88-item TCET questionnaire was used for the category validity 

checking.   

The revised questionnaire was sent to the two interviewed judges through email. They 

were asked to check the questionnaire again according to the same three rules mentioned 

above in the procedure. Neither of them made any changes to the revised 88-item TCET 

questionnaire.  

4.2.3 Category Validity 

4.2.3.1 Procedures 

After completing the qualitative revisions, a quantitative sorting-process was conducted 

to examine whether the items fitted with the five corresponding categories which were 

listed in the instrument. Specifically, the judges were asked to associate each of the 88 

items to one of the five categories and to indicate how confident they were that their 

selection was related to the category (confidence measured on a 3-point scale from 1=not 

very sure, to 3= very sure). Five judges completed this task, and a minimum of 3 of the 5 

had to agree that a statement belonged to a certain category, and the mean confidence 

score had to be greater than 2.0 (where 2=sure). Four were males and one was female. 

Two of them were the judges involved in the item validity checking.  

The 88-item TCET questionnaire included three parts. Part One listed the definitions of 

five categories for the judges to refer to when they selected the categories in the table. 

The researcher classified the 88 items into five categories. These five categories 

included: (1) having a high level of content knowledge (F1), (2) having a high level of 

pedagogical knowledge (F2), (3) achieving student effectiveness (F3), (4) caring for 

students (F4), and (5) pursuing professionalism (F5). In Part Two, the judges were asked 

to underline one box in the second column identifying which item they thought best fitted 

with the corresponding category, and then to underline one rating scale in the third 

column to indicate how confident they felt about their choice. The meaning of rating 

ranged from 1 to 3 (1= I am not very sure whether the item best fits with the underlined; 

2= I am sure the item best fits with the underlined category; and 3= I am very sure the 

item best fits with the underlined category).  
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An example was provided as follows: 

Statement of Excellent Teaching Category Rating 
1 2 3 4 5 1 2 3 

13. An excellent teacher cultivates students‘ good 
 citizenship.          

Part Three gave the participants the opportunity to comment on the statements and to 

offer suggestions for the categories and the items in the questionnaire. Completion of the 

questionnaire was expected to take approximately 40 minutes (see Appendix E). 

4.2.3.2 Results 

4.2.3.2.1 Round One 

Six items had 100% agreement with a category, 46 items had 80%, and 17 items had 

60%. Thus 69 had the agreement of at least three judges and all mean confidence ratings 

of these items were greater than 2.0 (see Table 10). Two items had less than 60% 

agreement but confidence greater than 2.0, four items had less than 60% agreement and 

confidence less than 2.0, and three items had greater than 60% agreement but confidence 

less than 2.0. The judges recommended that three items should change categories (79 

moved from Category Four to Category Three, 43 and 60 from Category Two to 

Category One), and eight items were revised based on the judges‘ suggestions.  
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Table 10 

Round One Validity Survey for Category of Excellent Teaching 

%  and Mean of Rating No. of 
Item 

ID of Item 

100  16 3,4,5,6,9,13,40,52,53,58,71,76,80,81,84,87 
80  46 1,8,10,11,12,14,15,16,20,23,26,27,28,35,36,37,

38,39,42,43,44,45,46,47,49,50,56,59,60,63,64,6
5,66,69,70,72,73,74,75,77,78,79,82,83,85,86 

60  17 2,7,19,21,22,29,30,31,32,33,34,41,55,62,67,68,
88 

<60 Frequency<60, 
Mean>2.0 

 2 24,51 

Frequency <60, 
Mean<2.0 

 4 17,48,54,57 

Mean<2.0, but 
Frequency>60 

 3 18, 25, 61 

Total  88  
Note. n=5; 88 items in the questionnaire; Frequency means participants thought the item fits the 
corresponding category; Mean of rating indicates how confident participants felt about their choices.1=I 

am not very sure whether the item best fits with the underlined; 2=I am sure the item best fits with the 

underlined category; 3=I am very sure the item best fits with the underlined category. 

4.2.3.2.2 Round Two 

The revised instrument was re-sent to the same five judges asking them to reconsider the 

items which had less than 60% agreement with a category and/or a mean confidence 

scores of less than 2.0. In Round Two, all items had 60% agreement or above with the 

category and their mean scores of rating were greater than 2.0. More specifically, 18 

items had 100% agreement with the category, 50 items had 80%, 20 items had 60%, and 

the means of rating were 2.0 or above (see Table 11). Among 88 items for excellent 

teaching, 45% of them (40) were generated from Study One, The others were generated 

from the reviewed literature.  

Table 11 

Round Two Validity Survey for Category of Excellent Teaching 

% No. of 
Items 

ID of Items 

100  18 3,4,5,6,9,13, 24,40, 48,52,53,58,71,76,80,81,84,87; 
80  50 1,8,10,11,12,14,15,16,17,18,20,23,26,27,28,35,36,37,38,39,42,43,4

4,45,46,47,49,50,51,54,56,59,60,63,64,65,66,69,70,72,73,74,75,77,
78, 79,82,83,85,86; 

60  20 2,7,19,21,22,25,29,30,31,32,33,34,41,55,57,61,62,67,68,88. 
Total  88  

Note. n=5; 88 items in the questionnaire. 
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4.2.4 Translation 

This stage involved checking the translation of the TCET questionnaire into Chinese by 

one of the five judges. The TECT questionnaire was designed originally in English and 

the judge tested the validity of the questionnaire using the English version. In the stage of 

the translation, the researcher tidied up the 88-item TCET questionnaire, and translated it 

into Chinese. The three ITS guidelines explained in Chapter Three were used in this 

process. The judge was then asked to back-translate the Chinese version into English. 

The two English versions were compared. Equivalence of thought (i.e., functional 

equivalence) was used as the basis for comparing the translations rather than identical 

phrasing (i.e., literal equivalence) (Decker, 2004). Of 88 items of excellent teaching, 85 

items (97%) had equivalent meanings and only three differed substantially. As for 70 

items of teaching practice, 68 items (97%) had equivalent meanings and only two 

differed substantially. In the case of these disagreements, the researcher discussed the 

items with the judge and revised the Chinese translation to reach an agreement. For the 

Chinese translation, the judge also helped the researcher to make Chinese language 

adaptations such as words, idioms and phrases more suited to the local language usage in 

the north of China (this judge was from northern China). Any disagreements with the 

Chinese translations were discussed until overall agreement was achieved on both 

language and logical meaning. The same procedure was used for the TCTP 

questionnaire.  

4.2.5 Trial Survey 

The trial survey investigated teachers‘ conceptions of excellent teaching in Chinese 

middle schools using the 88-item TCET questionnaire. A positively-packed response 

rating scale was employed. It was expected that this trial survey would gain insights into 

teachers‘ views on excellent teaching in order to reduce or change the items of the TCET 

instrument into a more succinct instrument. Exploratory factor analysis (EFA), 

confirmatory factor analysis (CFA), and structure equation modelling (SEM) were 

utilised to test and determine the structure of Chinese middle school teachers‘ 

conceptions of excellent teaching. Goodness of fit indices such as 2, df, 2/df, SRMR, 

RMSEA, and its 90% CI, CFI and gamma hat were used to test model fit. The same 
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procedure and statistical analytical techniques were applied to the TCTP questionnaire in 

the trial survey.  

4.2.5.1 Instrument 

4.2.5.1.1 The Choice of Likert Response Scale 

A six-point, positively-packed agreement Likert response scale without a neutral point 

was used in the TCET questionnaire. The response rating scale had two negative and four 

positive agreement response points identifying the degree to which participants agreed or 

disagreed with each statement. The scale responses were 1=strongly disagree, 

2=disagree, 3=slightly agree, 4=moderately agree, 5=mostly agree, and 6=strongly 

agree. There were three reasons for using this response scale. Firstly, it was expected that 

respondents would be inclined to agree with most statements and would disagree with 

very few statements. Thus, to maximise the reliable variance four positive and only two 

negative anchors were used (Garland, 1991; Lam & Klockars, 1982). Secondly, Meric 

and Wagner (2006) found that the positively packed scale in these circumstances 

increased the estimate of reliability. Thirdly, the response format without a neutral mid-

point such as uncertain and neither/nor was intended to encourage participants to choose 

at least a somewhat positive or somewhat negative response (Garland, 1991; Worcester 

& Burns, 1975).  

4.2.5.1.2 TCET Questionnaire 

The TCET survey questionnaire comprised three parts. Part One included statements of 

excellent teaching in Chinese middle schools. Teachers were asked to indicate how 

strongly they agreed with each statement located in the first column. In the second 

column, they were asked to tick one box using a six-point, positively-packed agreement 

response rating scale. This response scale included two negative and four positive 

agreement responses with identical scores (from 1=strongly disagree to 6=strongly 

agree). In part Two, teachers were given the opportunity to comment on any missing 

items or items that should be changed, and any suggestions for other items. In Part Three, 

teachers were asked to give their personal information. Completion of the questionnaire 

was expected to take 30 minutes. Twenty minutes for the items of excellent teaching, five 

minutes for comments, and five minutes for demographic questions. 
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4.2.5.2 Sample 

A convenience sample of 600 teachers from ten middle schools located in four cities of 

Liaoning Province in the north of China was recruited in October of 2007. Three schools 

were in large cities, two were in medium-sized cities, and five were in small cities. The 

reasons for choosing these schools and locations were the same for Study One. This 

sample size was required to meet the minimum statistical demand of factor analysis. The 

TCET Questionnaires were distributed to 300 teachers and the TCTP Questionnaires 

were distributed to another 300. Across both trials, 314 teachers responded. Of those, the 

response rate of the TCET questionnaire was 56% and the TCTP‘s response rate was 

48%.  

One hundred and sixty-nine teachers responded, but 12 questionnaires were dropped 

because they had too many missing values. Therefore, 157 questionnaires were retained 

for further analysis. Fewer than 70% of the teachers were females or held Bachelor 

qualifications. More than half (54%) of the teachers held senior or higher teacher 

certificates or taught Arts subjects (57%). Fewer than half of the teachers had more than 

15 years work experience (47%) and were aged between 33-40 years (41%). 

Approximately 40% of them taught Grade 8. An equal percentage of the teachers (26%) 

taught Grade 7 or Grade 9. Only about 4% of the teachers taught across three grades (see 

Table 12). 
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Table 12 

Teacher Characteristics for Excellent Teaching in Study Two 

Teacher Characteristic n Teacher Characteristic n 

Sex  Subject  
Male   32 Arts  89 
Female  118 Science Biology  62 
Total  150 Total  151 

Age   Teacher Certificate  

<33   31 ≥Junior   17 
33-40   64 Intermediate   45 
>40   55 ≥Senior   84 
Total  150 Total  146 

Work Experience   Qualification  
<8   20 College  35 
8-15  53 Bachelor  108 
>15  74 Master  1 
Total  147 Total  144 

Grade    
7  41   
8  61   

9  41   
7-9  6   
Total  149   

Note. n=157. 

4.2.5.3 Procedures 

The survey was arranged through personal connections in Liaoning Province in 

September 2007. Initial contact was made by telephone to brief the principal and to ask 

for permission to conduct the research within the school (six schools declined before the 

desired number of ten schools was approached). The researcher then visited each school 

that had agreed to participate with a written PIS. Once the principals had consented by 

signing a consent form, the principals were asked to call for 60 teacher volunteers within 

each school. In order to reduce participant workload, 30 of the teachers completed the 

TCET questionnaire, and the other 30 completed the TCTP questionnaire. The principals 

then distributed the teacher PISs, the TCET questionnaires, and stamped addressed return 

envelopes to 30 teachers. Similar packages for the TCTP were distributed to the other 30 

teachers in the school. The teachers were asked to return them directly to the researcher 

within four weeks using the stamped addressed envelopes supplied. The ways of 

ensuring the confidentiality and anonymity of participants were similar to those 

described in Study One. The researcher numbered the questionnaires when they were 

returned.  
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4.2.5.4 Data Preparation 

4.2.5.4.1 Data Cleaning 

As a rule of thumb, a variable should be deleted if it has more than 5.0% missing values. 

For the TCET questionnaire, 88 variables (items) had less than 5.0% missing values 

(169*5%=9), so all items in the questionnaire were kept for analysis. The cases with 

more than 10% missing values were dropped (88*10%=9). Since they had more than 

10% missing values, 12 questionnaires of excellent teaching were discarded.  

4.2.5.4.2 Data Distribution Checking 

The normality of the data distribution was checked using descriptive statistics-frequency 

(mean, standard deviation, skewness, and kurtosis). The values for responses missing at 

random were calculated using the expectation maximisation (EM) missing values 

procedure (Dempster, Laird, & Rubin, 1977). The EM procedure may legitimately 

estimate an extreme value that exceeds the actual minimum of 1.0 and maximum of 6.0 

in the response scale. Therefore, the values that exceeded the actual minimum of 1.0 and 

maximum of 6.0 in the response scale were appropriately corrected to the minimum or 

maximum values. In other words, the values above 6.0 were changed to 6, and the values 

below 1.0 were changed to 1. The standard deviations and mean scores for the original 

variables and EM variables were similar. The values of skewness ranged from -2.9 to .11 

and the values of kurtosis ranged from -1.4 to 9.7, in which three values of kurtosis were 

near to 7.0 or above. Such high values of kurtosis are a potential threat to the 

assumptions of multivariate normality (Chou & Bentler, 1995; Curran, West, Finch, 

1996; Muthen & Kaplan, 1985). For the three high kurtosis items, the respondents tended 

to give similar answers, and these items needed close attention in the subsequent 

analyses.  

4.2.5.5 Analytical Techniques 

The statistical analytical techniques such as EFA, CFA, and SEM were adopted to 

analyse the data for the TCET questionnaire.  
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4.2.5.5.1 EFA and CFA 

Exploratory factor analysis (EFA) and maximum likelihood estimates with direct oblimin 

(oblique) rotation were estimated (Costello & Osborne, 2005) using the Statistical 

Package for the Social Sciences (SPSS) version 17.0. This EFA was used to ascertain the 

optimal number of factors and initial interpretation of the factors from each instrument. 

While it is noted that it is the same sample, the use of confirmatory methods (CFA, Amos 

7; Arbuckle, 2006) or rather a restricted factor analysis can then provide some further 

constraints of the items loading only on one factor (and zero elsewhere). 

4.2.5.5.2 Fit Statistics 

Goodness of fit indices assess how well the model being tested fits the data and if the 

model should be accepted or rejected. It is known that most fit indices are sensitive to 

different conditions (i.e., affected by sample size, model size, model complexity, or 

model misspecification). The chi-square statistic, which is the basis of most fit indices, is 

extremely sensitive to large sample size (Byrne, 2001; Kline, 2005; Vandenberg & 

Lance, 2000). Some goodness-of-fit indices (e.g., Tucker-Lewis Index and Comparative 

Fit Index) are overly sensitive to complex models, that is, those with more than three 

factors or with a hierarchical structure (Cheung & Rensvold, 2002). The most popular 

index, the Root Mean Square Error of approximation (RMSEA), is sensitive to different 

types of models that have the same degree of specification error and model size (i.e., 

number of observed variables in a model) (Fan & Sivo, 2007). In contrast, the 

Standardised Root Mean Square Residual (SRMR) and gamma hat have been shown to 

be relatively resistant to the impact of large samples, complex models, and model 

misspecification (Fan & Sivo, 2007; Hu & Bentler, 1999; Vandenberg & Lance, 2000). 

Therefore, it is assumed that sensitivity of fit indices may need to be considered and 

multiple fit indices need to be reported when assessing model fit in CFA. In this study, 

model fit indices can be seen as representing two categories of fit measurements: (1) 

measures of badness of fit, which decrease as fit improves; and (2) measures of goodness 

of fit, which increase as fit improves. The measures of badness of fit include the 2 

package (2, df, 
2/df), SRMR, RMSEA, an its 90% CI. The measures of goodness of fit 

include CFI and gamma hat.  
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Chi-Square The Chi-Square (2, CMIN in Amos) is the basis of most fit indices 

proposed by researchers and thus should always be reported, although it is extremely 

sensitive to a large sample size (Byrne, 2001; Kline, 2005; Vandenberg & Lance, 2000). 

It is difficult to get a non-significant chi-square when sample sizes are greater than 200, 

even when other indices suggest a decent fitting model. Moreover, small samples may 

also be likely to accept poor models (Newsom, 2005). It is possible that the 2 test may 

lead to the rejection of good models or the retention of bad ones. Therefore, the 2 

package test is widely recognised as being problematic (Jöreskog, 1969). Marsh, Hau, 

and Wen (2004) argued that these standards rejected too many well fitting models and 

instead suggested that a statistically non-significant 2/df (α>.05) be used to cope with 

this shortcoming. It is expected 2 that is roughly equal to its df indicates a perfect model 

fit. A ratio of 2.5 or less may indicate an acceptable model fit. Based on Walker‘s (n. d.) 

calculator, however, a ratio of 3.83 or less is regarded as a good model fit. 

SRMR Standardised Root Mean Square Residual (SRMR) is the standardised difference 

between the observed covariance and predicted variances and covariances in the 

model.  The smaller the SRMR, the better the model fit. A value of zero indicates perfect 

fit. A value less than .05 is widely considered good fit and below .08 adequate fit (Hu & 

Bentler, 1999). This measure tends to become smaller as sample size increases and as the 

number of parameters in the model increases (Kenny, 2008).  

RMSEA and 90% CI Root mean square error of approximation (RMSEA) is a measure 

of population discrepancy per degree of freedom (Steiger & Lind, 1980) and a model‘s 

badness of fit to a population covariance matrix (Steiger, 1998).  It is a good model fit if 

RMSEA is less than or equal to .05, and it is an adequate or acceptable fit if RMSEA is 

less than or equal to .08 (Browne & Cudeck, 1989, 1992; Byrne, 2001). Bollen (2005) 

provided a useful heuristic for RMSEA cutoffs by using the formula (1-RMSEA) with 

values ≥ 0.90 indicating acceptable fit. RMSEA is not directly observable, which can 

only be estimated from a sample. Thus, the 90% confidence interval is generated to 

evaluate, for any particular sample, how precisely the RMSEA is being estimated. LO 90 

and HI 90 are the lower and upper ends of the 90% confidence interval. Ideally the lower 

value of the 90% confidence interval includes or is very close to 0 and the upper value is 

not very large (i.e., less than .08) (Kenny, 2008).  It is noted that the RMSEA can be 

misleading when the df are small and the sample size is not large (Kenny, 2008).   



Chapter 4. Measuring Excellent Teaching and Practice  

 119 

CFI Comparative Fit Index (CFI) is derived from a comparison of the hypothesised 

model with an independence model where all observed indicators are uncorrelated 

(Byrne, 2001). The values for CFI range from 0 to 1.00, where scores greater than .90 

indicate an acceptable fit and those greater than .95 indicate a good fit (Hoyle, 1995; 

Hoyle & Duvall, 2004). However, CFI is overly sensitive to complex models, that is, 

those with more than three factors or with a hierarchical structure (Cheung & Rensvold, 

2002).  

Gamma Hat Gamma hat was proposed by Steiger (1989). The value of Gamma hat 

ranges from 0 to 1.00 with values closest to 1.00 (e.g., values greater than .90) as being 

indicative of good fit (Byrne, 2001). 

4.2.5.5.3 Structure Equation Modelling (SEM) 

Basics of SEM Structural equation modelling (SEM) with Amos 7 in Study Three was 

used to discard variables which were not backed by data, to develop the TCET and TCTP 

model in Chinese middle schools, and to explore the relationships between teachers‘ 

conceptions of excellent teaching and teaching practice. SEM is an advanced statistical 

technique to measure or explore underlying hypothetical constructs (latent variables) and 

their interrelationships (Maruyama, 1998; Schumacker & Lomax, 2004) utilising three 

key components: path analysis, factor analysis, and the development of estimation 

techniques for model fit (Bollen, 1989; Klem, 2000; Thompson, 2000). 

The concept of SEM was first proposed by Wright (1921) who explained the 

relationships between variables and defined series of equations describing the inheritance 

patterns of guinea pigs. The relationships between variables were represented in a ‗path 

diagram‘ and his method became known as ‗path analysis‘ (Wright, 1921, 1934). These 

conventions were adopted and developed by some researchers, most notably Jöreskog 

(1973, 1977, 1981) and Jöreskog and Sörbom (1982). They transformed Wright‘s ‗path 

analysis‘ into a new method named ‗structural equation modelling‘ which integrated 

factor analysis and estimation techniques for model fit into path analysis. It was capable 

of measuring rather than simply describing causal claims (Shipley, 1999). SEM tests four 

different types of causal relationships: direct causal relationships, indirect causal 

relationships, spurious relationships, and correlation (Iriondo, Albert, & Escudero, 2003). 

These causal relationships are established from a starting hypothesis by applying a series 
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of constraints to the data matrix such as factor patterns, correlation patterns, covariance 

patterns, and residual or error values (Hoyle, 1995; Klem, 2000; Thompson, 2000). If the 

data matrix obtained from observational data is compatible with the constraints imposed 

by the hypothesis, the model is kept. Therefore SEM does not only identify causality 

between variables, but also helps develop or identify the models (Iriondo, Albert, & 

Escudero, 2003). However, the hypothesis for a SEM model is generated based on the 

theory which is developed from the literature. In this sense, the SEM model should be 

theoretically sound and practically plausible (Kline, 1998). Thus, the development of a 

SEM model is not only dependent on the empirical data, but also on the theory. In other 

words, SEM is a sophisticated quantitative approach that can be used only when a 

proposed meaningful set of relationships is based on the empirical data set (Maruyama, 

1998; Schumacker & Lomax, 2004). 

SEM generates two types of models: the measurement model and the structural model. 

Some researchers (e.g., Nuno, 2008) called them the two-step model building 

approaches. The measurement model specifies the relationships between variables or 

factors. The structural model tests relationships among variables or factors (Hoyle, 1995; 

Schumacker & Lomax, 2004) resulting in the development of purposeful models. 

Benefits of Using SEM Researchers are becoming more aware of the need to use 

multiple observed variables to better understand the area of scientific inquiry 

(Schumacker & Lomax, 2004) for a number of reasons. Firstly, the SEM procedure can 

integrate both unobserved and observed variables, as well as measurement errors (Byrne, 

2001; Schumacker & Lomax). Other methods of analysis are based on observed 

measurements only and the analysis procedures are error free (e.g., factor analysis) 

(Bentler, 1982; Kline, 2005). Secondly, SEM can deal with more complex theoretical 

models inclusive of multivariate relations, multi-level factors, and test main effects and 

interaction effects (Byrne, 2001; Schumacker & Lomax). Thirdly, in most statistical 

techniques, there is only one dependent variable that can be involved in an analysis, but 

SEM can involve multiple dependent variables (Malaeb, Summers, & Pugesek, 2000). 

Lastly, SEM software programs have become increasingly user-friendly (Schumacker & 

Lomax), which allows for a wider range of users without specialised knowledge of the 

application (Nuno, 2008). SEM is, therefore, becoming a preferred method for 

confirming or disconfirming theoretical models (Schumacker & Lomax).  
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Limitations of Using SEM SEM does have a number of limitations. It requires a very 

well-developed theory and empirical evidence. If the model is mis-specified due to weak 

theory, unclear hypotheses, or poor study design, the causal relationships between the 

variables will be misinterpreted (Violato & Hecker, 2007). SEM, like other analytic 

procedures, cannot compensate for unreliable measures (Jöreskog, 1982). If measuring 

instruments with poor reliability are employed, SEM will be error laden. SEM cannot 

compensate for instruments with poor reliability and validity, poorly specified theoretical 

models, inadequate sampling, or misinterpretation of the fit indices. SEM generally 

requires a large sample that may be difficult to approach (Violato & Hecker) and Browne 

& Cudeck (1989) argued that a sample of approximately 500 is accepted as sufficient.  

4.2.5.6 Results 

4.2.5.6.1 TCET Measurement Model  

When using EFA, a factor was retained if it had at least three items with loadings that 

were greater than .30, the item had a clear logical connection with other statements in the 

same factor, and a reasonable factor label could be provided. After a series of EFA 

analyses, 47 items could be meaningfully classified into eight factors. This was then 

modelled in a CFA, and the fit indices were most reasonable (2=2152; df=1006; 


2/df=2.14; RMSEA=.085, and 90% CI=.08-.09; SRMR=.09, CFI=.70, and gamma 

hat=.76) (see Figure 3). Note that the correlation and error terms were removed for 

simplicity in Figure 3. These eight factors were Teacher Fulfils Responsibilities, Teacher 

Delivers Strict Instructions For Examinations, Teacher Encourages Students, Teacher 

Focuses On Social Morality, Teacher Is Honourable And Seeks High Goals, Teacher 

Emphasises Student Learning, Teacher Has A High Level Of Personal Morality, and 

Teacher Goes Beyond Classroom And Seeks Higher Ideals. It could be seen that all item 

loadings in this model were greater than .30 and each factor included at least three items. 

These item loadings indicate that the items are related to each other as a separate factor in 

the model. 
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Figure 3. Teachers‘ Conceptions of Excellent Teaching Measurement Model  

The correlations between these factors ranged from .32 to .86 with an average of .64 (see 

Table 13). The highest correlation was between Teacher Focuses On Social Morality and 

Teacher Emphasises Student Learning (r=.86). Two factors (Teacher Emphasises Student 

Learning and Teacher Goes beyond Classroom) highly correlated with most factors, so 

items in these two factors needed to be checked carefully when designing the next 

instrument. The possibility that higher level factors existed was explored in Study Three. 
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Table 13 

Correlations for Factors of Teachers’ Conceptions of Excellent Teaching 

Factor F1 F2 F3 F4 F5 F6 F7 F8 
F1. Teacher Fulfils Responsibilities ––        
F2. Teacher Delivers Strict  Instructions For 

Examinations 
.43 ––       

F3. Teacher Encourages Students .63 .32 ––      
F4. Teacher Focuses On Social Morality .76 .32 .62 ––     
F5. Teacher Is Honourable and Seeks High  

Goals 
.63 .36 .69 .72 ––    

F6. Teacher Emphasises Student Learning .79 .48 .68 .86 .66 ––   
F7. Teacher Has A High Level Of Morality .68 .33 .82 .84 .64 .75 ––  
F8. Teacher Goes Beyond Classroom  .75 .58 .70 .77 .75 .72 .62 –– 

4.3 TCTP Questionnaire 

As with the TCET questionnaire, the establishment of the TCTP questionnaire included 

questionnaire development, item validity, category validity, and trial survey. 

4.3.1 Questionnaire Development 

The process for the development of the TCTP questionnaire was similar to the TCET 

questionnaire. The TCTP questionnaire consisted of 75 conceptual items. Of those, 45 

items were identified from the findings of Study One, and 30 items were derived from 

the reviewed literature. This version of the questionnaire was used for item validity 

checking.  

4.3.2 Item Validity  

The process and the structure of the TCTP questionnaire were similar to the TCET 

questionnaire. In Round One, seven items were dropped and two items were added. Thus 

70 conceptual items were retained. In Round Two, the revised questionnaire was sent to 

the two judges through email (see Appendix F). They were asked to check the TCTP 

questionnaire again in terms of the same three criteria mentioned for the TCET 

questionnaire. Neither of them made any further changes to the 70-item TCTP 

questionnaire. Among the 70 items for teaching practice, 64% of them came from Study 

One, others were generated from the reviewed literature. Note that the category validity 
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checking was not applicable for the TCTP questionnaire. The translation stage was the 

same as the TCET questionnaire. 

4.3.3 Trial Survey 

As with the TCET questionnaire, the same procedure, statistical analytical techniques, 

and similar positively-packed response rating scale were employed for the TCTP 

questionnaire.  

4.3.3.1 Instrument 

A five-point, unbalanced positively-packed importance response scale without a neutral 

point was used for the TCTP questionnaire. The five-point rating scale had three positive 

importance response points and two negative response points indicating how important 

teaching practice was to each participant. The scale responses were 1=not important, 

2=of little importance, 3=of some importance, 4=of considerable importance, and 5=of 

critical importance. The TCTP questionnaire included three parts. In Part One, teachers 

were asked to indicate whether they had used each practice in the last semester by ticking 

either Yes or No. It was noted that each teaching practice did not necessarily need to have 

taken an entire class period. Under the heading of importance rating scale, teachers were 

asked to indicate how important they thought the practice was by ticking in one box 

using a five-point importance response rating scale. This response scale included two 

negative and three positive importance responses with identical scores (from 1=not 

important to 5= of critical importance). Part Two and Part Three were similar to the 

TCET questionnaire. Completion of the questionnaire was expected to take 30 minutes.  

4.3.3.2 Sample 

The selections of participation and locations, and administration procedures were the 

same as for the TCET questionnaire. The researcher delivered 300 TCTP questionnaires 

to the participants, 145 responses were returned, but 11 were discarded because they had 

too many missing values. The majority of the teachers were female (77%) or held 

Bachelor qualifications (71%). Approximately more than half of them taught arts 

subjects (58%) or held senior teacher certificates (54%). Exactly half of the teachers had 

more than 15 years work experience and only 13% had less than eight years work 
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experience. Just over 40% of the teachers (42%) were aged between 33-40 years and only 

20% were younger than 33 years. Approximate 40% of them taught Grade 8 and a 

quarter of them taught Grade 7 or Grade 9. Only 4.0% of the teachers taught across three 

grades (see Table 14).  

Table 14 

Teacher Characteristics for Teaching Practice in Study Two 

Teacher Characteristic n Teacher Characteristic n 

Sex  Subject  
Male   27 Arts  78 
Female  103 Science Biology  53 
Total  130 Total  131 

Age   Teacher Certificate  
<33   26 ≥Junior   16 
33-40   56 Intermediate   38 
>40   48 ≥Senior   72 
Total  130 Total  126 

Qualification  Grade  
College  29 7  35 
Bachelor  95 8  54 
Total  124 9  33 

Work Experience   7-9  5 
<8   17 Total  127 
8-15  44   
>15  67   
Total  128   

Note. n=134. 

4.3.3.3 Data Preparation 

4.3.3.3.1 Data Cleaning 

The TCTP questionnaire included two parts—Yes/No questions and questions responding 

to a scale of importance. Descriptive statistics indicated that there were quite a few 

missing values in the TCTP questionnaire. It could be seen from the data that some 

participants missed most Yes/No questions which was the main cause of missing values. 

Since the vast majority of responses were completed for the importance scale questions, 

it was decided that the Yes/No questions and the importance scale questions would be 

analysed separately in order to keep more participants for analysis.   

When dealing with the Yes/No questions, even though the percentages of missing values 

for 70 items ranged from 29% to 44% (which were much more than 5.0% missing 
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values), the variables were still kept to see whether they were valuable for further 

analysis. Since having more than 10% missing values (70*10%=7.0), 28 cases were 

dropped. Therefore, 117 cases were kept for the Yes/No questions analysis. Since 70 

items had less than 5% missing values (154*5%=8) for the importance scale questions, 

all items were kept for analysis. The cases with more than 10% missing values were 

dropped (70*10%=7.0). Of the 145 respondents, nine cases were discarded because they 

had more than 10% missing values. 

4.3.3.3.2 Data Distribution Checking 

As with the TCET questionnaire, the same procedure for checking the data normality was 

adopted for the TCTP questionnaire. Mean scores for EM variables ranged from 2.2 to 

4.6, standard deviations for EM variables ranged from .70 to 1.4, skewness ranged from -

2.0 to .80, and kurtosis ranged from -.97 to 3.4. Thus all items were used for further 

analysis. EFA, CFA, and SEM were used to deal with the data for the TCTP 

questionnaire.   

4.3.3.4 Results 

4.3.3.4.1 Yes/No Questions 

From descriptive statistics for the 70 Yes/No questions, the numbers of missing values for 

70 items ranged from 20 to 31 (17-27%). From the frequencies, the teachers tended to 

answer Yes for 85-100% of the time for more than half of the items (63%). Only one item 

(Item 4) held a low mean percentage which meant less than 59% of the participants 

answered this item with Yes. The summary table shows that most participants answered 

most items with Yes (see Table 15). It is possible that providing only two options 

(Yes/No) increased the number of missing items, and this may need changing in future 

analyses. Further, the high percentage of items where the teachers responded Yes may be 

reduced by offering more response options.  
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Table 15 

Mean Percentage of Yes/No Question Giving Yes as an Answer 

Mean Percentage of Item % Total No. of Item ID of Items 
Very High  85-100  57 Balance 
High  70-84  8 5, 9,13, 15, 24, 26, 27, 50 
Intermediate  60-69  4 2, 16, 20, 67 
Low  0-59  1 4 

Note. n=117. 

 

4.3.3.4.2 TCTP Measurement Model 

Similar procedures were used to analyse the TCTP questionnaire. Factor reduction using 

the EFA ML method led to the identification of eight factors containing 38 items of 

teaching practice. The Amos CFA procedure, showed a reasonable eight-facet 

measurement TCTP model containing these 38 items. The fit indices were: 2=1408.814, 

df=637, 2/df=2.212, RMSEA=.095, and its 90% CI=.089~.10, SRMR=.083, CFI=.78, 

and gamma hat=.77 (See Figure 4). Note that the correlation and error terms were 

removed for simplicity in Figure 4. The eight factors were categorised as: (1) Student-

Focused, (2) Exam Practice, (3) Student Support, (4) Parental Involvement And Beyond 

Classroom Connections, (5) Novel Variety Methods, (6) Rote Learning Accuracy, (7) 

Pedagogical Knowledge Linking, and (8) Encouraging Students (see Figure 4). The 

figure also shows that all item loadings in this model were greater than .30 and each 

factor included at least three items.   
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Figure 4. Teachers‘ Conceptions of Teaching Practice Measurement Model  

The correlations between the eight factors ranged from .36 to .75 with an average 

correlation being .57 (see Table 16). This indicated that the eight factors had much in 

common but still varied in sufficient ways. It was decided to leave these as separate 

independent factors but to more closely inspect the higher order relations in the 

subsequent study. 
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Table 16 

Correlations for Factors of Teachers’ Importance of Teaching Practice 

Factor F1 F2 F3 F4 F5 F6 F7 F8 
F1. Student-focused ––        
F2. Exam Practice .36 ––       
F3. Student Support .51 .55 ––      
F4. Parental Involvement  .53 .51 .49 ––     
F5. Novel Variety Methods  .68 .57 .65 .61 ––    
F6. Rote Learning Accuracy .43 .65 .47 .59 .60 ––   
F7. Pedagogical Knowledge Linking .59 .44 .70 .56 .61 .45 ––  
F8. Encouraging Students .48 .75 .61 .59 .59 .63 .59 –– 

4.4 Summary 

This chapter described the development and validation of the two instruments measuring 

teachers‘ conceptions of excellent teaching and teaching practice. Two eight-factor 

measurement TCET and for TCTP models with reasonable goodness of fit indices were 

also identified. The TCET findings were not consistent with five categories identified by 

five judges in the judgement stage in the category validity checking. However, on closer 

examination, F3 in the category validity checking was redistributed into F2, F4, and F6 

in the trial survey. F5 in the category validity checking was redistributed into F1, F5, F7, 

and F8 in the trial survey. F3 in the trial survey was similar to F4 and the part of F2 in the 

category validity checking. The items for F1 in the category validity checking were 

reallocated into F7 in the trial survey. The five categories for excellent teaching in the 

category validity checking were not removed but were reclassified into clearer and more 

logical factors. Since only five judges in the category validity checking classified the 

categories, whereas 157 Chinese middle school teachers classified the categories in the 

trial survey, the results in the trial survey were comparatively more feasible and reliable.  

It is noted that the two measurement models were developed from a relatively small 

sample size in the trial survey. Thus it was necessary to re-assess these two measurement 

models as one instrument using a larger sample size to provide more confidence in this 

structure. Further, additional items appeared to be required to expand some factors, such 

as Encouraging Students and An Excellent Teacher Is Honourable and Seeks High Goals 

For Excellent Teaching, which only had three or four items.  
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CHAPTER FIVE 

TEACHERS’ CONCEPTIONS OF EXCELLENT 

TEACHING AND TEACHING PRACTICE IN CHINESE 

MIDDLE SCHOOLS 

Study Two provided the validity evidence for the survey instruments and for the 

measurement models of teachers‘ conceptions of excellent teaching and teaching 

practice. The statistical evidence for the two measurement models, however, was 

generated through the surveys with quite small sample sizes. Study Three confirmed 

these two measurement models with a large sample size and explored the structural 

relations between the two models.  

Study Three reports on a large quantitative survey in which two acceptably-fitting TCET 

and TCTP models were identified. Based on these two models, an integrated structural 

model of teachers‘ conceptions of excellent teaching and teaching practice was 

developed. This study answers the two research questions that were posed at the end of 

the reviewed literature. First, the TCET model and the TCTP model were identified to 

answer the research question of how Chinese middle school teachers perceived excellent 

teaching and the teaching practices they used. The relationships between teacher 

characteristics and their conceptions were also reported. Second, the structural model of 

teachers‘ conceptions of excellent teaching and teaching practice was established. This 

model answered the research question regarding how Chinese middle school teachers‘ 

conceptions of excellent teaching were related to the practices they used.  

The TCET and TCTP questionnaire used for this study was developed from the findings 

of Study Two and the reviewed literature. The statistical techniques, EFA and CFA, were 

used to analyse the quantitative data. The structural equation modelling (SEM) approach 

was used to test the relationships between TCET and TCTP within a model. 

5.1 Sample Size 

Sample size is critical in the SEM procedure. Velicer and Fava (1998) reported that 

sample size accounted for 23% of the variance in a summary index describing the 

discrepancy between an obtained and expected factor matrix. Anderson and Gerbing 
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(1984) found that sample size had an impact on several fit indices such as Goodness-of-

Fit Index (Jöreskog & Sörbom, 1986), the Adjusted Goodness-of-Fit Index (Jöreskog & 

Sörbom, 1986), Root Mean Square Residual (Jöreskog & Sörbom, 1986), and the 

Nonnormed Fit Index (Bentler & Bonett, 1980; Tucker & Lewis, 1973). Costello and 

Osborne (2005) identified that sample size significantly affected the accurate solution 

rate and item misclassification. Gerbing and Anderson (1985) investigated the effects of 

several variables and found that sample size had the largest effect on the variance in 

parameter estimates. Bentler and Yuan (1999) argued that a large enough sample size 

was one of prerequisites to obtain meaningful parameter estimates when estimation 

procedures were used to calculate the model parameters. However, it does not seem 

credible that only sample size is considered. Some researchers have demonstrated that 

other points may affect sample size. For example, the ratio of variables to factors 

(Browne, 1968; MacCallum, Widaman, Preacher, & Hong, 2001; MacCallum et al., 

1999; Preacher & MacCallum, 2002; Tucker, Koopman, & Linn, 1969), the level of 

communality (MacCallum et al., 1999; Tucker et al., 1969; Velicer et al., 1982). One of 

most popular recommendations is that the ratio (N:p) of number of subjects (N) to 

number of variables (p) is a better way to determine a minimum sample size (Kline, 

1994). Further, Osborne and Costello (2004) reported that the N:p ratio was a consistent 

predictor of stability in factor structures, the occurrence of Type I errors, and the 

‗correctness‘ of factor structures. They also reported a relative lack of unique impact of 

the absolute N after the N:p ratio was accounted for. Therefore, the N:p ratio was 

considered for the analysis of this study rather than simply the absolute sample size 

alone.  

Some researchers have recommended various N:p ratios which ranged from 2:1 through 

20:1 for factor analysis. Cattell (1978) recommended 6:1, Everitt (1975) and Garson 

(2008) 10:1, and Hair, Anderson, Tatham, and Black (1995) 2:1 to 20:1. Ford, 

MacCallum, and Tait (1986) examined the articles published in the journals of Applied 

Psychology, Personnel Psychology, and Organizational Behaviour and Human 

Performance during the period of 1974-1984. They found that 56% of the N:p ratios in 

reviewed articles were less than 10:1. Osborne and Costello (2004) summarised 

PsychINFO articles within two years that reported 63% of the N:p ratios as being less 

than 10:1 and 79% of the ratios as being less than 20:1. Costello and Osborne (2005) 

examined how N:p ratios affected the accuracy of solutions (e.g., producing correct 
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factor structure and the number of items misclassified) by creating the ratios of 2:1, 5:1, 

10:1, and 20:1 in twenty samples. They found that the sample with the larger N:p ratios 

such as 10:1 and 20:1 tended to produce more accurate solutions and results. In order to 

obtain accurate procedures and robust results, the sample size in this study was 951, the 

ratio of number of participants to number of variables was about 16:1 (951/58) for TCET 

and 19:1 (951/48) for TCTP.  

5.2 Instrument 

A quantitative instrument, that is teachers‘ conceptions of excellent teaching and 

teaching practice in Chinese middle schools, was used in this study. This 106-item 

questionnaire was developed based on Study Two and the reviewed literature. The 

questionnaire included three parts. Part One was about the statements of excellent 

teaching in Chinese middle schools. Part Two was about the statements of teaching 

practice in Chinese middle schools. The explanations for the requirements and response 

scales were the same as those in Study Two. In Part Three, teachers were asked to give 

some personal information such as sex, age, teacher certificate, qualification, and the 

subjects and grades they taught. Completion of the questionnaire was expected to take 

about 35 minutes (18 minutes for Part One, 15 minutes for Part Two, and two minutes for 

demographic questions (see Appendix G for English and Chinese versions). Procedures 

for ensuring the confidentiality and anonymity of participants were similar to those in 

Study One.  

5.3 Translation 

The questionnaire was originally designed in English. The researcher translated the 

English version into Chinese. The three ITS guidelines explained in Chapter Three were 

used in this process. The Chinese colleague mentioned in Study One and Study Two 

back-translated the questionnaire. The two English versions were compared. All 

sentences had equivalent meanings in these two versions. For the final Chinese version, a 

colleague also helped the researcher check Chinese language adaptations such as words, 

idioms and phrases more suited to local language usage in the north of China (this judge 
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was from northern China). Any disagreements with the Chinese translation were 

discussed until overall agreements were achieved in both language and logical meaning.  

5.4 Procedure 

5.4.1 Participants Selection  

A convenience sample of 2200 Chinese middle school teachers, from 29 middle schools 

in nine cities of Liaoning Province in the north of China, was approached in August of 

2008. By the end of October, the researcher had received 1051 questionnaires back with 

a response rate of 48%. Among these respondents, 100 participants were dropped 

because they had too many missing values and/or high rate of agreements to answer 

questions (see details in data cleaning), and 951 questionnaires were kept for analysis. 

The majority of the teachers held Bachelor qualifications (81%) or were female (62%). 

Just over 40% of the teachers were aged between 33-40 years or held intermediate 

teacher certificates. Approximate 30% of the teachers had 8 or 8-15 years work 

experience. The equal percentage of the teachers taught Grade 7, Grade 8, or Grade 9 

respectively. Only 2.5% taught across three grades (see Table 17).  
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Table 17 

Teacher Characteristics in Study Three 

Teacher Characteristic n Teacher Characteristic n 

Sex  Subject  

Male   345 Arts  514 
Female  591 Science Biology  411 
Total  936 Total  925 

Age   Teacher Certificate  

<33   283 ≥Junior   184 
33-40   407 Intermediate   402 
>40   214 ≥Senior   324 
Total  904 Total  910 

Work Experience   Grade  

<8   291 7  256 
8-15  288 8  335 
>15  339 9  306 
Total  918 7-9  24 

Qualification  Total  921 
College  84   
Bachelor  766   
Master  22   
Total  872   

Note. n=951 

These participants were from 29 middle schools in nine cities of Liaoning Province in the 

north of China. The reasons that the survey was conducted in these schools and cities 

were the same as those for Study One. Among 29 schools, eight schools were in two 

large cities, eight schools were in three medium-sized cities, and 13 schools were in four 

small cities (see Table 18).  

Table 18 

Distributions of Schools and Cities in Study Three 

School distribution by City Study One A, B, C 
City Size Name School n 

Large Dalian  2 
 Shenyang  6 
Medium-Sized Jinzhou  1 
 Huludao  5 
 Changtu  3 
 Xinmin  2 
Small Xingcheng  4 
 Linhai  5 
 Faku  1 

Total 9  29 
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As for school size and school type, six of the schools were rural schools including 348 

participants. School sizes ranged from 1100 to 1900 students. There were 499 teachers 

from 14 schools that had fewer than 1300 students, 193 teachers came from seven 

schools that had greater than 1300 but less than 1600 students, and 259 teachers came 

from eight schools that had greater than 1600 students (see Table 19). The reasons that 

the researcher chose these schools and locations were same as for Study One. 

Table 19 
School Size and Type in Study Three 

School Size and Type School n Teacher n 
School Size   

≥1300  14  499 
1300-1600  7  193 
≥1600  8  259 

School Type   
Rural  6  348 
Urban  23  603 

Total  29  951 

5.4.2 Administration  

The survey was conducted by three qualified research assistants, known to the researcher, 

in Liaoning Province in the north of China. Before conducting the survey, the researcher 

gave clear instructions to guide them through telephone and email. Since they had helped 

the researcher conduct the two previous surveys, they knew clearly what to do and how 

to do it.  

The survey process was similar to those in Study One and Study Two. In August 2008, 

the Chinese research assistants personally contacted 29 middle schools in nine cities in 

Liaoning Province in the north of China. Research assistants visited each school that had 

agreed to cooperate on the telephone. They briefed each principal with a written 

Participant Information Sheet (PIS), and asked for permission to conduct the research 

within the school. Once the principal consented by signing a consent form, the principal 

was asked to call for teacher volunteers within the school. After that, the principal 

distributed the Teacher Participant Information Sheets, Questionnaires, and 

addressed/stamped return envelopes to teacher volunteers in the school. Teachers were 

asked to return them directly to the research assistants, or to drop them into a special box 
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within four weeks using the addressed stamped envelopes supplied with the 

questionnaires. The research assistants collected the boxes from the schools. The ways of 

achieving the confidentiality and anonymity of the participants were similar to those used 

in Study One in Chapter Three.  

5.4.3 Analysis 

This section reviews four procedures involved in the data analysis process. These are 

described under the subheadings of data inputting, data cleaning, data distribution 

checking, and data analysis.   

5.4.3.1 Data Inputting 

At the end of October 2007, the researcher assistants received 1051 questionnaires. A 

research assistant collected all questionnaires from the other two research assistants and 

was responsible for data input in China. She numbered all questionnaires and assigned 

identification numbers to each school. She also organised to input the data into a 

spreadsheet program in Excel 2007 by hiring ten university students. The research 

assistant divided these ten students into five groups. Four groups entered 200 

questionnaires and one group entered 251 questionnaires. When the groups finished data 

inputting, they exchanged and checked the other groups‘ inputting. Once the data had 

been checked, the research assistant merged each group‘s data into one data set and sent 

it to the researcher through email in New Zealand. The researcher converted the data 

from Excel into SPSS 17.0. Note that when the participants chose two answers for a 

variable or did not respond, the value was defined as a missing value. 

5.4.3.2 Data Cleaning 

There were three steps to check the validity of data entry. First of all, when the data 

inputting was finished, the data entry accuracy was checked by one of the other groups. 

Any mistakes found were revised by referring back to the original questionnaires. In 

addition, the research assistant, who was responsible for data input, hand-checked a 10% 

sample of data (1051*10=105 questionnaires) with the original questionnaires. No 

incorrect entries were found. Finally, the valid ranges of values were established (i.e., 
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maximum and minimum). Illegal values were corrected by checking the original 

questionnaires.  

As with Study Two, missing values were checked for variables (items) and cases 

(teachers). Since 106 variables had less than 5% missing values, all items in the 

questionnaire were kept for further analysis.  

The cases, however, with more than 5% missing values were dropped. Because of 

missing values, 100 questionnaires were dropped. The questionnaire of 106 items 

consisted of 58 TECT items and 48 TCTP items. Cases were dropped if they had more 

than 5% missing values: three for TCET or three for TCTP. In total, 66 cases were 

dropped because they had greater than 5% missing values for either section: 46 were 

dropped from the TCET, 26 cases from the TCTP, and six cases for both. Additionally, 

the cases which gave a 100% the same answer for every item were dropped on the 

assumption that identical responses indicated a lack of honest response. A total of 34 

cases were dropped: 19 from the TCET, 20 from the TCTP, and five from both. 

Therefore, a total of 100 cases were discarded for too much missing or a lack of genuine 

response. Consequently, 951 cases were kept for analysis giving a N:p ratio of 

approximately 16:1 (951/58) for the TCET items and 20:1 (951/48) for the TCTP items. 

Note that TCET items and TCTP items were separated for analysis using the sample of 

951.  

Before checking the data distribution, the remaining cases with no more than three 

missing values were imputed using the expectation maximisation (EM) missing values 

procedure (Dempster, Laird, & Rubin, 1977). The EM procedure may legitimately 

estimate an extreme value that exceeds the actual minimum of 1.0 and maximum of 6.0 

in the response scale for the TCET items and the actual maximum of 5.0 for the TCTP 

items. Therefore, the values that exceeded the actual minimum of 1.0 and maximum of 

6.0 or 5.0 in the response scale were appropriately corrected to the minimum or 

maximum values. 

5.4.3.3 Data Distribution Checking 

The data description for the TCET and TCTP items was checked. Mean scores for the 

TCET items ranged from 3.60 to 5.47, standard deviations ranged from .84 to 1.63, 
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skewness values ranged from .09  to -1.95, and kurtosis values ranged from .02 (ET42) to 

4.24 (ET37). Mean scores for the TCTP items ranged from 3.03 to 4.41, standard 

deviations ranged from .77 to 1.39, skewness values ranged from -.08 to -.96, and 

kurtosis ranged from -.02 to -1.27. Thus, it was concluded that the variables had a 

sufficiently normal distribution for further analysis. 

5.4.3.4 Data Analysis 

The TCET and TCTP items in two measurement models were estimated independently. 

Exploratory factor analysis with maximum likelihood estimation and oblimin rotation 

was conducted to establish a probable measurement model for each inventory. As with 

Study Two, when using EFA, a factor was retained if it had at least 3 statements whose 

loadings were greater than .30. The statement was retained if it had a clear logical 

connection with other statements in the same factor and its loading was greater than .30. 

Confirmatory factor analysis (CFA) was employed to test how well the models fitted 

with data. Structural equation modelling (SEM) was then used to explore how the TCET 

responses related to the TCTP‘s. 

5.4.4 Hypothesis 

Based on the theory of planned behaviour (Ajzen, 2005) and the related previous 

empirical findings regarding the relationship between teachers‘ conceptions of teaching 

and their practices in Chapter Two, it was hypothesised firstly that teachers‘ conceptions 

of excellent teaching related to their conceptions of teaching practice. The second 

hypothesis was that the certain types of conceptions of excellent teaching would relate to 

the corresponding types of conceptions of teaching practice. It was expected that 

‗teacher-centred‘ conceptions of excellent teaching would shape ‗teacher-centred‘ 

conceptions of teaching practice, and ‗student-centred‘ conceptions of excellent teaching 

would predict ‗student-centred‘ conceptions of teaching practice.  
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5.5 Results 

5.5.1 TCET Results 

5.5.1.1 TCET Model 

There were three steps to deal with the TCET items using EFA. Firstly, the data were 

analysed using EFA (i.e., maximum likelihood estimation (MLE) with oblique rotation) 

allowing all factors with eigenvalues >1.00 to be identified by specifying four sets 

number of factors (10, 9, 8, and 7). The reason for selecting these sets was that eight 

factors were identified in Study Two. The resulting factor patterns, however, were not as 

logical and were very different from those identified in Study Two. Therefore, this 

analytic method did not work.  

The second method was to use the findings of Study Two. The items in eight factors 

were tested separately using EFA and all loadings were greater than .30. The 58 TCET 

items behaved as expected when each factor was evaluated separately. However, when 

the eight-factor, 58-item TCET model was tested simultaneously in CFA, the fit indices 

for the model were not good and some factor inter-correlations were very high (i.e., 

approximately half of correlations were >.90). Thus, this model was discarded.  

Thirdly, 58 TCET items were analysed using EFA (i.e., MLE with oblique rotation) by 

specifying a different number of factors (i.e., between 8 and 3) to ensure optimal 

interpretation of all factors. Factor reduction led to a five-factor, 34-item model by 

removing 24 items. After identifying the TCET model using the EFA procedure, CFA 

was used to test how well this model fitted the data. In CFA, the items that caused 

negative error variance by being overly correlated with each other or which had low 

loadings (<.30) on their intended factors were removed. The instrument ended with 26 

items and the problematic items were dropped.  By discarding eight items, a hierarchical 

five-factor model of TCET was generated (2=1154.19; df=294; 
2/df=3.93; 

RMSEA=.055, 90% CI= .052-.059; SRMR= .055; CFI=.91; and gamma hat=.94) (see 

Figure 5). Note that the correlation and error terms were removed for simplicity in Figure 

5.  
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This well-fitting, two-order model consisted of five conceptions which could be placed 

into two major dimensions. Teacher As Examination-Oriented was perceived as 

belonging to the examination-oriented dimension. This conception, ranked in the second 

order, least correlated with the other four conceptions. The other four conceptions could 

be defined as the teacher-student dimension. They included Teacher As Developing 

Lifelong Learners, Teacher As Student Focused, Teacher As Responsible For Engaging 

Students In Learning, and Teacher As Professional Learner. These four conceptions 

ranked in the first order were highly correlated to each other. The five conceptions 

cooperatively contributed to the teachers‘ conceptions of excellent teaching in Chinese 

middle schools. All remaining item loadings were greater than .30 and each factor 

included at least three items. Item loadings indicated that the items were related to each 

other as a separate factor in the model. 

 

Figure 5. Teachers‘ Conceptions of Excellent Teaching Model  

Table 20 shows the correlation values (r) of five factors. It can be seen that, except for 

the factor Teacher As Examination-Oriented, the other four factors were highly 
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correlated. The correlations ranged from .13 to .91 with an average of .62 (see Table 20). 

Some correlations were very high and these may lead to some redundancy in using 

multiple factors. At this stage of the research, however, they will be kept as five factors. 

It may indicate that four factors accounted for most teachers‘ conceptions of excellent 

teaching in Chinese middle schools, but the factor Teacher As Examination-Oriented has 

a weak relationship with the other conceptions of excellent teaching.  Thus, more items 

need to be developed to increase independence of factors in further investigations.  

Table 20 

Correlations for TCET Factors 

Factor F1 F2 F3 F4 F5 
F1. Teacher As Examination-Oriented ––     
F2. Teacher As Developing Lifelong Learners .13 ––    
F3. Teacher As Student Focused .14 .90 ––   
F4. Teacher As Engaging Students In Learning .55 .77 .82 ––  
F5. Teacher As Professional Learner .27 .86 .87 .91 –– 

5.5.1.2 Mean Scores of TCET Factors 

Once the model was identified, mean scores and estimates of reliability (coefficient 

alpha) for each conception were generated. Table 21 shows a total of five scales based on 

26 items. Mean scores for five scales ranged from 3.98 to 5.26 with an average mean 

score of 4.89. Standard deviations ranged from .68 to 1.1, and the average standard 

deviation was .80. From mean scores, one factor was close to moderately agree and 

others were close to mostly agree. The highest mean score with 5.26 was Teacher As 

Developing Lifelong Learners, followed by Teacher As Student Focused and Teacher As 

Professional Learner, these were slightly over mostly agree. The mean score of Teacher 

As Responsible For Engaging Students In Learning was slightly under mostly agree. 

Teacher As Examination-Oriented had the lowest factor score which was under 

moderately agree. Estimates of reliability (α) within the range of .70 to .85 with an 

average value of .76 were good or close to good, which indicated that the factors had 

sufficiently robust reliabilities such that total scores on these factors could be 

meaningfully used in further mean analyses.  

It is worthwhile to investigate the number of teachers who agreed strongly or weakly and 

disagreed with each concept (see Table 21). Factor scores in the range of 1.00 to 2.99 

were considered disagreement, while those from 3.00 to 4.50 were regarded lower 
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agreement and those between 4.51 and 6.00 were treated as strong agreement. Four 

factors were strongly agreed with by more than half of the teachers. Teacher As 

Developing Lifelong Learners was 88%, followed by Teacher As Student Focused with 

86%, Teacher As Professional Learner with 79%, and Teacher As Responsible For 

Engaging Students In Learning with 66%. Only Teacher As Examination-Oriented was 

disagreed with by approximately 20% of the teachers, with a low agreement rate of 45%. 

The percentages of the disagreement for other concepts did not reach 1.0%. Clearly, most 

teachers strongly agreed with Teacher As Developing Lifelong Learners, Teacher As 

Student Focused, Teacher As Professional Learner, and Teacher As Responsible For 

Engaging Students In Learning, but only slightly agreed with Teacher As Examination-

Oriented. To sum up, these item loadings, reliabilities, mean scores, and variance in 

response contributed to the overall quality of the presented TCET model, which were 

indicated by the values of fit indices reported above. 

Table 21 

Factor Means, Reliabilities, and Percentage of Agreement Level for TCET 

Factor M (SD) α % by Agreement Level 
Disagree Low 

Agreement 
Strong 

Agreement 
Teacher As Examination-
Oriented  

4.00(1.10) .77 20 45 35 

Teacher As Developing 
Lifelong Learners  

5.26 (.69) .80 1.0 11 88 

Teacher As Student Focused  5.22 (.68) .85 1.0 13 86 
Teacher As Responsible For 
Engaging Students  

4.86 (.81) .70 1.0 33 66 

Teacher As Professional 
Learner 

5.17 (.72) .70 .00 21 79 

5.5.1.3 TCET Factor Mean Scores and Teacher Characteristics 

Teacher characteristics were examined as a possible source of variance in teachers‘ 

conceptions of excellent teaching. The general rules used to classify these demographic 

characteristics were whether the categories were statistically and practically logical. Age 

was broken into three categories including less than 33 years, 33-40 years, and greater 

than 40 years. Years of work experience were collapsed into less than eight years work 

experience, 8-15 years work experience, and greater than 15 years work experience. The 

characteristic of teacher certificate was categorised into below junior or junior, 

intermediate, and senior or above. Teacher qualification was grouped into three 
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categories including College, Bachelor, and Master. The grades that the teachers taught 

were collapsed to four categories including Grade 7, Grade 8, Grade 9, and grade mixed. 

The subjects that the teachers taught were divided into two categories—arts (e.g., arts, 

Chinese, English, geography, history, music, PE, and politics) and science biology (e.g., 

chemistry, computer information and technology, mathematics, physics, and 

psychology).  

MANOVA was used to test whether teacher characteristics caused any statistically 

significant mean difference for teachers‘ conceptions. Multivariate statistics found that 

all seven teacher demographic characteristics caused statistically significant mean 

differences in their conceptions of excellent teaching (see Table 22).  
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Table 22 

TCET MANOVA and Univariate Results and Teacher Characteristics 

Effect Multivariate Univariate 
  Teacher As 

Exam -Oriented 
Teacher As 
Developing  
Lifelong 
Learners 

Teacher As 
Student Focused 

Teacher As Responsible 
For Engaging Students  

Teacher As 
Professional  
Learner 

df F F F F F F 
Sex 5, 930 5.75*** 4.76* 16.48*** 9.67** 5.34* 1.92 
Age 10,1794 2.46* 8.66*** .75 1.80 3.56* 1.06 
Teacher 
Certificate 

10,1806 2.30* .32 2.96 3.41* 7.36** 2.54 

Qualification 10,1730 2.25* 3.18* 3.97* 1.17 .03 .37 
Subject 5,919 2.80* .48 10.33** 9.38** 10.57** 4.79* 
Grade 15,2521 2.12* 4.62** 3.93** 2.61 5.09** 5.54** 
Work 
Experience 

10,1822 2.04* 2.68 4.45* 3.16* 1.67 5.25** 

Note. ***=p<.001; **=p<.01; *=p<.05 (two-tailed test). 
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The Univariate F-tests were used to examine which specific factors made major 

contributions to mean differences in terms of teacher characteristics (see Table 22). There 

were statistically significant differences by teacher sex in the mean score for four factors 

(i.e., except for Teacher As Professional Learner). Among four factors, female teachers 

held higher scores than their male colleagues for three factors. Only for Teacher As 

Examination-Oriented, female teachers held the lower mean score. These indicate that 

female teachers tended to agree with more student-centred factors more than their male 

colleagues (see Table 23).  

Table 23 

TCET Factor Mean Scores and Teacher Characteristics 

Teacher 
Characteristic 

Teacher As 
Examination-
Oriented 

Teacher As 
Developing 
Lifelong 
Learners 

Teacher 
As 
Student 
Focused 

Teacher As 
Responsible 
For Engaging 
Students  

Teacher As 
Professional 
Learner 

M(SD) M(SD) M(SD) M(SD) M(SD) 
Sex      

Female 3.94(1.12) 5.34(.63) 5.27(.64) 4.91(.78) 5.20(.73) 
Male 4.09(1.07)  5.12(.76)  5.12(.72)  4.76(.86)  5.12(.69) 

Age      
<33 4.08(1.11) 5.28(.64) 5.28(.60) 4.94(.81) 5.21(.67) 
33-40 3.84(1.08) 5.23(.73) 5.18(.70) 4.78(.82) 5.13(.76) 
>40 4.19(1.07) 5.29(.68) 5.20(.74) 4.88(.78) 5.19(.69) 

Teacher 

Certificate 
     

≤Junior 4.03(1.04) 5.28(.66) 5.24(.63) 4.96(.75) 5.19(.71) 
Intermediate 3.97(1.14) 5.31(.63) 5.27(.62) 4.92(.84) 5.22(.70) 
≥Senior 4.01(1.07) 5.18(.77) 5.13(.77) 4.71(.80) 5.09(.74) 

Qualification      
College 4.05(1.16)  5.37(.58)  5.22(.78) 4.84(.92) 5.24(.75) 
Bachelor 3.93(1.07)  5.26(.68)  5.23(.65) 4.85(.80) 5.16(.72) 
≥Master 4.50(1.09)  4.93(.99)  5.00(.99) 4.81(.72) 5.17(.77) 

Subject      
Arts 4.02(1.09) 5.33(.62) 5.28(.61) 4.93(.79) 5.22(.69) 
Science 
Biology 

3.97(1.11) 5.17(.76) 5.13(.75) 4.75(.83) 5.11(.75) 

Grade      
7 4.20(1.09) 5.30(.71) 5.25(.72) 4.96(.86) 5.24(.71) 
8 3.96(1.06) 5.22(.67) 5.20(.63) 4.81(.81) 5.12(.73) 
9 3.88(1.12) 5.22(.69) 5.17(.70) 4.78(.77) 5.13(.71) 
7-9 4.00(1.16) 5.67(.47) 5.53(.60) 5.29(.66) 5.65(.47) 

Work Experience      
<8 4.08(1.10) 5.28(.61) 5.24(.58) 4.91(.80) 5.20(.66) 
8-15 3.87(1.07) 5.18(.74) 5.15(.74) 4.80(.87) 5.07(.78) 
>15 4.04(1.11) 5.31(.69) 5.25(.71) 4.86(.77) 5.23(.72) 
Total 4.00(1.10) 5.26(.69) 5.22(.68) 4.86(.81) 5.17(.72) 



Chapter 5. Conceptions of Excellent Teaching and Practice  

 146 

There were statistically significant differences by teacher age in the mean scores of two 

factors (i.e., Teacher As Examination-Oriented and Teacher As Responsible For 

Engaging Students In Learning). Comparatively, the teachers who were aged between 33 

and 44 years agreed least with two factors. The teachers who were older than 40 years 

held the highest mean scores for Teacher As Examination-Oriented and young teachers 

held the highest score for Teacher As Responsible For Engaging Students In Learning 

(see Table 23). 

There were statistically significant differences by teacher qualification in the mean scores 

of two factors (i.e., Teacher As Examination-Oriented and Teacher As Developing 

Lifelong Learners). The teachers with Master qualifications held the highest agreement 

and the teachers with Bachelor qualifications held the lowest agreement for Teacher As 

Examination-Oriented. The teachers holding Master qualifications agreed least and the 

teachers holding College qualifications agreed most with Teacher As Developing 

Lifelong Learners (see Table 23). 

The level of teacher certificate that the teachers held caused statistically significant 

differences for the mean scores for two factors (i.e., Teacher As Student Focused and 

Teacher As Responsible For Engaging Students In Learning). The teachers holding 

senior teacher certificates agreed least with these two factors. On the contrary, the 

teachers with intermediate teacher certificates agreed most with Teacher As Student 

Focused and the teachers with College teacher certificates agreed most with Teacher As 

Responsible For Engaging Students In Learning (see Table 23). 

There were statistically significant differences by the subjects that the teachers taught in 

the mean score of four factors excluding Teacher As Examination-Oriented. The teachers 

who taught arts subjects were more likely to agree more than their colleagues who taught 

science biology subjects (see Table 23). 

There were statistically significant differences by teacher grade in the mean score of four 

factors except Teacher As Examination-Oriented. It seems that the teachers who taught 

across the grades held higher factor mean scores. However, only 2.5% of the teachers 

taught across the grades. It could be deduced that this small percentage caused the higher 

mean scores held by this group. By ignoring this group of teachers, the teachers who 
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taught Grade 7 held the highest mean scores and the teachers who taught Grade 9 held 

the lowest mean scores for four factors of excellent teaching (see Table 23). 

There were statistically significant differences by teacher work experience in the mean 

score of three factors (i.e., Teacher As Examination-Oriented, Teacher As Student 

Focused, and Teacher As Professional Learner). The teachers with 8-15 years work 

experience had the lowest agreement, while the teachers with more than 15 years work 

experience had the highest agreement for these three factors (see Table 23).   

Generally, teachers in this study agreed positively with the conceptions of excellent 

teaching. Teacher characteristics such as sex, age, teacher certificate and qualification, 

years of work experience, the grades and subjects they taught provided statistically 

significant mean differences to the five conceptions of excellent teaching. However, 

when checking how great these mean differences were using effect size, all effect sizes 

were small ranging from .03 to .36 with a mean effect size of .11 (see Table 24). Among 

those, only two effect sizes were above .20. Teacher qualification and Teacher As 

Developing Lifelong Learners produced the strongest effect size (d=.36). The teachers 

holding College qualifications were more likely to develop their students as lifelong 

learners than their colleagues holding Bachelor or Master qualifications. The grades that 

the teachers taught and Teacher As Examination-Oriented generated an effect size which 

ranked second (d=.26). It indicated that the teachers who taught Grade 7 were more 

likely to perceive excellent teaching as examination-oriented compared with their peers 

teaching Grade 8 and Grade 9. It was expected that these two findings would be the other 

way around. The reasons for these are not clear and further investigation will be needed.  
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Table 24 

Effect Size for TCET Conceptions 

Teacher Characteristic Teacher As 
Examination-
Oriented 

Teacher As 
Developing  
Lifelong 
Learners 

Teacher 
As 
Student 
Focused 

Teacher As 
Responsible 
For 
Engaging 
Students 

Teacher As 
Professional  
Learner 

Sex      
Female-Male -.16 .15 .10 .12 .06 

Age      
Old+Middle-Young -.06 -.03 -.13 -.14 -.07 

Teacher Certificate      
Junior+Intermediate-
Senior  

-.04 -.05 -.06 -.18 -.05 

Qualification      
Master+Bachelor-
College  

.15 -.36 -.13 -.01 -.10 

Subject      
Arts- Science 
Biology 

.05 .11 .10 .15 .08 

Grade      
8+9-7 -.26 -.12 -.10 -.20 -.16 

Work Experience      
>8-<8 years  -.11 -.05 -.06 -.10 -.07 

5.5.1.4 Factor Mean Scores of TCET and School Characteristics 

School characteristics were examined as another indicator that led to the variance in 

teachers‘ conceptions of excellent teaching. Multivariate statistics revealed that mean 

scores for conceptions of excellent teaching differentiated in a statistically significant 

way by school type and size (see Table 25). An examination of the Univariate F-tests 

indicated that all five factors contributed to the mean differences by school type, and two 

factors including Teacher As Examination-Oriented and Teacher As Responsible For 

Engaging Students In Learning accounted for the mean differences by school size (see 

Table 25). 
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Table 25 
TCET Multivariate and Univariate F-Tests Results and School Characteristics 

Effect Multivariate Univariate 

   Teacher As Examination-
Oriented 

Teacher As 
Developing  
Lifelong Learners 

Teacher As Student 
Focused 

Teacher As 
Responsible For  
Engaging Students  

Teacher As 
Professional  
Learner 

 df F F F F F F 

School 
Type 

5,943 4.15** 8.07** 6.66* 9.96** 18.67*** 6.19* 

School 
Size 

10,1886 2.80** 10.69*** 1.78 1.46 4.59* 1.28 

Note. ***=p<.001; **=p<.01; *=p<.05 (two-tailed test). 
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School type led to a statistically significant mean difference for all factors. The teachers 

who worked in urban schools tended to agree more with all conceptions, whilst the 

teachers who worked in rural schools tended to agree less with all conceptions. As for 

school size, the teachers who worked in schools larger than 1600 students held the 

highest level of agreement for all factors. The teachers who worked in schools smaller 

than 1300 students or between 1300 and 1600 students had lower levels of agreement for 

these conceptions. It was noticed that these two groups of teachers shared similar levels 

of agreement (see Table 26).  

Table 26 

TCET Factor Mean Scores and School Characteristics 

School 
Characteristic 

Teacher As 
Examination-
Oriented 

Teacher As 
Developing  
Lifelong 
Learners 

Teacher 
As 
Student 
Focused 

Teacher As 
Responsible 
For Engaging 
Students  

Teacher As 
Professional 
Learner 

 M(SD) M(SD) M(SD) M(SD) M(SD) 

Type      
Urban  4.06(1.10) 5.30(.66) 5.26(.68) 4.93(.74) 5.21(.69)  
Rural 3.85(1.09)  5.18(.73)  5.12(.67)  4.70(.88)  5.09(.75)  

Size      
≤1300 3.85(1.05) 5.25(.71) 5.19(.68) 4.78(.85) 5.14(.74) 
1300-1600 4.05(1.11) 5.22(.67) 5.19(.67) 4.89(.77) 5.15(.70) 
≥1600 4.27(1.14) 5.34(.65) 5.29(.67) 4.98(.69) 5.24(.67) 

5.5.2 TCTP Results 

5.5.2.1 TCTP Model 

As with the TCET questions, similar procedures and rules were applied to the analysis of 

the TCTP items. Factor reduction using EFA led to a four-factor model which included 

29 items. In the Amos CFA procedure, three items were removed since they caused 

negative error variances by being overly correlated with each other or had low loadings 

(<.30) on their intended factors. The instrument ended with 26 items and the problematic 

items were dropped. A four-factor TCTP model was established (χ2=1047.85; df=291; 

χ2/df=3.60; RMSEA=.052, 90% CI=.049~.056; SRMR=.049; CFI=.90; and gamma 

hat=.94) with good fit.  

This model involved four major factors and one of which contained two first-order 

factors. The four factors were Strict Teacher-Oriented, Novel Variety Methods, Beyond 

Classroom Connections, and Encouraging Student Involvement. The factor of Strict 
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Teacher-Oriented included two first-order factors which were Teacher Is In Charge and 

Examination Practice (see Figure 6). Note that the error terms were removed for 

simplicity in Figure 6. In this model, each factor included at least three items and item 

loadings were greater than .45. 

 

Figure 6. Teachers‘ Conceptions of Teaching Practice Model  

The correlations between the factors helped to understand how closely these factors 

related to each other. The correlation values (r) for the factors ranged from .53 to .76 with 

an average of .66, and SD was .09. This indicated that on average there was 44% 

(.66*.66) shared variance in common, but there was still sufficient variance that was not 

accounted for to leave these conceptions as separate factors. Novel Variety Methods 

highly correlated with Beyond Classroom Connections and Encouraging Student 

Involvement (r>.70). Comparatively, Novel Variety Methods had the lowest correlation 

(r=.53) with Strict Teacher-Oriented.  
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5.5.2.2 Mean Scores of TCTP Factors 

Mean scores and estimates of reliability (coefficient alpha α) for each factor were 

calculated (see Table 27). Mean scores for the four factors ranged from 3.65 to 4.13 with 

an average value of 3.81. Standard deviations ranged from .55 to .83 with an average 

value of .70. Mean scores for the two first-order factors were 3.64 and 3.77. There were 

three factor mean scores that were in the range between some importance and 

considerable importance. Only the mean score of Encourage Student Involvement was 

above the value of considerable importance (M=4.13). The others were similar and just 

under considerable importance. Beyond Classroom Connections and the sub-factor, 

Teacher Is In Charge, ranked the lowest. Estimates of reliability (α) within the range of 

.72 to .81 were good or close to good with an average value being .78. This indicated that 

the factors exhibited good internal reliabilities.  

As with the TCET, the proportion of teachers in one of three categories (i.e., not 

important, low importance, high importance) for each factor was examined (see Table 

27). Factor mean scores in the range of 1.00 to 2.00 were considered to be of not 

important, while those from 2.01 to 3.50 were considered to be of lower importance and 

those between 3.51 and 5.00 were treated as being of high importance. More than half of 

the teachers considered the four main factors as being highly important. Encouraging 

Student Involvement ranked the highest at 86%, followed by Novel Variety Methods, 

Strict Teacher-Oriented, and Beyond Classroom Connections. For the two sub-factors, 

the importance rate of Teacher Is In Charge with 54.9% was lower than the other first-

order factor Examination Practice with 62%. The non-importance rate for all concepts 

ranged from .10 to 4.8%, the importance rate of Teacher Is In Charge ranked lowest. The 

low importance rate of most factors ranged from 30 to 40%, except for Encouraging 

Student Involvement being 14%. Nevertheless, most teachers considered these reported 

teaching practices were highly important and over one third of teachers thought most 

factors were slightly important.  
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Table 27 
Factor Means, Reliabilities, and Importance Levels for TCTP 

Second-Order Factor 
 First-Order Factor  

M (SD) α % by Agreement Level 
Not 

Import 
Low 

Importance 
High 

Importance 
Strict Teacher-Oriented  3.71 (.69) .80 2.0 35 63 

Teacher Is In Charge  3.64 (.79) .65 4.8 40 55 
Examination Practice  3.77 (.74) .72 2.6 36 62 
Novel Variety 
Methods  

3.76 (.72) .72 1.7 32 67 

Beyond Classroom 
Connections  

3.66 (.83) .79 4.5 43 52 

Encouraging Student 
Involvement   

4.13 (.55) .81 .10 14 86 

5.5.2.3 TCTP Factor Mean Scores and Teacher Characteristics 

Teacher characteristics were also examined to determine whether mean differences of 

teachers‘ conceptions of teaching practice were affected by sex, age, the level of teacher 

certificate, work experience, qualification, and the grades and subjects they taught. 

MANOVA found that the following six teacher characteristics excluding work 

experience had a statistically significant influence on how important teachers thought 

teaching practices were (see Table 28).  
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Table 28 

TCTP Multivariate and Univariate Results and Teacher Characteristics 

Effect Multivariate Univariate 
   Strict Teacher-Oriented Novel Variety 

Methods 
Beyond Classroom 
Connections 

Encouraging 
Student 
Involvement   

   Teacher Is In 
Charge 

Exam 
Practice 

Total 

 df F F F F F F F 
Sex 5,930 4.56** 7.65** .07 2.98 .12 .03 4.23 * 
Age 10,1794 2.44** 9.04*** 5.15** 8.60** 2.24 4.23* 4.20 * 
Teacher 
Certificate 

10,1806 3.00 ** 2.48 2.16 1.72 5.64** 7.11** 4.60 * 

Qualification 10,1730 1.88 * 3.08 * 3.06* 3.23* .70 1.08 .90 
Subject 5,919 3.51 * .01 2.41* 1.16 3.05* 10.54 ** 3.08 
Grade 15,2521 2.00 * 3.72* .24 1.56 .65 2.85  * 1.42 
Work 
Experience 

10,1822 1.31 3.34* .67 2.17 2.94 .75 2.19 

Note. ***=p<.001; **=p<.01; *=p<.05 (two-tailed test). 
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As with TCET, the Univariate F-tests were examined to see which specific factor made 

major contributions to mean differences of conceptions of teaching practice (see Table 

28). There were statistically significant differences by teacher sex in the mean score for 

two first-order factors (i.e., Teacher Is In Charge and Encouraging Student Involvement). 

Male teachers held a higher mean score for Teacher Is In Charge than their female 

colleagues, whilst female teachers held a higher mean score for Encouraging Student 

Involvement (see Table 29). 

Table 29 

Teacher Characteristics and TCTP Factor Mean Score 

Teacher 
Characteristic 

Strict Teacher-Oriented Novel 
Variety 
Methods 

Beyond 
Classroom 
Connections 

Encouraging 
Student 
Involvement   

Teacher 
Is In 
Charge 

Examination 
Practice 

Total 

M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) 
Sex       

Female 3.59(.82) 3.77(.75) 3.68(.71) 3.76(.73) 3.67(.86) 4.16(.55) 
Male 3.73(.72) 3.77(.71) 3.75(.65) 3.77(.70) 3.65(.79) 4.07(.55) 

Age       
<33 3.77(.76) 3.87(.72) 3.82(.67) 3.83(.67) 3.76(.82) 4.21(.52) 
33-40 3.53(.80) 3.69(.74) 3.61(.69) 3.71(.77) 3.58(.85) 4.10(.58) 
>40 3.71(.78) 3.80(.73) 3.76(.69) 3.76(.71) 3.69(.80) 4.09(.52) 

Teacher 

Certificate 
      

≤Junior 3.77(.73) 3.85(.70) 3.81(.64) 3.86(.69) 3.78(.77) 4.19(.51) 
Intermediate 3.60(.84) 3.80(.77) 3.70(.73) 3.80(.72) 3.74(.83) 4.17(.54) 
≥Senior 3.65(.74) 3.70(.71) 3.68(.65) 3.65(.73) 3.52(.84) 4.05(.57) 

Qualification       
College 3.78(.90) 3.95(.73) 3.87(.75) 3.85(.70) 3.79(.78) 4.14(.56) 
Bachelor 3.60(.78) 3.74(.74) 3.67(.68) 3.74(.72) 3.64(.83) 4.13(.54) 
≥Master 3.91(.71) 3.75(.66) 3.83(.66) 3.84(.81) 3.73(.95) 3.97(.67) 

Subject       
Arts 3.64(.79) 3.82(.71) 3.73(.67) 3.81(.69) 3.74(.82) 4.16(.54) 
Science 
Biology 

3.65(.79) 3.71(.76) 3.68(.72) 3.70(.77) 3.57(.85) 4.10(.57) 

Grade       
7 3.69(.79) 3.80(.69) 3.74(.67) 3.79(.72) 3.71(.88)  4.10(.57) 
8 3.67(.74) 3.77(.75) 3.72(.68) 3.76(.68) 3.67(.80)  4.15(.52) 
9 3.56(.84) 3.75(.75) 3.66(.72) 3.73(.79) 3.60(.84) 4.12(.58) 
7-9 4.07(.73) 3.77(.82) 3.92(.71) 3.88(.48) 4.06(.57) 4.33(.37) 

Teacher age contributed to statistically significant differences in the mean score of five 

factors (i.e., except Novel Variety Methods). Comparatively, the teachers who were 

younger than 33 years old held the highest mean scores for all factors. The teachers who 

were aged between 33 and 44 years agreed least with four factors excluding Encouraging 
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Student Involvement. These indicated that the younger teachers were prone to think these 

teaching practices were more important, while the middle-aged teachers tended to think 

these practices were less important (see Table 29). 

The level of teacher certificate held by the teachers caused statistically significant mean 

differences for three factors (i.e., Novel Variety Methods, Beyond Classroom 

Connections, and Encouraging Student Involvement). It was clear to see that the teachers 

with senior teacher certificates had the lowest mean scores for all factors, whilst the 

teacher with junior teacher certificates held the highest importance rates for all factors. It 

could be deduced that the teachers holding senior teacher certificates were inclined to 

think that these practices were less important than their colleagues (see Table 29). 

There were statistically significant differences by teacher qualification in the mean score 

of three factors (i.e., Strict Teacher-Oriented, Teacher Is In Charge, and Examination 

Practice). The teachers with Bachelor qualifications had the lowest importance rates for 

three factors. On the contrary, the teachers with College qualifications had the highest 

importance rates for Examination Practice and Strict Teacher-Oriented, and the teachers 

with Master qualifications tended to think that Teacher Is In Charge was less important 

(see Table 29). 

The subjects taught by the teachers caused significantly mean differences for three 

factors (i.e., Examination Practice, Novel Variety Methods, and Beyond Classroom 

Connections). The teachers teaching arts subjects seemed to agree that these teaching 

practices were more important than their colleagues teaching science biology (see Table 

29).  

There were statistically significant differences by teacher grade in the mean score of two 

factors (i.e., Teacher Is In Charge and Beyond Classroom Connections). The teachers 

who taught across the grades held the highest factor mean scores. However, this group 

only accounted for 2.5% of the total participants. If this group is ignored, the teachers 

who taught Grade 7 held the higher importance rates and the teachers who taught Grade 9 

held the lower importance rates for these teaching practices (see Table 29). 

As with TCET, all effect sizes for TCTP were small ranging from .00 to .30 with a mean 

effect size of .13 (see Table 30). Only five effect sizes were just over .20. They included 
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Examination Practices with teacher qualification, Encourage Student Involvement with 

teacher age, Novel Variety Methods, Beyond Classroom Connections, and Encourage 

Student Involvement with teacher certificate. The level of teacher certificate and three 

more student-centred practices produced stronger relative effect sizes. Teacher certificate 

and Beyond Classroom Connections had the strongest effect size of .30. Novel Variety 

Methods and Encouraging Student Involvement were followed with .25 and .24 

respectively. These effect sizes reveal that teachers with a junior and intermediate teacher 

certificate were more likely to think that these three practices were important than their 

colleagues with senior teacher certificates. In Chinese middle school education, the 

higher teacher certificate may reflect teacher age to a large extent rather than teaching 

quality. Therefore, it might indicate that younger teachers were more inclined to 

encourage students to engage in learning than their older peers. This assumption was 

supported by the effect sizes between teacher age and Encouraging Student Involvement 

(d=.21), and Beyond Classroom Connections (d=.20). Younger teachers had more 

passion, energy, and the responsibility for learning new pedagogies, and adopted these 

into their teaching practices. On the other hand, older teachers still insisted on their 

examination-focused practices to help students to do well in examinations, but ignored 

innovative practices. Teacher qualification and Examination Practice also generated a 

higher effect size (d=.29), which suggested that the teachers holding College 

qualifications tended to think that Examination Practice was more important than their 

peers holding Master and Bachelor qualifications. It can be deduced that teacher training 

at the Bachelor and Master level not only help middle school teachers understand more 

about student-centred practices, but also help them implement these in the actual 

teaching practices.  
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Table 30 
Effect Size for TCTP Conceptions 

Teacher Characteristic Strict Teacher-Oriented Novel 
Variety 
Methods 

Beyond 
Classroom 
Connections 

Encourage 
Students Teacher 

Is In 
Charge 

Examination 
Practice 

Total 

Sex       
Female-Male .18 .00 .10 .01 -.02 -.16 

Age       
Old+Middle-Young -.19 -.17 -.20 -.13 -.20 -.21 

Teacher Certificate       
Junior+Intermediate-
Senior  

.05 .17 .10 .25 .30 .24 

Qualification       
Master+Bachelor-
College 

-.03 -.29 -.10 -.08 -.12 -.15 

Subject       
Arts- Science 
Biology 

.01 -.15 -.07 -.15 -.20 -.11 

Grade       
8+9-7 -.09 -.05 -.07 .06 .09 .06 

5.5.2.4 Factor Mean Scores of TCET and School Characteristics  

MANOVA found that school characteristics such as school type and size led to the 

variance in the TCTP. Table 31 presents the multivariate results regarding school type 

and size. The Univariate F-tests results show that the same factors contributed to the 

main multivariate effects on the conceptions of teaching practice. These included Strict 

Teacher-Oriented, Teacher Is In Charge, and Examination Practice. 
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Table 31 

TCTP Multivariate and Univariate Results and School Characteristics 

Effect Multivariate Univariate 
   Strict Teacher-Oriented Novel Variety 

Methods 
Beyond Classroom 
Connections 

Encourage 
Students    Teacher Is In 

Charge 
Exam 
Practice 

Total 

 df F F F F F F F 
School 
type 

5,943 4.98 9.16** 16.50*** 15.26*** .04 1.19 .13 

School 
size 

10,1886 3.33 7.08** 6.85** 8.39*** 1.31 1.30 .65 

Note. ***=p<.001; **=p<.01; *=p<.05 (two-tailed test). 
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There was a statistically significant mean difference for school type and size on the same 

three factors. These were one second-order factor labelled Strict Teacher-Oriented and 

two first-order factors labelled Teacher Is In Charge and Examination Practice. The 

teachers who worked in rural schools held lower importance rates for these teaching 

practices than the teachers who taught in urban schools. As for school size, the teachers 

working in the schools that ranged from 1300 to 1600 students held the lowest mean 

scores for most factors. On the other hand, the teachers working in schools greater than 

1600 students held the highest mean scores for most factors (see Table 32).  

Table 32 

School Characteristics and TCTP Factor Mean Scores 

School 
Characteristic 

Strict Teacher-Oriented Novel 
Variety 
Methods 

Beyond 
Classroom 
Connections 

Encourage 
Students Teacher 

Is In 
Charge 

Examination 
Practice 

Total 

M(SD) M(SD) M(SD) M(SD) M(SD) M(SD) 

Type       

Urban  3.59 (.81) 3.70 (.74) 3.64 (.71) 3.75 (.73) 3.64 (.86) 4.13 (.56)  
Rural 3.74 (.74)  3.90 (.74)  3.82 (.64) 3.78 (.71)  3.71 (.79)  4.13 (.54)  

Size       
≤1300 3.69 (.73) 3.83 (.72) 3.76 (.64) 3.73 (.72) 3.66 (.82) 4.13 (.56) 
1300-1600 3.51 (.87) 3.63 (.75) 3.57 (.75) 3.81 (.71) 3.64 (.85) 4.10 (.54) 
≥1600 3.73 (.81) 3.81 (.74) 3.77 (.71) 3.76 (.74) 3.73 (.84) 4.17 (.54) 

5.5.3 Structural Model Results 

Structural equation modelling is a good method for testing hypotheses about linear 

relations among latent factors (Wegener & Fabrigar, 2000). The first prerequisite in 

identifying a model utilising SEM is to hypothesise a theoretical model beforehand. 

Structural regression paths between latent factors should be hypothesised in the model 

based on the literature and the researcher‘s interpretation of the topic before analysis. As 

hypothesised earlier in this study, teacher conceptions may shape their corresponding 

practices. Specifically, the more teacher-centred conceptions may shape the more 

teacher-centred practices and the student-centred conceptions may shape the student-

centred practices. Further, the bivariate inter-correlations obtained from SPSS between 

TCET factors and TCTP factors ranged from .15 to .61 with an average value of .40 

(SD=.12) (see Table 33). All the TCET factors significantly correlated with the TCTP 

factors. It could be assumed that the factors which had higher correlations were more 

likely to have possible linear regression links in the structural model. Theoretical and 

statistical hypotheses guided the generation of the structural model. 
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Table 33 

Correlations between TCET and TCTP Factors 

Factor Strict 
Teacher-
Oriented 

Novel 
Variety 
Methods 

Beyond 
Classroom 
Connections 

Encourage 
Students 

Teacher As Examination-Oriented .52** .36** .37** .15** 
Teacher As Developing Lifelong 
Learners 

.29** .36** .25** .61** 

Teacher As Student Focused .28** .38** .28** .58** 
Teacher As Responsible For 
Engaging Students 

.42** .51** .50** .49** 

Teacher As Professional Learner .37** .38** .34** .53** 
Note. ***=p<.001; **=p<.01; *=p<.05 (two-tailed test). 

When testing the hypothesised regression paths, three criteria were carried out. The first 

of these was that the regression paths kept a good sense of balance between factor 

correlations and the goodness of fit index. The second was that the regression paths 

caused positive error variances. The last one was that regression paths caused significant 

differences in regression weights and covariances. Some modifications were made to 

improve the hypothesised model. These resulted in a defensible structural model 

(χ2=4477.09; df=1257; χ2/df=3.56; RMSEA=.052, and 90% CI=.050-.054; SRMR=.07; 

CFI=.83; and gamma hat=.90) (see Figure 7). Note that the correlation and error terms 

were removed for simplicity in Figure 7. 
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Figure 7. TCET and TCTP Structural Model  

Table 34 shows that the five TCET factors were used as the predictor variables and the 

four TCTP factors were regarded as the outcome variables. The correlations between 

predictor factors ranged from .13 to .91 with an average value of .62 (SD=.31).  

Table 34 

Correlations for TCET Factors in the Structural Model 

Factor F1 F2 F3 F4 F5 
F1. Teacher As Examination Oriented ––     
F2. Teacher As Developing Lifelong Learners .13 ––    
F3. Teacher As Student Focused .17 .91 ––   
F4. Teacher As Engaging Students In Learning .58 .72 .80 ––  
F5. Teacher As Professional Learner .28 .86 .89 .88 –– 

The structural model revealed that the teacher-centred conception of excellent teaching, 

Teacher As Examination-Oriented, significantly predicted the teacher-centred conception 

of teaching practice, Strict Teacher-Oriented, with a structural path coefficient of .55 

(p<.05) (see Figure 7). The β value suggested how strong the relationship between 

conceptions of excellent teaching and practice was. When the β value was .55, which 

indicated that for every standard deviation increased in the conception of excellent 

teaching of Teacher As Examination-Oriented, the practice conception labelled Strict 

Teacher-Oriented was expected to increase by .55 standard deviations. As for the 
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student-centred conceptions, the excellent teaching conception of Teacher As 

Responsible For Engaging Students In Learning significantly contributed to predicting 

the teaching practice in Keeping Beyond Classroom Connections with a structural path 

coefficient of .64 (p<.05). The excellent teaching conception labelled Teacher As 

Professional Learner significantly predicted the teaching practice labelled Encouraging 

Student Involvement with a structural path coefficient of .60 (p<.05). The teaching 

practice conception, Using Novel Variety Methods, was significantly predicted by the 

excellent teaching conception, Teacher As Student Focused (β=.55; p<.05). The excellent 

teaching conception of Teacher As A Developing Lifelong Learner had a meaningful 

predictive power over the teaching practice of Encouraging Student Involvement with a 

structural path coefficient being .22 (p<.05). However, there was an exception. That was 

the student-centred conception of excellent teaching, Teacher As Professional Learner, 

significantly predicted the teacher-centred conception of practice, Strict Teacher-

Oriented, with a structural path coefficient of .37 (p<.05). These results suggested that 

statistically significant regression paths existed between teacher conceptions of excellent 

teaching and teaching practice, which was consistent with the first hypothesis. Further, 

most conceptions of excellent teaching (83%) were related to their corresponding 

conceptions of practice, which was consistent with the second hypothesis, teachers‘ 

conceptions of excellent teaching are related to their corresponding conceptions of 

teaching practice. 

Further, squared multiple correlations (SMC) were obtained from Amos. The SMC of 

Encouraging Student Involvement was .64, Strict Teacher-Oriented was .56, Beyond 

Classroom Connections was .41, and Novel Variety Methods was .30. These results 

indicated that this structural model explained 64% of the variance in Encouraging 

Student Involvement (SMC=.64), 56% of the variance in the factor of Strict Teacher-

Oriented (SMC=.56), 41% of the variance in Keeping Beyond Classroom Connections 

(SMC=.41), and 30% of the variance in Novel Variety Methods (SMC=.30).  

All results above revealed that Chinese middle school teacher conceptions of excellent 

teaching were meaningful predictors of the importance of teaching practice. In addition, 

most teachers‘ conceptions of excellent teaching were related to their corresponding 

conceptions of practice. Thus, inclusion of teacher conceptions of excellent teaching does 

aid in understanding how teachers perceived the importance of teaching practice. The 
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major pattern of relations between teachers‘ conceptions of excellent teaching and 

practice was consistent with the two proposed hypotheses, even though there was an 

exception that existed, the significant relationship between the student-centred 

conception of excellent teaching labelled Teacher As Professional Learner and the 

teacher-centred conception of practice labelled Strict Teacher-Oriented.   

5.6 Summary  

Two TCET and TCTP models and one integrated structural model with defensible 

goodness of fit indices were confirmed or established in Study Three. The hierarchical 

TCET model consisted of five major conceptions of excellent teaching and the TCTP 

model included five first-order conceptions and a second-order conception. An integrated 

structural model based on these two models revealed the causal relationship between 

TECT and TCTP. The conceptions of excellence identified in this study are more caring 

for students and development-oriented, but less examination-focused. As a consequence, 

certain practices clustered on the teacher-centred and student-centred continuum were 

emphasised. Most teachers‘ conceptions of teaching practice were shaped by their 

conceptions of excellent teaching.  However, strict teaching focused on examination 

practices is predicted both by examination beliefs and excellence as professional learners. 

This study also resolved some of the issues arising in the earlier survey study in Chapter 

Four because of its larger sample size and the joint administration of the TCET and the 

TCTP items. 
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CHAPTER SIX 

CONCLUSION 

This research investigated teachers‘ conceptions of excellent teaching in Chinese middle 

schools. Three linked studies using both qualitative and quantitative approaches were 

reported. The nature of conceptions of excellent teaching held by teachers, students, 

school leaders, and parents was first explored qualitatively using narrative inquiry. Based 

on this qualitative study, two subsequent quantitative studies were conducted. They 

examined what teachers perceived to be excellent teaching and teaching practice, and 

how strongly these views were held.  Furthermore, the studies explored how teachers‘ 

conceptions related to their conceptions of self-reported teaching practices. As a 

consequence, three models were established. These included the Teachers‘ Conceptions 

of Excellent Teaching (TCET) model, the Teachers‘ Conceptions of Teaching Practice 

(TCTP) model, and a structural model of teachers‘ conceptions of excellent teaching and 

teaching practice. 

This chapter begins by providing a brief summary of the key findings across all three 

studies in response to the research questions. The key findings are then discussed more 

extensively. Finally, implications and recommendations for further research are outlined.  

6.1 Findings 

Study One addressed the research question as to how excellent teaching and teaching 

practice were understood and experienced by Chinese middle school teachers, students, 

parents, and school leaders. Through 169 self-reported stories from teachers, students, 

school leaders, and parents, eight main themes, that encompassed 47 characteristics, of 

excellent teaching in Chinese middle schools were identified. These themes included: 

making classes interesting, caring for students, achieving student effectiveness, having a 

high level of responsibility and morality, being in control, having a positive relationship 

with students, reflecting after classes, and having  breadth and depth of knowledge. The 

major conceptions of the four groups of participants were similar. The discrepancies 

between the four groups were discussed in Chapter Three. As a sub-goal, the 45 teaching 
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practices identified from this study were used to develop the survey instrument for Study 

Two.  

The second research question aimed to identify conceptions of excellent teaching and 

teaching practice held by Chinese middle school teachers. The main purpose of Study 

Two was to generate the two questionnaires concerning teachers‘ conceptions of 

excellent teaching and teaching practice. Another purpose was to condense the items of 

the two instruments into a more succinct set of items that could be used in Study Three. 

On the basis of the items indentified in Study One and the reviewed literature, an 88-item 

TCET questionnaire and a 70-item TCTP questionnaire in Chinese middle schools were 

developed. Based on these two instruments, there was support for two measurement 

models.  One was an eight-facet TCET model and the other was an eight-facet TETP 

model. Both had reasonable goodness of fit indices. These eight TCET factors included: 

Teacher Fulfils Responsibilities, Teacher Delivers Strict Instructions For Examinations, 

Teacher Encourages Students, Teacher Focuses On Social Morality, Teacher Is 

Honourable And Seeks High Goals, Teacher Emphasises Student Learning, Teacher Has 

A High Level Of Personal Morality, and Teacher Goes Beyond Classroom And Seeks 

Higher Ideals. The eight TCTP factors involved Student-Focus, Examination Practice, 

Student Support, Parental Involvement And Beyond Classroom Connections, Novel 

Variety Methods, Rote Learning Accuracy, Pedagogical Knowledge Linking, and 

Encouraging Students. It seemed that the items of excellent teaching and teaching 

practice identified in Study Two were largely consistent with the items identified in 

Study One.  

Study Three addressed the third research question, that is, what are Chinese middle 

school teachers‘ conceptions of excellent teaching and teaching practice and how are 

Chinese middle school teachers‘ conceptions of excellent teaching related to their 

conceptions of teaching practice? Through analysing the responses of 951 Chinese 

middle school teachers, the TCET and TCTP models developed in Study Two were 

confirmed and one structural model provided indications of the links between them.  

A hierarchical second-order TCET model consisted of two major first-order dimensions 

of excellent teaching: the examination-oriented dimension and the teacher-student 

dimension. These two major dimensions contributed to teachers‘ conceptions of excellent 
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teaching. The examination-oriented dimension only included one conception that was 

Teacher As Examination-Oriented. Four highly inter-correlated first-order conceptions 

were named as the teacher-student dimension. They included Teacher As Developing 

Lifelong Learners, Teacher As Student Focused, Teacher As Responsible For Engaging 

Students In Learning, and Teacher As Professional Learner. Amongst the five 

conceptions, Teacher As Developing Lifelong Learners provided the highest mean score 

and Teacher As Examination-Oriented had the lowest mean score. Generally, these 

teachers positively agreed with the conceptions of excellent teaching. It was found that 

teacher characteristics, such as sex, age, teacher certificate, qualification, length of work 

experience, and the grades and subjects they taught, provided statistically significant 

mean differences for the five conceptions of excellent teaching. All effect sizes, however, 

were very small. Only two of them were above .20, that is, Teacher As Developing 

Lifelong Learners with teacher qualification and Teacher As Examination-Oriented with 

the grades that the teacher taught. The teachers holding College qualifications were more 

likely to develop their students as lifelong learners than their colleagues holding Bachelor 

or Master qualifications. The teachers who taught Grade 7 were more likely to perceive 

excellent teaching as being examination-oriented compared with their peers teaching 

Grade 8 and Grade 9. These two relatively noticeable effect sizes revealed that teacher 

qualification and the grades taught by the teachers might have a limited impact on the 

conceptions labelled Teacher As Developing Lifelong Learners and Teacher As 

Examination-Oriented.   

A hierarchical second-order TCTP model included one second-order conception and five 

first-order conceptions. The second-order conception was Strict Teacher-Oriented which 

consisted of two first-order conceptions: Teacher Is In Charge and Examination Practice. 

The other three first-order conceptions included Novel Variety Methods, Beyond 

Classroom Connections, and Encouraging Student Involvement. These teachers thought 

the practices were generally important. The most important teaching practice identified 

by these teachers was Encouraging Student Involvement. Whilst Teacher Is In Charge 

was identified as relatively less important, but it was still considered to be important. 

Effect sizes showed that only five were over than .20. These included Examination 

Practice with teacher qualification, Encourage Student Involvement with teacher age, 

Novel Variety Methods, Beyond Classroom Connections, and Encourage Student 

Involvement with teacher certificate. Specifically, the teachers holding College 
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qualifications tended to think that Examination Practice was more important than their 

peers holding Master or Bachelor qualifications. Younger teachers were more inclined to 

encourage students to engage in learning than their older peers. The teachers with junior 

or intermediate teacher certificates were more likely to think that these three practices 

were important than their colleagues with senior teacher certificates.  

An integrated structural model relating to the TCET and TCTP models examined the 

relationship between teachers‘ conceptions of excellent teaching and their conceptions of 

teaching practice. Chinese middle school teachers‘ conceptions of excellent teaching 

were significantly related to their conceptions of teaching practice. More specifically, 

most teachers‘ conceptions of excellent teaching were related to their corresponding 

conceptions of practice. Namely, the teacher-centred conceptions of excellent teaching 

were related to the teacher-centred conceptions of teaching practice, and the student-

centred conceptions of excellent teaching were related to the student-centred conceptions 

of teaching practice. This pattern of relations between teachers‘ conceptions of excellent 

teaching and practice was consistent with the two proposed hypotheses: (1) teachers‘ 

conceptions of excellent teaching related to their conceptions of teaching practice, and 

(2) the certain types of conceptions of excellent teaching would relate to the 

corresponding types of conceptions of teaching practice. One student-centred conception 

of excellent teaching labelled Teacher As Professional Learner, however, had a 

significantly predictive power with the teacher-centred conception of practice labelled 

Strict Teacher-Oriented (β=.37; p<.05). This model revealed that there was a strong 

relationship between teachers‘ conceptions of excellent teaching and their conceptions of 

teaching practice.  

6.2 Discussion 

The three models, TCET, TCTP, and their structural model, are discussed in this section. 

The findings of Study Three are discussed, and important findings from Study One are 

included where they illustrate the major themes. 
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6.2.1 TCET Model 

The TCET model is discussed from the perspectives of the examination-oriented 

dimension and the teacher-student dimension based on the proposed model concerning 

the conceptions of teaching in the reviewed literature. These findings are compared with 

the reviewed Chinese literature, the NBPTS, and the western literature. In the third 

section, the differences and similarities between this research and other research are 

summarised. Finally, a surprising finding regarding the examination-oriented conception 

is discussed. 

6.2.1.1 Examination-Oriented Dimension 

The first-order examination-oriented dimension was featured as being teacher-centred 

and more individual than collective (see Figure 8). Compared with the other four first-

order conceptions, this dimension had the lowest agreement rate and was least related to 

the other four conceptions. However, the Chinese teachers involved in this research still 

agreed that this was one of five conceptions of Chinese excellent teaching. ‗Helping 

students do well in examinations‘ was one of the most influential ideologies identified in 

the reviewed Chinese literature (Watkins & Zhang, 2006). Enhancing student academic 

achievement was identified as having an important role in excellent teaching (Gao & 

Watkins, 2001). This conception was also advocated by Confucius who encouraged his 

students to achieve individual success. Moreover, the NBPTS claimed that highly 

accomplished teachers were committed to student learning and teaching subject 

knowledge to students (NBPTS, 2009b). The result is also consistent with Pratt and 

associates‘ (2001) developmental perspective and Fenstermacher and Soltis‘s (1998) 

metaphor of teacher as therapist. Chinese teachers, however, emphasised this conception 

more explicitly than western teachers. In addition, assessing students was also stressed in 

this dimension, which is congruent with the standards of the NBPTS and western 

literature (Beishuizen, et al., 2001). 
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Figure 8. Conceptions of Teaching 

Middle school teachers in China were reasonably strict and seen as authority figures by 

students. This conception is consistent with the traditional view of ‗strict teachers can 

cultivate excellent students‘ (Yan Shi Chu Gao Tu). It was also emphasised by Gao and 

Watkins (2001) and Watkins and Zhang (2006). Furthermore, the result is also consistent 

with Pratt and associates‘ (2001) transmission perspective and Fenstermacher and 

Soltis‘s (1998) metaphor of teacher as executive. It was also identified as one of the 

characteristics of excellent teachers in the western literature (Lee, 2006) (see Table 35).   
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Table 35 
Comparison of Conceptions of Excellent Teaching 

Chinese Views Western Views 

This Research 
Traditional 

Chinese 
Modern Chinese Western NBPTS Conception of  teaching 

Excellent Effective Effective Effective Highly Accomplished  
 
Be 
examination-
oriented 

Be strict & 
authoritative 

Be strict Be strict Control 
misbehaviour & 
manage classroom  

Discipline students Teacher-centred; 
Transmission; Executive  

Improve examination 
score  

Achieve individual 
success  

Help students do well 
in public examinations 

Teach subject 
knowledge 

Teach subject knowledge  

Assess students -- -- Assess students 
fairly  
 

Assess students individually 
and the class as a whole 

 

-- -- Focus knowledge 
delivery; Present 
knowledge clearly & 
accurately 

Present clearly --  

Develop 
lifelong 
learners 

Promote student 
abilities & skills  

Promote student 
abilities 

Promote student 
abilities 

Encourage student 
progress and 
potential 

Develop student abilities & 
skills 

Student-centred; 
Developmental & social 
reform; Therapist & 
liberationist 

Achieve spiritual 
development 

Show the ways to 
be human & 
cultivate students 

Cultivate positive 
attitudes & good 
citizenship 

Develop personal 
growth & code of  
practice 

Develop student characters  

Achieve social 
improvement 

-- -- -- --  

Student-
focused 

Have a reciprocal 
relationship with 
students 

Have a multiple 
teacher-students 
relationship 

Develop close relations 
with students 

Build a positive 
relationship 

Understand & respect 
students  

Student-centred; Nurturing 
& apprenticeship; 
Therapist 

Create an encouraging 
but challenging 
learning environment 

-- -- -- Create a disciplined learning 
environment 

 

Use a variety of 
teaching strategies 

-- Use effective teaching 
strategies  

Use a variety of 
instructional 

Use diverse instructional 
strategies 
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Chinese Views Western Views 

This Research 
Traditional 

Chinese 
Modern Chinese Western NBPTS Conception of  teaching 

strategies  

Link classroom 
learning to the real 
world settings 

-- -- -- Understand real world 
applications of the subject 

 

Link new knowledge 
to other disciplines & 
prior knowledge 

-- -- -- Link new knowledge to 
other disciplines 

 

Engage 
students in 
learning 

Have home 
connections 

Devote to students  Care about students‘ 
personal problems 

Have personal 
commit to students  

Collaborate with parents & 
explain student performance 
to them 

Student-centred; 
Nurturing; Therapist 

Involve in outside 
classroom activity 

-- -- -- --  

Professional 
learner  

Be subject expert Be knowledge 
authority 

Have deep subject 
knowledge & wide 
general knowledge 

Has good  
knowledge of 
teaching subject 

Mastery subject knowledge Teacher-centred; 
Transmission; Executive 

Stay with current 
research; find 
opportunities for 
improvement  

-- -- Keep knowledge 
up-dated 

Stay abreast of current 
educational issues; 
incorporate new findings 
into their practice 

 

-- -- -- -- Understand state & local 
educational objectives & 
work on curriculum 
development 

 

-- Be a holistic role 
model 

Be a moral role 
model 

Be a good moral guide -- -- -- 

-- Prepare lessons 
carefully 

Devote to teaching Devote to teaching -- -- Teacher-centred; 
Transmission, Executive 

-- -- -- Set expectations for 
students & voice them 

Set expectations for 
students 

Set expectations for student Teacher-centred; 
Transmission, Executive 

-- -- -- Deliver knowledge 
clearly & accurately 

Present knowledge 
clearly 

-- Teacher-centred; 
Transmission, Executive 

Note. -- = Absence
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6.2.1.2 Teacher-Student Dimension  

The teacher-student dimension consisted of four first-order conceptions which were 

highly correlated to each other and weakly correlated to the other first-order 

examination-oriented dimension. They are discussed in descending order of agreement 

rate: Teacher as Developing Lifelong Learners, Teacher As Student Focused, Teacher As 

Engaging Students In Learning, and Teacher As Professional Learner. 

6.2.1.2.1 Teacher as Developing Lifelong Learners 

Firstly, developing lifelong learners was the conception of Chinese excellent teaching 

with the highest average rating. This developmental perspective embraced teachers‘ 

proficiencies in developing students‘ abilities, positive attitudes, and responsibility for 

society. This conception was featured as being student-centred and more collective than 

individual (see Figure 8). From the traditional Chinese view, excellent teachers ‗teach as 

well as cultivate good persons‘ (Jiao Shu Yu Ren). A similar conception, teachers 

promote positive attitudes to society and cultivate good citizenship, appeared in Watkins 

and Zhang‘s study (2006). It is congruent with one of the NBPTS (2009b) standards that 

accomplished teachers ―develop students‘ cognitive capacity and their respect for 

learning‖ (p. 3). It is also consistent with one of Vallance‘s (2003) findings that excellent 

teachers promoted student personal growth. This emphasis aligns with both the cognitive 

and personal developmental perspectives outlined by Pratt and associates (2001), and 

Fenstermacher and Soltis‘s metaphor of teacher as therapist (1998). Teacher code of 

ethics practices in western countries (e.g., New Zealand Teachers Council, n.d.) also 

revealed that teachers help students to achieve self-fulfilment including the cognitive, 

moral, and spiritual aspects.  

Besides students‘ individual development, this research also supported that Chinese 

teachers should cultivate students‘ responsibility for societal development. This aligns 

with Pratt and associates‘ (2001) social reform perspective and Fenstermacher and 

Soltis‘s (1998) liberationist metaphor, but is not found in the Chinese literature. Excellent 

social reform educators should ―awaken students to the values and ideologies that lie 

hidden in the texts and common practices‖ (Pratt, et al., 2001, p. 78) in order to achieve 

societal improvement. In combination with the examination-oriented dimension 
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presented above, it is clear that excellent teachers both in China and in the west were 

expected to be responsible for students‘ individual and collective development (see Table 

35). 

6.2.1.2.2 Teacher As Student Focused 

Secondly, the conception labelled Teacher As Student Focused was student-centred and 

more collective than individual (see Figure 8). This conception was discussed from the 

four sub-conceptions: a positive reciprocal relationship with students, creating an 

encouraging but challenging learning environment, using a variety of teaching strategies, 

and linking classroom learning to the real world settings.   

A Positive Reciprocal Relationship with Students Chinese teachers in this research 

stressed positive relationships both inside and outside of their classrooms between 

teachers and students. Aligning with the traditional Chinese view, one of the influential 

Chinese educational sayings, ‗the teacher should be an excellent teacher and friend‘ 

(Liang Shi Yi You), is used commonly to describe the traditional Chinese teacher-student 

relationship. This conception is also consistent with those of other Chinese studies (Jin & 

Cortazzi, 1998; Watkins & Zhang, 2006; Zhang, 2007). These studies reported that 

Chinese teachers acted as a friend and parent of students. Lee (2006) concluded that 

excellent teachers built up a positive relationship with students. The NBPTS (2009b) 

listed a number of standards regarding teacher-student interactions, such as keeping 

students motivated, engaged and focused, understanding how students develop and learn, 

and respecting student differences. It differs from Chinese teachers‘ conceptions, 

however, that they only focused on the teacher-student relationship inside of the 

classroom (see Table 35). 

Creating an Encouraging but Challenging learning Environment A nurturing 

conception was related to creating an encouraging but challenging learning environment 

for students. The point of ‗environment‘ was also stressed by the NBPTS (2009b) that 

accomplished teachers know how to create a purposeful disciplined learning environment 

to achieve schools‘ goals. To a large degree, Chinese traditional culture does not 

encourage students to express their ideas freely. It is possible that these Chinese teachers 

were trying to motivate students that students could have more confidence to show their 

true selves within a supportive environment. This approach to excellent teaching 
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resonates with the middle school teacher‘s role of being an affective mentor (Beane & 

Brodhagen, 2001). It is also consistent with the nurturing perspective (Pratt et al., 2001) 

and the therapist metaphor of teaching (Fenstermacher & Soltis, 1998) (see Table 35). 

Using a Variety of Teaching Strategies Using a variety of teaching strategies was 

identified extensively by the western and modern Chinese teachers and the NBPTS, but 

was not identified by the traditional Chinese literature. The main aim of using a range of 

instructional techniques was to make classes interesting and to capture students‘ interest 

(NBPTS, 1987; McGee, 2006). The modern Chinese view, however, was more inclined 

to use the strategies to make classes effective (Watkins & Zhang, 2006). It seems that 

these teachers aroused students‘ interest using a range of teaching methods, which aligns 

with the Chinese notion that ‗interest is the best teacher‘ (Xing Qu Shi Zui Hao De Lao 

Shi). This conception of arousing students‘ interest is more consistent with that of the 

NBPTS, much of the western literature, and the traditional Chinese views, but different 

from the findings of the modern Chinese literature. The Chinese teachers involved in this 

research also mentioned using different teaching methods to meet student needs, which is 

similar to the Chinese saying, ‗teach students in accordance with their aptitude‘ (Yin Cai 

Shi Jiao). ―Treating students equitably and recognizing individual differences‖ was also 

emphasised by the NBPTS (2009b, p. 3) and Watkins and Zhang (2006) (see Table 35). 

Linking Classroom Learning to the Real-World Settings Connecting classroom learning 

to the real-world settings was one of the standards identified by the NBPTS (2009b). 

Moreover, the NBPTS claimed that accomplished teachers ―link [new subject 

knowledge] to other disciplines‖ (p. 3). This conceptions, however, was not identified in 

Study Three, but was identified in Study One in the current research. For example, a 

school leader reported a mathematics teachers linked the content to the P.E. class by 

asking a question, ―Could you please tell me how your P.E. teacher measures your long-

jump achievement?‖ (SL45-3) Another similar conception, linking new knowledge to 

students‘ prior knowledge, was also identified. The NBPTS implied this conception in its 

statement that accomplished teachers ―adjust their practices based on observation and… 

[students‘] knowledge‖ (NBPTS, 2009b, p. 3). The conception of knowledge linking was 

understood to be explicit evidence for the apprenticeship perspective of teaching outlined 

by Pratt et al. (2001). However, knowledge linking was not referred to at all in either the 

modern or traditional Chinese literature. The conception of knowledge linking identified 



Chapter 6. Conclusion 

176 
 

by these Chinese teachers aligns with that of the western literature and the NBPTS, but 

not with that of the modern and traditional Chinese literature (see Table 35).   

6.2.1.2.3 Teacher As Engaging Students In Learning 

Thirdly, Teacher As Engaging Students In Learning was featured as being student-

centred and more collective than individual (see Figure 8). The central idea in this 

conception was teacher responsibility, which is an old Confucian conception advocated 

widely in China. In the traditional Chinese view, the teacher was regarded as ‗completely 

devoted to the job‘. Chinese people have high expectations for their children‘s education 

which results in a high demand for teacher responsibility. Further, Watkins and Zhang 

(2006) found that excellent modern Chinese teachers cared for students‘ personal 

problems and Vallance (2003) identified that excellent teachers had a personal 

commitment to their students. Chinese teachers in this research were identified as being 

responsible for their students both inside and outside of the classroom, and even outside 

of the school. These demands included keeping contact with parents through home visits, 

having parent meetings, and making phone calls. This conception could be seen clearly 

in the reports in Study One. A parent described one of the meetings with her son‘s class 

teacher, ―When meeting with my boy‘s class teacher, the teacher tells me more about my 

child‘s performance and problems (skips classes and goes to the internet café) in 

school… we discuss how to help my child sort out his problems…We keep in touch 

regularly to communicate my boy‘s performance at home and in school. After a 

semester, my son seems much better than before‖ (P20-19). A similar conception was 

mentioned by the NBPTS (2009b), which was ―teachers are committed to students and 

their learning‖ (p.3). However, it only focused on the classroom rather than beyond the 

classroom. The NBPTS also mentioned the teacher-parent connection ―…explain student 

performance to parents‖ (p. 4), but it was not as strong as the conception identified in this 

research. These results are also consistent with the nurturing perspective mentioned by 

Pratt, et al. (2001) and Fenstermacher and Soltis‘s (1998) metaphor of teacher as 

therapist, although their notion focused mainly on the classroom situation. Therefore, 

from this research, it seems that teachers‘ responsibilities for students and their learning 

both inside and outside of the classroom is a unique feature of excellent Chinese teaching 

(see Table 35).   
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6.2.1.2.4 Teacher As Professional Learner 

Lastly, Teachers As Professional Learner was featured as teacher-centred and more 

collective than individual (see Figure 8). This conception described that excellent 

teachers had a depth of subject knowledge. It is congruent with the NBPTS (2009b), 

which was ―hav[ing] a rich understanding of the subject[s] they teach and appreciat[ing] 

how knowledge in their subject is created, organized‖ (p. 3). The traditional Chinese 

view of excellent teaching includes ‗being a knowledge authority‘ (p. 3), and the western 

view includes having a good knowledge of teaching subject (Lee, 2006). This is also 

consistent with Fenstermacher and Soltis‘s metaphor of teacher as being executive 

(1998). Similarly, Watkins and Zhang (2006) found that excellent Chinese teachers had a 

deep level of subject knowledge in particular and an extensive level of general 

knowledge. Having a breadth of general knowledge was identified in Study One in this 

research. A parent introduced how her Chinese teacher taught the class using his 

knowledge in music in Study One: ―Mr. G is not only rich in the subject and general 

knowledge, but also is highly moral in his life. Mr. G gives an example to his students 

and colleagues both in knowledge and life‖ (P27-9). From the self-reported stories in 

Study One, it was found that teachers made classes more interesting if they had a breadth 

of general knowledge and a depth of subject knowledge (see Table 35).  

Moreover, another conception, teachers keep learning continuously, was identified in this 

research. Chinese teachers thought that excellent teachers kept their knowledge up-to-

date with current research and tried to find opportunities to improve themselves. In this 

sense, Chinese middle school teachers attached more importance to teacher interactions. 

For example, when new teachers came to the school, school leaders would assign teacher 

mentors, who had been previously awarded medals for excellent teaching, to the 

apprentices. The school organised model lessons for teachers to observe, both within and 

outside of the school. Normally, the principals or deans assigned excellent teachers from 

different subjects to give model lessons regularly (at least one model lesson in one 

subject was arranged in each semester, varying from school to school). All of the 

teachers in each school attended model lessons, even though the subjects of the model 

lessons were not necessarily the same as the subjects they taught. The educational 

bureaus in districts, cities, and provinces or Ministry of Education also arranged model 

lessons to provide opportunities for teachers to learn from each other. Teachers teaching 
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the same subjects had meetings once a week, where they discussed their progress, 

experiences, and any new things that were happening. Moreover, teachers could join 

training programs organised by the schools, educational bureaus, or the government in 

order to improve their teaching. This is partially consistent with one of the NBPTS 

(2009b) standards, that accomplished teachers ―critically examine their practice, seek the 

advice of others, and draw on educational research and scholarship to expand their 

repertoire, deepen their knowledge, sharpen their judgement and adapt their teaching to 

new findings, ideas, and theories‖ (p. 4). The difference is that the NBPTS tends to 

favour individual teachers providing their own critique, whereas in China such critique is 

often made by other teachers and principals. In other words, western teachers tend to 

reflect on their own teaching practices, and to focus more on individual efforts to achieve 

their professional self-fulfilment. On the other hand, teachers in China share their 

critiques and reflections with others, and rely on individual and collective interactions to 

improve their teaching. In this sense, professional development in the west is the 

responsibility of individual teachers, whereas professional development in China is more 

collective. The professional conception of conducting one‘s own reflection, as often 

stressed by the western literature (Minor, et. al., 2002), was not stressed in the Chinese 

literature at all (see Table 35). 

6.2.1.3 Summary of Differences and Similarities  

This section consists of three parts. The representative findings identified in Study One 

but not found in Study Three are discussed in terms of the reviewed literature. The 

second part discusses the differences of the representative conceptions mentioned by the 

NBPTS (2009b) and other literature, but not by this research. The third part summarises 

the differences between this research, the NBPTS, and other Chinese literature.  

Differences between Study One, Study Three, and Other Literature There are two 

influential conceptions of excellent teaching that were not identified in Study Three, but 

were advocated in Study One or other research. One is that excellent teachers act as role 

models of morality for students. One of the items regarding teacher morality in Study 

Three was not related to any other factors, so it was discarded in the process of analysis. 

It may be necessary to add more related items in a further study, and a teacher morality 

factor could then be identified. As a parent explained, ―Mr. G gives an example to his 

students and colleagues both in knowledge and life.‖ (P27-9) This nurturing conception 
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was emphasised by the Chinese literature, especially the traditional Chinese literature. 

Indeed, many traditional Chinese educational sayings express this point of excellence. 

For example, ‗Teaching by personal example as well as verbal instructions‘ (Yan Chuan 

Shen Jiao) and ‗being a virtuous example of students‘  (Wei Ren Shi Biao). Similarly, 

this conception was often mentioned in recent Chinese research (Watkin & Zhang, 2006), 

and identified by the four groups of the participants in Study One. These participants 

thought that the teacher acted as a holistic role model rather than just a role model of the 

morality for students. Excellent teachers were expected to be exemplars for students in 

knowledge, life, and virtue. This aligns with a traditional Chinese saying, ‗Profound 

knowledge makes teachers, and high virtue makes models‘ (Xue Gao Wei Shi, De Gao 

Wei Fan). The western studies, however, did not emphasise teachers as moral role 

models nor holistic role models for students at all. The western teachers were expected to 

promote student moral development in the code of ethics practices as mentioned above, 

but there were no demands to demonstrate their own morality (see Table 35).     

Preparing lessons is the other quite frequently cited conception of excellent teaching. 

This was identified in Study One and the reviewed Chinese and western literature, but 

not in Study Three and the NBPTS (2009b) model. One of the items regarding lesson 

preparation in Study Three was not related to any factors, so it was dropped in analysis. 

A student commented about his teacher, ―I think my history teacher prepares for the class 

very well. His class is well-organised and structured; a series of interesting and 

meaningful stories connect the whole content smoothly and naturally.‖(S53-1) This 

conception can be illustrated by one of Confucian ideologies, that is, an excellent teacher 

should be completely devoted to teaching (Watkins & Zhang, 2006). This notion could 

include lesson preparation. The finding is also consistent with the transmission 

perspective of advanced teaching by Pratt and associates (2001) and the metaphor of 

teacher as executive by Fenstermacher and Soltis (1998) (see Table 35).  

In summary, the reason that these two conceptions were not represented in Study Three 

is most likely to be related to the lack of items, therefore lack of a possible factor. In 

future research there may need more items about the moral dimension and the 

preparation of lessons (see Table 35). 
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Differences between this Research and Other Literature The influential conception of 

excellent teaching missing from this research involves curriculum development. The 

NBPTS (2009b) emphasised that accomplished teachers understand state and local 

educational objectives and work on curriculum development. Neither this study nor the 

reviewed Chinese research, however, identified these ideas. Curriculum development in 

China is more a top-down set of regulations and teachers do not have opportunities to be 

involved in such development. Chinese teachers teach subject knowledge to students 

using the assigned textbooks and teacher reference books. The textbooks provide the 

curricula that teachers can follow and the teacher reference books provide the goals and 

objectives that are required to achieve (see Table 35).  

Summary of Differences between this Research and Other Literature The findings of 

this research show that Chinese middle school teachers‘ conceptions of excellent 

teaching have many similarities to those outlined by the NBPTS (2009b), and by other 

Chinese and western literature. Interesting differences, however, were noticeable. The 

following paragraph summarises the main differences of this research from those of other 

literature.  

Compared with the NBPTS and other western literature, the findings in this research 

show that excellent Chinese teachers are more transmission-oriented, apprenticeship-

oriented, and nurturing. These Chinese teachers did not emphasise working 

collaboratively with school boards and communities, understanding state and local 

educational objectives and curriculum, whilst the NBPTS model and other western 

literature stressed these conceptions. The Chinese teachers had little awareness of 

curriculum development. Moreover, these Chinese teachers were much more involved in 

the activities outside of classroom, such as extracurricular activities, after-school 

activities, home calls or visits, and meetings with parents. The literature in the west 

including the NBPTS did not emphasise these. Further, Chinese teachers were expected 

to be a holistic role model for students, which was absent from the literature in the west. 

These Chinese teaches were also friendly, equal, and strict, and they referred to multiple 

ways of developing reciprocal relationships with students, this kind of teacher-student 

relationship was different from that in the west (see Table 35).  
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Compared with Chinese literature, the conceptions held by these Chinese teachers are 

less teacher-centred or transmissive, but more developmental and liberal, and 

professional development-oriented. For example, Watkins and Zhang (2006) mentioned 

the two conceptions, that is, delivering knowledge clearly and accurately, and setting 

expectations for students. These conceptions were not identified by this research. On the 

other hand, Chinese middle school teachers involved in this research emphasised helping 

students to be responsible for their societal improvement, having more democratic 

relationships with their students, and being professional learners. These more liberal and 

developmental conceptions were not identified by the reviewed modern and traditional 

Chinese literature (see Table 35).  

In conclusion, Chinese middle school teachers‘ conceptions of excellent teaching in this 

research reflect in part the findings of other research, such as the western standards for 

highly accomplished teaching, and the conceptions of excellent teaching from both 

western and Chinese sources. This research also reflected a strong effect on the more 

traditional Chinese and Confucian conceptions of excellent teaching. These included 

connections outside the classroom, teacher morality, and an examination orientation. 

However, the absence of curriculum development and understating state and local 

educational objectives in the thinking of middle school teachers was noted. In addition, 

this research emphasised the more student-centred conceptions of excellent teaching, for 

example, cognitive development, contribution to society improvement and 

professionalism. Clearly, these Chinese middle school teachers invoked the conceptions 

which were more student-centred, nurturing, all-round development (e.g., academic, 

cognitive, and societal), and professional development in their understanding of excellent 

teaching. Teachers‘ conceptions of excellent teaching in this research were seen to be 

multidimensional, hierarchical, and inter-correlated, which are consistent with some 

researchers‘ arguments in the reviewed literature (Brown, 2008; Kember, 1997). This 

model also aligns with the aim of the curriculum reform in 1999 which required teachers 

to implement a less examination-oriented and more quality-oriented approach to 

schooling (The CPC Central Committee and the State Council, 1999) (see Table 35). 

6.2.1.4 Surprising Finding-Teachers as Examination-Oriented 

One surprising finding was that the conception of Teacher As Examination-Oriented held 

the lowest mean score and was least correlated with other conceptions. Under the 
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influence of Confucian culture, Chinese society has a high expectation on education (Liu, 

2004). Further, examinations play a crucial role in the Chinese middle schools. The 

enrolment of students in secondary schools depends heavily on students‘ examination 

scores and their performance, which is mainly assessed based on their examination 

scores (Liu, 2005). Moreover, Gao and Watkins (2002) found that Chinese science 

teachers seemed to regard improving student examination performance as the most 

important indicator of excellent teaching. Thus Teacher As Examination-Oriented was 

anticipated to be a conception of excellent teaching with a higher mean score. This, 

however, was not the case. It may be possible that teachers in Chinese middle schools are 

becoming aware that examinations should not play such a significant role as in the past, 

whilst still accepting their place in Chinese middle school education. It may also be that 

teachers‘ thinking has been influenced recently by the western educational awareness and 

ideology since more and more teachers have experiences outside of China (Ding, 2001).  

6.2.2 TCTP Model 

The findings of the TCTP model are only discussed from the two perspectives. The first 

part summarises differences and similarities in comparison with the reviewed literature. 

The second part discusses the surprising findings regarding the Strict Teacher-oriented 

practice and its relationship to other conceptions.  

Firstly, generally speaking, teaching practices identified by these Chinese middle school 

teachers ranged from the teacher-centred to the student-centred (Kember, 1997). Strict 

Teacher-oriented was teacher-centred and more individual than collective. The other 

three teaching practices, Novel Variety Methods, Beyond Classroom Connections, and 

Encouraging Student Involvement, were student-centred and more collective than 

individual. Unlike the extreme duality of teaching practice proposed by some researchers 

(Chiu, 2006; Maxwell, et al., 2001; Onwuegbuzie, et al., 2000), the findings in this 

research were pluralistic, which included multiple teaching practices ranging from the 

teacher-centred to the student-centred (Kember, 1997). These results align with the 

findings identified by Trigwell, et al. (1994). These practices, however, are more incline 

to cluster around the two polar extremes on the teacher-centred and student-centred 

continuum. This is not consistent with Cuban‘s (2007) finding, that is, teacher classroom 

practices in the United States ―have been in the middle of the [teacher-centred and 
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student-centred] continuum rather than clustered at its polar extremes‖ (p. 6). Cuban 

investigated teaching practices in three districts in the United States using multiple 

sources and methodologies between 1993 and 2005. In combination with the findings of 

the related reviewed literature between the 1890s to the 1980s, he found that teachers in 

the United States exhibited ―mixes of teacher-centred and student–centred practices‖ (p. 

20). These practices were ―hugging‖ in the middle of the continuum (p. 6). The reasons 

for the differences are not clear, and a further study will be needed.    

Further, from the findings, it cannot be deduced that the teaching practices in Chinese 

middle schools identified in this research are more teacher-centred or student-centred. 

The two reasons are as follows: the conceptions of teaching practices identified in this 

research share similar correlations and there is not much variance in mean conception 

scores. Hence, it may be concluded that these findings for teaching practice in Chinese 

middle schools involve both teacher-centred and student-centred practices, but more 

student-centred practices are identified. These results are not consistent with previous 

Chinese studies in which teacher-centred practices have been believed to dominate 

Chinese teaching practices. For example, teaching methods involve largely expository 

and teacher-directed activities including transmission, imitation, repetition, 

memorisation, and drilling for examinations (Hughes & Yuan, 2005; Tang & Absalom, 

1998; Watkins & Biggs, 2001). Based on the reviewed literature, the two possible 

reasons for these differences are proposed. Firstly, there is a demand by the new 

curriculum reform (The CPC Central Committee and the State Council, 1999) which 

aims at supporting creativity and individuality so that education is more responsive to 

student needs and the evolving society in China (Zhao, 2007; Zhu, 2003). Secondly, 

current Chinese teachers are being exposed to western views of teaching and social 

ideologies, the hybridity of Chinese and western educational and social ideologies in 

teaching may contribute to the differences on teaching practices.  

Secondly, it is interesting that Strict Teacher-oriented accounts for a relatively important 

place in Chinese middle school teaching practices, and it is in contrast to the other three. 

One of the probable reasons for the role of Strict Teacher-oriented is the secondary 

school entrance examination. In China, secondary school education is not included in 

compulsory education. Secondary schools enrol students based on students‘ examination 

scores in the secondary school entrance examination which is decided by the local 
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educational bureau and the school board (Liu, 2005). Each secondary school has its own 

entrance score. The students who reach the school entrance score can attend the school 

by paying the tuition fee. The secondary school also has the right to enrol the students 

whose scores are lower than the school entrance score, but within a certain score range 

by charging a higher tuition fee and an additional fee. The score and fee ranges are 

dependent on the policy of the individual school. For certain schools, the lower a 

student‘s score is, the higher the fee that will be charged. Therefore, if a student‘s score is 

lower than the school entrance score but the student still has a desire to attend a certain 

school, the parents will need to pay a much higher tuition fee and an additional fee. This 

situation pushes teachers, students, school leaders, and parents to put a high value on the 

examination in Chinese middle schools. The teachers are keeping strict discipline and 

examination practices in order to help students to achieve higher outcomes. This thus 

could explain why Strict Teacher-Oriented is playing an important role in Chinese 

middle school teaching practices.   

The second surprising finding is the second-order conception labelled Strict Teacher-

oriented and the other three student-centred first-order conceptions had similarly 

reasonable correlations. Thus these conceptions were seen to contribute approximately 

equally to the conceptions of teaching practice. This finding is different from that of the 

TCET model, in which a similar conception named Teacher As Examination-Oriented 

was least related to other conceptions and had the lowest mean score. On the basis of the 

statistical information in the TCET model, the theory of planned behaviour (Ajzen, 

2005), and the empirical findings in the related literature, it was expected that the Strict 

Teacher-Oriented conception should have a lower mean score and the least correlation 

with the other conceptions in the TCTP model. This, however, was not the case. What 

teachers espoused to do is not consistent with what teachers have done in the actual 

teaching environment. The explanations are firstly described from an empirical 

perspective and secondly from the theory of planned behaviour perspective. According to 

the empirical studies presented in the reviewed literature, the contextual factors such as 

school policies, assessment system, and curricula proposed by empirical studies may 

account for this inconsistency. Under the influence of other educational ideology and 

educational reforms, Chinese teachers‘ thinking of excellent teaching is inclined to be 

more student-centred. On the other hand, influenced by assessment system, school 

policies, and entry requirements of higher educational level, Chinese teachers appear to 
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consider that the Strict Teacher-Oriented practice is important in the actual teaching 

environment. They have to engage in the examination-oriented practices in order to meet 

the requirements of educational policies, enrolment needs for higher educational levels, 

and the high-frequency examinations.  

Based on the theory of planned behaviour, there are some possible explanations. The first 

explanation is that routine behaviours (examination-oriented practices) are too strong and 

always produce the inconsistency with conceptions in the relatively stable context 

(Ajzen, 2002). Although an innovative teaching method is required due to curriculum 

reforms, those teachers who have been previously accustomed to examination-oriented 

practices are more likely to continuously use them in a similar teaching environment. 

Such teachers are so familiar with the routine behaviours that they have become 

automatic as a result of its frequent performance in the past and they are now guided by 

spontaneous beliefs and intentions in a similar context. The second explanation is that the 

conceptions (non examination-oriented conceptions of excellent teaching) produce the 

inconsistency (Ajzen, 2002). Since these conceptions are newly established in teacher 

thinking, they have little or no impact on intention. Therefore, these conceptions appear 

not to influence teachers‘ practices. In this case, it is assumed that the non examination-

oriented conceptions are newly-formed, thus these conceptions cannot change teacher 

behaviours as expected. The teachers will re-enact their routine behaviours which are 

examination-oriented practices. The final explanation is that additional effects such as 

teachers‘ personal or moral norms, their desire to attain a behavioural goal, self-identity, 

and emotion may account for the variance in teacher behaviour (Gorsuch & Ortberg, 

1983; Manstead & Parker, 1995; Perugini & Bagozzi, 2001; Richard, van der Pligt, & de 

Vries, 1995; Sparks & Guthrie, 1998). It is also possible that the reasons above have 

contributed to the inconsistency, or that one of the reasons has played a major role in 

leading to the inconsistency. To obtain specific answers, however, further investigations 

will be required.  

6.2.3 Structural TCET and TCTP Model 

Consistency and inconsistency are discussed in the structural model in this section. The 

discussions are based on the two hypotheses proposed in Chapter Five, the theory of 

planned behaviour, and the related empirical findings in the reviewed literature. 



Chapter 6. Conclusion 

186 
 

6.2.3.1 Consistency  

The structural model shows that most findings were consistent with the two hypotheses, 

the theory of planned behaviour, and the related previous empirical findings. The first 

hypothesis described that teachers‘ conceptions of excellent teaching are related to their 

conceptions of teaching practice. The second hypothesis was that the teacher-centred 

conceptions were related to the teacher-centred practices, and the student-centred 

conceptions were related to the student-centred practices. The theory of planned 

behaviour (Ajzen, 2005) and the related literature provided a theoretical and empirical 

framework to position the relationship between teachers‘ conceptions of excellent 

teaching and teaching practice. The theory of planned behaviour argued that what people 

believe, the amount of control they have or perceive they have, and the social pressures 

they experience interact to shape the corresponding types of behaviours and practices 

people carry out in combination with intentions. The related empirical literature found 

that teachers‘ conceptions of teaching shaped their corresponding teaching practices to a 

great extent (e.g., Gow & Kember, 1993; Ho, Watkins & Kelly, 2001; Lim & Chai, 2008; 

Lam & Kember, 2006; Samuelowicz, 1994; Trigwell & Prosser, 1996). The findings in 

this structural model also revealed a relationship between teachers‘ conceptions of 

excellent teaching and their conceptions of teaching practice. It also revealed a high 

consistency rate (83%) between teachers‘ conceptions of excellent teaching and their 

conceptions of corresponding practice. For example, the conception of excellent teaching 

labelled Teacher As Responsible For Engaging Students In Learning was related to the 

conception of teaching practice labelled Beyond Classroom Connections (β=.64). The 

conception of teaching practice labelled Novel Variety Methods was driven by the 

conception of excellent teaching labelled Teacher As Student Focused (β=.55). Thus, 

inclusion of teachers‘ conceptions of excellent teaching does aid in understanding how 

teachers perceive the importance of teaching practice. Generally speaking, these findings 

align with the hypothesis, the theory of planned behaviour, and the majority of the 

empirical findings in the reviewed literature.  

6.2.3.2 Inconsistency 

Among the links between teachers‘ conceptions of excellent teaching and their 

conceptions of teaching practice, only one was not consistent with the hypotheses. This 

was the link between the conception of Teacher As Professional Learner and the teaching 
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practice of Strict Teacher-Oriented. The practice of Strict Teacher-Oriented included two 

first-order practices as Teacher Is In Charge and Examination Practice. When trying to 

drop this link, the goodness of fit indicators became less well. It can be seen that 

teachers‘ conception of Teacher As Professional Learner was related to their conceptions 

of two teaching practices including Teacher Is In Charge and Examination Practice. As 

introduced in the reviewed literature, some contextual factors may contribute to this 

inconsistency (Beach, 1994; Brown, 2009; Clandinin, 1986; Fang, 1996; Lim, 2008; 

Sapon-Shevin, 1991; Windschitl, 2002). The three most likely reasons are proposed. 

Firstly, the assessment system may matter. As explained above, all the parties including 

teachers, students, school leaders, and parents are inclined to be seriously concerned 

about student achievement in the secondary school entrance examination. Secondly, 

school accountability may have an influence. The secondary school entrance examination 

is a good opportunity to demonstrate the school performance to students, parents, public, 

and educational bureaus. The reputation of the school will increase if students perform 

well in the secondary school entrance examination. This means that the school will be 

able to attract good students, recruit excellent teachers, and obtain more funding and 

support from the government in the following year. Thirdly, the style of leadership of the 

schools in which teachers taught may be an influencing factor. School leaders may have 

high expectations on student performance in the secondary school entrance examination. 

Therefore, the school sets down the school requirements for the examination. Moreover, 

there are quite a few examination requirements decreed by the educational bureaus that 

teachers are expected to implement and meet. Hence, teachers need to engage in training 

programs or to acquire the necessary knowledge independently in order to help students 

succeed in the high-frequency examinations at other times and in the secondary school 

entrance examination as well. Under this pressure, improving student achievement 

becomes a driven source of a teacher being a professional learner in Chinese middle 

schools. Therefore, what teachers acquire focuses on being in charge of classroom and 

delivering better examination practices in order to achieve a higher student outcome.  
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6.3 Implications 

6.3.1 Practical Implications 

One of the substantial implications is that the findings of excellent teaching may 

contribute to the development of advanced teaching standards which are absent in China 

but which have been employed in the west for decades. The TCET model was 

established through a wide participation of teachers, students, school leaders, and 

parents, and relatively large sample sizes. Thus, the models identified in this research 

could provide the policymakers and researchers with a reference for designing teaching 

standards for middle schools in specific subjects or in general. Then advanced teaching 

standards could be developed as benchmarks for teacher promotion and evaluation 

systems. The current teaching requirements in Chinese middle schools in Liaoning 

Province are implemented for teachers who teach all subjects. The requirements outline 

the general objectives and results, but lack of detailed requirements for the teaching 

process. As for the current evaluation and promotion standards in Chinese middle 

schools, there are two major sections which include moral and political requirements and 

academic requirements. The former one accounts for more than half of the total number 

of pages in the document. Again, academic requirements leave out the detailed 

requirements for teaching. It is expected that this research could provide a reference for 

the establishment a sound teacher promotion and evaluation system in Chinese middle 

schools.  

This research may make a contribution to professional development and teaching 

improvement. Since teachers‘ conceptions of excellent teaching and practice, and their 

relationship have been identified, teachers may be able to reflect and discover the 

conceptions of excellent teaching that have been shaping their daily teaching. Through a 

critical self-evaluation, teachers may try to dispense with their ineffective routines and be 

willing to take up the challenges entailed in the renewal endeavour (Pang, 1999) to 

achieve professional preparation improvement (Buchmann, 1984; Clark, 1988; Cole, 

1989; Dinham & Stritter, 1986; Weinstein, 1989) and later, teaching effectiveness 

(Ashton & Webb, 1986; Brophy & Good, 1974; Hofer, 1994; Kitchener & King, 1981; 

Schommer, 1993; Weinstein, 1989). On the other hand, researchers and policymakers 

could design and implement effective professional development programs which could 
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result in changes in teacher conception, and in turn have an impact on their actual 

teaching practices. Further, exploring teachers‘ conceptions of excellent teaching and 

their relation to teaching practices is essential in order to facilitate changes (Sakofs, 

Armstrong, Proudman, Howard, & Clark, 1995). Thus, the findings could inform both 

current teachers‘ professional development and future teachers‘ aspirations, which in turn 

could lead to an improvement in teaching.  

This research also alerts us to the fact that teachers in Chinese middle schools have little 

involvement in curriculum development. This, however, is an important aspect. The 

possible reasons for this situation are listed as follows. Firstly, as far as the researcher 

knows, it seems that teachers in China have little chance to be involved in curriculum-

related discussions. The policymakers and researchers decide on the learning objectives 

for each educational level and what can be put into the textbooks (as these are political 

issues). Secondly, it may be possible that these teachers involved in this research did not 

agree with the current curriculum development system (Chinese people are prone to keep 

silent when they disagree with something). Thirdly, the decision makers keep the door 

closed to teachers with regard to curriculum development issues. Finally, it could be that 

these teachers really know nothing about curriculum development (this seems unlikely). 

Whatever, the reasons are important issues for educators and policy makers to think 

carefully about. Thus, the school boards and policymakers should consider adding 

curriculum development to professional development programs and get teachers involved 

in curriculum-related decision making.  

6.3.2 Theoretical Implications 

The instrument constructed in this research could be adopted in similar contexts such as 

China, Hong Kong, Singapore, or even Taiwan. It could be also used as a reference for 

the related western research. The research instrument regarding teachers‘ conceptions of 

excellent teaching and teaching practice in Chinese middle schools was designed on the 

relatively wide various empirical sources, and on the extensive reviewed literature. Some 

items which were adopted from the western literature were modified based on the needs 

of the Chinese educational environment, cultural differences, and language habits. 

Further, the validity of the questionnaire was checked by the qualified judges. Therefore, 
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the researcher is confident that this instrument was well developed, and it could be 

adopted by other related research.   

This research could contribute to the related Chinese research in addition to western 

research. The researcher is Chinese and the research was constructed in the west using 

the advanced Chinese and western ideas. Data were obtained from China, but analysed in 

the west using advanced statistical analytic techniques. The dissertation was written in 

English, and the findings will be published in both Chinese and English. However, the 

process was driven by the lens of Chinese ideology. Therefore, this research not only 

contributes to Chinese research, but also acts as a bridge to inform the westerners who 

are interested in Chinese education, or who are doing similar research but encounter 

difficulties with the language and the culture. 

6.4 Future Research 

It is recommended that a variety of data source formats, rather than only self-reported 

stories, could be used to investigate conceptions of excellent teaching in further studies. 

In Study One, the qualitative data concerning excellent teaching and teaching practice 

were obtained from only one data source format—self-reported stories. Even though four 

groups of participants were involved, this may have been a potential threat to the validity 

of the research since the data were not collected from comprehensive evidence or wide 

data sources (Lieblich, Rivka, & Tamar, 1998). Different data source formats such as 

teacher interviews, focus group discussions, and classroom observations could make data 

more valid and reliable. In addition, it would be critical to collect actual observations of 

teaching in order to establish a general picture of teaching practice, since self-reported 

practices do not always reflect teachers‘ actual practices. It would be also appropriate to 

have teacher focus group discussions after Study Three to explore the reasons for the key 

findings, the exceptions, and the surprising findings. 

A relatively larger sample size could be employed to investigate Study Two in further 

studies. In trial surveys in Study Two, the N:p (number of subjects to number of 

variables) ratio for the questionnaire was quite small, which  was lower than 2:1, even 

though the sample size was above 100. This ratio value is the minimum N:p ratio to 

obtain reasonable robust results (Hair, Anderson, Tatham, & Black, 1995), especially 
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when the main purpose of the study was to cut off some items in the questionnaire. The 

results, however, would be more reliable if the N:p ratio were larger.  

If student achievement was included in the conceptions of excellent teaching and 

teaching practice, the classic triangle, conception-practice-achievement, could be 

established. If the relationships between these three aspects or between any two of them 

could be established, such a study would be most valuable. This could then lead to a 

series of professional development programs that could lead to the improvement of 

teaching practice, and thence to enhance student learning gains.  

Since this research did not identify the conceptions of excellent teaching for different 

subjects or a particular subject, a further research project could investigate conceptions of 

excellent teaching for different subjects in Chinese middle schools. This would provide 

clearer guidelines for teacher evaluation, teacher professional development, and teaching 

standards for different and particular subjects.  

In this research, ‗conceptions‘ can be considered to comprise behavioural beliefs, 

normative beliefs, and control beliefs. For further research, the researcher may 

investigate how these three beliefs influence teachers‘ practices.  

It is also recommended that further research may investigate how teachers‘ conceptions 

of excellent teaching relate to the characteristics of excellent teaching, and to which 

extend that teachers‘ conceptions of excellent teaching aligns with the policies for 

education reform in China.  

Finally, further research may investigate that which kind of factors will accelerate or 

prevent teacher teaching based on their conceptions of excellent teaching. 

6.5 Summary 

Teachers‘ conceptions of excellent teaching identified in this research are 

multidimensional, hierarchical, and inter-correlated. It has been shown that there are a lot 

of similarities and movement between Chinese and western notions of excellent teaching. 

A Chinese teacher was expected to be a role model for students, including a moral 
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dimension in these models. These Chinese teachers also emphasised the examination-

oriented conception more explicitly than their western colleagues, there was a balance 

with the other more interactive and teacher-student dimension of teaching. This research 

found that Chinese teachers were involved in activities outside of the classroom, such as 

extracurricular activities, after-school activities, home calls or visits, and meetings with 

parents, rather than only the activities taking place in classrooms. Further, these Chinese 

teachers emphasised promoting students to be responsible for societal improvement 

rather than merely individual development. These teachers also identified themselves as 

professional learners, which was also stressed by western teachers. The difference, 

however, is that western teachers focused more on individual efforts to achieve 

professional fulfilment, whilst Chinese teachers were more willing to share the critiques 

and reflections with their colleagues.   

Chinese teachers‘ conceptions of teaching practice were shown to be pluralistic. These 

multiple practices could be placed on the teacher-centred and student-centred continuum, 

but clustered around the two polar extremes of the continuum. This is different from 

Cuban‘s (2007) finding that teaching practices were ―hugging‖ the middle of the 

continuum. The findings in this research were more student-centred than the practices 

identified by the traditional Chinese literature.  

The structural model of TCET and TCTP showed that Chinese middle school teachers‘ 

conceptions of excellent teaching were related to their conceptions of teaching practice. 

To a great degree, the conceptions of excellent teaching linked to the corresponding types 

of teaching practice that Chinese teachers identified. Therefore, inclusion of teacher 

conceptions of excellent teaching does aid in understanding how teachers perceive the 

importance of teaching practice.    
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Appendix A. Teacher Questionnaire: One of Your Excellent Teaching 

Experiences 

 
    

 
 
 
 
 
 
 
 
 
 
 
Teacher Questionnaire: One of Your Excellent Teaching Experiences 

Part A 
Based on your own teaching experience, could you please describe an incident or moment in which you 
feel or believe you delivered excellent teaching? This might be a moment, a class, an instruction time after 
class, etc. Write no more than a page. Give details of when, how, where, and with whom. Explain clearly 
why this teaching event is one that you would call excellent. 
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________ 
 
 
Part B 
Please fill in the following Demographic information after you finish your story: 
1．Sex:      □ Male           □Female 
2．Subject I teach:  
3．Age (in years):  □< 30      □30~39      □40~49     □≥ 50  
4．Teacher Certificate currently held:  
 □Below Junior       □Junior         □Intermediate     □Senior    □Above Senior 
5．Educational Background:  
 □Below Bachelor       □Bachelor       □Master    □Above Master 
6．Educational Experience as a Teacher (in years):  
 □< 5       □5~9    □10~14     □15~19 □≥ 20 
7．Educational Experience as a Teacher in this school (in years):  
 □< 5     □5~9    □10~14     □15~19       □≥ 20 

Thank you very much for your participation! 
  

Overseas contact in New Zealand 

Junjun Chen 
 Room No. H211 
School of TLD 
Faculty of Education 
Private Bag 92109 
Auckland, New Zealand  
Tel: + 64 9 623 8899 ext.48384 
Fax: + 64 9 623 8898 
Email: jj.chen@auckland.ac.nz 

Return this to the address in China  
Junjun Chen 

Shengli Primary School 
Xingcheng, 125100  

Liaoning 
China 

Tel: + 86 429 8869622 
Email: jj.chen@auckland.ac.nz 
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教师调查问卷：优秀教学案例之一 

第一部分 

在您过去的教学经验中，是否有某个时刻或者某件事使您觉得您的教学到达了最好的效果。即在这

段时间里，您不仅出色的完成了您的教学任务，而且还使您的学生学到了尽可能多的知识和技能。 

这可以是一件小事，一堂课，也可以是课后辅导等等。 

 

请在下列空格处写出这个优秀教学所发生的时间，地点，人物以及您是如何进行教学的。并解释为

何您认为这是最有效的教学瞬间。 

 

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________ 

 

第二部分 

请在完成您的陈述后回答下列问题： 

1.  性别： □ 男         □ 女 

2.  所教课目： 

3.  年龄：______岁 

4.  您从事教师工作的时间：______年 

5.  您在现学校工作的时间：______年 

6.  现持教师资格证书： 

 □ 初级以下 □ 初级 □ 中级 □ 高级 □ 高级以上 

7.  学历：□ 本科以下 □ 本科 □ 研究生 □ 研究生以上 

 

 

 

非常感谢您的合作与支持！ 

 

 

新西兰联系方式 

陈君君 

新西兰奥克兰大学教育学院 

邮箱：92601 

电话: + 64 9 623 8899 转 48384 

传真: + 64 9 623 8898 

电邮: jj.chen@auckland.ac.nz  

打印并寄至以下中国地址 

陈君君 

中国辽宁省兴城市胜利小学 

邮编：125100 

电话：+86 429 8869622 

电邮:jj.chen@auckland.ac.nz 

 
 

 



Appendix B. Student Questionnaire: One of Your Excellent Teaching Experiences 

195 
 

Appendix B. Student Questionnaire: One of Your Excellent Teaching 

Experiences 

 
    

 
 
 
 
 
 
 
 
 
 
 
Student Questionnaire: One of Your Excellent Teaching Experiences 

Part A 
Based on your experience of middle school, please give your opinion about what ‗excellent teaching‘ is? 
Could you please describe an incident or moment in which you feel or believe one of your teachers 
delivered excellent teaching? This might be a moment, a class, an instruction time after class, etc.  
 
Write no more than a page. Give details of when, how, where, and with whom. Explain clearly why this 
teaching was excellent. 
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________ 
 
 
Part B 
Please fill in the following Demographic information after you finish the questions above: 
1．Sex:      □Male           □Female 
2．Age (in years):   
 
 
 

Thank you very much for your participation! 

Overseas contact in New Zealand 

Junjun Chen 
 Room No. H211 
School of TLD 
Faculty of Education 
Private Bag 92109 
Auckland, New Zealand  
Tel: + 64 9 623 8899 ext.48384 
Fax: + 64 9 623 8898 
Email: jj.chen@auckland.ac.nz 

Return this to the address in China  
Junjun Chen 

Shengli Primary School 
Xingcheng, 125100  

Liaoning 
China 

Tel: + 86 429 8869622 
Email: jj.chen@auckland.ac.nz 
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中学生调查问卷:优秀教学案例之一 

第一部分 

做为一名中学生，您认为什么是优秀教学？在您过去的经历中，请您描述您认为您的某位老师进行

了优秀教学。即在这段时间里，不仅您的老师出色的完成了教学任务，而且还使您和您的同学们学

到了尽可能多的知识和技能。 这可以是一件小事， 一堂课，也可以是课后辅导等等。 

 

请在下列空格处写出这个优秀教学所发生的时间，地点，人物以及您是如何进行教学的。 并解释

为何您认为这是最有效的教学瞬间。 

 

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________ 

 

 

第二部分 

请回答下列问题： 

1.  性别： □男         □女 

2.  年龄：______岁 

 

 

非常感谢您的合作与支持！ 

 

新西兰联系方式 

陈君君 

新西兰奥克兰大学教育学院 

邮箱：92601 

电话: + 64 9 623 8899 转 48384 

传真: + 64 9 623 8898 

电邮: jj.chen@auckland.ac.nz  

打印并寄至以下中国地址 

陈君君 

中国辽宁省兴城市胜利小学 

邮编：125100 

电话：+86 429 8869622 

电邮:jj.chen@auckland.ac.nz 
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Appendix C. Parent Questionnaire: One of Your Excellent Teaching 

Experiences 

 

 
 
 
 
 
 
 
 
 
 
Parent Questionnaire: One of Your Excellent Teaching Experiences 

Part A 
As a parent of a middle school child, could you please give your opinion about what ‗excellent teaching‘ 
is? Could you please describe an incident or moment in which you believe, feel, or think one of your 
children experienced excellent teaching? This might be a moment, a class, an instruction time after class, 
etc.  
 
Write no more than a page. Give details of when, how, where, and with whom. Explain clearly why this 
teaching event is one that you would call excellent. 
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________ 
 
 
Part B 
Please fill in the following Demographic information after you finish the questions above: 
1．Sex:      □Male           □Female 
2．Age (in years):  __________ 
3．Career, Occupation, Job: __________________________ 
4．Your Highest Level of Education:  
 □Below Bachelor      □Bachelor      □Master   □Above Master 
 
 

Thank you very much for your participation!  

Overseas contact in New Zealand 

Junjun Chen 
 Room No. H211 
School of TLD 
Faculty of Education 
Private Bag 92109 
Auckland, New Zealand  
Tel: + 64 9 623 8899 ext.48384 
Fax: + 64 9 623 8898 
Email: jj.chen@auckland.ac.nz 

Return this to the address in China  
Junjun Chen 

Shengli Primary School 
Xingcheng, 125100  

Liaoning 
China 

Tel: + 86 429 8869622 
Email: jj.chen@auckland.ac.nz 
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中学家长调查问卷：优秀的中学教学案例之一 

第一部分 

做为一名中学生的家长，您认为什么是优秀教学？在您过去的经历中（可以是听到的，见到的，或

感觉到的），请您描述您认为您孩子的某位老师进行了优秀教学。即在这段时间里，不仅您孩子的

老师出色的完成了教学任务，而且还使您的孩子和他的同学们学到了尽可能多的知识和技能。这可

以是一件小事，一堂课，也可以是课后辅导等等。如果您没有这方面的经验，请您写下您想象中的

优秀教学情景是什么样的。请在下列空格处写出这个优秀教学所发生的时间，地点，人物以及您是

如何进行教学的。并解释为何您认为这是最有效的教学瞬间。 

 

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________ 

 

 

第二部分 

请您回答下列问题： 

1．性别： □男         □女 

2．年龄：______岁 

3．职业： 

4．学历：□本科以下 □本科 □研究生 □研究生以上 

 

 

非常感谢您的合作与支持！ 

新西兰联系方式 

陈君君 

新西兰奥克兰大学教育学院 

邮箱：92601 

电话: + 64 9 623 8899 转 48384 

传真: + 64 9 623 8898 

电邮: jj.chen@auckland.ac.nz  

打印并寄至以下中国地址 

陈君君 

中国辽宁省兴城市胜利小学 

邮编：125100 

电话：+86 429 8869622 

电邮:jj.chen@auckland.ac.nz 
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Appendix D. School Leader Questionnaire: One of Your Excellent 

Teaching Experiences 

 
 
 
 
 
 
 
 
 
 
 
 
School Leader Questionnaire: One of Your Excellent Teaching Experiences 

Part A 
As a school leader of a middle school, could you please give your opinion about what ‗excellent teaching‘ 
is? Could you please describe an incident or moment in which you feel or believe you or one or more of the 
teachers you knew in your school delivered excellent teaching? This might be a moment, a class, an 
instruction time after class, etc. Write no more than a page. Give details of when, how, where, and with 
whom. Explain clearly why this teaching event is one that you would call excellent. 
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________ 
 
 
Part B 
Please fill in the following Demographic information after you finish the questions above: 
1．Sex:       □Male            □Female 
2．Age (in years):  __________ 
3．Position in School: __________________________ 
4．Your Highest Level of Education:  
 □Below Bachelor □Bachelor □Master □Above Master 
5．Length of Administrative Experience in all schools (in years):  
 □< 5     □5~9    □10~14     □15~19 □≥ 20 
6．Length of Administrative Experience in this School (in years):  
 □< 5     □ 5~9    □10~14     □15~19       □≥ 20 
 

Thank you very much for your participation!  

Overseas contact in New Zealand 

Junjun Chen 
 Room No. H211 
School of TLD 
Faculty of Education 
Private Bag 92109 
Auckland, New Zealand  
Tel: + 64 9 623 8899 ext.48384 
Fax: + 64 9 623 8898 
Email: jj.chen@auckland.ac.nz 

Return this to the address in China  
Junjun Chen 

Shengli Primary School 
Xingcheng, 125100  

Liaoning 
China 

Tel: + 86 429 8869622 
Email: jj.chen@auckland.ac.nz 
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中学校领导调查问卷：优秀的中学教学案例之一  

第一部分 

做为一名中学生的领导，您认为什么是优秀教学？在您过去的经历中，请您描述您认为您的某位老

师同事进行了优秀教学。即在这段时间里，不仅您的同事出色的完成了教学任务，而且还使他的同

学们学到了尽可能多的知识和技能。 这可以是一件小事， 一堂课，也可以是课后辅导等等。请在

下列空格处写出这个优秀教学所发生的时间，地点，人物以及您是如何进行教学的。 并解释为何

您认为这是最有效的教学瞬间。 

 

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________ 

 

 

第二部分 

请在您回答下列问题： 

1. 性别： □男         □女 

2. 年龄：______岁 

3．您的职位：______ 

4. 学历：□本科以下 □本科 □研究生 □研究生以上 

5. 您在这个职位工作的时间：______年 

6. 您在这个职位这个学校工作的时间：______年 

非常感谢您的合作与支持！ 

新西兰联系方式 

陈君君 

新西兰奥克兰大学教育学院 

邮箱：92601 

电话: + 64 9 623 8899 转 48384 

传真: + 64 9 623 8898 

电邮: jj.chen@auckland.ac.nz  

打印并寄至以下中国地址 

陈君君 

中国辽宁省兴城市胜利小学 

邮编：125100 

电话：+86 429 8869622 

电邮:jj.chen@auckland.ac.nz 

 
 

 

mailto:jj.chen@auckland.ac.nz
mailto:jj.chen@auckland.ac.nz
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Appendix E. Questionnaire for Validity of Category for Excellent 

Teaching  

  
 
 
 
 
 

 

Questionnaire for Validity of Category for Excellent Teaching 

Thank you for agreeing to complete this questionnaire. This questionnaire is about excellent teaching in 
Chinese middle school. The aim of this questionnaire is to test the validity of category about excellent 
teaching.  
 
Part 1: Categories of Excellent Teaching 
There are 5 categories included in my questionnaire about excellent teaching in middle school in China. I 
explain each of them respectively. Please read these categories and definitions carefully and go to Part 2. 
 
1) Category One: Content Knowledge 
Excellent teacher has a sound knowledge base. They know well about the subject matter and what will be 
taught, the objectives of curricular this subject, love the subject, and have rich interest in education and life.  
 
2) Category Two: Pedagogical Knowledge 
On the basis of good understanding of teaching and learning, excellent teaching focuses on class 
preparation, knowledge delivery, classroom activities and interactions, proper and quick feedback. 
Excellent teaching does not only help student master knowledge, but also help them learn freely, happily 
and interestingly.   
 
3) Category Three: Effectiveness 
Excellent teaching facilitates student cognitive development and improves their academic achievement. 
Excellent teaching also helps students achieve morality development and social improvement.  
 
4) Category Four: Caring for students 
Excellent teaching regards students who come to school with needs and wants. An excellent teacher 
understands, loves, and encourages students in a caring and encouraging environment. An excellent teacher 
keeps the reciprocal positive relationships (e.g., friend, teacher, and older relative) with their students and 
contacts regularly with parents.  
 
5) Category Five: Professionalism 
Excellent teachers keep renewing their knowledge, learning from their colleague and other professionals to 
achieve teaching improvement and effectiveness. They also involve in the educational research and reform, 
and are aware of new findings and theories and adapt them into their own teaching practice. Excellent 
teachers have a sound professional morality and responsibility standards. 
 

Junjun Chen 
Room No. H211 

School of TLD 

Faculty of Education 

Private Bag 92109 

Auckland, New Zealand  
Tel: + 64 9 623 8899 ext.48384 

Fax: + 64 9 623 8898 
Email: jj.chen@auckland.ac.nz 
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Part 2: Statements of Excellent Teaching 

In the following table, there are 88 items about excellent teaching in the first column to be used to describe 
categories in the second column. After reading each item, Please underline ONE box in the second column 
which you think the item best fits with this category (The item not fitting any category should be left blank)  
 Underline ONE scale for rating in the third column to indicate how confident you feel about your choice. 
The meaning of rating is as follows: 

 3= I am very sure the item best fits with the underlined category 
 2= I am sure the item best fits with the underlined category 
 1= I am not very sure whether the item best fits with the underlined category. 

Statement of Excellent Teaching 

Category Rating 

1 2 3 4 5 1 2 3 

1. An excellent teacher ensures that classes are well-planned and 
well-structured. 

        

2. An excellent teacher is a strict instructor.         
3. An excellent teacher is passionate about his or her subject or 
what is being taught. 

        

4. Excellent teaching helps students form good habits and 
positive attitudes. 

        

5. An excellent teacher understands fully the objectives for the 
state, district and school curricula of his or her subject. 

        

6. Excellent teaching supports students as they acquire 
knowledge and uses it to advance their sense of self. 

        

7. Excellent teaching sets appropriate expectations and goals for 
students and voices them often. 

        

8. Excellent teaching links subject matter to real settings of 
practice or application, and provides sufficient opportunities for 
students to practice what is being taught. 

        

9. Excellent teaching adopts a variety of teaching strategies.         
10. An excellent teacher encourages or praises students 
frequently to help students build self-confidence. 

        

11. An excellent teacher and students learn from each other.         
12. Excellent teaching links subject matter to prior knowledge 
and/or other disciplines. 

        

13. An excellent teacher cultivates students‘ good citizenship.         
14. The relationships between an excellent teacher and his or her 
students are equal and democratic. 

        

15. Excellent teaching uses multi-media techniques to motivate 
learning. 

        

16. An excellent teacher keeps his or her subject knowledge and 
other educational knowledge up-to-date. 

        

17. An excellent teacher is open-minded.         
18. Excellent teaching makes it very clear to students what they 
are to learn. 

        

19. Excellent teaching captures and sustains students‘ interests.         
20. Excellent teaching cares about students‘ personal problems 
and tries to draw students back to learning. 

        

21. Excellent teaching is very imaginative and/or creative.         
22. An excellent teacher teaches students in accordance with their 
aptitude. 
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Statement of Excellent Teaching 
Category Rating 

1 2 3 4 5 1 2 3 

23. An excellent teacher is an authority in front of students.         
24. An excellent teacher is humorous.         
25. An excellent teacher is a holistic model (e.g., life, knowledge, 
and moral exemplar) for students. 

        

26. Excellent teaching educates students to be committed to 
changing society. 

        

27. An excellent teacher loves students, and helps students to 
love people around them. 

        

28. An excellent teacher seeks feedback from students and/or 
colleagues. 

        

29. Excellent teaching promotes teacher-student interaction, and 
student-student interaction in the classroom  

        

30. An excellent teacher has a broad range of general knowledge.         
31. An excellent teacher accepts students‘ opinions/ 
disagreements.  

        

32. Excellent teaching assesses student learning according to 
what has been really taught. 

        

33. An excellent teacher makes homework relevant.         
34. An excellent teacher is patient and approachable.         
35. An excellent teacher is adept at monitoring student learning 
and assesses their understanding and progress, and provides 
relevant and useful feedback. 

        

36. Excellent teaching uses subject matter as a way to teach 
students about higher ideals. 

        

37. An excellent teacher gets involved in students‘ extra-
curricular activities. 

        

38. An excellent teacher presents content clearly and accurately.         
39. An excellent teacher has a good understanding of educational 
psychology, and knows how students learn and develop. 

        

40. An excellent teacher nurtures a relationship of reciprocal 
respect and trust with his or her students. 

        

41. An excellent teacher helps students through home visits or 
phone calls, after-class teaching, and after class-conversations. 

        

42. An excellent teacher is able to anticipate what will be 
assessed in public examinations. 

        

43. Excellent teaching encourages students to express their own 
opinions. 

        

44. An excellent teacher links assessments to the standards of the 
state, district, and school curricula for the subject. 

        

45. An excellent teacher analyses assessment results and uses the 
data to guide his or her instructions. 

        

46. An excellent teacher links instructions to the standards of the 
state, district, and school curricula of the subject. 

        

47. Excellent teaching pays attention to weak students (e.g., 
students with social difficulties), and helps them find solutions. 

        

48. An excellent teacher dresses appropriately.         
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Statement of Excellent Teaching 
Category Rating 

1 2 3 4 5 1 2 3 

49. Excellent teaching creates a caring, democratic, encouraging, 
and challenging learning atmosphere for students. 

        

50. Excellent teaching assesses student learning in many different 
ways, and does NOT always rely on examinations. 

        

51. An excellent teacher remembers students‘ names.         
52. An excellent teacher has a wide range of interests.         
53. Excellent teaching promotes higher order or critical thinking.         
54. An excellent teacher arrives on time to each class.         
55. An excellent teacher helps students understand that life and 
learning can be difficult, and helps them develop the ability to 
cope with such difficulties. 

        

56. An excellent teacher anticipates, plans, and improvises as 
required by the situation. 

        

57. An excellent teacher is able to cope with large classes.         
58. An excellent teacher is a member of a learning community.         
59. Excellent teaching educates students NOT to be selfish and 
self-centred. 

        

60. Excellent teaching gives students more freedom in learning 
and encourages them to find appropriate learning methods on 
their own. 

        

61. Excellent teaching enhances surface and deep learning.         
62. An excellent teacher understands and values the importance 
of education to students and their parents, and cooperates with 
parents frequently to help students learn. 

        

63. Excellent teaching matches content taught to what tests 
measure. 

        

64. An excellent teacher is committed to the task of teaching.         
65. Excellent teaching helps students manage stress, and 
develops their stress-coping capability. 

        

66. Excellent teaching spends a lot of class time drilling students 
with examination-type items. 

        

67. An excellent teacher regards students as their priority.           
68. Excellent teaching prepares a wide range of appropriate 
teaching materials for students. 

        

69. Excellent teaching covers the required content accurately.         
70. Excellent teaching is a moral act and an intellectual activity 
that brings out the best in students. 

        

71. Excellent teaching uses appropriate questioning techniques.         
72. An excellent teacher treats students equally.         
73. Excellent teaching helps students score well in examinations.         
74. Excellent teaching educates students to meet high standards 
of public morality. 

        

75. An excellent teacher cares for student‘s self-esteem and so 
does not punish orally or physically. 

        

76. An excellent teacher does NOT regard his or her profession 
as a tool for money or power. 
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Statement of Excellent Teaching 
Category Rating 

1 2 3 4 5 1 2 3 

77. Excellent teaching links instructional goals to necessary 
changes in society.   

        

78. Excellent teaching helps students get along well with peers.         
79. An excellent teacher educates students NOT to emphasise 
wealth and look down on poverty and NOT to compete for 
material things. 

        

80. An excellent teacher loves the Communist Party of China 
(CPC) and the country and educates students to love them also. 

        

81. Excellent teaching maximises the development of student 
ability or skills. 

        

82. An excellent teacher is an expert in his/her own subject areas.         
83. An excellent teacher is a good friend to students.         
84. An excellent teacher contributes to the effectiveness of the 
school by working collaboratively with colleagues. 

        

85. An excellent teacher understands fully text books and 
required supplementary materials. 

        

86. Excellent teaching helps students establish appropriate 
awareness of competition, and cultivate a positive attitude for 
success. 

        

87. An excellent teacher adapts new educational findings and 
theories into their teaching practice. 

        

88. The opportunity to earn money by teaching outside the school 
is NOT taken at the expense of the children in the classroom. 

        

 
Part 3: Comments 
1. Are there any statements that you think are ambiguous or confusing?  Yes    No  If Yes, please give 
the number and explain: 
___________________________________________________________________________________ 
2. Are there any ideas about excellent teaching missing from the statements? Yes    No   If Yes, please 
give explain: 
___________________________________________________________________________________ 
3. Are there any statements about excellent teaching that should NOT be included in the questionnaire?   
Yes    No      If Yes, please give explain: 
___________________________________________________________________________________ 
4. Are there any statements about excellent teaching that can NOT be included in any category?   Yes    
No     If Yes, please give explain: 
___________________________________________________________________________________ 
 
5. Do you think definitions for each category are clear enough? Yes    No   If Yes, please give explain: 
___________________________________________________________________________________ 
 
6. Other comments: 
___________________________________________________________________________________ 
 

Thank you for your help! Your cooperation is appreciated. 
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Appendix F. Questionnaire for Validity of Category for Teaching 

Practice 

   

  
 
 
  
 
 
 
 
Questionnaire for Validity of Category for Teaching Practice 

Thank you for agreeing to complete this questionnaire. This questionnaire is about teaching practice in 
Chinese middle school. The aim of this questionnaire is to test the validity of item about teaching practice.  
 

Instruction: 
In the following table, there are 75 items about teaching practice in Chinese Middle Schools. After reading 
carefully each item, please answer three questions after the questionnaire: 

1. Are there any statements that you think are ambiguous or confusing?  
2. Are there any ideas about excellent teaching missing from the statements? 
3. Are there any statements about excellent teaching that should NOT be included in the 

questionnaire? 
 

Statement of Teaching Practice 

1. Used text books 
2. Gave students hand-out materials 
3. Set expectations and goals for each student 
4. Asked students to remember content by rote 
5. Asked students to copy your notes 
6. Helped students to make learning plans for themselves 
7. Lectured to students 
8. Gave students background information or knowledge 
9. Used open-ended questioning techniques 
10. Asked a student additional questions to help him or her get the correct response 
11. Asked other students to help a student get the correct response 
12. Created opportunities for students to ask questions 
13. Provided the correct response to students  
14. Led question-and-answer sessions  
15. Facilitated teacher-led discussions 
16. Facilitated student-led discussions 
17. Selected discussion topics according to students‘ interests 
18. Used group work 
19. Encouraged brainstorming 
20. Worked with small groups of  students 
21. Paid special attention to weaker students 
22. Worked with individual students on their personal problems 

Junjun Chen 
Room No. H211 

School of TLD 
Faculty of Education 

Private Bag 92109 
Auckland, New Zealand  

Tel: + 64 9 623 8899 ext.48384 
Fax: + 64 9 623 8898 

Email: jj.chen@auckland.ac.nz 
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Statement of Teaching Practice 

23. Diagnosed student learning problems and gave suggestions  
24. Delivered knowledge using a computer, PowerPoint, or other Multi-media teaching techniques 
25. Used photos, songs, or other tools to stimulate students‘ interests 
26. Used role play 
27. Used games 
28. Linked knowledge to other disciplines 
29. Linked new knowledge to prior knowledge 
30. Linked new knowledge to real settings  
31. Delivered new knowledge using examples 
32. Facilitated student peer learning, teaching and evaluation 
33. Facilitated student-teacher interactions 
34. Worked on problems for which there were several appropriate methods or solution 
35. Used story telling 
36. Provided sufficient opportunities for students to practice what they learnt 
37. Provided opportunities for students to show their brilliance 
38. Guided students to find the answers on their own 
39. Guided students to find their own learning materials and solutions 
40. Encouraged students to express their own opinions 
41. Accepted students‘ opinions or their disagreements 
42. Encouraged students to share their personal feelings  
43. Gave students more freedom to learn 
44. Used longer waiting time when teaching new or difficult knowledge 
45. Used appropriate waiting time when questioning 
46. Checked assignments carefully and responsively 
47. Encouraged/praised students 
48. Gave positive comments 
49. Criticized students 
50. Used assignments as a basis for class discussion 
51. Did some related exercises in class  
52. Drilled students with exam-type items 
53. Practiced examination taking 
54. Did an immediate mastery quiz 
55. Administered a test or quiz for a full period 
56. Encouraged students to solve their own problems in life or learning 
57. Asked students difficult questions and encouraged them to find the answers  
58. Educated students to hold a positive view of life  
59. Educated students to form good habits or attitudes  
60. Educated students to love the country 
61. Did after-class instruction 
62. Talked with students after class 
63. Got involved in students‘ extra-curricular activities 
64. Did home visits or phone calls 
65. Kept in touch with parents frequently 
66. Communicated student progress to parents 
67. Gave parents written reports 
68. Read supplementary teaching materials 
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Statement of Teaching Practice 

69. Read textbooks or other assigned materials 
70. Did some preparation for future lessons  

 
Part 3: Comments 
1. Are there any statements that you think are ambiguous or confusing?  Yes    No  If Yes, please give 
the number and explain: 
___________________________________________________________________________________ 
 
2. Are there any ideas about excellent teaching missing from the statements? Yes    No If Yes, please 
give explain: 
___________________________________________________________________________________ 
 
3. Are there any statements about excellent teaching that should NOT be included in the questionnaire?   
Yes    No      If Yes, please give explain: 
___________________________________________________________________________________ 
 
4. Are there any statements about excellent teaching that can NOT be included in any category?   Yes    
No   If Yes, please give explain: 
___________________________________________________________________________________ 
 
5. Do you think definitions for each category are clear enough? Yes    No If Yes, please give explain: 
___________________________________________________________________________________ 
 
6. Other comments: 
___________________________________________________________________________________ 
 
 

Thank you for your help! Your cooperation is appreciated. 
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Appendix G. Teacher Questionnaire: Conceptions of Excellent 

Teaching and Practice 

 
 
 
 
 
 
 
 

 

Teacher Questionnaire: Conceptions of Excellent Teaching and Teaching Practice 

Thank you for agreeing to complete this questionnaire. This questionnaire is about excellent teaching and 
teaching practice in Chinese middle schools. Part One is about excellent teaching and Part Two is about 
Teaching Practice.  
 
In Part One, I wish to know how strongly you agree that each statement is part of excellent teaching in 
Chinese middle schools. Please give your opinion about each statement by ticking or filling in ONE box 
that shows how strongly you agree or disagree with each item by using the following rating scales:  
 

 Strongly Disagree 
 Mostly Disagree 
 Slightly Agree 
 Moderately Agree 
 Mostly Agree 
 Strongly Agree 

 
Note that the negative opinions are on the LEFT while the more positive opinions are on the RIGHT. 
Please answer the teaching practice questions after finishing the excellent teaching questions. 

Overseas contact in New Zealand 

Junjun Chen 
 Room No. H211 
School of TLD 
Faculty of Education 
Private Bag 92109 
Auckland, New Zealand  
Tel: + 64 9 623 8899 ext.48384 
Fax: + 64 9 623 8898 
Email: jj.chen@auckland.ac.nz 

Return this to the address in China 
Junjun Chen 

Shengli Primary School 
Xingcheng, 125100  

Liaoning 
China 

Tel: + 86 429 8869622 
Email: jj.chen@auckland.ac.nz 
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Part 1: Statement of Excellent Teaching      (tick only one) 

Statement of Excellent Teaching 
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1. An excellent teacher links instructions to the standards of the state, 
district, and school curricula of the subject.                   
2. Excellent teaching matches content taught to what tests measure.                   
3. Excellent teaching supports students as they acquire knowledge and 
uses it to advance their sense of self.                   
4. Excellent teaching helps students get along well with peers.                   
5. An excellent teacher loves students.                   
6. Excellent teaching helps students score well in examinations.                   
7. An excellent teacher does NOT regard his or her profession as a tool 
for money or power.                    
8. An excellent teacher is open-minded.                   
9. An excellent teacher analyses assessment results and uses the data to 
guide instructions.                   
10. Excellent teaching spends a lot of class time drilling students with 
examination-type items.                   
11. An excellent teacher encourages or praises students frequently.                   
12. Excellent teaching uses subject matter as a way to teach students 
about higher ideals.                   
13. An excellent teacher is a holistic model (e.g., life, knowledge, 
behaviour, and moral exemplar) for students.                   
14. Excellent teaching prepares a wide range of appropriate teaching 
materials for students.                   
15. An excellent teacher is an expert in his or her own subject areas.                   
16. An excellent teacher gets involved in students' extra-curricular 
activities.                   
17. Excellent teaching creates a caring, democratic, encouraging, and 
challenging learning atmosphere for students.                   
18. An excellent teacher is an authority in front of students.                   
19. Excellent teaching adopts flexibly a variety of teaching strategies.                   
20. An excellent teacher educates students NOT to emphasise wealth 
and look down on poverty and NOT to compete for material things.                   
21. Excellent teaching sets appropriate expectations and goals for 
students and voices them often.                   
22. An excellent teacher regards his or her students as their priority.                   
23. An excellent teacher is a good friend to students.                   
24. An excellent teacher accepts students‘ opinions or disagreements 
and is willing to admit mistakes in front of students if he or she is 
wrong. 

                  

25. An excellent teacher communicates and cooperates with parents 
regularly to help students learn better.                   
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Statement of Excellent Teaching 
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26. Excellent teaching makes it very clear to students what they are to 
learn.                   
27. Excellent teaching links subject matter to real settings of practice or 
application, and provides sufficient opportunities for students to practice 
what is being taught. 

                  

28. Excellent teaching links instructional content and goals to societal 
development.                   
29. An excellent teacher seeks feedback from students and/or 
colleagues.                   
30. An excellent teacher anticipates, plans, and improvises as required 
by the situation.                   
31. An excellent teacher educates students to love the country.                   
32. Excellent teaching educates students to be committed to developing 
and changing our society.                   
33. An excellent teacher helps students understand that life and learning 
can be difficult, and helps them to develop the ability to cope with such 
difficulties. 

                  

34. Excellent teaching assesses student learning according to what has 
been really taught.                   
35. Excellent teaching helps students form good habits and positive 
attitudes.                   
36. Excellent teaching helps students establish appropriate awareness of 
competition, and cultivate a positive attitude for success.                   
37. Excellent teaching maximises the development of student abilities 
and skills.                   
38. An excellent teacher contributes to the effectiveness of the school by 
working collaboratively with colleagues and other professionals outside 
and inside school. 

                  

39. Excellent teaching promotes creative thinking and/or critical 
thinking.                   
40. An excellent teacher makes homework relevant and appropriate and 
checks it carefully and responsively.                   
41. An excellent teacher is a strict instructor.                   
42. Excellent teaching pays special attention to weak students and helps 
them find solutions.                   
43. Excellent teaching educates students to be responsible to all of 
society.                   
44. An excellent teacher helps students remember things well.                   
45. An Excellent teacher stays current with subject research and adapts 
new findings and theories into their teaching practice.                   
46. An excellent teacher helps students through phone calls (or home 
visit) and after-class communication.                   
47. Excellent teaching assesses student learning in many different ways, 
and does NOT always rely on examinations.                   
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Statement of Excellent Teaching 
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48. An excellent teacher is able to anticipate what will be assessed in 
public examinations.                   
49. An excellent teacher is adept at monitoring student learning and 
assesses their understanding and progress, and provides relevant and 
useful feedback. 

                  

50. An excellent teacher ensures students learn how to follow correctly 
taught procedures.                   
51. An excellent teacher keeps their teaching knowledge (e.g., subjects, 
educational psychology, and pedagogy) up-to-date.                   
52. An excellent teacher presents content clearly and accurately.                   
53. Excellent teaching is very imaginative and/or creative.                   
54. Excellent teaching uses many exercises to help students understand 
and master new knowledge.                   
55. An excellent teacher is keen on finding and creating opportunities 
for leaning continuously.                   
56. An excellent teacher ensures students learn how to choose an 
appropriate procedure to solve problems.                   
57. An excellent teacher acts like a kindly family member to guide 
students, especially when they are emotionally or psychologically 
disturbed. 

                  

58. An excellent teacher helps students understand relationships 
between ideas and information.                   
 
Part Two is about how important you consider various practices you used in your class or after class in last 
semester to be.  
 
Please indicate how important the practice is to you by selecting one of five importance ratings for each 
practice. Please note that each teaching practice need not have taken an entire class period. Use the 
following rating scales to indicate how important the practice is.  
 

 NOT important  
 of LITTLE importance 
 of SOME importance 
 of CONSIDERABLE importance 
 of CRITICAL importance 

 
Note that the negative opinions are on the LEFT while the more positive opinions are on the RIGHT. 
 
Please supply your personal information and give some comments if you have after answering the practices 
questions. 
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Part 2: Statement of Teaching Practice   (tick only one option for each question) 
Statement of Teaching Practice IMPORTANCE 

NOT LITTLE SOME CONSIDERABLE CRITICAL 

1. Read supplementary teaching 
materials      
2. Facilitated student peer learning, 
teaching and evaluation      
3. Did an immediate mastery quiz      
4. Asked a student additional questions 
to help him or her get the correct 
response  

     

5. Kept in touch with parents regularly       
6. Communicated with students after 
class      
7. Provided the correct response to 
students      
8. Linked new knowledge to real 
settings      
9. Used appropriate waiting time when 
questioning      
10. Created class rules for appropriate 
behaviour      
11. Read textbooks or other assigned 
materials      
12. Facilitated student-teacher 
interactions      
13. Administered a test or quiz for a 
full period      
14. Asked other students to help a 
student get the correct response      
15. Did home visits or phone calls      
16. Used photos, songs, or other tools 
to stimulate students' interests 

     

17. Led question-and-answer sections      
18. Linked new knowledge to prior 
knowledge       
19. Used longer waiting time when 
teaching new or difficult knowledge      
20.Used suitable punishment when 
students misbehaved      
21. Prepared for lessons carefully       
22. Facilitated student-led discussions      
23. Practiced examination taking      
24. Used open-ended questioning 
techniques      
25. Communicated student 
performance to parents      
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Statement of Teaching Practice IMPORTANCE 

NOT LITTLE SOME CONSIDERABLE CRITICAL 

26. Used games      
27. Asked students to copy your notes      
28. Delivered new knowledge using 
examples      
29. Encouraged students to solve their 
own problems in life or learning      
30. Criticized students when they made 
mistakes or misbehaved      
31. Prepared new teaching materials 
for students      
32. Worked on problems for which 
there were several appropriate methods 
or solutions 

     

33. Did some related exercises in class      
34. Set expectations and goals for 
students      
35. Used role play      
36. Delivered knowledge using a 
computer or other Multi-media 
teaching techniques 

     

37. Lectured to students      
38. Linked knowledge to other 
disciplines      
39. Required students to be actively 
involved in learning      
40. Enforced class rules strictly       
41. Drilled students with examination-
type items 

     
42. Gave students background 
information       
43. Got involved in students' extra-
curricular activities      
44. Used story telling      
45. Asked students to remember 
content by rote      
46. Ensured students had time to 
complete activities      
47. Created opportunities for students 
to ask questions      
48. Used text books      
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Part 3: Personal Information (tick only one or write your answer) 
 
1. Your sex  □ Male          □ Female  
 
2. Teacher Certificate currently held:  

□Below Junior    □Junior     □Intermediate   □Senior   □Above Senior 
 
3. Educational Background:  

□Below Bachelor      □Bachelor          □Master          □Above Master 
 
4. Educational Experience as a Teacher (in years) _______________ 
5. Subject you teach _______________ 
6. Grade you teach _______________ 
7. Your age _______________ 
8. Type of Teacher Training obtained _________________________ 
 
 

Comments: Please give your comments about the questionnaire: 
 

___________________________________________________________________________________ 
 
 

About how long did it take you to complete this questionnaire? 
_______________Minutes 

 
 

Thank you for your help! Your participation is appreciated. 
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教师调查问卷：优秀教学理念和教学实践 

 

尊敬的老师： 

 

非常感谢您参与这项问卷调查。这份问卷是有关中学优秀教学和教学实践的。第一部分是有关中学

优秀教学的陈述，请您每个问题只选一项来表达您对这一陈述是否属于中学优秀教学的同意程度。

同意程度的选项如下（请在相对应的空格内划上‘√’）： 

 

 不同意 

 有些不同意 

 有些同意 

 比较同意 

 很同意 

 非常同意 

 

请注意：左侧选项是非常不满意。 请您在回答完优秀教学的问题后再回答有关教学实践的问题。 

 

第一部分：优秀教学 （请您每个问题只选择一项）  

优秀教学 
不同

意 

有些不

同意 

有些

同意 

比较

同意 

很同

意 

非常

同意 

1．优秀教师把课堂指导与本学科各级(国家，省

市及学校）教学目标联系在一起。 
      

2．优秀教学所教的内容与考试内容相关。 
      

3．优秀教学鼓励学生获取知识，利用其完善自

己。 
      

4．优秀教学帮助学生们和睦共处。       
5．优秀教师关爱学生。       
6．优秀教学帮助学生在考试中取得好成绩。       
7．优秀教师不把教师职业看作敛财争取权力工

具。 
      

8．优秀教师是思想开明的。       

新西兰联系方式 

陈君君 

新西兰奥克兰大学教育学院 

邮箱：92601 

电话: + 64 9 623 8899 转 48384 

传真: + 64 9 623 8898 

电邮: jj.chen@auckland.ac.nz  

打印并寄至以下中国地址 

陈君君 

中国辽宁省兴城市胜利小学 

邮编：125100 

电话：+86 429 8869622 

电邮:jj.chen@auckland.ac.nz 
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优秀教学 
不同

意 

有些不

同意 

有些

同意 

比较

同意 

很同

意 

非常

同意 

9．优秀教师分析学生的各种考试结果，并用分

析来的数据指导课堂教学。 
      

10．优秀教学利用很多课堂时间来训练学生做与

考试有关的类型题。 
      

11．优秀教师经常鼓励和表扬学生。       
12．优秀教学利用学科知识作为载体来教授学生

超越课本知识以外更高深的理念。 
      

13．优秀教师是学生学识、生活及道德行为的楷

模。 
      

14．优秀教学给学生提供充足且适宜的学习资

料。 

      
15．优秀教师精通所教的学科。       
16．优秀教师参与学生的课外活动。       
17．优秀教学为学生营造一个相互关心、民主、

且具有挑战性学习氛围。 
      

18．优秀教师在学生面前是权威的。       
19．优秀教学灵活地运用多种多样的教学手段。       
20．优秀教学教导学生不要嫌贫爱富不要进行物

质上攀比。 
      

21．优秀教师给学生设定合适的学习目标，并时

刻提醒学生向目标努力。 
      

22．优秀教师以自己的学生为重点。       
23．优秀教师是学生的良师益友。       
24．优秀教师能够接受学生的观点和不同意见，

并且能在学生面前承认错误。 
      

25．优秀教师定期与家长交流并合作来帮助学生

更好学习。 
      

26．优秀教学把教学内容清楚地展现给学生。       
27．优秀教师把课堂知识与生活实践及其实际应

用联系在一起，并给学生提供实践所学知识的机

会。 

      

28．优秀教学把教学内容和教学目标与社会的发

展和变革联系在一起。 
      

29．优秀教师向学生和同事寻求教学的反馈意

见。 
      

30．优秀老师能根据各种课堂情况做出预测和适

宜的反应。 
      

31．优秀教师热爱祖国，并教导学生热爱祖国。       
32．优秀教学教育学生要全身心地致力于社会发

展与变革。 
      

33．优秀教师帮助学生了解生活和学习中是充满       
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优秀教学 
不同

意 

有些不

同意 

有些

同意 

比较

同意 

很同

意 

非常

同意 

困难的，并给学生以适当的挫折教育，帮助学生

提高抗挫折能力。 

34．优秀教学根据学生被教授和所学习的内容来

考核学生。 
      

35．优秀教学帮助学生形成良好的习惯和积极态

度。 
      

36．优秀教学帮助学生建立正确的竞争意识，培

养良好的成功心态。 
      

37．优秀教学注重发展学生能力，不培养高分低

能。 
      

38．优秀教师通过和校内外同事或其它专业人士

合作来提高教学质量。 
      

39．优秀教学注重发展学生的创造性和批判性思

维。 
      

40．优秀教学尤其关注弱势学生，并帮助他们找

到解决问题的方法。 
      

41．优秀教师是严肃的指导者。       
42．优秀老师给学生布置适量且适宜的家庭作

业，并仔细地检查给予反馈。 
      

43．优秀教学培养学生具有对社会的责任心。       
44．优秀教师帮助学生很好地记住所学知识。       
45．优秀教师密切关注本学科的科研发展，并把

新的科研成果和教学理念运用到教学实践中。 
      

46．优秀教师通过电话和课后交流来帮助学生。       
47．优秀教学用多种方式来考核学生的学习效

果，不总是依赖考试。 
      

48．优秀教师较能预测考试中要考核的内容。       
49．优秀教师善于观察发现学生的问题、考核学

生的理解和进步程度，并给与适宜的建设性的反

馈意见。 

      

50．优秀教师确保学生正确重复使用所学方法。       
51．优秀教师随时更新自己的知识，包括学科知

识、心理学和教学教法等方面。 
      

52．优秀教师清晰准确地传授知识。       
53．优秀教学是富于想象和创造性的。       
54．优秀教学利用大量的练习来帮助学生理解和

掌握知识。 
      

55．优秀教师善于寻找并创造继续学习深造的机

会。 
      

56．优秀教师确保学生学会选择正确方法解决问       
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优秀教学 
不同

意 

有些不

同意 

有些

同意 

比较

同意 

很同

意 

非常

同意 

题。 

57．优秀教师像和蔼的长者来教导学生，尤其在

他们情感与心理上困扰的时候。 
      

58．优秀教师帮助学生理解所学的知识间的关

系。 
      

 

第二部分是关于您上学期在课内外所用到的教学实践。请您每个问题只选择一项来表达您认为您所

用过的教学实践的重要程度。注意这里所指的教学实践不一定要整堂课使用。重要程度的选项如下

（请在相对应的空格内划上‘√’）： 

 

 不重要 

 有些重要 

 比较重要 

 很重要 

 非常重要 

 

请注意：左侧选项是不重要。  
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第二部分：教学实践 （请您每个问题只选择一项） 

教学实践 重要程度 

不重 

要 

有些 

重要 

比较 

重要 

很重 

要 

非常 

重要 

1．阅读教学辅助资料      
2．促进学生之间自学、自教、自评 

     
3．讲授完新知识后，进行学生掌握程度的

测验 
     

4．问学生相关的问题来帮助学生得到正确

的答案 
     

5．和家长保持固定的联系      
6．教学中采用角色扮演      
7．给学生提供正确的答案      
8．新知识与实际情况或日常生活联系起来      
9．当学生回答问题时，给与合适等待时间      
10．制定课堂规则来指导学生行为      
11．阅读教科书及其它指定资料      
12．促进学生和老师间的互动      
13．进行单元测试      
14．请其它的学生来帮助某学生得到正确的

答案 
     

15．进行电话访或者家访      
16．用照片、歌曲和其它教具来激发学生的

兴趣 
     

17．带领学生做问与答的活动      
18．新知识联系以前学过的知识      
19．当学生回答新问题或较难问题时，延长

等待时间 
     

20．当学生行为不当时，对学生进行适当的

惩罚 
     

21．认真备课      
22．促进以学生为主导的讨论活动      
23．进行模拟考试训练      
24．利用开放式的问题（即没有固定答案的

问题） 
     

25．和家长交流学生的情况      
26．利用游戏教学      
27．让学生抄写你的笔记      
28．利用一些例子来传授知识      
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教学实践 重要程度 

不重 

要 

有些 

重要 

比较 

重要 

很重 

要 

非常 

重要 

29．鼓励学生自己解决生活和学习上的问题      
30．当学生犯错误行为不当时，批评学生      
31．给学生准备新的而且适宜的学习资料      
32．利用多种方法和途径解决问题      
33．在课堂上做与新知识相关的习题      
34．给学生设定教学目标      
35．和学生进行课后交流      
36．用计算机、幻灯片和其它多媒体课件进

行教学 
     

37．给学生讲课      
38．新知识与其它学科知识 联系      
39．要求学生积极参与教学      
40．严格执行课堂的相关规则      
41．训练学生做考试类型题      
42．讲授新知识前给学生提供相关的背景信

息和知识 
     

43．参加学生的课外活动      
44．利用故事教学      
45．让学生用背诵的方式记住所学的知识      
46．确保学生有足够的时间来完成活动      
47．给学生创造提问的机会      
48．利用教科书      
 

  

第三部分：个人信息 

 

1．性别：□男     □女 

2．教师资格：□初级以下    □初级   □中级   □高级    □高级以上 

3．学历：□本科以下   □本科   □硕士    □硕士以上 

4．您的教龄：_______________ 

5．您所教的科目：_______________ 

6．您所教的年级：_______________ 

7．您的年龄：_______________ 

8．您所接受的教师培训种类：_______________ 

 

非常感谢您的参与！ 
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